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Causes and Problems of Horizontal Transfer
between Music Programs
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Abstract

This study aimed to reveal the reasons for horizontal transfer in music
departments and the problems experienced in this process. Case study
design, one of the qualitative research methods, was used in this
research. The study group consisted of 25 students who came to Dicle
University State Conservatory with a horizontal transfer. The research
data were obtained from face-to-face interviews conducted with a semi-
structured interview form. The findings obtained in this study showed
that the reasons for the students to transfer were mainly due to being
with their families, being from Diyarbakir, living more comfortably
financially, gefting a better education and being close to their
hometowns. It was observed that the most common problems
experienced by students were related to courses and course exemptions.
In addition, it was also revealed that they encountered many problems,
such as bad aftitudes from academic staff, ignorance and indifference
to the office of student affairs, and housing. Students made some
suggestions regarding the transfer process and its implementation,
stating that the transfer process should be reorganised and problems
should be eliminated.

Keywords: Undergraduate education, horizontal transfer, music
programmes, student problems.
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Introduction

Universities (higher education) are autonomous institutions consisting of faculties,
institutes, colleges, and similar units and departments where education and training are
carried out at the highest level, research is conducted, and knowledge is produced.
UNESCO defines universities as institutions that include all disciplines, combine research
and education, contribute to national and international development, support the social
and intellectual development of society, and provide vocational education (UNESCO,
1991). According to Jasper (1959), universities are a community of academicians and
students engaged in the search for truth.

While the functioning of higher education in Turkiye was initially carried out in different
institutions, with the Higher Education Law No. 2547 enacted in 1981, all higher
education institutions were gathered under the umbrella of the Council of Higher
Education (CoHE), academies were transformed into universities, educational institutes
into education faculties, and conservatories and vocational colleges were affiliated to
universities. Thus, the Council of Higher Education, which is an institution with autonomy
and public legal personality within the framework of the provisions of the
aforementioned law and the duties and powers given to it by Articles 130 and 131 of
the Constitution, has become the only institution responsible for all higher education
(CoHE History).

Within the rules determined by the CoHE and according to the criteria determined by
the university senates, it is possible to transfer within universities or between other
universities. In Turkiye, these transitions are carried out in two ways: vertical and
horizontal. Vertical transfer is to transfer from two-year associate degree programmes
to a four-year undergraduate programme with or without an exam. Horizontal transfer,
on the other hand, can be made in four ways: between programmes within the institution,
between institutions, with central placement points (The Measuring, Selection and
Placement Center scores), special cases (e.g., public service obligations, violence
incidents, and abroad), Turkish armed forces and police academy students. Horizontal
transfer regulation was made with the Regulation on Transfer, Double Major, Minor and
Inter-Institutional Credit Transfer between Associate and Undergraduate Programs in
Higher Education Institutions numbered 27561 published in 2010 (YOK, 2010). This
regulation draws attention to two types of horizontal transfer: inter-institutional and
intra-institutional. Intra-institutional horizontal transfer is the transfer of a student to
another diploma program of the same level within the higher education institution
he/she is registered in during the 3rd and 5th semesters. Inter-institutional horizontal
transfer refers to the transfer from one university or college to a department or program
in another university.

The type of horizontal transfer considered in the research is between institutions.
However, these transitions can be made within the framework of some rules. The first
year and the last year of undergraduate programmes are not eligible for transfer and
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horizontal transfer applications can only be made within the announced deadlines.
Horizontal transfers are made between diploma programmes with the same names of
higher education institutions or between diploma programmes that are determined by
the relevant administrative boards to have at least eighty percent of the same content
and within the quota. Horizontal transfers can be made with GPA or central placement
score. In transfers made with GPA, the GPA of the completed semesters must be at least
60 out of 100 (CoHE, 2010). Horizontal transfers made with central scores allow
students to change universities or departments by taking into account the score values
of the year they took the university exam. In order to transfer to a university as a special
student, it is mandatory to notify the university where they are registered.

Since the 2000s, state universities have been established in every province. This situation
has led to the economic, industrial and cultural development of cities where provincial
universities are located, but it has also brought with it problems such as low quality in
education and training, inadequate technical equipment and hardware, unemployment
and underemployment, lack of planning and commercialization. (Cinar, 2016; Dogan
& Oktay, 2020). Due to all these problems, the demand for students to transfer from
the universities where they are studying to universities in cities with better conditions and
higher levels of development and welfare has started to increase. Provinces and
universities with low competitiveness in terms of geography, climate, development and
services offered to students have started to lose students (Cinar, 2016). Most studies also
point out that the direction of educational mobility is from east to west and therefore
from underdeveloped countries to developed countries (Akkaya, 2020). It can be said
that the effective factors in students' horizontal transfer are generally socio-cultural and
economic reasons.

When studies on transfers between universities in Turkiye are examined, we come across
a few studies. Yarali Akkaya (2020) examined the horizontal transfers carried out at Van
YUzUncO Yil University, and mentioned many reasons such as socio-cultural, political
and economic, and stated that family ties and responsibilities were the source of these
findings. Cinar (2016) stated that the most common reasons for horizontal transfer were
negative academics, the influence of the city, the teaching process, and academic-
student relations, while the university had the least effect. In the study conducted by
Dogan & Oktay (2020), the advertisements published by foundation universities during
horizontal transfer periods to increase the number of students were examined. Kumral
& Sahin (2017) determined the reasons why students participating in the Farabi
exchange program benefited from the program and the problems experienced during
this process, and evaluated the purpose and functioning of the program in line with their
suggestions for the program.

It is seen that the studies conducted at universities abroad are mostly encountered under
the name of student mobility. Student mobility is analysed in two different ways: domestic
and international student mobility. The terms horizontal and vertical mobility are used
for international transfers. The term 'vertical mobility' is used to describe students from
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developing countries going to academically advanced higher education institutions in
more developed countries. 'Horizontal mobility' has been defined as student mobility
between countries and higher education institutions with more or less the same level of
quality of economic progress (Rivza & Teichler, 2007). When the studies on student
mobility abroad are examined, there are many studies that focus on international
mobility and migration from east to west (Staniscia, 2012; Singh & Doherty, 2008; Pinpa,
2005; Waters, 2007) and that investigate the reasons for preferring education abroad
(Beine et al., 2014; Cao et al., 2015), the effect of social networks on educational
mobility (Brooks & Waters, 2010), gender and migration history in educational mobility
(Schneebaum et al., 2015), and the reasons for the transition of students who migrate
to more developed regions within the same country (Ciriaci, 2013; Wells et al.,
2018)and temporary student mobility with programmes, such as Erasmus (Jovanovska
et al., 2018; Pineda et al., 2008; Sal-ilhan & Kilekgi, 2022).

Music programmes in Turkiye and horizontal transfer

Music education programmes at the higher education level in Turkiye appear under
three different names: music education faculties, fine arts faculties and state
conservatories. The aim of the music education faculties is to train teachers. Faculties of
fine arts are programmes that aim to train designers and artists, which include many
branches of art, such as painting, music, photography, ceramics, sculpture and
architecture. Conservatories, on the other hand, are programmes that include fields,
such as dance, drama and performing arts, where a more comprehensive and detailed
music education is given compared to all other music programmes and aim to train
artists. In addition, state conservatories in Turkiye are divided into two different
programmes in which western music and Turkish music education are given. As all these
programmes have different aims, there are also many differences in their curricula.

Music education programmes are located in the department of fine arts education of
education faculties in universities. In 1982, with the transfer of higher education
institutions to universities, music education was also transferred to faculties of education
(Yayla, 2004). In 1998, music education was merged with painting and business
education under the name of 'fine arts education' department and transformed into a
department (Kalyoncu, 2005). Music education programmes, which were partially
autonomous in the past, have been renewed after 1998 and set to a certain standard
and have a common curriculum throughout the country.

Conservatories are defined by CoHE as "higher education institutions that train artists in
music and performing arts" (CoHE, 2006: 16). 'Western music state conservatories,
'which can start to provide music education from primary school age, are programmes
that provide classical western music education and generally train their own
undergraduate students. Turkish music state conservatories, on the other hand, are
institutions where Turkish music and traditional Turkish instruments are taught and
music education can be provided from primary school (Official Gazette of the Republic
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of Turkiye, 2015). According to the Ministry of National Education (MoNE), a
conservatory is a college that trains artists in music and performing arts, where primary
and secondary education institutions can also be opened as preparatory units (MoNE,
2013). Conservatories in Turkiye are structured as departments, arts and main art
branches. In these programmes, courses are carried out with a very intense and strict
discipline.

Faculties of fine arts, on the other hand, are institutions that provide education in art
branches, such as painting, music, sculpture, and cinema, at the undergraduate level.
The music programmes in the faculties of fine arts in Turkiye are generally called music
departments or music sciences. They are departments where both Turkish music and
classical western music can be taught. Music Departments in Faculties of Fine Arts in
Turkiye were first established in 1975 at Ege University to carry out scientific research in
the field of music. However, over time, the faculties of fine arts have turned towards the
student output targets aimed by conservatories by opening programme types related to
the field of performance, and have deviated from their founding purpose in 1975 and
turned into programmes with similar purposes to conservatories (Yener & Apaydinli,

2016).

The structure of music education in the faculties of fine arts and state conservatories of
Turkish music in Turkiye is quite complex. In Turkish music state conservatories, there
are generally departments, such as Turkish folk dances, voice training, instrument
education, Turkish music (Turkish Folk Music, Turkish Art Music) (e.g., Diyarbakir Dicle
University State Conservatory of Turkish Folk Dances, Voice Training and Turkish Music
departments; Istanbul Technical University Turkish Music State Conservatory of Turkish
Music Voice Training, Musicology, Instrument Education, Turkish Folk Dances
departments). In Faculties of Fine Arts, there are departments, such as 'Music, Music and
Performing Arts, Music Sciences, Turkish Music Basic Sciences' (e.g., Ankara Gazi
University Turkish Music State Conservatory Turkish Music Department; Ardahan
University Faculty of Fine Arts Turkish Music and Turkish Folk Dances Department). As
can be seen, in both programmes, music fields can be divided into different departments
or main art branches. Due to these diversities, there may be differences in the courses
and their contents both according to the universities and the type of music education
given in these programmes.

Despite all these differences in the programmes in music education in Turkiye, horizontal
transfer can be made if the necessary conditions are fulfilled. However, the idea that the
differences in the purpose and curriculum programmes may cause many problems,
especially in the horizontal transfers between the faculties of fine arts and state
conservatories where Turkish music education is given, constitutes the problem of this
research.

In Turkiye, as in other departments, horizontal transfers between music programmes
are made within a certain quota, based on the grade point averages in the universities
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and the courses being carried out in the departments. In the literature, to our knowledge,
there is no domestic study on horizontal transfers between music programmes. When
the studies conducted abroad are examined, it is seen that these studies mostly
investigate the cultural and musical learning experiences of music students in
international educational mobility (Bartleet et al., 2020; Lim, 2020).

The studies in the literature reveal that many reasons, such as family, city, university,
academician or the desire to get a better education affect horizontal transfers. Recently,
with the increase of newly opened universities and music programmes in Turkiye,
students want to change universities for many reasons and, as a result, they have to face
many problems, especially curriculum problems. In this direction, this study aims to
examine the horizontal transfers between music programmes and to find out from which
universities and programmes the transfers are made, why students transfer and what
kind of problems they face during the horizontal transfer process.

Method
Research Model

In this research, which was conducted to determine the reasons for the transfer and the
problems experienced by the students of the music department who transferred horizontally,
the lllustrative case study design, one of the qualitative research methods, was used
(Brown, 2008). Case study is a method in which a single situation or event is examined
longitudinally in depth, data is collected systematically and what happens in the real
environment is examined. With the results obtained, it reveals why the event occurred in
that way and what should be focused on in further studies (Davey, 1991). In an
illustrative case study, it is aimed to describe a situation descriptively by examining one
or more examples of a situation. It is used when the data obtained by examining
situations about which there is very little information is interpreted and unknown
information is presented to the readers. In an explanatory case study, the purpose of
the research is to answer the questions of “why” and “how” (Leymun et al., 2017). In
this direction, the horizontal transfer situations of music department students were
investigated, the universities they transferred to, the reasons for horizontal transfer, and
the problems they encountered during and after the horizontal transfer process were
determined, and student opinions were included so that the process could be carried
out more healthily. The data were collected using the interview technique. The interviews
were conducted using a semi-structured interview form prepared by the researcher.

Participants

The study group of this research was 25 students who came to Dicle University State
Conservatory by horizontal transfer and who continued their education in the 2022-
2023 academic year. The criterion sampling method, one of the purposive sampling
methods, was used to determine the study group. In the criterion sampling method, the




E

N

[_
=z
r

Journal of Qualitative Research in Education
Egitimde Nitel Arastirmalar Dergisi

sample group is determined by using a predetermined list of criteria or criteria
predetermined by the researcher (Yildirrm & Simsek, 2006). In this direction, the
participants were students who came to Dicle University State Conservatory with
horizontal transfer in the 2022-2023 academic year. The reason for choosing this
university for the study is that Diyarbakir is one of the cities with the highest level of
development in the Eastern/Southeastern Anatolia region. In addition, the fact that the
state conservatory in this university is one of the oldest and most established departments
in the region and that the researcher witnessed a high number of students transferring
to this department where he worked was effective in determining the sample.
Demographic information of the study group is presented in Table 1 below.

Table 1.

Personal information of the students

Groups N %
Gender Female 15 60,0
Male 10 40,0
Age 20-24 17 68,0
25-29 5 20,0
30-34 2 8,0
36 1 4,0
University Sirnak University 5 20,0
Kars Kafkas University 5 20,0
Ardahan University 5 20,0
Van YUz0ncU Yil University 4 16,0
Tokat Gaziosmanpaga University 2 8,0
Batman University 1 4,0
Konya Selcuk University 1 4,0
Kahramanmaras Sttt imam University 1 4,0
Elazig Firat University 1 4,0
Faculty/Higher State Conservatory 13 52,0
Education Faculty of Fine Arts 12 48,0
Total 25 100

As seen in Table 1, 15 (60.0%) of the students were female, and 10 (40.0%) were male.
The ages of the students were between 20 and 36 years old. Five (20,0%) of the students
were from Sirnak University; five (20.0%) were from Kars Kaftkas University; five (20.0%)
were from Ardahan University, four (16.0%) from Van YizincU Yil University; two (8.0%)
from Tokat Gaziosmanpaga University; and the remaining students came to Dicle
University by transferring from Batman University, Konya Selcuk University,
Kahramanmaras Sttct imam University and Elazig Firat University. Thirteen (52,0%) of
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the students transferred to Dicle University State Conservatory from the state
conservatory and 12 (48,0%) from the Faculty of Fine Arts.

Data collection

To conduct this study, ethical approval was first obtained from the Dicle University Social
and Human Sciences Research and Ethics Committee (E-14679147-663.05-91570).
After the approval of the ethics committee, the data were collected using face-to-face
interviews with music department students who transferred from other universities to the
Dicle University State Conservatory. The interviews were conducted at the end of the
spring term of the 2022-2023 academic year. Interviews were conducted using a
smartphone and audio recorded. The interviews were conducted using a semi-structured
interview form prepared by the researcher. In order to prepare the interview form, the
relevant literature was first reviewed. Then, a draft form was created for the interview
form to be used in the research. Keeping the number of basic interview questions quite
limited and deriving follow-up and probe questions from them is the basic feature of a
semi-structured interview (Rubin & Rubin, 2012). The form created by the researcher in
order to achieve the aims of the study includes main questions (for example, what are
your reasons for horizontal transfer?) and probe questions regarding the details of the
main questions (for example, what were your expectations?). The draft form was
presented to three educators who are experts in the field, and necessary corrections
were made in line with their opinions and suggestions. After the interview questions were
prepared, a pilot study was conducted with two participants who were not included in
this study. After the interview, the questions that were not understood or received similar
answers were rearranged.

Data analysis

A content analysis method was used to analyse the data obtained. The process of
content analysis is to bring together similar data within the framework of certain
concepts and themes and to interpret them by organizing them in a way that the reader
can understand (Yildirm & Simsek, 2006). Firstly, the voice recordings obtained from
the interviews were transferred to the computer environment in written form. After
determining the departments that the students came from and transferred to, the themes
of the research were created. Three main themes were determined: the reason for
horizontal transfer, the problems experienced, and suggestions for the functioning of
the horizontal transfer process. The determined themes were coded and sub-themes
were created. The theme of the reasons for horizontal transfer consists of 6 sub-themes
as financial, family, university, city, vocational and health. The problems experienced
were grouped under the sub-themes of courses, academic accommodation and
university. The suggestions for the solution of the problems experienced by the students
during the interviews were presented directly. The participants were numbered as S1,
S2, S3... For the reliability of the analysis, the support of another expert was sought.
Finally, the questions constituting each theme of this research were presented and direct
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guotations were sometimes used to support the data in the tables and to increase
reliability.

Findings

The findings obtained in this section were analysed under four categories: departments
in which horizontal transfers were made, reasons for transferring, problems experienced,
opinions and suggestions (Table 2).

Table 2.

Departments in which horizontal transfers were made

Department of origin Transferred Students f
Department

Music Department Turkish music 54,59 2
Turkish music Turkish music $1,512,514,517,520,522,523,525 8
Turkish folk dances Turkish folk dances $2,53,510,511,521,524 6
Music Department Voice training $5,56,57,58,518,519 6
Turkish music Voice training S13 1
Traditional Turkish Music Turkish music S16 1
(Turkish Folk Music)

Traditional Turkish Music Voice training S15 1
(Turkish Art Music)

Eight of the students transferred from the Turkish music department to the Turkish music
department and six of them transferred from the Turkish folk dances department to the
Turkish folk dances department. In other words, 14 of the students transferred to
programmes with the same name. Since the music programmes that the other students
came from had different names, their transfers were accepted considering the
compatibility of the course contents. Of these students, six students transferred from the
music department to the voice training department, two students from the music
department to the Turkish music department, one student from Turkish music to the
voice training department, one student from the Traditional Turkish Music (folk music)
department to the Turkish music department and one student from the Traditional
Turkish Music (Art music) department to the voice training department. All of the students
transferred after the first year.

Reasons for horizontal transfer

The findings showed that the first theme of this research was the reasons students for
horizontal transfer. It was seen that the reasons for students to horizontal transfer were
grouped under six sub-themes: financial, family, university, city effect, vocational and

health.
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One of the most important reasons for students to horizontal transfer was family
situations. Students stated that they transferred to be with their families, to support them
financially and morally, and to ensure family integrity.

(S4).

| am the only male in the family. | came to help my family and be with them
| am from Diyarbakir and my family lives here. | came because | wanted to live

with them (S12).

I am married. My wife and child live here. Travelling to another city to study was
very difficult. For this reason, | transferred (S9).

Another important reason for students to horizontal transfer was the university effect.
The expectation of getting a better education and better academic staff led students to
transfer to this university.

| graduated from Fine Arts High School. | did not think that | could get enough
education in Sirnak. | decided to transfer because | realised that | was musically

atrophied (S5).

Actually, my family lives in Sirnak and | am graduate of Sirnak Fine Arts High
School. However, there were a limited number of academics at the university there.
The fact that this university is better in terms of education and the academic staff
led me to transfer (S7).

| came to this university to get a better education and to improve myself more
(§19).

In the university sub-theme, most students stated that they transferred with the
expectation of self-improvement. However, in the face of these expectations, some
students stated that they were disappointed and could not find what they expected.

| came to this university with great expectations both in terms of education and
the city it is located in, but the university | came from was more active. There were
concerts every week. Our lecturers used to participate in events and interviews. |
was disappointed here in that sense (S1).

When | came here, | realised that | had not received an education throughout my
university life. My department is voice training, but | was disappointed with voice
training. We could not have lessons and voice training lessons are held collectively

here (S5).

| came to this university to get a better education and improve myself. My field is
voice training, but voice training lessons were held only once. My instrument
teacher and voice training courses were not as | expected (S8).
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The level was lower at the university | came from and | thought | would have
difficulty when | came here, but | didn't have much difficulty. My brother also
graduated from here. | expected the education would be better, but the level is
not very high (S14).

| came to this university because | thought | would improve myself better. It did
not satisfy my expectations (S19).

Another reason that affects students to transfer is financial conditions. Especially students
whose families lived in this city stated that they transferred for a more comfortable
university life financially.

| am from Diyarbakir. Conservatoire is my second university. | have completed the
department of business administration before. Since | studied in the department
of business administration far away from my family, | would have had a lot of
financial difficulties if | did not transfer (S1).

My family lives here and our financial situation is not very good. | transferred to
live and study more comfortably (S12).

The fact that the university to which the students transferred was located in a big city and
that the living conditions in the city were better than in the university to which they
transferred were among the reasons for transferring.

Living conditions were quite bad in the city | came from. There were big problems
with accommodation and transportation (S18).

Diyarbakir is a big city. Therefore, the city is more lively and active. | did not want
to spend my student life in a small city and a narrow area (S9).

Some students stated that they transferred because of some health problems they had.

| have a heart disease. The doctor | was treated by is here and staying in the
dormitory at the university | came from was affecting my health badly (52).

The city where the university | came from was very cold. | have a heart rhythm
disorder and my body hypothermia drops very fast, so | could not adapt to the
conditions there (S13).

Problems experienced

It was revealed that the problems experienced by horizontal transfer students were
mostly related to courses and course exemptions, which was followed by the sub-themes
of university, academician and accommodation in order.
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The biggest problem experienced by the students regarding course exemptions was that
they had to take the courses again due to the incompatibility of the course hours at the
university they came from.

| have to take a few lessons from the first year. For example, the violin lesson was
4 hours at the university | came from, but since it was six hours here, | had to take
the lesson again. Also, at the university | came from, the courses are in different
classes than here. Most of the courses | took there are in the 2nd, 3rd, and 4th
grades here (S4).

The biggest problem | had after horizontal transfer was that although the courses
were the same, | had to take four or five courses from the bottom because the
course credits did not match (S19).

| retook the courses because the credits did not match. Therefore, | could not take
the courses | was supposed to take in my current class and similarly, | had
exemption problems in most courses (523).

The most common problems were that students had to change instruments, they could
not take the courses because the courses overlapped, and they had to take the course
again because the course names were the same but the content was different. Some
student opinions on this subject are as follows;

My instrument was cello, but | had to switch to guitar because there was no cello
teacher here (S20).

My credits are enough, but | can't take lower courses because the courses overlap.
The course programme is a big problem. There are too many empty breaks. | have
six courses when | should be able to take nine courses (S13).

| was not allowed to take some courses here, even though | had successfully

completed them at my previous university, because the content did not match
(§12).

In addition to the problems they had with exemptions and courses, horizontal transfer
students also stated that they had some problems with academicians, the university and
accommodation.

| had problems at the Conservatory student affairs office. My horizontal transfer
was first accepted and then they were surprised how | was accepted. Also, since
| was a transfer student, the lecturers were prejudiced against me (S11).

The most important problem | had was accommodation. Since | was a horizontal
transfer student, | could not apply for a dormitory at the beginning and had to
wait for additional applications. | stayed as a guest at a friend's house for 10 days
until the dormitory was available (S7).
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Because | was a horizontal transfer student, the lecturers were prejudiced and
behaved badly. When there was a problem, | was snapped at "you shouldn't have
come; why did you come?2". While | was already having problems adapting to the
university, such behaviour of the lecturers caused my motivation to decrease (S18).

Due to all these problems, most of the students stated that they extended their studies
(S1, S3, S6,S7,59,S10,S512,S14, 515,516, S18, S19, S23, S24). Some students stated
that they even thought about returning. However, they were not accepted to return to
the university they came from or they could not return because the results of the
horizontal transfer were announced late and the return period ended in the meantime

(S3, $9, S12, S19).

When the students' suggestions regarding the horizontal transfer process and its
implementation were examined, it was stated that only programmes with the same
names and course curricula should be transferred, and especially for music departments,
horizontal transfers should be reorganised. In addition, it is seen that there are many
suggestions, such as academicians should be more understanding of course exemptions,
students should be informed before the transfer, transfer students should be flexible in
their absenteeism and problems in the course programmes should be eliminated (Table

3).
Table 3.

Suggestions for the horizontal transfer process

Suggestions Students who expressed f
opinions

Course programmes should be arranged. 51,55 2

Counsellors should be more interested. S1

The lecturers in the horizontal transfer board should be the same or 52,553,514 3

should be treated equally in terms of exemption.

Horizontal transfer students should be treated more flexibly in terms  $4,514,524 3

of absenteeism.

Students should be informed before horizontal transfer. $6,59,525 3

Right of return should be recognised for repentant students S9 1

Horizontal transfers should be made between the same. $9,511,516,519,520 5

departments and these departments should have common curricula.

Lecturers should be more understanding of exemptions. $10,514,523,524 4

Horizontal transfers should be reorganised and standardized, $12,513,517,518,521 5

especially for music departments.
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Conclusion and Discussion

In this study, the reasons for students to transfer were investigated and the problems
they experienced during and after the transfer process were examined. In addition, the
students' thoughts on how to implement transfer applications more effectively and
efficiently were included at the end of the study. The reasons for transferring may be due
to individual preferences, but may also arise from mandatory circumstances (economic,
family, etc.) beyond the individual's own initiative. Altbach (1998) presented a pull-push
model to explain the reasons that push students to transfer. He argued that unfavourable
conditions in students' own countries push them to transfer, whereas aftractive
opportunities in the destination country attract students to transfer. Kolster (2010), on
the other hand, argues that pushes towards particular countries, cities or institutions are
often the result of personal effort, but can also be caused by structural or environmental
factors, such as inadequate access to higher education institutions, low quality higher
education, and exorbitant costs of higher education. He stated that pull factors are
generally related to the academic attractiveness of a particular location for a student.
The factors affecting student mobility are multidimensional and it is seen that these
factors vary according to different factors such as person, environment and time (Kumral
& Sahin, 2017). In this context, the factors that cause students to transfer horizontally
were primarily discussed in the research.

The studies on horizontal transfer, which is the focus of the research, are limited in our
country. These studies show that horizontal transfers are mostly from east to west, and
arise from the need to live in a better city with a high level of welfare or to receive a
better education. Cinar (2016) stated that the reasons why students transfer to other
universities are negative academics, the influence of the city, the teaching process, and
the influence of the university. Another striking factor is the desire to receive education
with a family (Cinar, 2016; Dogan & Oktay, 2020; Yarah Akkaya, 2020). Similarly, in
this study, horizontal transfers between music programs are grouped under many items
such as financial, family, university, city influence, professional and health problems.

In the study, the most prominent reason for students to transfer is the family factor. Turk
(2019) stated that the distance from the parental residence to higher education
institutions is a factor that affects the likelihood of participation and the outcomes of
students. As a result of the study conducted by Yarali Akkaya (2020), the most important
factor among the reasons for transferring is family. Holdsworth (2009) stated that
students choose to stay with their families to support their families both emotionally and
financially as a result of the interviews he conducted. In this study, factors such as having
a more comfortable education process financially, being with the family, and having to
share responsibilities because they are the eldest child of the house are the reasons that
push students to transfer. In Turkish society, family is given great importance and there
are strong family ties. This situation is experienced more intensely in the East/Southeast
Region. For this reason, students may want to study in the city where their families are
located. However, studying at a university while living with a family provides some vital
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advantages for students, but it can also have disadvantages. Many advantages can be
mentioned such as eliminating housing and food problems while living with a family,
the opportunity to live a more comfortable student life economically, and emotional
support. However, sometimes, the opposite of this, the need to share the financial and
moral responsibility of the family may force students to transfer.

Another important factor that stands out in the study is the university effect. Ciriaci (2013)
stated that students are impressed by high-quality universities and that they are more
likely to leave the city they study in to get a good education. Faggian, et al., (2007)
stated that people who have a quality higher education institution in their city or region
are less likely to go elsewhere for higher education. On the other hand, the fact that the
city they arrive in is more attractive and developed in terms of social activities (cinema,
theater, sports, cafes and restaurants) also greatly affects horizontal transfers. Students
want to get a good education and also want to travel and have fun, and they want to
avoid being stuck in a small city. In the literature, many studies have addressed the
geographical mobility of students in order to access quality higher education and live in
cities with a high level of development. (Baryla & Dotterweich, 2001; Beine et al., 2014;
Cao et al., 2015; Criaci, 2013; Cinar, 2016; Pineda et al., 2008; Staniscia, 2012; Turk,
2019; Wells, 2017).

However, horizontal transfers that are realized as a result of all these demands and
needs mentioned above may also bring many problems. The most important of these is
curriculum problems. Conservatories and Fine Arts Faculties in Turkiye do not have a
common curriculum program. Except for some courses that are necessary and
compulsory for all other departments (History, English, Turkish Language), the
curriculum programs in music departments differ. It can be said that the courses are
determined by the departments (Turkish Folk Music, Turkish Folk Dances, Voice
Education, etc.) that music programs include or the number or expertise of the
academicians present. In music programs, courses such as hearing, solfege, and
instrument are the basic courses in these departments. However, for example, if there is
no violin teacher in the department, violin is not included in the program as a course in
the course content. For this reason, students who transfer horizontally are forced to
change instruments. Such a situation was also encountered as a result of the research.
As a result, the biggest problem encountered with university transfer is a new curriculum
program and course exemptions. Students have to retake courses due to many reasons
such as different courses or hours they took at their previous universities, overlapping
courses, exemption problems. This also causes students to extend their semester or year.
In this direction, it can be said that the basis of the problems experienced in horizontal
transfers is the difference in the curriculum programs, even if the transferred
departments are the same. Sal-ilhan & Kilekci (2022) draw attention to the fact that
there are curriculum problems in Erasmus mobility and these incompatibilities should
be eliminated. Oliinyk et al. (2020) mentioned the curriculum problems and lack of
educational standards between Ukraine and European states in international student
mobility. They mentioned that the courses can be individualised by arranging them
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according to the students. Wen et al. (2018) stated that there are areas for improvement
in student mobility regarding limited student-faculty interaction and especially student
experience.

Apart from curriculum problems, other problems experienced by students during the
horizontal transfer process are related to the university, academicians and
accommodation. It is important for universities to manage the horizontal transfer process
meticulously. In particular, indifferent and inconsistent behaviors and issues regarding
courses and course exemptions make it difficult for students. In addition, universities are
inadequate in informing students about horizontal transfer. Again, the indifference of
academicians and their negative behavior (seeing others as inadequate, behaving badly,
discriminating...) towards students who come with horizontal transfer are reflected on
students. Problems regarding accommodation have arisen due to students having to
wait for additional applications to stay in dormitories and having difficulty finding
housing. Due to all these problems and disruptions, students have made suggestions
that the horizontal transfer process and its operation should be reorganized and brought
to a certain standard.

As a result, this study revealed that the most important reasons for students to horizontal
transfer are to be with their families and to get a better education. However, university
or programme differences force them to cope with various problems in this process. The
findings suggest that the problems reported here have even pushed students to think of
returning to the university they came from. Horizontal transfers, especially for programs
that include different departments and main branches of art, such as music, and are
based on practice, should be rearranged and implemented within the framework of
certain rules in order to both prevent students from being victimized and to eliminate
inconsistencies.

Although there are studies in the literature investigating the reasons for horizontal
transfer, no local or foreign source has been found that directly examines the problems
experienced. In addition, it has been observed that horizontal transfers between music
programs have not been mentioned at all. The issue of horizontal transfer is also an
area that should be evaluated and studied as a problem in terms of music programs in
Turkiye. Because music departments are programs with different aims and contents,
especially the names of the faculties. In addition, the fact that applied courses are in the
majority causes individual differences to occur more. Especially in music faculties, in
horizontal transfer processes, whether the universities are in rural or developed regions,
course contents, the number of academicians and many other factors should be taken
into consideration. All these factors are interconnected like the links of a chain. In
universities located in short regions, the number of academicians may be insufficient,
which requires the courses to be organized accordingly. Or, since students have less
infrastructure, they have difficulty in the courses at the university they come from. Thus,
students face many difficulties and lose years while transferring with the desire to live
and study in better conditions. In this direction, the research is important in terms of
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revealing the reasons for horizontal transfer between music programs and the problems
experienced. At the same time, this study sheds light on future studies in order to solve
all these problems and to carry out the horizontal transition process in a healthier way.

Recommendations

The family factor has been of great importance in the reasons for horizontal transfer.
Students have mostly transferred to the university in the city where their family is located
due to the need to live more comfortably financially and take responsibility. This situation
has brought us face to face with the fact that students face economic difficulties while
studying in other cities. Supporting students studying away from their families, providing
scholarships or work opportunities by universities can offer a solution for students who
have to transfer due to economic difficulties.

The research shows that students come from universities in small cities and they want to
study at a higher quality university. It can be said that the fact that universities are opened
even in small cities in Turkiye unfortunately affects the quality of education negatively.
Therefore, a quality higher education policy should be targeted in all universities. Thus,
in cases where horizontal transfers are made mandatory, the problems experienced by
students in the universities they go to can be reduced by ensuring equality in education.
In order to ensure equality in education in music programs, studies should be carried
out on reducing the number of departments opened in music programs (Voice
Education, Turkish Music, Folk Music, Folk Dances...), creating a common curriculum
or increasing the current academic staff.

Universities and student affairs departments have important responsibilities, especially
for programs that include different departments and main branches of art such as music
and are based on practice. In order for students to carry out the horizontal transfer
process more healthily in the current situation, the student affairs departments of
universities should be more interested and provide more information to students who
will transfer. A large portion of students lose a year after transferring. The biggest reason
for this is that course exemptions are not accepted. When approving student transfers,
horizontal transfer boards should also consider possible problems related to courses
and course hours. In order to prevent problems arising from differences in student levels,
an additional talent exam can be considered during the transfer process.
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Genisletilmis Torkge Ozet

Bu arastirmada, mizik programlari arasinda gerceklestirilen yatay gecisler ele alinarak,
bu gecislerin hangi Universite ve programlar arasinda yapildigini, yatay gecis yapma
nedenlerini ve yatay gecis sUrecinde yasanan sorunlari ortaya ¢ikarmak amaglanmigtir.
Arastirmada nitel arasgtirma yéntemlerinden aciklayici/tanimlayici durum calismasi
deseni kullanilmighr  Calisma grubunun  belirlenmesinde, amagsal &rnekleme
yontemlerinden 8l¢it érnekleme yéntemi kullaniimigtir. Katilimeailarin belirlenmesindeki
dlgitler; 6grencilerin 2022-2023 egitim dgretim yili icerisinde 6grenim gériyor olmasi
ve Dicle Universitesi Devlet Konservatuarina yatay gecisle gelmis olmalaridir. Bu
dogrultuda arastirmanin calisma grubunu, Dicle Universitesi Devlet Konservatuarina
yatay gecisle gelen ve halen é6grenimini sirdirmekte olan 25 égrenci olusturmaktadir.

Arashirmanin verileri baska Universitelerden yatay gecis yaparak Dicle Universitesi Devlet
Konservatuarina gelen mizik bélumu 6grencileri ile yapilan yiz yize gérismelerden
elde edilmigtir. Gérismeler arastirmaci tarafindan hazirlanan yari yapilandirilmig
gorugme formu kullanilarak gegeklestirilmistir. Calismada kullanilmak Gzere olugturulan
gorugme formu igin dncelikle taslak bir form olusturulmustur. Hazirlanan taslak form
alanda uzman U¢ egitimciye sunulmus, goéris ve onerileri dogrultusunda gerekli
dizeltmeler yapilmighr. Gérisme sorulari hazirlandiktan sonra aragtirmaya dahil
edilmeyen iki katilimar ile pilot bir ¢calisma gerceklestirilmistir. Yapilan gérigsme
sonrasinda anlasilmayan veya benzer cevaplar alinan sorular yeniden dizenlenmistir.

Arastirma  verilerinin - analizinde icerik analizi yéntemi kullanilmigtir.  Oncelikle
goérugmelerden elde edilen ses kayitlari bilgisayar ortamina yazili olarak aktarilmistir.
Yaziya dékilen veriler kodlanarak alt temalar olusturulmustur. Katimeilar O1, O2,
O3... biciminde numaralandirilmistir. Analizin givenirligi icin baska bir uzmanin daha
destegine bagvurulmustur. Son olarak arastirmanin her bir temasini olusturan sorular
tablolar halinde sunulmus, tablolarda yer alan verilerin desteklenmesi ve givenirligin
arthirilmasi amaciyla ise kimi zaman dogrudan aktarmalara yer verilmistir.

Aragtirmanin amaci dogrultusunda cevap aranan sorularin ilki yatay gecis yapan
égrencilerin hangi Universite ve programdan geldigidir. Bu dogrultuda  &grencilerin;
Sirnak Universitesi, Kars Kafkas Universitesi, Ardahan Universitesi, Van Yizinco Yil
Universitesi, Tokat Gaziosmanpasa Universitesi, Batman Universitesi, Konya Selcuk
Universitesi, Kahramanmaras Sttt imam Universitesi ve Elazig Firat Universitesi oldugu
gorulmuistur. Bunun yani sira égrencilerin sadece 8'i Turk mozigi boliminden Tork
mUzigi bolumine ve 6’si Turk halk oyunlari bdlumiUnden yine Turk halk oyunlar
bolimine gecis yapmisgtir. Diger dgrencilerin geldikleri mizik programlari ile yatay
gegis yaptiklar mizik programlarinin birbirinden farkli oldugu gérilmustor.

Aragtirmanin  ikinci  sorusu olan, &grencilerin yatay gecis yapma nedenleri
incelendiginde, maddi, ailevi, Universite, §ebir etkisi, mesleki ve saglik olmak Gzere alt
alt tema altinda toplandigr gértlmustir. Ogrenciler ailelerinin bu sehirde yasamasi
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nedeniyle maddi olarak daha rahat bir Universite hayat icin yatay gecis yaptiklarini
belirtmiglerdir. Ailevi nedenler igerisinde; ailelerinin yaninda olmak, onlara maddi ve
manevi anlamda destek olmak ve aile bUtinligind saglayabilmek bulunmaktadir.
Daha iyi bir egitim alma beklentisi ve daha iyi akademisyen kadrosu égrencilerin bu
Universiteye gecis yapmalarina neden olmustur. Yatay gegis yapilan Universitenin bUyUk
bir sehirde olmasi ve sehrin yagsam kosullarinin gecis yapilan Universiteye gére daha iyi
olmasi gecis yapma nedenleri arasinda yer almigtir. Bazi 8grenciler ise yasadiklari bazi
saglik sorunlari nedeniyle gecis yaptiklarini ifade etmislerdir.

Aragtirmanin bir diger sorusu yatay gecis yapan 8grencilerin yasadigi problemlerin neler
oldugudur. Yatay gecis yapan égrencilerin yasadiklari sorunlarin daha cok dersler ve
ders muafiyetleri ile ilgili oldugu ortaya cikmigtir. Bunu sirasiyla Universite, akademisyen
ve barinma alt temalari izlemektedir. Ogrencilerin ders mudfiyetleri ile ilgili yasadigi en
biUyUk sorun geldikleri Universitedeki ders saatlerinin uyusmamasi nedeniyle dersleri
tekrar almak zorunda kalmalari olmustur. Yatay gegis sonrasi calgr degistirmek zorunda
kalmak, dersler cakistigi icin dersleri alamamak ve ders isimlerinin ayni ama iceriginin
farkh olmasi nedeniyle dersi tekrar almak da en fazla yasanan sorunlar arasindadir.
Yatay gecis dgrencileri, muafiyetlerle ve derslerle ilgili yasadiklari problemler diginda
akademisyen, Universite ve barinma ile ilgili de problemler yasadiklarini belirtmiglerdir.
BUtOn bu yasanan problemler nedeniyle de cogu 6grenci yil uzathgini belirtmistir

Arastirmada son olarak yatay gecis yapan égrencilerin yatay gecislerin uygulanmasi ve
isleyisine yénelik gérus ve énerilerine yer verilmistir. Ogrenciler; yatay gecislerin 6zellikle
mizik bdlumleri igin yeniden diUzenlenmesi ve bir standarda oturtulmasi, yatay
gegislerin ayni bdlimler arasinda yapilmasi ve bu bélimlerin ortak mufredatlarinin
olmasi, yatay gecis yaptiktan sonda pisman olan égrenciler icin geri dénme hakki
taninmasi, yatay gecis 6ncesi dgrencilere bilgilendirme yapilmasi, yatay gecis yapan
dgrencilerin devamsizhigir konusunda daha esnek davranilmasi, yatay gegis kurulunda
yer alan hocalarin muafiyet konusunda esit davranmasi, danisman hocalarin daha ilgili
olmasi ve ders programlarinin dizenlenmesi gerektigi gibi goéris ve 6nerilerde
bulunmustur.

Sonug olarak, yatay gegis nedenlerinde aile faktérGnin o6nemi biyik olmustur.
Ogrenciler cogunlukla finansal acidan daha rahat yasama ve sorumluluk alma
gerekliliginden ailelerinin bulundugu sehirdeki Universiteye gecis yapmislardir. Bu
durum bizi égrencilerin baska sehirlerde okurken ekonomik zorluklarla kargilaghg
gercegiyle yuzlestirmistir. Ailelerinden uzakta 6grenim géren égrencilerin, Universiteler
tarafindan desteklenmesi, burs veya calisma imkéni saglanmasi, ekonomik zorluklar
yUzUnden gecis yapmak zorunda kalan égrencilere bir ¢6zim yolu sunabilir.

Arastirmada égrencilerin kigUk sehirlerdeki Universitelerden geldikleri gérilmektedir ve
dgrenciler daha kaliteli bir Gniversitede 6§renim gérmek istemektedir. Turkiye’'de kicuk
sehirlerde bile Universitelerin acilmig olmasinin maalesef ki egitimdeki kaliteyi olumsuz
yonde etkiledigi sdylenebilir. Bu nedenle Universitelerin  tOminde kaliteli  bir
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yUksekdégretim politikasi hedeflenmelidir. Béylece yatay gecislerin zorunlu yapildig
durumlarda 8grencilerin gittikleri Universitede yasadiklari sorunlar, egitimde esitligin
saglanmasi ile azalabilir. Mizik programlari ézelinde egitim esitliginin saglanabilmesi
icin muzik programlarinda agilan bdlumlerin azaltilmasi (Ses egitimi, Tork Mzigi, Halk
Mizigi, Halk Oyunlari....), ortak bir mifredat olusturulmasi veya mevcut akademisyen
kadrosunun arttirilmasi konusunda ¢alismalar yapilmalidir.

Ozellikle mozik alani gibi farkli bslum ve ana sanat dallarini iceren ve uygulamaya
dayali programlar icin Universiteler ve &grenci isleri birimlerine bUyUk gérevler
dusmektedir. Ogrencilerin yatay gecis strecini meveut durumda daha saglikli bir
bicimde yUrUtebilmeleri icin Universitelerin 6grenci isleri birimleri daha ilgili olmali ve
yatay gecis yapacak grencilere daha fazla bilgi saglamalidir. Ogrencilerin buyik bir
kismi gecis yaptiktan sonra sene kaybetmektedir. Bunun en biyUk nedeni ise ders
muafiyetlerinin kabul edilmemesidir. Yatay gecis kurullari 6grenci gecislerini onaylarken
dersler ve ders saatleri ile ilgili yasanabilecek sorunlar da dusinmelidir. Ogrenci
seviyelerinin farkhliklarindan dogan sorunlarin énlenebilmesi icin gecis sirecinde ayrica
bir yetenek sinavi yapilmasi disinulebilir.
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Abstract

In the current era, the development of digital competencies among
educators is of significant importance for the creation of a digital-age-
compatible society and the assurance of its long-term sustainability. Given
the pivotal role of higher education within innovation dissemination, the
enhancement of digital competencies among academics and students
may help facilitate societal digitalization via indirect impact. It is widely
acknowledged that enhancing the digital competencies of academic staff
represents a critical step in fostering digital transformation within higher
education. The objective of this study is to examine the digital
competencies of instructors in their utilization of instructional technologies
in distance education. The study analyzed online courses and conducted
inferviews as an indicator of the digital competencies of instructors
employed at Mugla Sitki Kogman University. Data on instructors’ digital
competencies and their technology usage within online courses were
collected through interviews with volunteer participants using an interview
form prepared based on the European Framework for Digital
Competence of Educators (DigCompEdu) and course analyses using a
prepared rubric. The interview data together with the course review results
were found to be compatible in terms of the instructors’ digital
competencies.
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Introduction

The advent of digital technologies has brought about transformative shifts in learning
and teaching environments, with notable increases in the durability of these changes.
To consolidate progress and ensure sustainability, educational institutions must
develop their capacity for innovation and review their institutional strategies to exploit
digital technologies to their full potential. Digital technologies represent a primary
driver behind the modernization of educational systems. This process has led to a
notable increase in the importance of open and distance learning activities, particularly
within higher education. Consequently, the utilization of digital technologies in
learning and teaching activities is no longer confined to open and distance learning,
but has also become a prominent feature in face-to-face courses. From these
developments, it has become imperative for instructors to leverage digital technologies
for their personal and professional development, and to exemplify the integration of
technology in teaching and learning for their students. The current study focuses on
faculty members’ digital competence and their utilization of technology for teaching
and learning within higher education.

During the COVID-19 pandemic, emergency remote teaching protocols meant
instructors at all levels of education had to suddenly move their courses to online
platforms. This resulted in the implementation of procedures and activities that would
normally have required a long preparatory period, but instead happened with little or
no preparation. Despite the extraordinary efforts of institutions to continue teaching
and learning through online education, significant challenges were experienced
practically worldwide, with Turkey no exception, in terms of resource management,
Internet access and device availability, logistics, as well as instructional processes
(TEDMEM, 2020). Challenges regarding instructors’ lack of knowledge and experience
in online teaching became evident due to limited or lacking institutional support, with
various solutions used to address these issues. However, the caliber of the support and
of the online courses was rarely questioned during the emergency period itself.
Nevertheless, educational institutions have a responsibility to ensure the quality of their
online education through investing in the professional development of their teaching
faculty. During the pandemic, many educational institutions attempted to plan and
rapidly implement training and informative activities to enable faculty members to
teach online. However, preparing instructors for new roles to teach online with new
knowledge and skills is only really possible through well-planned, purposefully
designed, coordinated, and unique professional development programs (Kocatirk-
Kapucu & Adnan, 2018). Hence, educational institutions are provided with several
baseline documentation for guidance by expert institutions such as the European
Commission’s Digital Education Action Plan 2021-2027 and the European Strategy
for Universities (European Commission, 2022) regarding upskilling activities to
promote the efficient use of digital technologies within educational environments.

Digital technologies used by instructors in the classroom are considered indicative of
their digital competence (Artun & Ginig, 2016; Keles & Turan-Guntepe, 2018; Kir,
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2020; Orhan & Tekin, 2019; Ruiz-Cabezas et al., 2020). The current study aims to
reveal faculty members’ digital competences through analysis of their online courses
and in-depth interviewing.

Digital Competence: A Key Competence for Lifelong Learning

Competence is defined as “proven ability to use knowledge, skills and personal, social
and/or methodological abilities, in work or study situations and professional and
personal development in terms of responsibility and autonomy” (European Union,
2008). Within the framework of lifelong learning, the European Union identified “key
competences” for all member state citizens in 2006 for lifelong learning and
adaptation to societal changes in a volatile era. The Recommendation of the European
Parliament and European Council (December 18, 2006) set out eight key competences
for lifelong learning as essential for personal growth, participation in civic life, social
inclusion, and employment (European Union, 2006):

Communication in the mother tongue;

Communication in foreign languages;

Mathematical competence and basic competences in science and technology;
Digital competence;

Learning to learn;

Social and civic competences;

Sense of initiative and entrepreneurship; and

Cultural awareness and expression.

NSO REN=

Digital competence refers to the safe, critical, and creative use of information and
communication technologies in personal and professional contexts. This skillset aims
to empower students’ competence in performing necessary tasks through problem
solving, communication, information management, collaboration, creativity, and
content sharing. Knowledge should be structured and information-communication
technologies and digital media should be used in an effective, efficient, appropriate,
critical, creative, autonomous, flexible, ethical, and reflective style at the appropriate
time to promote participation, learning, socialization, and knowledge dominance
(Ferrari, 2012). In today’s society, digital competence is considered both a necessity
and a right for all citizens and is supported by basic skills such as using computers to
access, assess, store, produce, and exchange information, and to communicate within
collaborative networks via the Internet (European Union, 2006; Ferrari, 2012).
Although there are ambiguities regarding the practical meaning of digital competence,
the common view is that competence can be analyzed and classified based on
knowledge, skills, and attitudes; and several studies have been conducted for different
contexts (e.g., Cheetham & Chivers, 2005; Dias-Trindade & Albuquerque, 2022;
Kampylis et al., 2015; Mora-Cantallops et al., 2022).

Various digital competence frameworks have been developed to assess competence
development, provide common benchmarks for comparison, analyze conditions, and

26




ONLINE ///
Journal of Qualitative Research in Education

Egitimde Nitel Aragtirmalar Dergisi

evaluate the digital competence development of citizens, students, and educators
(Mattar et al., 2022; Velandia-Rodriguez et al., 2022). These include the ISTE
Standards, Technological Pedagogical Content Knowledge (TPACK), UNESCO's
Information and Communication Technologies Competence Framework for Teachers,
the European Framework for Digitally Competent Educational Organisations, the
Digital Competence Framework for Citizens (DigComp), and the European Framework
for the Digital Competence of Educators (DigCompEdu).

Cabero-Almenara, et al. (2020) assessed various frameworks, including
DigCompEdu, the ISTE Standards, and UNESCO’s ICT Competency Framework.
Involving experts and higher education lecturers, they revealed DigCompEdu as the
preferred choice for enhancing educators’ digital competence. Tondeur et al. (2023)
recently intfroduced a novel framework (HeDiCom: Digital Competence Framework for
Higher Education) developed through comprehensive analysis of existing frameworks
to guide instructor digital competence.

Digital Competence in Higher Education

Higher education institutions are crucial to preparing students for today’s 2 1st-century
demands by developing the necessary knowledge and skills. To fulfill this responsibility,
institutions should effectively integrate current information and communication
technologies into both administrative and instructional practices within a well-
structured framework (Nisanci, 2005). Today’s higher education instructors need to be
skilled in using digital technologies, including communicating with students and
colleagues and incorporating digital tools into their teaching, as well as for self-
improvement and improving educational quality (Duman, 2011). Digital competence
helps enhance teaching quality and student skills (Tondeur et al., 2023), and is also
crucial for guiding students’ digital proficiency (Timur et al., 2014).

Expecting instructors to be digitally competent and excel in various other roles is
unrealistic (e.g., competent subject area expert, successful researcher, active teacher)
(Cleveland-Innes, 2013), but an awareness of online teaching roles and technology
support is nevertheless important. Hence, every instructor should integrate digital skills
into their teaching (Cleveland-Innes, 2013) and should prioritize modern instructional
technologies for knowledge-based activities (Bates, 2015) and embed digital skills into
their expertise. Grammens et al. (2022) summarized instructor competences for
synchronous online learning and highlighted the multifaceted benefits of integrating
digital technologies in assessing students’ readiness, identifying interests, and
enhancing motivation. Incorporating digital tools in materials design and timely
feedback through digital tools not only addresses individual needs, but also boosts
learning outcomes and motivation (Alvarez-Valdivia et al., 2009). Elevating online
instructors’ proficiency improves the overall efficiency of online learning environments.




Journal of Qualitative Research in Education
Egitimde Nitel Arastirmalar Dergisi

European Framework for the Digital Competence of Educators

The European Framework for the Digital Competence of Educators (DigCompEdu) is
a scientific framework developed in the context of research on Learning and Skills for
the Digital Age. Launched in 2005 by the Joint Research Centre of the European
Commission, the aim was to provide evidence-based policy support on the role of
digital technologies in education and training processes, and to specify the digital
competences required for employment, personal development, and social inclusion
(Redecker & Punie, 2017). DigCompEdu responds to the growing awareness among
many European states that educators need a set of digital competences specific to their
profession in order to realize the potential of digital technologies to develop and
innovate.

DigCompEdu’s six core competence areas focus on different aspects of educators’
professional activities (Figure 1).

Figure 1.

Definitions of DigCompEdu Core Competency Areas (illustrated from Redecker & Punie, 2017)

Professional Engagement Assessment

To use digital technologies to enhance
organisational communication with learners,
parents and third parties. To contribute to
collaboratively developing and improving
organisational communication strategies.

To use digital technologies for formative
and summative assessment. To enhance
the diversity and suitability of
assessment formats and approaches.

Digital
Resources

To identify, assess and select
digital resources to support and
enhance teaching and learning. To
consider the specific learning
objective, context, pedagogical
approach, and learner group, when
selecting digital resources and
planning their use.

Teaching and Learning

To plan for and implement digital devices
and resources in the teaching process, so
as to enhance the effectiveness of
teaching interventions. To appropriately
manage and orchestrate digital teaching
interventions. To experiment with and
develop new formats and pedagogical
methods for instruction.

© 06

Six

2 DigCompEdu 5

Areas

Empowering
Learners

To ensure accessibility to learning
resources and activities, for all
learners, including those with
special needs. To consider and
respond to learners’ (digital)
expectations, abllities, uses and
misconceptions, as well as
contextual, physical or cognitive
constraints to their use of digital
technologies.

Facilitating Learners' Digital
Competence

To incorporate learning activities,
assignments and assessments which require
learners to articulate information needs; to
find information and resources in digital
environments; to organise, process, analyse
and interpret information; and to compare
and critically evaluate the credibility and
reliability of information and its sources.
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DigCompEdu sets out 22 competences organized in six areas and with six competence
levels (A1, A2, B1, B2, C1, C2) and addresses educators at all levels, from preschool
to vocational, higher, and adult education. The framework’s focus is to support and

encourage educators to utilize digital tools to improve and innovate education
(Figure 2).

DigCompEdu’s six core competence areas and 22 sub-competences detail the skills
that educators need in order to promote effective, inclusive, and innovative learning
strategies using digital tools. Through analyzing these details, teaching materials and
assessment tools can be developed that align with the framework. Figure 3 details

competence level descriptions for the DigCompEdu framework (Redecker & Punie,
2017).

Figure 2.

DigCompEdu’s Core and Sub-Competences (Redecker & Punie, 2017)
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Figure 3.

Descriptions of Digital Competence Levels

Explorer (A2

Explorers are aware of the potential of
digital technologies and are interested in
exploring them to enhance pedagogical
and professional practice. They have
started using digital technologies in some
areas of digital competence, without,
however, following a comprehensive or
consistent approach. Explorers need
encouragement, insight and inspiration,
e.g. through the example and guidance of
colleagues, embedded in a collaborative
exchange of practices.

Newcomer (Al)

Newcomers are aware of the potential of
digital technologies for enhancing
pedagogical and professional practice.
However, they have had very little contact
with digital technologies and use them
mainly for lesson preparation,
administration or organisational
communication. Newcomers need guidance
and encouragement to expand their
repertoire and to apply their existing digital
competence in the pedagogical realm.

Expert (B2)

Experts use a range of digital technologies
confidently, creatively and critically to
enhance their professional activities. They
are curious and open to new ideas, knowing
that there are many things they have not
tried out yet. They use experimentation as a
means of expanding, structuring and
consolidating their repertoire of strategies.
Experts are the backbone of any educational
organisation when it comes to innovating
practice.

Integrator | Bl

Integrators experiment with digital
technologies in a variety of contexts and for a
range of purposes, integrating them into many
of their practices. They are, however, still
working on understanding which tools work
best in which situations and on fitting digital
technologies to pedagogic strategies and
methods. Integrators just need some more time
for experimentation and reflection,
complemented by collaborative encouragement
and knowledge exchange to become Experts.

Pioneer (C2)

Pioneers question the adeguacy of contemporary
digital and pedagogical practices, of which they
themselves are Leaders. They are concerned
about the constraints or drawbacks of these
practices and driven by the impulse to innovate
education even further. Pioneers experiment with
highly innovative and complex digital technologies
and / or develop novel pedagogical approaches.
Pioneers are a unique and rare species. They lead
innovation and are a role model for younger

teachers. /5

Leader (C1) ke’

Leaders have a consistent and comprehensive
approach to using digital technologies to enhance
pedagogic and professional practices. They rely
on a broad repertoire of

digital strategies from which they know how to
choose the most appropriate for any given
situation. They continuausly reflect on and further
develop their practices. Exchanging with peers,
they keep updated on new developments and
ideas. They are a source of inspiration for athers,
to whom they pass on their expertise.

Quantitative studies aimed at determining instructors’ digital competence levels may
use DigCompEdu or similar frameworks, yet it would be difficult to obtain complete
and accurate results due to the indirect measurement process and the self-reflection of
participants’ perceptions. From this starting point, the current qualitative study
investigates the digital competence level of faculty members in relation to their actual
technology usage within online courses. Taking the DigCompEdu framework as the
determinant of digital competence, the study seeks to understand faculty members’
digital competence based on learning management system data as well as narratives
of experiences through in-depth interviews.

Method

Research Design

The study was conducted within a project focused on improving and evaluating faculty
members’ digital skills, funded by the Scientific and Technological Research Council of
Turkey (TUBITAK; Project 122K043), and consisted of four main stages (see Table 1).
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Table 1.
Project stages
Stage 1 Stage 2 Stage 3 Stage 4
Development and Particioant
administration of the ciparn Interviews conducted  Analysis of online
- classification based .
Digital Competence Scale on digital with voluntary courses offered by
for Teaching Staff to participants interviewees

.. . competency levels
assess digital skills P Y

This paper presents results of stages three and four, and was designed as a case study.
Case studies delve into present phenomena within their real-life contexts (Yin, 2003),
aiming to unveil a final product from field-oriented research (Merriam, 2018).
According to Creswell (2003), case studies enable the acquisition of profound insights
about subjects, often exploring their outermost edges, through in-depth analysis of a
limited study cohort.

The current study was two-phased, with participating faculty interviewed face-to-face
or online to uncover their perceived integration of technology into online courses,
linked to their digital competences. Then, document analysis of the participants’ online
courses offered via the institutional learning management system aimed to ascertain
their actual technology utilization. Document analysis is a systematic method involving
the assessment of both printed and electronic materials (Corbin & Strauss, 2012).
Combined with other qualitative data collection methods (e.g., interview, observation),
it bolsters research validity through triangulation (Yildinm & Simsek, 2013). To ensure
a comprehensive understanding of the interview content, the current study meticulously
examined how instructors employed instructional technologies within their online
courses. This was facilitated by carefully devised rubrics, enabling methodical and
rigorous data evaluation.

Study Group

The study’s participants were faculty members of Mugla Sitki Kogman University
(MSKU) in Turkey. Purposive random sampling technique was used, wherein a small
number of analytical units were randomly selected from a larger population.

Faculty members teaching online courses were emailed, and 50 instructors volunteered
to take part. From the pool of 50 instructors, an initial study group of 10 participants
was formed to ensure optimal diversity considering their study field, academic title, and
digital competence level. In selecting interview participants, particular attention was
given to including two representatives from each digital competence tier (see Table 2).
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Table 2.

Distribution of Interviewed Participants

Participant Digital Digital . .o
Code Competenc Competence Title Discipline

e Score Level
P1 67 A2 Explorer Assistant Prof. Social Sciences
P2 66 A2 Explorer Associate Prof. Health Sciences
P3 79 B1 Integrator Associate Prof. Natural Sciences
P4 95 B1 Integrator Professor Social Sciences
P5 95 B2 Expert Associate Prof. Education
P6 108 B2 Expert Associate Prof. Education
P7 129 C1 Leader Assistant Prof. Education
P8 116 C1 Leader Professor Natural Sciences
P9 132 C2 Pioneer Instructor Social Sciences
P10 130 C2 Pioneer Instructor Education

Interviews were conducted to assess participants’ technology integration in their online
closses as an indicator of their digital competence. Following 10 interviews, a
preliminary data review revealed that data saturation had been attained, with no
further interviews deemed necessary.

Data Collection
Interviews

An interview questionnaire was formulated based on the six competence areas outlined
within the DigCompEdu framework. Primary and follow-up questions were devised to
reveal the participants’ perceived digital proficiency levels and their technology usage
within online instructional settings. The developed questions were subjected to expert
review, and necessary refinements were applied based on their feedback.

Interviews can encompass various query types (e.g., experiential or behavioral),
inquiries about concepts or values, explorations of emotions, knowledge, sensory
perceptions, historical context, and demographic attributes (Patton, 2014). This study
used queries pertaining to experiences, concepts, and emotions (see Table 3).

32



ONLINE ///
Journal of Qualitative Research in Education

Egitimde Nitel Aragtirmalar Dergisi

Table 3.

Interview Questions, Sample Probes, and Corresponding Competences

Questions Competence

Do you use digital technologies to design, plan, and implement instruction

at different stages of the teaching and learning process? ) ]
o . ) Teaching & Learning
e Do you use digital technologies to promote collaborative

learning? If so, which?

What do you consider in the selection and use of digital resources? o
o Digital Resources
e How do you select your digital resources?

Do you use digital technologies within online classes to ensure students’

active participation in the learning process? ]
L Empowering
¢ Do you use digital technologies to develop your students’ scientific Learners

inquiry and problem-solving skills and to foster active participation
and creativity? If so, how?

Do you include digital technologies within online classes to develop your

students’ digital literacy? Facilitating Learners’

e Do you help your students solve problems encountered while using Digital Competence
digital technologies? If so, how?

Do you use digital fechnologies for more contemporary and robust

assessment within online classes? Assessment

e  Which digital technologies do you use for assessment?

How do you use digital technologies in your professional life? ]
) ) _ Professional
¢ Do you use digital technologies to contribute to your professional Engagement

development? If so, how?

Prior to data collection, the participants were informed about the study, provided
contact details for queries, and assured that their involvement was voluntary with
optional withdrawal throughout. Interviews lasted up to 30 minutes, were scheduled
when mutually convenient and were mostly held online due to the pandemic.
Questions were shared in advance via email.

During the interviews, demographic information was first collected, followed by
interview questions and probes. Consent was obtained for scientific use of their
responses, with anonymity ensured (i.e., coded names; “Participant n”). Audiovisual
recordings were used for verbatim transcription; starting the same day to avoid data
loss. Dialect variations were ignored, and participant statements were quoted directly,
with minor specified adjustments.

Online Course Assessment Rubric

Assessing instructors’ digital competences typically leans towards qualitative inquiry.
Rubrics with scores and ratings can enhance comparability when assessing behaviors
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indicative of digital proficiency (Taddeo et al., 2016). The current study employed a
rubric to evaluate technology integration within online courses (adapted from
Kocaturk-Kapucu & Adnan, 2018). The rubric scored technology use and digital
competence on a 3-point, Likert-type scale, with 15 items giving a total score of 15-
45 points. Instructors were classified as “Advanced” (36-45 points), “Proficient” (26-
35 points), or “Basic” (15-25 points).

Rubric reliability relies on consistency of evaluative scores when assessments are
conducted at different times or by different people (Moskal & Leydens, 2000; Simon &
Giroux, 2001; Tuncel, 2011). The current study’s rubric reliability had a .928 intra-
group correlation coefficient, indicating desired reliability as close to 1 (Tuncel, 2011).
A strong correlation between course analysis outcomes and different assessors’ ratings
affirms a tool’s reliability. During rubric development, criteria were crafted for
interpreting technology integration and digital proficiency assessment. For robust
content validity, criteria strictly matched objectives, comprehensively covering all
aspects and aligning to the evaluation purpose. The rubric underwent refinements and
expert endorsement for validation.

Researcher’s Role

In qualitative studies, the researcher plays an active role in data collection, analysis,
and interpretation to uncover insights within the study’s context. Researcher subjectivity
and reflexivity are essential in shaping the process and deepening understanding. The
two primary researchers' extensive experience in distance education, e-learning, and
online professional development significantly influenced the research concept. Their
roles at the university’s Distance Education Centre, covering emergency remote
teaching and prior methodologies, provided valuable insight into concerns about
digital competency and technology use in distance education courses, facilitating the
exploration of potential solutions.

Data Collection and Ethics

Data were collected from academic staff working at MSKU during the 2022-2023
autumn semester using data collection tools developed within the study. Prior to the
data collection, approval was obtained from the university’s Human Research Ethics
Committee.

Data Analysis

Data collected from interviews and course reviews were analyzed by content analysis.
Content analysis can use predefined codes, those based on extracted concepts, or a
combined approach. The current study inductively analyzed the qualitative data
considering the six core DigCompEdu competencies as initial markers, forming themes
and categories based on qualitative data codes. Both inductive and deductive angles
were taken, aiming for higher-level conceptual insight (Bouma & Atkinson, 1995;

34



ONLINE ///
Journal of Qualitative Research in Education

Egitimde Nitel Aragtirmalar Dergisi

Creswell, 2003; Keller, 1995). During analysis, text sections were content-coded,
leading to category and theme formation, guided by the literature.

For content analysis, collaboration with a curriculum and instruction expert allowed for
independent and joint coding (with inter-coder consensus through code alignment
following discussion and agreement) in consideration of the interpretative nature of
qualitative analysis (Creswell, 2003). The analyzed interview data yielded six themes,
16 categories, and 79 codes for comprehensive representation and validity (Miles &
Huberman, 2015), with each jointly agreed by the coders and aligned with the
DigCompEdu competencies. Categories and codes were formed from responses linked
to these competencies. One week after initial coding, re-coding was conducted to
ensure reliability and guard against code leaks.

Reliability

The study prioritized credibility, transferability, consistency, confirmability, and
diversification. Credibility was ensured through 30-minute in-depth interviews and
additional questioning when necessary. Maximum diversity was achieved by including
participants with varying digital competence, academic fields, and titles, using both
interviews and course analysis. Expert evaluations guided methodology, data analysis,
and adjustments, while data accuracy was validated through emailed summaries and
participant confirmation. Transferability was supported by diverse sampling and
detailed documentation, allowing readers to assess the findings' applicability.
Consistency was ensured through expert oversight in data collection and analysis.
Confirmability was demonstrated by transparent processes, participant feedback, and
expert review to maintain objectivity.

Findings
Findings From Interviews

The coding plan is based on the DigCompEdu framework. Analysis indicated 79 codes
clossified under 16 categories within DigCompEdu’s six competency areas.

Learning and Teaching

This theme revealed categories of “virtual classroom system,” “learning management
system,” “learning and teaching activities,” and “feedback” (see Table 4).
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Table 4.

Code List for Learning and Teaching Theme

Theme Category Codes

. A t
Virtual Classroom dobe Connec

System Zoom
y Google Meet
Learnin Learning Management System (dys.mu.edu.tr)
9 Canvas
Management le Cl
Systern Google Class
4 Edmodo
Learning & Collaborative learning activities
Teaching Learning & Interactive whiteboard/graphic tablet use

Discussion forums
Homework/projects
Quizzes

Online feedback

Video feedback
Individualized feedback
Task feedback/correction

Teaching Activities

Feedback

Instructors expressed learning and teaching digital competences as using digital tools
and applications when teaching, enriching their courses using digital technologies, and

giving

feedback. Frequently cited codes within this theme included learning

management systems and virtual classroom systems for distance education courses.

Digital

Categories under this theme were “selecting,

“I share topics with students on applications such as Coursera, Khan Academy,
and YouTube related to the subject I'm teaching and suggest they watch them. |
share links via our LMS and data online from institutions such as UNWTO, TUIK,
and OECD; and explain how to access current data and how to use this
information in lessons. These links are added to the LMS each week.” (P4)

“I track whether they completed tasks given through our LMS and provide
feedback. Even if | cannot read all the tasks every week, | try to write feedback
to five or 10 students. Some students take the opportunity to organize their next

work based on this feedback.” (P6)

Resources

non

creating,” and “storing” digital

resources (see Table 5).
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Table 5.

Code List for Digital Resources Theme

Theme Category

Codes

ONLINE ///
Internet search

Selecting

Digital

Social media (Twitter, Instagram, YouTube)
Colleague support

Animation/visual search

E-book sites

Online articles (Dergipark, Science direct, Libgen,
Sci hub)

Official webpages

Online course videos (Khan Academy, Coursera)
Podcast pages

Resources

Creating

PowerPoint preparation
Video creation/editing
Creating images/drawings
Canva design creation

Storing

Filing/archiving

Backup/matching

Storage on computer

Storage on portable discs

Storage using cloud technology (Google Drive,
Yandex Disk, OneDrive)

Participants provided insight into their approaches for selecting, creating, and storing
digital resources for distance education courses. They expressed limited familiarity with
cloud technology, particularly regarding their usage for digital resource storage, and
voiced concerns about copyright issues.

“I think this is the weakest part about online courses. | didn’t take any
precautions regarding copyrights or resource sharing. I've had no problems so
far, and just followed the rules | know about copyright. | don’t use flash drives
anymore, and cloud store all my files.” (P5)

“I prepared materials in the form of videos and infographics. | don’t share them
on open platforms, and only give them to students via LMS or WhatsApp. | share
my videos on the drive only with those who know the link.” (P6)

Empowering Learners

Under this theme, opinions focused on “adaptation for disadvantaged groups” and
“ensuring active participation” to support students with low digital competence, limited
Internet/device access or individuals with special needs (see Table 6).
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Table 6.

Code List for Empowering Learners Theme

Theme Category Codes

Peer cooperation
Explanatory/tutorial videos
Sharing detailed instructions
Orientation meetings

Adaptation for
disadvantaged

groups Teaching digital technology usage
g dig gy
. Keeping in constant contact
Empowering
Learners
Online Q&A
Ensuring active Continuity of communication in WhatsApp groups
participation Working together during extracurricular time

Open and continuous communication

Participants indicated their commitment to supporting disadvantaged students in
distance education, primarily by offering guidance on Internet and device usage. They
also emphasized student empowerment through peer support and online interviews.
Notably, during the pandemic, they remained dedicated to providing instructional
assistance by maintaining open communication channels with their students.

“I didn’t have any students with disabilities or special education needs, but if |
had, | would adapt accordingly. I try helping students who experience problems
with computer and Internet access. For example, | kept exam-assignment times
a little more flexible for students who couldn’t use computers or had difficulty
reading and writing online, shared detailed instructions with them in advance,
answered their questions beforehand, planned online meetings, and provided
explanations.” (P7)

Facilitating Learners Digital Competence

non

This theme included activities and practices regarding “media literacy,” “providing

information” to students, and “problem solving” for digital technology usage (see
Table 7).
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Table 7.

Code List for Facilitating Learners’ Digital Competence Theme

Theme Category Codes

Peer learning/interaction

ia lit i S -
Media literacy Incentives for participation in training

Introducing digital technologies/being an example

rrrmf:)\/rlrilgﬁon Guiding/encouraging
Gaining experience
o Peer support
Facilitating . Helping/supporting
Learners’ Digital Solutions: Device access problems
Competence Solutions: System utilization problems

Solutions: Internet connection problems
Warnings: Physical/psychological problems
Warnings: Online game playing

Warnings: Watching TV series/films online
Warnings: Information ethics, copyright
infringement

Problem solving

From examining the participants’ responses, it was evident that the adjustments made
in online courses to enhance learners’ digital competencies encompassed information
and interaction activities beyond course requirements and addressing issues related to
course access. Participants showed strong commitment to resolving their students’
online course challenges and guided them to appropriate resources for solutions.

“Male students play online games a lot, while female students watch TV series
online for many hours, so, they are very distracted and tired. | think this
negatively affects their lives. | tell them they need to be very careful in some
laboratory applications. They can have difficulty maintaining focus, so of course
I warn them.” (P3)

“I provide a brief overview on information ethics, focusing primarily on topics
like Internet plagiarism and copyright. In the first lesson, | tell students they can
contact me via email for any issues and that I’ll respond within 24 hours. | also
explain steps to take if they face difficulties accessing the system, watching
lessons, or dealing with Internet problems. For issues | cannot resolve, | refer
them to the Distance Education Center for help.” (P4)

Assessment

Two categories were revealed under this theme, “e-evaluation” and “producing/using
digital evidence” (see Table 8).
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Table 8.

Code List for AssessmentTheme

Theme Category Codes

Collaborative assessment practices

Online assessment activities (Kahoot, Quizizz,
Flipgrid, Edpuzzle)

Online assignment/project assessment
Online exams

Ethical violation/plagiarism

E-evaluation

Assessment

LMS system records review
Producing/using Live lecture attendance tracking
digital evidence Monitoring class attendance

Exam test/question analysis

The participants primarily employed electronic assessment tools for assessment in
online courses; thoroughly examining the generated digital evidence. Notably,
participants with lower digital competence levels exhibited hesitancy in fully embracing
electronic assessment tools; instead preferring to utilize the tools’ basic functionalities,
potentially due to limited familiarity with the more advanced features.

“I do 9-10 online assessments throughout the semester. | assign homework at
the end of each course, and students upload their work. | do e-exams, and use
web tools such as Kahoot, Quizizz before/after the course. | arrange appropriate
times for students to participate in these assessments. If they don’t participate,
it's very difficult for them to pass the course since | evaluate the whole
process.” (P9)

“I offered an online exam once, but couldn’t ensure reliability. | couldn’t
calculate the exam time well. When the time was greater, they cheated and all
had very high scores: | gave up and haven’t done it since.” (P1)

Professional Engagement

This theme had two categories, “communication and cooperation,” and “professional
development” (see Table 9).
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Table 9.

Code List for Professional Engagement Theme

Theme Category Codes

Social media

Email groups

Online meetings

Online project management

Online cooperation

Online thesis defenses/jury memberships
Resource sharing

Webinar/online workshop participation
Online training

Communication &
Cooperation

Professional
Engagement

Professional Online conference/symposium/panel participation
Development Online course participation (Coursera, Udemy,
AYEUM)

Online data collection studies

On the assessment of digital technologies concerning professional development, it was
evident that participants leveraged digital tools for peer communication and
collaboration. Additionally, they actively participated in training programs for both
their specific professional domains and digital technology integration into their
teaching and learning practices to advance their professional growth.

“We can communicate and share files and information very quickly through
social media. I've participated in seminars and meetings online, and in
international and national meetings. Normally, such participation is expensive,
so this way is better. | can get answers to my questions from the most accurate
source and for questions | cannot ask at face-to-face events.” (P3)

“In surveys | conducted in the past, | received feedback from students that | used
technology insufficiently, so I’'m trying to improve my practices.” (P5)

Notably, these training opportunities intensified during the pandemic. The participants
indicated that individuals with varying levels of digital competence actively engaged in
these training programs, motivated both by professional and personal development
objectives. Emphasis was placed on academic collaboration, with researchers from
different geographic locations meeting online, highlighting the increasing prevalence
of such activities.

Findings From Course Reviews

Reviewing instructors’ learning management system courses was crucial to evaluating
their digital competencies and use of instructional technology. Interview questions
explored their technology integration in teaching, while course page analysis provided
additional context. A rubric was used to assess technology usage in online classes,
categorizing instructors based on their scores (see Table 10).
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Table 10.

Evaluation of Instructors’ Use of Technology in Online Classes

Participant Code Rubric Level Score
P1 Basic 18
P2 Basic 21
P3 Basic 23
P4 Proficient 30
P5 Proficient 32
P6 Proficient 34
P7 Proficient 34
P8 Advanced 38
P9 Advanced 40
P10 Advanced 42

Evaluation of the instructors’ technology usage in online courses revealed alignment
between rubric scores and digital competence levels. To support this, a course page
screenshot from a randomly selected participant at each level is presented (see
Figures 4-8).

Figure 4 displays an Explorer-level (A2) instructor’s course screenshot, indicating mere
written materials and virtual classroom links for live lectures or recordings. This
underscores congruence between the instructor’s digital competence level, interview
responses, distance education practices, and course page content since Explorer-level
instructors recognize the potential of digital technologies but need encouragement.

Participant P1 shared general views on the use of digital technologies in their lessons:

“l cannot use digital technologies in my lessons because of my lack of knowledge
and time constraints. It’s very difficult for me to research these technology
applications, learn how to use them, and prepare before the lesson. My students
know much better than me, and they even use them in their lectures. | actually
like it very much, but unfortunately | cannot spare the time.” (P1)
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Figure 4.

Lesson screenshot: Participant at Level A2
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Figure 5 presents a screenshot of a course page on the institutional LMS of an
instructor operating at the Integrator level (B1) in terms of digital competence. The
course incorporates written materials, e-assessment tools, and a virtual classroom link
for live lectures or recordings. However, the course page appears disorganized, with
a lack of separation between weekly achievements and lecture notes, and no
instructions for evaluation tools. Participant P3 explained the use of technology for
assessment purposes in their lessons:

“I did exams on LMS, but | didn’t use different question styles. For example, there
are things like creating a question bank and using random questions, but I've
never used that. | give online homework, but some students copy/paste
assignments from websites without adding anything. Some students upload
incomplete assignments or files that won’t open, so | provide feedback and warn
them. Sometimes |'ve organized online meetings and provided explanations
about assignments. | communicate with students via email or through their
peers.” (P3)

Alignment was seen between the instructor’s digital competence level (B1), interview
responses, distance education practices, and the course page content. At the integrator
level, instructors are open to experimenting with digital technologies in various
contexts, willing to expand their repertoire of applications, but lack sufficient
knowledge about which tool to use and how to use it.
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Figure 5.

Lesson screenshot: Participant at Level B1
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Figure 6 shows a course page b

y an instructor at the Expert level (B2) of digital

competence. The course offers a virtual classroom for live lectures, recorded lectures,
an e-course syllabus detailing resources, activities, evaluation methods, discussion
forums, and evaluation tools. Yet, enriching the materials and providing explanations
for each week would have enhanced the course’s effectiveness for students.

The expert-level participant exemplified the use of technology in their lessons:

“I give students research topics and direct them to sites such as WebQuest.
Sometimes | give reading assignments, where they need to do reflective thinking
and write an answer. | then highlight certain words for them to look up. | assign
creative tasks, but these are usually like preparing a presentation. They try to
resolve any problems they encounter while preparing their presentations, but |

don't offer them any digital solutions.” (P6)

Alignment is evident between the instructor’s digital competence level (B2), interview
responses, and course page content. Expert-level instructors are curious about digital
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technologies and accept that there are
experimentation as a means to expand,
digital technologies.

Figure 61.

Lesson screenshot: Participant at Level B2
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Figure 7 presents a course

page screenshot of an instructor with a Leader level (C1)

digital competency. The course comprises e-entertainment elements, including
introductions, learning outcomes, written materials, e-assessment tools (assignments),
and a virtual classroom link for live classes or lecture recordings. This design and
technology usage aligns with the participant’s (P8) competence at the leader level,
since leaders utilize a large repertoire of digital strategies, from which they know how
to choose the most appropriate for any given situation. They continuously reflect and

further develop their practices.

The instructor commented on their use of technology in terms of storing digital
resources and using them for collaborative purposes:

“I archive course-related resources both on my computer and on an external
drive in separate folders each semester. | used OneDrive for one semester, but
couldn’t keep up with it. | couldn’t follow it for update-matching purposes. Today
| use Google Drive. It is also good for sharing, especially with graduate

students.” (P8)
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Figure 7.

Lesson screenshot: Participant at Level C1

Ingilizce
Ogretmenhigi
(ingilizce) 2021-2022

The screenshot in Figure 8 is from an instructor with a Pioneer (C2) digital competence
level. The course shows several materials such as virtual classroom links to join live
lectures and watch lecture recordings, an e-syllabus containing details such as
resources, activities, evaluation methods related to the course, tutorial materials on
how to use digital technologies and Web 2.0 tools and how students can use these
technologies, videos, web links, and evaluation tools. The course is designed efficiently
in terms of educational use of technology. The interview with the instructor (P9) also
revealed detailed information about the course design, which showed alignment with
their digital competence level, with clear overlap of statements and practices. Pioneer-
level instructors develop and innovate highly innovative and complex digital
technologies and/or new pedagogical approaches. They act as role models for their
students and junior colleagues.

“I make tutorial videos for all technologies | use. To facilitate students” use, | first
teach what | am going to use as an orientation. In the first 2-3 lessons, | only
give information about how to use them. In fact, | pretend to teach the use of
technology, but | do this to facilitate the teaching of the lesson.” (P9)
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Figure 8.

Lesson screenshot: Participant at Level C2
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Findings from reviewing the participants’ online course pages indicate that their digital
competence levels, based on their digital competence scale scores, aligned with their
technology use in lessons, as evidenced by their interview responses and course
reviews. For example, a participant at the Pioneer level (C2) structured their lessons
aokin to an educational technologist, while another at the Explorer level (A2)
acknowledged digital technologies but faced challenges incorporating them into

lessons for various reasons.

Results and Discussion

Digital competence is crucial for teachers to integrate digital technologies into learning
effectively. As digital transformation accelerated by the COVID-19 pandemic

47



ONLINE ///
Journal of Qualitative Research in Education

Egitimde Nitel Aragtirmalar Dergisi

continues, the digital competency levels of higher education faculty have become a key
focus. The DigCompEdu framework offers a structured approach to assessing and
improving these competencies. This study used the framework to explore faculty digital
competence through learning management system data and in-depth interviews.

Content analysis focused on the six competencies in the DigCompEdu framework,
using participants' responses to generate themes, categories, and codes. The
instructors’ statements about technology use in their courses reflected their digital
competency levels. Findings showed proficiency in selecting and presenting existing
learning materials, but limitations in creating interactive materials, using diverse
storage methods, guiding students in digital competency development, and facilitating
complex tasks. Overall, the study highlighted instructors’ strengths in digital
competencies while identifying areas for improvement in technology integration in
distance education. These findings are discussed by core competency below.

The first core competency of the DigCompEdu framework, professional engagement,
focuses on using digital technologies to improve communication, foster educator
collaboration, and support co-development of teaching practices. It also promotes
reflection on digital pedagogy and emphasizes continuous professional development.
Our findings showed that faculty actively use digital technologies, such as social media,
email groups, and online meetings, to enhance collaboration. However, ongoing
digital professional development was more evident among the faculty members.

Professional development is crucial for addressing gaps in faculty members' digital
competencies. Research highlights the need for personalized, context-specific training
programs to meet educators' unique needs. Cabero-Almenara et al. (2022) stress the
importance of continuous training to upskill educators in digital technologies and
develop expert-level competencies. Training should be aligned with educators' needs
and regularly updated to incorporate technological advancements, ensuring effective
integration of digital tools into teaching (Dias-Trindade & Albuquerque, 2022).
Continuous professional development also boosts educators' confidence and
awareness in using digital tools effectively (Lee et al., 2020). Muammar et al. (2022)
further emphasize the necessity for ongoing development as digital technologies
evolve.

Faculty members' participation in webinars, online workshops, conferences, and
courses through platforms like Coursera and Udemy demonstrates their commitment
to continuous professional development, aligning with the framework's focus on using
digital resources for ongoing learning. The second core competency, Digital Resources,
involves selecting, adapting, and creating digital materials based on learning goals
and context, as well as managing, protecting, and sharing resources responsibly while
respecting privacy, copyright, and open licensing.

The creation and use of digital resources are well-established competencies among
faculty members. Studies conducted in Spain and Ecuador report high levels of
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proficiency in this area (e.g. Martinez Espana et al., 2024; Moreira-Choez et al.,
2023). However, participants expressed concerns about copyright and ethical issues
when integrating digital resources. Kaya (2006) noted the lack of clear examples on
legal regulations, making it difficult for instructors to interpret intellectual property laws.
As a result, faculty often approach digital resources cautiously, fearing legal errors.
Institutional support is essential to provide instructors with the knowledge and resources
on copyright and ethics, enabling them to use digital resources confidently and
enhance the learning experience.

Learning and Teaching focuses on integrating digital technologies to enhance
instructional strategies, support learner interaction, and foster both individual and
collaborative engagement. It encourages guiding students through digital means,
promoting cooperative learning, and supporting self-regulated learning. Faculty
generally show strong competencies in using digital tools to enhance student
engagement (e.g., Dias-Trindade et al., 2023; ; Muammar et al, 2022; Palacios-
Rodriguez et al., 2024), though some still exhibit lower competency levels in integrating
technology for teaching and learning (e.g. Sédnchez-Caballé & Esteve-Mon, 2022).

Assessment emphasizes using digital technologies to enhance both formative and
summative strategies, including collecting and analyzing digital evidence of student
performance, providing timely feedback, and adapting instruction. It also ensures that
assessment data is understandable and useful for learners and parents. In our
interviews, instructors commonly used digital technologies for assessments, such as
electronic exams and online homework. This aligns with Aksan-Kilicaslan et al. (2022),
who found that teachers use digital tools throughout the course, but only occasionally
during evaluations. In our study, instructors leveraged digital technologies to
streamline assessment and create an engaging learning environment. However, across
various studies, assessment remains an underdeveloped area and a key
weakness (e.g. Martinez Espaiia et al., 2024; Moreira-Choez et al., 2023).

DigCompEdu’s fifth core competency, Empowering Learners, focuses on using digital
technologies to ensure accessibility and inclusion for all students, considering their
diverse needs and abilities. It promotes personalized learning paths, differentiated
instruction, and self-paced progress. Additionally, it emphasizes fostering active,
creative engagement through meaningful, inquiry-based, and collaborative digital
learning experiences.

Our participants with lower digital competence recognized digital technologies but
faced challenges in integrating them into their teaching. Conversely, those with higher
competence incorporated activities that not only met course objectives but also fostered
students' technological skills. These findings suggest that the ability to empower
learners through digital tools is closely tied to the instructor’s digital competence.
Studies in Spain and Peru show that while teachers excel in creating digital resources
and integrating technology, there is room for improvement in empowering learners
(Dias-Trindade et al., 2023; ; Martin-Parraga et al., 2023). Cabero-Almenara et al.
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(2020) emphasize the importance of instructors understanding how to empower
students in using digital technologies and supporting their digital competence
development to meet the demands of the information society.

The final competency, Facilitating Learners' Digital Competence, involves activities to
enhance digital skills in areas like information literacy, responsible use of technologies,
and solving digital problems. It also emphasizes promoting students' well-being and
safe technology use. Research shows that faculty members often struggle to empower
students through digital tools, particularly in fostering digital competencies, as seen in
studies from Spain, Portugal, and Latin America (e.g., . Cabero-Almenara et al., 2023;
Dias-Trindade et al., 2023; Palacios-Rodriguez et al., 2024). In Turkey, Ultay and
Uludiz (2016) found that teachers recognize the importance of technology but face
practical barriers like time constraints and lack of resources. Similarly, Keles and
Turan-Gintepe (2018) highlighted issues like inadequate technical infrastructure and
limited technology knowledge. In our study, instructors with lower digital competence
reported needing assistance for basic problems, underscoring the need for further
support and training to enhance digital competencies and effectively integrate
technology into teaching.

Our interviewees also emphasized the value of adopting the European Commission's
Digital Competence Framework to enhance digital competencies, a view aligned with
Gecgel et al. (2020). They found this framework effective in fostering digital skills and
knowledge, particularly in the Turkish context, to promote better technology and digital
resource use. The findings from both interviews and course analyses revealed a strong
alignment between participants' reported use of technology and the course data from
the institutional LMS, indicating a high level of compatibility.

Implications and Conclusion

Our findings indicate that while faculty members excel in certain aspects of digital
competency, such as presenting existing learning materials, they face challenges in
more complex areas like assessment and guiding students' digital skill development.
This underscores the need for continuous professional development, tailored to
educators’ specific needs, to keep them up to date with evolving digital technologies
and pedagogical practices. Additionally, concerns about copyright and intellectual
property rights were identified as barriers to fully utilizing digital resources. Institutions
must provide guidance and resources to help instructors navigate legal issues. Lastly,
the study highlights the importance of faculty members not only using digital tools but
also empowering students to develop their digital competencies, ensuring they are
prepared to become responsible digital citizens in an increasingly digital world.
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Recommendations

1. Continuous Professional Development Programs: Institutions should develop
ongoing, personalized professional development programs that align with faculty
needs and are regularly updated to incorporate emerging technologies and evolving
teaching practices.

2. Institutional Support for Digital Resource Usage: Clear guidelines and training on
legal and ethical issues related to digital resources, such as copyright laws and privacy
concerns, should be provided to help faculty confidently use a wide range of digital
tools in their courses.

3. Fostering a Collaborative Culture: Encourage collaboration among faculty members
through digital communities of practice, allowing them to share resources, strategies,
and experiences, fostering a more innovative use of digital technologies in education.

4. Empowering Students through Technology: Faculty should receive training to
empower students in using digital technologies effectively, focusing on digital literacy,
critical thinking, and problem-solving, while incorporating activities that promote self-
regulated and collaborative learning.

5. Conduct Comparative Studies Across Disciplines: Future studies should compare
how digital competencies and technology use vary across academic disciplines and
explore their impact on student learning outcomes, offering discipline-specific insights
for enhancing digital integration.

6. Investigate the Student Perspective: Research should include student evaluations of
digital tools to identify best practices and areas for improvement, ensuring teaching
strategies align with student needs and preferences.

7. Need for a Customized Framework for Higher Education: A tailored digital
competence framework for higher education institutions will address specific
challenges and needs of faculty, ensuring effective integration of ICT into teaching
practices.
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Genisletilmis Torkge Ozet

GUnumozde dijital cagin gereklerine uygun bir toplum yaratmak ve bu toplumun
sUrdurdlebilirligini saglamak agisindan, égreticilerin dijital yetkinliklerinin gelistirilmesi
buyUk dnem tagimaktadir. YUksekdgretimin yeniligi tanitma ve yayma igin énemli bir
kaynak olusturmasi sebebiyle akademisyenlerin ve égrencilerin dijital yetkinliklerinin
gelistirilmesi, dolayh etki yoluyla toplumun dijitallestirilmesinin 6ninU agacaktir.
Ogretim elemanlarinin dijital yetkinliklerinin artinlmasi, ytksekégretimde dijital
dénistmin anahtari olarak nitelendirilmektedir. Cevrimici ders veren &greticilerin
mesleki gelisimlerini katki sunarak, nitelikli bir e-6grenme sirecinin yGrittlmesini
saglomak, e-6grenme calismalarini baslatan egitim kurumlarinin gérevidir (Sakal ve
Adnan, 2015). Kurumlarda e-63renmenin énindeki engellerin en énemlilerinden
birinin insani faktérler, bir digerinin de égreticilere uygun mesleki gelisim olanag:
saglanmamasi oldugu ifade edilmektedir (Rosenberg, 2007; Stein ve digerleri, 2011).
E-6grenme siUrecinde yer alacak dgreticilerin yeni bilgi ve becerilere, yeni rollere dogru
sekilde hazirlanmalari, ancak iyi planlanmig, amaca uygun tasarlanmig, koordineli ve
6zgun mesleki gelisim programlariyla momkin olabilir (Kocatirk-Kapucu ve Adnan,
2018). Son yillarda teknolojinin, 6grenme aktivitelerini daha aktif ve daha égrenci
merkezli kilmasi, 6§renme deneyimlerini zenginlestirmesinden dolayr (Thiele ve
digerleri, 2014), dgreticilerin gerekli hazirliklari yaparak ders etkinliklerini 6grenci
merkezli hale getirmesi gerekmektedir. Ogreticiler, modern cagin gerektirdigi, dgretim
teknolojilerini bilmeleri ve egitim-dgretim faaliyetlerinde yer vermeleri hususunda
gerekli énemi gostermeleri icin cesaretlendirilmelidir. Hizla degisen teknolojileri
tanima, segme ve kullanma konusunda égretim elemanlar yeterli bilgi ve tecribeye
sahip olmayabilir. Kendi uzmanlik alanlarinin disinda  kalan  bu becerileri
kazanmalarina yoénelik gerceklestirilen egitimlere katilmak, zaman ayirmak ve emek
vermek bircogu icin oldukca zordur. Cogu &gretici, en azindan Universitelerde gorev
yapanlar, icerik acisindan son derece iyi egitilmis ve dgrettikleri konu alanina oldukca
hakim kisiler olmalarina ragmen, yUksekégretim kurumlarinda calisan 6gretim
elemanlari, genellikle, 6gretim, pedagoji veya 6grenme alaninda yapilan aragtirmalar
konusunda ya hig egitimli degildir ya da ¢ok sinirl bir egitim almiglardir (Bates, 2015).
Dijital yetkinliklerin gelistirilmesi amaciyla egitimler agilmasi, kurslara katilim
konusunda dgreticilerin tegvik edilmesi ve desteklenmesi kurumsal olarak énemli bir
sorumluluktur. Cleveland-Innes’e (2013) gére; Universitelerde gorev yapan dgretim
elemanlarinin hem yetkin bir konu alani uzmani, basarili bir arastirmaci ve aktif olarak
derse giren bir 6gretmen, hem de dijital olarak yetkin bir cevrimici 6gretici olmalarini
beklemek pek de gercekei bir yaklagim degildir. Ancak gevrimigi dgreticilik rollerinin
bilincinde olmalari ve hem uzaktan hem de yuz yize derslerini dijital teknolojilerle
desteklemeleri konusunda farkindalik sahibi olmalari dnemlidir. icinde yasadigimiz
dijital cagda, ttm &égretmenlerin dijital yetkinlikler konusunda farkindaligr yiksek ve
égrenmeye agik olmalarini saglamak éncelikli olmalidir. Bu nedenle de her 6gretim
elemaninin, 8gretim rolUyle ilgili yetkinlikleri icerisinde dijital teknolojilere alan agmasi
kaginilmazdir. Bu baglamda, Avrupa Komisyonu Ortak Arastirma Merkezi’'nin dijital
teknolojilerin egitim-6gretim sireclerindeki rolu ve istihdam, kisisel gelisim ve sosyal
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icerme igin gerekli olan dijital yetkinliklere iligkin olarak, kanita dayali politika destegi
sunmak amaciyla 2005 yilinda baslathgr “Dijital Cag Icin Ogrenme ve Beceriler”
arastirmasi kapsaminda hazirlanan Egitimcilerin Dijital Yeterliligi icin Avrupa Cercevesi
(DigCompEdu) buyuk 6nem tasimaktadir (Redecker ve Punie, 2017). DigCompEdu,
pek cok Avrupa Devleti arasinda, egitimcilerin, dijital teknolojilerin gelistirme ve yenilik
yapma potansiyelini yakalayabilmeleri icin mesleklerine 6zgU bir dizi dijital yeterlilige
ihtiyaclari olduguna dair artan farkindaliga yanit vermektedir. DigCompEdu Cercevesi
icerisinde yer verilen alti temel yetkinlik alani ve 22 alt yetkinlik, egitimcilerin dijital
araglari kullanarak etkili, kapsayici ve yenilikci 6grenme stratejilerini tegvik etmek icin
sahip olmalari gereken yeterlilikleri detaylandirir.  Bu detaylar incelenerek,
DigCompEdu kapsaminda yapilan ¢alismalarda, 8gretim materyallerinin geligtirilmesi
ve degerlendirme araclarina karar verilmesi saghkl sekilde mimkin olur.

Bu arastirmada, 6gretim elemanlarinin dijital yetkinliklerinin  uzaktan 6gretim
derslerindeki 6gretim teknolojileri kullanimlari agisindan incelenmesi amaglanmustir.
Belirlenen amag dogrultusunda, gincel bir olguyu gercek hayattaki baglamiyla
inceleyen ve sinirli bir ¢calisma grubunun derinlemesine incelenmesini iceren durum
calismasi  gergeklestirilmistir.  Arastirma kapsaminda, Mugla  Sitki - Kogman
Universitesinde gérev yapan égretim elemanlarinin dijital yetkinliklerinin bir géstergesi
olarak uzaktan &gretim dersleri incelenmis ve gérusmeler gerceklestirilmisgtir.
DigCompEdu Cercevesi dogrultusunda hazirlanan gérisme formu araciligiyla génallu
katihmailarla gergeklestirilen gérigsmelerde yoneltilen sorulara verilen cevaplar, icerik
analizine tabi tutulmustur. Hazirlanan rubrik yardimiyla gerceklestirilen uzaktan
oégretim ders incelemeleri ile 6gretim elemanlarinin dijital yetkinlikleri ve uzaktan
dgretim derslerinde teknoloji kullanim durumlarina yénelik veriler toplanmigtir. Bu
asamanin dokiman analizi olarak adlandirilmasi uygun bulunmustur. Arastirma
evrenini, Mugla Sitki Kogman Universitesi binyesinde gérev yapan égretim elemanlari
olusturmaktadir. Arastirmada, genis bir evrenden az sayida analiz biriminin seckisiz
olarak belirlemesi iglemi olan amagl seckisiz érneklem (amaca uygun seckisiz
orneklem) teknigi kullanilmighr. Géndllo olan 50 &gretim elemani, kendileriyle
moilakat  yapilmasini  ve uzaktan &gretim  derslerinde teknoloji  kullaniminin
incelenmesini kabul etmistir. Amaca uygun seckisiz érneklem igerisinden maksimum
cesitligi (calisma alani, kadro unvani ve dijital yetkinlik duzeyi dikkate alinarak)
saglayacak bicimde belirlenen gonillo 10 katilimer ile gérigsme tamamlandiginda,
veriler Uzerinde yapilan 6n incelemede, veri doygunlugunun saglandigi konusunda
hem fikir olundugu icin daha fazla gérisme yapmaya gerek duyulmamugtir. Elde dilen
nitel verilerin analizinde, veriler toplanmig, azaltlmis ve dizenlenmis, sonrasinda
kodlara ayrilmig ve ayrilan kodlarla kategorilerin olusturulmasi saglanmigtir. Daha
sonra gruplanmis kodlardan kategoriler, kategorilerden temalar olusturulmustur.
icerik analizi islemi yapildiktan sonra 79 kod, 16 kategori ve alti tema belirlenmistir.
Kodlar, kategoriler ve temalar belirlenirken iki kodlayici uzlagarak ortak karar vermistir.
Temalar, DigCompEdu cercevesinde belirtilen alti yetkinlik olarak 6nceden
belirlenmistir. Kategori ve kodlar bu yetkinlikler kapsaminda olusturulan sorulara
verilen yanitlardan derlenmistir. Ayrica ilk kodlamanin ardindan gegen bir haftalik bir
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aranin ardindan tekrar kodlama yapilarak, kod kagaklarinin énine gecilmis ve
kodlama givenirligi  saglanmaya calisilmistir.  Ogretim  elemanlari ile yapilan
goérugmelerden elde edilen veriler dogrudan alintilamalar yoluyla aktarilarak
yorumlanmugtir. Ayrica ayni 6gretim elemanlarinin uzaktan égretim ders gérinimleri
de dogrudan gdsterilerek elde edilen veriler desteklenmistir.

Arastirma  sonucunda, 8gretim elemanlarinin  dijital  yetkinlikleri acisindan,
goérugsmelerden elde edilen veriler ve ders inceleme sonuclarinin birbiriyle uyumlu
oldugu goérilmustir. Genel olarak 6gretim elemanlarinin, mevcut 6grenme
materyallerini bulma, segme ve sunma konusunda basarili oldugu, ancak kendi
etkilesimli 6grenme materyallerini yaratma, cesitli sekillerde saklama, égrencilerin
dijital yetkinliklerini geligtirmeleri konusunda rehber olma, &grencilerin dijital
teknolojileri kullanarak karmasik ve probleme dayali gérevleri yerine getirmelerini
saglama konusunda yetersiz oldugu tespit edilmistir. Ayrica 6gretim elemanlarinin
uzaktan 6gretim derslerinde dijital kaynaklara yer verme konusunda dile getirdikleri
en dnemli sorunlardan birinin telif haklar ve etik ihlal ¢ekincesi oldugu goérigsme
verilerinden anlagiimaktadir. Katihmcilarin, gérismedeki ifadeleri ile 6grenme ydénetim
sistemi icerisindeki uzaktan 6gretim ders gérinUmleri birbirlerini destekler nitelikte
bulundugundan, &gretim elemanlarinin  uzaktan 6gretim  derslerinde  dijital
teknolojilere yer verme durumlarinin dijital yetkinlik dizeylerine bagh olarak
bicimlendigi sonucuna ulagilmstir.
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Introduction

Speech and language difficulties can significantly hinder individuals' communication,
academic achievement, and social interactions (Hitchcock et al., 2015). Students with
special needs often face challenges in these domains, making it essential to provide
appropriate support services to help overcome or minimize such difficulties (Allen &
Mayo, 2020; Westby, 2021). Speech and language therapy for students with special
needs encompasses the assessment, prevention, and treatment of disorders related to
speech, language, communication, and swallowing (American Speech-Language-
Hearing Association [ASHA], n.d).

The term "students with special needs" includes various groups who require specialized
educational, therapeutic, and supportive services. Among them, students with hearing
loss (HL) often experience significant delays in acquiring speech and language skills.
Language development in children with HL can be affected across all components of
language. Their phonological awareness may be limited, resulting in difficulties
distinguishing sounds and achieving accurate articulation. Morphological and syntactic
structures develop with delays; sentences may be simple and grammatically incomplete.
In terms of lexical development, they often struggle with learning, understanding, and
generalizing new words. Semantically, they may experience limitations in
comprehending and using concepts appropriately. Therefore, interventions should be
planned holistically to target all components of language (Girgin & BUyUkkése, 2015;
Goberis et al., 2012; Spencer & Guo, 2013; Wiggin et al., 2021; Zaidman-Zait & Most,
2020). Effective use of hearing technologies, early intervention, and family involvement
are critical factors that contribute to the development of speech and language in
individuals with HL. Research has shown that children with hearing loss can develop
language skills comparable to their typically developing peers when provided with early
diagnosis and appropriate interventions (Kaipa & Danser, 2016). Consequently, speech
and language therapy programs tailored to the individual needs of students with HL are
crucial in supporting their communication development (Asad et al., 2018; Nittrouer,
2016; Paul & Norbury, 2012).

Students with Down syndrome (DS) generally experience difficulties across many
components of language development, although certain areas of strength can also be
observed. Research on articulation and phonology indicates the presence of
developmental delays and atypical speech errors that are not commonly observed in
typical development (Kent & Vorperian, 2013). Sentence formation (syntax) is usually
weak, with utterances tending to be short and simple (Witecy & Pence, 2017). Significant
difficulties are commonly observed in morphology, another language component.
Grammatical structures, such as tense, person, and plural markers, are often acquired
late or used inaccurately. This adversely affects expression accuracy and sentence
construction (Smith et al., 2017; Katsarou & Andreou, 2022). Pragmatic language skills
are notably difficult, particularly with regard to understanding context, initiating
conversations, and maintaining narratives. While weaknesses in the appropriate use of
context are evident, nonverbal communication skills, such as gestures, facial expressions,
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and body language, as well as receptive vocabulary, are considered relative strengths.
However, compared to their typically developing peers, these strengths may become
more limited over time (Laws et al., 2015; Lee et al., 2017; Smith et al., 2017). This
complex profile highlights the importance of early, individualized, and comprehensive
language interventions that address all areas of language development (Burgoyne et al.,
2013; Moraleda-Sepulveda et al., 2022). Furthermore, families should engage in
communication practices that promote language development. Active parental
involvement in speech and language therapy can improve outcomes, and therapy goals
should promote effective parent—child interaction (Seager et al., 2022).

Supporting the communication skills of students with special needs not only helps reduce
barriers in daily life but also enhances their participation and achievement in academic
domains such as reading and writing (Hitchcock et al., 2015; Marschark et al., 2007;
Snowling & Hulme, 2011). To address these needs effectively and promote inclusion in
educational and everyday contexts, integrated therapy services delivered in coordination
with school-based programs and interdisciplinary teams are essential (Blosser & Means,
2020; Cahill et al., 2024). In Torkiye, speech and language therapy services are
predominantly provided outside the school setting, including university-affiliated centers,
private clinics, hospitals, and special education and rehabilitation centers (SERCs). These
centers offer individualized support programs tailored to different types of disabilities
and employ a range of specialists to support the development of communication,

language, and academic skills from early childhood onwards (Atmaca & Uzuner, 2020;
Bekar et al., 2021; Guirgir et al., 2016; Kalayci, 2019; Savas & Togram, 2013).

Speech-language therapists (SLTs) must possess specialized expertise in providing
effective communication and academic support to students with special needs. Ongoing
professional development is essential for SLTs to implement up-to-date, evidence-based
therapeutic approaches (Houston & Perioge, 2010; Page et al., 2018). However,
research examining the internal processes of SERCs and strategies to enhance service
quality remains limited. Existing studies primarily reflect expert opinions, highlighting the
need for more comprehensive investigations into the implementation of speech and
language therapy (Kalayci, 2019; Savas & Togram, 2013). Students with HL and those
with DS experience various challenges in speech and language development. Systematic
and individualized interventions, however, are effective in addressing these challenges.
Studies indicate that early-starting programs involving parental participation significantly
enhance both language development and social-academic engagement (Arrdez-Vera
et al., 2023; Moraleda-Sepulveda et al., 2022). Although current research provides a
valuable foundation for speech and language interventions, further comprehensive
studies are needed, particularly about age groups, intervention types, assessment
methods, and long-term outcomes. Notably, original research investigating the delivery
of speech and language therapy services in SERCs remains scarce.
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Given this gap in the literature, examining the provision of speech and language therapy
as an out-of-school support service is essential for informing and guiding practitioners
in enhancing the quality of the services they deliver. Moreover, such research can provide
a valuable foundation for future studies in the field. In this context, this study aims to
examine the speech and language therapy service delivery process provided to students
with special needs. Accordingly, the study seeks to answer the following research
questions:

1. How was the speech and language therapy service structured and delivered in the
SERC context?

2. How was the speech and language therapy service implemented for students with HL
and DS during the study?

3. What improvements were observed in the speech and language skills of students with
HL and DS following therapy?

4. In what ways did the research process enhance the researcher’s professional practice
and reflective skills?

Method

Research Methodology

This study, which was conducted to examine the speech and language therapy service
to be provided to students with HL and DS in a SERC, was conducted as action research.
While defining the current situation, action research also aims to develop active
interventions and innovative strategies to improve this situation. The researcher
meticulously collects data at every stage of the process, makes in-depth reflective
inquiries based on these data, and prepares and implements new action plans in line
with these inquiries (Gurgir, 2017; Johnson, 2012).

This research process aligns with the steps of the action research cycle defined by
Johnson (2012), including identifying the issue, gathering information, conducting a
literature review, developing a research plan, implementing the plan and analyzing the
data, and writing the final report. In the first phase, the research topic/problem was
identified based on the researcher's academic background in special education and
speech-language therapy, professional experience in the SERC, and a literature review.
Observations were conducted at the SERC during the initial stage of the study. In the
implementation phase, assessments were carried out for the participating students,
individualized education plans (IEPs) were prepared, and speech and language
therapies were planned and applied. During the assessment and follow-up stages, the
students were reassessed.

Throughout the process, the therapies provided to the students during the
implementation phase were revised and planned in line with the opinions of the validity
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committee. Thus, as is characteristic of action research, the steps of continuous
assessment, planning, and intervention were carried out in an integrated manner.

Research Environment

This research was conducted in a SERC in Eskisehir Province. The SERC has three floors,
and the implementation took place in one of the individual education rooms on the first
floor. As shown in Figure 1, the first floor includes three individual education rooms and
one speech language therapy support room. The study was carried out in the third
individual education room visible in the figure.

Figure. 1
Sketch of the First Floor of the SERC
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Researchers

In this study, the first author assumed a multifaceted role as data collector, practitioner,
and observer. As a professional specialized in both special education and speech and
language therapy, the researcher actively participated in all phases of the research.
During the implementation phase, the researcher conducted student assessments,
prepared |IEPs, and carried out speech and language therapies. In addition, observations
related to the sessions were recorded in reflective diaries, enabling continuous evaluation
of the process.

The second and third authors served as members of the credibility committee during the
research process. They contributed expert opinions in the evaluation of the therapies,
validation of findings, and interpretation of the data. Furthermore, they played an active
role in the preparation of the research report by contributing to the organization of the
findings and the refinement of the manuscript.
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Participants

The participants of the present study were three students with HL and two DS. Also
involved in the research process were the students’ mothers, members of the validity
committee, and other experts. The information about the students with HL who
participated in the present study is given in Table 1. The information on students with DS
is also given in the Table. 2. The students’ names were changed, and they were given
code names to keep their identity information confidential.

Table 1
Information about Students with Hearing Loss
Student Age Hearing technology used Degree of hearing loss Age of diagnosis of
Name hearing loss
Ayse 8 Right ear: Hearing aid The right ear is severe, 2
Left ear: Cochlear Left Ear profound
implant sensorineural hearing
loss
Ali 9,02 Right ear: Cochlear Profound bilateral Congenital
implant sensorineural hearing
Left ear: Hearing aid loss
Emre 9,02 Right Ear: Hearing aid Moderate bilateral Unknown
Left Ear: Hearing aid sensorineural hearing
loss

Students with HL received special education support, but have not received speech and
language therapy support before.

Table 2

Information about Students with Down Syndrome

Student Name Information

Duru The student is 5 years and 8 months old. She began speaking her first words

at the age of 1 year and 8 months. According to the report from the guidance
and research center, she has a diagnosis of mild intellectual disability. She
currently uses single-word utterances.

Feyza The student is 6 years old. Babbling began at around 7-8 months of age, but
there was a delay in the transition to meaningful words. According to the
report from the guidance and research center, she has a diagnosis of mild
intellectual disability. She can produce two-word phrases.

Students with DS receive special education support, but have not received speech and
language therapy support before.

The families of the students: The educational processes of the students participating in
the study were generally overseen by their mothers. Duru, Feyza, and Ayse came to the
SERC with their mothers. Meanwhile, Ali and Emre arrived at the center using its
transportation service. Ayse’s mother was 36 years old and a teacher. Duru’s mother is
46 years old, a high school graduate, and a housewife. Feyza's mother was 45 years
old and had retired from a public institution. Ali and Emre were twin brothers, and their
mother was a 39-year-old housewife. She had severe congenital hearing loss.
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SERC staff: The IEP development for students was carried out in cooperation with the
education coordinator and the SLT of the SERC. To understand how the SERC functions,
the therapies performed by the SLT were observed. The SERC speech and language
therapist had a bachelor's degree in Speech and Language Therapy and was pursuing
a master's degree in the same field. The education coordinator specialized in Psychology
and held a master's degree in the field.

Validity committee member 1: A Professor Doctor in the Department of Education for the
Hearing Impaired, who supported the planning and finalization phases of the research.
He had experience with action research in the education of students with HL.

Validity committee member 2: A lecturer in the field of Speech and Language Therapy
who provided expert feedback on therapy sessions and contributed to process planning.
Her research focused on phonological awareness and speech sound disorders, and she
taught these topics in the undergraduate Speech and Language Therapy program.

Validity committee member 3: An expert with 40 years of experience in the education
and communication skills of children with hearing loss.

Validity committee member 4: A professor in the English Language Teaching program
who also taught in the Speech and Language Therapy program.

Data Collection

In the present research, various data collection techniques were employed to ensure data
diversity. The data sources included a researcher diary, interviews, observations,
documents, video recordings, and standardized tests (Table 3).

Table 3

Data of the Research

Observation Field notes on the sessions of the speech and language therapist in the SERC 50 pages

Video 65 therapy videos, 21 assessment videos

recordings A total of 11 video recordings of validity committee meetings and 2 IEP meeting videos

Researcher 127 pages

diary

Documents Validity committee minutes, reports issued by the guidance and research center for the
students, audiological tests, therapy plans and materials for students, and messages with
families.

Interviews Unstructured interviews with families 133 minutes in total

Standardized ~ Turkish Articulation and Phonology Test, Turkish (TEDIL: Test of Early Language

Tests: Development-Third Edition and TODIL: Test of Language Development-Primary-Fourth
Edition)

Data Analyses

An iterative and systematic qualitative data analysis approach was adopted in this action
research. Data collection and analysis were conducted simultaneously, and the findings
from each implementation cycle guided the planning of subsequent steps (Feldman et
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al., 2018). The analysis involved rapid data review, comparison with the research
guestions, validation of findings, and the development of action plans for future practice.
This approach ensured that analysis was not limited to a single stage but embedded
throughout the entire research process in a continuous analytic cycle (Miles et al., 2014).

The researcher presented preliminary findings to the thesis monitoring committee and
revised implementation strategies by the committee’s feedback. This process reflected
both reflective thinking and action-oriented decision-making, aligned with the
fundamental principles of action research, where data collection, analysis, planning,
and implementation proceed in an iterative, interconnected manner (Johnson, 2012;
Mertler, 2014).

Trustworthiness

In qualitative action research, trustworthiness refers to the rigor and credibility of the
entire research process, including data collection, analysis, and the reporting of findings
(Mertler, 2014; Miles et al., 2014). To ensure trustworthiness in this study, several
strategies were implemented. First, the researcher employed triangulation through the
use of multiple data collection methods, thereby enhancing the credibility and depth of
the findings. Following each speech and language therapy session, therapy videos were
reviewed, and observational notes were documented in a reflective diary. These records,
including the challenges experienced during sessions and observed student progress,
were shared with a credibility committee composed of field experts. Feedback received

from this committee guided the refinement of practices throughout the research process
(Bogdan & Biklen, 2007).

Before the implementation phase, the researcher conducted field observations at the
SERC to gain contextual awareness. The researcher holds dual expertise as both a speech
and language therapist and a special education specialist. Additionally, she previously
worked for two years as a Teacher of the Hearing Impaired at a different SERC. This
professional experience and dual-field expertise enabled the researcher to develop a
deeper understanding of the context (Mertler, 2014).

Research Ethics

In this research, ethical approval was obtained from the Anadolu University Social and
Human Sciences Scientific Research and Publication Ethics Committee with the decision
numbered 122612. Before this research, verbal and written information about this
research was given to SERC managers and the coordinator, and permission was
obtained. The families of the students participating in this study were informed about the
research, and consent forms were signed. Families were informed at every stage of the
research. The identity information of the families and students was kept confidential.
Students were given code names in this study.
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Findings

In this study, which was conducted in a SERC to provide speech and language therapy
services to children with HL and DS, four main stages were found. The stages of this
research included preparation, implementation of practices, assessment of students, and
monitoring of student progress. This section presents the findings obtained from the
action research in line with the four main research questions. First, the structure and
delivery of the speech and language therapy service within the context of the SERC were
examined. Second, the implementation process of speech and language therapy services
for students with HL and DS was addressed. Third, students' speech and language
improvements were assessed after the therapy sessions. During the monitoring phase,
students were re-evaluated three months after the completion of the speech and
language therapy sessions. Finally, the impact of the research process on the
researcher’s professional development and reflective practices, as the therapist
conducting the study, was analyzed. The findings are presented in a manner consistent
with the research questions and the emerging themes. Figure 2 shows the stages of this
research visually.

Figure 2
Research Process
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Preparation Phase: Observations Conducted in the SERC

In the preparatory phase of this research, field observations were carried out to
determine how the speech and language therapy support service provided in the SERC
was implemented. The researcher conducted field observations focusing on the practices
of the SLT working at the SERC. In total, 15 field observations were made, and field notes
were recorded. The observations revealed that the students receiving services from the
SLT had various diagnoses (e.g., autism, speech sound disorder, stuttering, HL) or had
come to the SERC solely for assessment purposes. These students were referred to the
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SLT by the SERC coordinator. One of the students with HL who attended during the
observation period did not have a diagnostic report and had come for assessment only.
The other student was enrolled at the SERC and was referred by the coordinator to
determine whether speech and language therapy was needed. The SLT assessed
students’ speech and language skills through observation, family interviews, and
standardized tests to determine the need for speech and language therapy. Following
the assessment, the therapist planned the therapy process, informed families, and
assigned homework (Field observation notes, pp. 1-50). Based on a meeting with the
validity committee member 1, it was concluded that the field observations were sufficient,
and it was decided to proceed to the implementation phase.

Implementation Phase: Speech and Language Therapy Practices for Students with HL
and DS

During the implementation phase of the study, students' speech and language skills were
assessed, and IEP plans were created. Then, therapies were planned based on these
plans. Speech and language therapy services were provided to students. Student
assessments included family interviews, input from special education teachers, analysis
of natural language samples, and the administration of standardized tests to evaluate
language and speech abilities (Figure 3).

Figure 3
Assessments of Students
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After assessing the students' speech and language development, the areas that would
receive speech and language therapy support were determined. Table 4 shows the areas
in which support was provided. In determining the target areas for speech and language
therapy, various factors were taken into account, including the results of the student's
speech and language assessment, the educational and support services previously
received, parental input, and the planned duration of the therapy.

Table 4
Language and Speech Areas Identified for Support After Assessment
Students Language and Speech Areas Identified for Support
Ayse Articulation, pragmatics
Ali Articulation, pragmatics
Emre Articulation, pragmatics
Duru Providing language therapy in the areas of morphology, syntax, semantics and
pragmatics
Feyza Providing language therapy in the areas of morphology, syntax, semantics and
pragmatics

IEP Meetings: To create |IEPs for the students, the researcher held two meetings with the
coordinator of the SERC, the SLT working in the SERC, and committee member 1 at the
SERC. In the meetings, the students’ assessment results were discussed, and IEP decisions
were made for the students.

Speech and language therapies with Al

Individual speech and language therapy intervention was carried out with Ali for 15
weeks. The student who was assessed with the Articulation subtest of the Turkish
Articulation and Phonology Test revealed that he had difficulty in producing only the
phoneme /r/ correcily. For 14 weeks, articulation therapies were carried out for the
correct production of the phoneme /r /. In the therapies with the student, studies on the
production of the phoneme /r/ were generally carried out for the first 30 minutes. In
some therapies, dialogues were planned to support the student's usage knowledge
without disturbing the naturalness of the game. In some therapies, the student was asked
to explain the rules of the game (Figures 4 and 5). For example: In one therapy session,
Ali was asked to explain the rules of a game they had played before and discussed the
rules (Video recording, No: 65):

Ali: "l choose one, the numbers are written on the paper, and it goes up to five. But if it
was three, there would be a staircase at three. Then it goes to high numbers. The one
who goes up to 100 wins. For example, there is a snake here. The snake takes us down,
how far is its tail, then it goes down."

Researcher: "We're going down to the snake's tail."
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Figures 4 and 5
Play in Therapy Session with Ali
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Speech and language therapies with Emre

A total of 14 individual speech and language therapy sessions were conducted with
Emre. In the therapy sessions, the primary focus was on the correct use and
generalization of the phoneme /t/ in all word positions. Emre was able to produce the
phoneme /t/ correctly in isolation, but during connected speech, he substituted it with
the phoneme /k/ or its allophone. After three weeks of phoneme-level work, the
generalization phase for /t/ was initiated, and while this phase continued, work on a
new phoneme also began. Emre was able to produce the phoneme /{/ correctly in
isolation. (The /ff/ symbol, part of the International Phonetic Alphabet [IPA], represents
a voiceless postalveolar affricate sound, as in the initial sound of the English word "chair."
In Turkish, it corresponds to the letter “¢.”) However, since he made various errors at the
beginning and end of words, targeted practice was planned to support correct
production of this phoneme in those positions. Articulation therapy with the /tf/ phoneme
continued until the end of the intervention (Video Recording, No: 64). After the
articulation sessions, age-appropriate games were played with Emre, and planned
conversations were conducted. These activities were intended to support the pragmatic
dimension of language use (Researcher's diary, p. 81).

Figure 6
A Therapy Session with Emre
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Speech and language therapies with Ayse

A total of 12 individual speech and language therapy sessions were conducted with Ayse.
It was determined that Ayse’s language development matched her age level, except for
a persistent difficulty with the phoneme /r/ (Video recording, No: 63). For 12 weeks,
articulation therapies were carried out for the correct production of the /r / phoneme. In
some of the therapies with Ayse, as with the other students, planned games were played
and conversations were held to support pragmatics (Figure 7).

Figure 7
A Therapy Session with Ayse

Speech and language therapies with Duru

14 individual speech and language therapy sessions were conducted with Duru. During
the individual speech and language sessions with Duru, it was aimed to support her
language development through planned conversations. The therapist prepared pre-
therapy materials and identified possible questions about the child's language
development. The mother attended and observed all sessions, and she also conducted
some of the conversations herself. The mother actively participated in the therapies to
observe and implement strategies that support language development. When Duru
began therapy, she typically used single-word utterances. The therapy sessions aimed to
support her in producing two- to three-word sentences and to enhance her use of
morphemes and vocabulary. For example, in one session, the therapist intfroduced a
sequencing card activity about a picnic. During this session, which also included the
mother’s participation, a conversation was conducted based on the visual stimulus
(Figure 8). When the researcher asked, "What are you going to put on it¢" Duru said,
"Plate" and the researcher expanded it as "l will put a plate". Duru repeated, "Tabak
koyacagim. (I will put a plate)" (Video recording, No: 39).
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Figure 8
A Therapy Session with Duru
W =g

Speech and language therapies with Feyza

Feyza participated in this study after the other students. Therefore, 10 individual speech
and language therapy sessions were conducted. In the therapies, efforts were made to
increase the use of three-word sentences, to support her in the morphological field, and
to increase her vocabulary. The mother participated in all therapies. The mother was
also asked to participate in the dialogues (Figure 9)

Figure 9
A Therapy Session with Feyza

Assessment Phase: Monitoring the Progress of Students with HL and DS

This section presents the findings obtained from the assessment of the students. Students'
performances were regularly assessed after the therapies and their progress was shared
in the validity committees. At the end of the therapies, a final assessment was made and
reported (Figure 10 and 11).
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Figure 10.
Assessment of Students with Hearing Loss

Ali

*The first aim of the therapy with Ali was the correct production of the phoneme /r/. Al
was not able to produce the target phoneme in isolation. He gained awareness about
the location and form of the target phoneme (Video recording, No:65). The planned
conversation had some benefits in terms of the learner's usage knowledge.

Emre

*In Emre's spontaneous utterances, it was found that he rarely made errors with the
phoneme /1/ and generally used it correctly (Video recording, No: 68). In the assesment,
it was observed that he could produce the phoneme /ff/ with 90% accuracy in all
positions of the words. However, due to the termination of the therapies, the phoneme
/Yf/ could not be studied at the sentence level. In Emre's therapies, the use of language
was supported by the conversations about the rules of various games. These studies
contributed positively to Emre's language development (Researcher Diary, p. 82).

Ayse

The last assessment session determined that she could not produce the phoneme /r/
correctly in isolation. At the end of the therapies, Ayse's mother expressed that she found
the therapies useful. At the end of the therapies, the researcher tried to support other areas
of language during activities and games (Researcher's Diary, p. 84).
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Figure 11
Assessment of Students with Down Syndrome

*In Duru's final assessment, it was observed that she could repeat the negativity suffix
and used it spontaneously in the activity. It was observed that she could use the
complement suffix. She started to use two-word sentences. She started to use words,
such as "cow, horse, chick" instead of animal sounds. Since the weather and the day of
the week were routinely discussed before each therapy, the child started to use
expressions, such as "Yagmur yagiyor (it is raining)." She answers the question of what
day it is today? (Video Recording, No: 69).

Feyza

* A total of 10 speech and language therapy sessions were conducted with Feyza. At the
end of the therapy, Feyza was able to use the negativity suffix correctly. During daily
conversations, she usually responds with simple two-word sentences. She can repeat
and use three-word sentences, but it was observed that the frequency of such sentences
was less than two-word sentences (Video recording, No: 70). To the why question,
Feyza gave answers. For example: "Hasta olmus. (She got sick.)" It was observed that
the student started to answer why questions (Video recording, No: 70).

Monitoring Phase: Reassessment of Students

Three months after completing the speech and language therapy sessions, follow-up
assessments revealed that Ali and Ayse were still unable to produce the /r/ phoneme in
isolation. Emre was able to use the /t/ phoneme correctly in spontaneous speech and
produced the /ff/ phoneme accurately at the lexical level, although errors persisted in
spontaneous speech. Feyza began to use the “why” question spontaneously and
produced two- to three-word sentences. However, due to difficulty in forming longer
sentences, she often used simpler expressions. In Duru’s follow-up assessment, her
mother brought books from home and had a conversation with Duru about her drawings.
During the interaction, the mother was observed giving her child adequate response
time and using a variety of question types, including “why.” Duru was able to
spontaneously produce two-word sentences such as “Anne kizacak (Mum will be angry).”
In the follow-up assessment, no significant changes were observed in the students'
speech and language skills (Researcher’s diary, p. 101).

Contributions of Speech and Language Therapy Service Provision Process to the
Researcher

The researcher wrote a reflective diary throughout the whole process. Expert opinion was
obtained from the members of the validity committee. The videos of the therapies
performed in the committees were watched by the committee members, and feedback
was given. During the implementation process, the researcher constantly questioned how
to provide more effective therapies for the students and planned actions to solve the
problems that emerged. For example, after the therapy session, the researcher reflected
on the process and wrote the following note in her diary: "l noticed that the mother had
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difficulty expanding the child's language and waiting for the child for a sufficient amount
of time. Maybe | should review my modeling style. | was able to increase the time |
allocated to the mother today and observe the interaction better." (Researcher's diary, p.
69). She received support from Committee Member 1 for reflective diary writing.
Committee member 1 read the diaries and wrote her suggestions using email.

Discussion and Conclusion

In this study, support services were provided to students with HL and DS in a SERC.
During the preparation phase, field observations revealed that students with speech and
language disorders were referred by the education coordinator and received assessment
and therapy services from the specialist. However, a significant limitation observed in
the process was that these services were typically carried out individually, without
systematic |IEP team colloboration. Similarly, previous studies have indicated that
specialists often work in isolation when assessing students and determining the goals of

support services, and that structured IEP teamwork is not implemented (Aslan-Armutcu
et al., 2024; Gorgur et al., 2016).

One of the key reasons for this issue is the intense daily schedules of professionals
working in SERCs. As highlighted in the literature, specialists conduct consecutive
individual sessions throughout the day, leaving them with little to no time for
collaborative planning (Aslan-Armutcu et al., 2024; Eldeniz-Cetin & Sen, 2017; Yenigin
& Odluyurt, 2020; Yildiz, 2023). The lack of available time and structural limitations
stand out as major barriers to effective IEP team collaboration. Yet, the literature
consistently emphasizes the need for a cooperative, team-based approach involving all
stakeholders in the planning and implementation of support services (Mastropieri &
Scruggs, 2010; Mathers et al., 2024; Veyvoda et al., 2019; Wallace et al., 2022).
Therefore, fostering a culture of teamwork in SERCs, revising organizational structures,
and allocating designated time within working hours for professionals to engage in
collaborative IEP development should be considered essential.

This study involved three students with HL. The therapies focused on speech sound
disorders and targeted the phonemes that the students with HL struggled to produce.
Ayse and Ali could not produce the /r/ phoneme correcily, though they did not have
difficulty with other phonemes. Despite therapy, producing the /r / phoneme remained
challenging for them, which is consistent with findings in other languages (Gosling,
2012). Unlike phonemes such as /b/, /p/, and /m/, which have visible articulation cues,
/r/ lacks these cues, making it more difficult to teach. Previous research has also
documented this articulation challenge in individuals with HL (Girgin & Buyukkése,
2015; Buyukkése & Girgin, 2018). Emre successfully learned to produce the /t/
phoneme through therapy and generalized this skill to sentence-level speech. He also
produced the phoneme /{f/ correctly in various word positions. Post-therapy activities
included games in which students explained rules to enhance skills such as providing
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information and maintaining communication by rephrasing when misunderstood (Paul
& Norbury, 2012). This study involved conducting articulation therapy with students once
a week for a limited period. There is no definitive research on the optimal frequency of
speech sound disorder therapy for children with hearing loss. Kaipa and Peterson (2016)
emphasized the need for more research on therapy duration, suggesting that higher
intensity may improve outcomes; however, they did not provide any specific
recommendations. Further research is needed to determine the ideal frequency and
duration of articulation therapy for students with hearing loss.

Individuals with DS exhibit a complex language profile characterized by pervasive
difficulties across multiple components (Kent & Vorperian, 2013; Witecy & Pence, 2017;
Smith et al., 2017; Lee et al., 2017). Their sentence construction skills are usually limited
to short, simple structures, and they often acquire morphological elements such as tense,
person, and plural markers late or use them incorrectly. This negatively affects their
grammatical accuracy (Smith et al., 2017; Katsarou & Andreou, 2022). The findings of
this study are consistent with previous research. Students with DS demonstrated particular
difficulties in syntax, morphology, and other areas. Their utterances were generally short
and lacked some grammatical markers, confirming the need for early, individualized
interventions targeting these domains. In response to these needs, the current study
implemented an intervention aimed at supporting language development through
planned, natural conversations, encouraging active maternal participation. Language
support strategies were modeled directly for mothers, who participated actively in
therapy sessions. Paternal involvement was limited due to work-related constraints.
Nevertheless, mothers' active role made a meaningful contribution to the therapeutic
process. Previous studies have emphasized that family involvement improves therapy
outcomes and equips parents with strategies they can apply in daily interactions (Erim &
Seckin-Yilmaz, 2021; Owens, 2016; Seager et al., 2022). Furthermore, therapy
planning should consider the child's individual needs and the level of family engagement
(Klatte et al., 2020; McKean et al., 2012; Roberts & Kaiser, 2011). In this context, it is
important to regularly inform families about the child’s development, even if progress is
slow. The findings of this study suggest that language interventions for students with DS
should be planned and include regular family involvement. In this study, children with
DS received language and communication support only one day per week. However,
previous systematic reviews have highlighted the potential benefits of higher-intensity
interventions. For example, Seager et al. (2023) emphasized that high-intensity
interventions implemented in naturalistic settings and co-delivered by parents and
professionals may yield more positive outcomes for children with DS.

In this study, the researcher planned and implemented the speech and language
therapies. Following the planning and implementation of the therapies, she kept
reflective diaries about her practice. Reflective practice involves processes that help
individuals increase their awareness and improve their therapeutic skills. The literature
emphasizes that reflective practices are important for enhancing the practices of speech
and language therapy students and therapists (Cook et al., 2019; Geller & Foley, 2009a,
2009b). Throughout the implementation process, the researcher developed a critical
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perspective on her interventions and continually questioned how to improve her practice.
Previous action research studies have also reported improvements in researchers’
practices (Akay & Gurgur, 2018; Ertirk-Mustul, 2021; Tozak et al., 2018).

Limitations and Recommendations for Future Research

One limitation of this study is that it was conducted in a single SERC with a small sample
consisting of three children with HL and two with DS. Additionally, due to constraints
specific to the SERC, speech and language therapy sessions were limited to once per
week, which may have affected the intensity and overall impact of the intervention. These
limitations should be taken into account when interpreting the findings.

Future research could address these limitations by implementing studies in multiple
settings with larger and more diverse samples. Investigating speech and language
therapy services delivered within school environments may offer further insights into
integrated and inclusive support models. Studies exploring collaboration among
professionals (e.g., teachers, speech-language therapists, and special education staff)
are also recommended. In addition, research focusing on parental involvement in
therapy processes, mentoring and reflective practices for speech-language therapist
candidates, and interdisciplinary teamwork could enrich the existing literature and
contribute to more effective service delivery for students with special needs.
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Genisletilmis Torkge Ozet

Dil ve konusma sorunlari bireylerde iletisim gigliklerine ve ayni zamanda akademik ve
sosyal becerilerde zorluklara yol acabilmektedir (Hitchcock vd., 2015). Ozel gereksinimli
dgrenciler iletisim, dil ve konusma alanlarinda gugltklerle kargilagmaktadirlar. Bu
gUcluklerin azaltlmasi ve giderilmesi igin 6zel gereksinimli égrencilere uygun destek
hizmetlerinin sunulmasi nem tasimaktadir (Allen & Mayo, 2020; Westby, 2021). Ozel
gereksinimli 6grencilere sunulan dil ve konusma terapisi; konugsma, dil, iletisim ve yutma
bozukluklarinin degerlendirilmesi, dnlenmesi ve terapisini kapsamaktadir (American
Speech-Language-Hearing Association [ASHA], t.y.).

Ozel gereksinimli dgrenciler ifadesi ézel egitim, dil ve konusma terapisi ve diger destek
hizmetlere ihtiyac duyan farkli gruplar kapsamaktadir. isitme kayipl (IK) égrenciler bu
grupta yer almaktadir. 1K égrenciler dil ve konusma becerilerinin ediniminde cesitli
guclukler yasayabilmektedir.  IK &grencilerde konusma sesi bozukluklari, dildeki
bicimbirimleri edinme ve kullanmada, dilbilgisi kurallarini  kullanmada, sézctk

dagaraginin  gelistirmede,  kullanimbilgisi  becerilerinde  gecikmeler  ortaya
ctkabilmektedir (Girgin & Biyukkose, 2015; Goberis vd., 2012; Spencer & Guo, 2013;
Zaidman-Zait & Most, 2020).

Down sendromlu (DS) bireyler, dilin bircok bileseninde yaygin zorluklar sergilemekte;
ifadeleri genellikle kisa, basit yapilarla sinirli kalmakta ve zaman, kisi, codul gibi
bicimbilimsel 8geleri gec ya da hatali edinmektedirler. Ogrencilerin kisa ve bazi
bicimbilgilsel yapilari kullanmakta yasadiklari sorunlar, bu alanlara yoénelik erken ve
bireysellestiriimis mudahalelerin  gerekliligini géstermektedir (Katsarou & Andreou,
2022; Kent & Vorperian, 2013; Smith vd.,2017; Witecy & Pence, 2017). Aile katiliminin
terapotik sureci giuglendirdigi ve ebeveynlerin gunltk etkilesimlerde kullanabilecekleri
stratejiler edinmelerini sagladigini vurgulanmaktadir (Erim & Seckin-Yilmaz, 2021;
Owens, 2016; Seager vd., 2022). Ayrica, terapilerin cocugun bireysel ihtiyaclari ve
ailenin katihm duzeyi dikkate alinarak planlanmasi gerektigi belirtiimektedir (McKean
vd., 2012).

Ozel gereksinimli dgrencilere dil ve konusma terapisi destek hizmeti veren dil ve
konusma terapistleri ile gerceklestirilen arastirmalar, terapistlerin ézel gereksinimli
ogrencilere  yoénelik terapileri daha etkili bir sekilde planlayabilmeleri  ve
gerceklestirebilmeleri icin strekli mesleki gelisim ve bilgi gincellemelerine ihtiyag
duyduklarini  gostermektedir. Dil ve konusma terapistlerinin  6zel gereksinimli
dgrencilerin terapilerine dair derinlemesine bilgi sahibi olmalari ve gincel yaklagimlar
takip etmeleri, bu alanda dil ve konusma terapistlerine yol gésterecek daha fazla bilimsel
arastirma yapilmasi énem taginmaktadir (Houston ve Perioge, 2010; Kalayc, 2019;
Page vd., 2018; Savas & Togram, 2013). Bu acidan, okul digi destek hizmeti sunan 6zel
egitim ve rehabilitasyon merkezinde (OERM) dil ve konusma terapisi hizmetinin sunum
sUrecini inceleyen bir arastirmanin bulgularinin, uzmanlarin  sunduklari hizmetin
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niteligini gelistirmeleri agisindan yol gésterici olmasi bakimindan énemli oldugu
sdylenebilir. Arastrmada bu bakis acisiyla OERM’de uzman bir dil ve konusma
terapistinin 6zel gereksinimli 6grencilere yénelik dil ve konugsma terapisi sunma sirecinin
incelenmesi amaclanmugtir.

OERM’de iK ve DS 8grencilere sunulan dil ve konusma terapisi hizmetinin incelenmesi
amaciyla gerceklestirilen bu c¢alisma eylem arastirmasi seklinde desenlenmistir.
Arastirmaci éncelikle konuyu belirlemis, OERM’de 6zel gereksinimli dgrencilere yénelik
hizmetin nasil gerceklestigine dair saha gézlemleri gergeklestirmistir. Es zamanli olarak
alanyazin taramasina devam etmistir. Arastirmaya katilan 6zel gereksinimli 6grencilerin
belirlenmesi sonrasi égrencilerin degerlendirmelerini gerceklestirmis ve égrencilere
yonelik planlamalar yapmistir. Gegerlilik komitelerinde verilen kararlar ve bireysel egitim
plan (BEP) amaglari dogrultusunda dil ve konugma terapisi hizmetini sunmustur.

Aragtirmada verilerin gesitliligini saglamak igin farkl veri kaynaklarindan yararlanimigtir.
Aragtirmaci gionligu, gérigsme, gézlem, dokiman incelemesi, video kayitlari ve standart
testler kullanmilmigtir. Eylem aragtirmasi olarak gergeklestirilen aragtirmada sistematik ve
analitik bir yaklagimla analiz edilmistir. Veriler toplandiktan sonra es zamanli analizler
gerceklestirilmistir. Elde edilen bulgular 1si§inda  bir sonraki adim planlamasi
gerceklestirilmistir. Sistematik analiz verilerin hizla gézden gecirilmesi, arastirma sorulari
ile karsilagtinlmasi ortaya ¢ikan sonucglarin  sinanmasi ve sonraki asamalarin
planlanmasi ve gergeklestiriimesi seklinde gerceklestirilmistir (Feldman vd., 2018).

Arashrmanin katilimalart 3 1K &grenci ve 2 DS &grenci, onlarin anneleridir. Ayrica
kurumda gergeklestirilen BEP toplantilarina kurum koordinatéri ve kurumdaki dil ve
konusma terapisti de katihm gdstermislerdir. Arastirmanin diger katilimalari gegerlik
komitesi Uyeleridir. Arastirmada hazirhk, uyguloma, degerlendirme ve izleme olmak
Uzere dort asama oldugu bulunmustur. Hazirlik asamasinda kurumdaki dil ve konugsma
terapistinin uygulamalari gézlenerek saha notlari tutulmustur. Aragtrmanin uygulama
asamasinda  6grencilerin - dil  ve konusma becerileri  degerlendirilmis, bu
degerlendirmeler sonrasinda bireysellestirilmis egitim planlari olusturulmus ve bu
planlar dogrultusunda dgrencilerin terapileri planlanmistir. Ogrencilere dil ve konusma
terapisi hizmeti sunulmustur. Degerlendirme ve izleme asamalarinda égrencilerin dil ve
konusma becerileri degerlendirilmis ve raporlanmugtir.

IK dgrencilerle sesletim terapileri, DS égrencilerle dil terapileri gerceklestirilmistir. Ali ve
Ayse ile /r/ sesbiriminin dogru Gretimi Uzerine calisilmistir. Ogrenciler terapilerin
sonunda /r/ sesbiriminin dogru Uretimini gergeklestirememistir. Emre ile terapilerde
oncelikle /t/ sesbiriminin dogru Uretilmesi ve genellemesi Uzerine ¢alisilmig, ardindan
/Y / sesbirimi Uzerine odaklanilmigtir. Emre /t/ sesbirimini cimle dizeyinde genellemistir,
// sesbirimini sézcUk icinde tUm pozisyonlarda dogru kullanmaya basglamigtir. Tom
égrencilerde planl oyunlar ve soéylesilerle kullanim bilgisi alani desteklenmistir. DS
dgrencilerle dil becerilerini destekleyecek terapiler gergeklestirilmistir. Her iki 6§rencinin
annesi de terapilerde katihm géstermistir. Terapilerin égrencilerin dil gelisimine cesitli

84




ONLINE ///
Journal of Qualitative Research in Education

Egitimde Nitel Arastirmalar Dergisi

katkilar sagladigi gértlmustir. Bu katkilardan bazilari sunlardir: Duru iki kelimelik cimle
kullanmaya basglamigtir. Feyza neden sorusunu anlayip cevaplar vermeye baglamistir.

Arastirmaci tOm sire¢ boyunca yansitmali aragtirmact gonlogo yozmistir. Gecgerlik
komitesinde Uyelerden uzman gérisu almigtir. Komitelerde gergeklestirilen terapilerin
videolari komite Uyeleri tarafindan izlenmis ve dénutler verilmistir. Uygulaoma sireci,
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c6zOm getirecek eylemlerin planlanmasiyla yUriGtolmastor.  Strecin  arasgtirmacinin
uygulama becerilerine de katkisi oldugu gérilmustir.

Sonuc olarak OERM’de gerceklestirilen dil ve konusma terapisi hizmeti sunmaya yénelik
bu aragtirmanin égrencilere, dzellikle DS 6grencilerin annelerine ve arastirmaciya gesitli
katkilari  olmustur.  Dil ve konugsma terapisi uygulamalarinda yansitic 6z
degerlendirmelerin dnemli oldugu dusunilmektedir. Ozel gereksinimli égrencilere
yonelik destek hizmet saglayan kurumlarda uzmanlar arasinda igbirligi gerceklestirmeye
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Abstract

This study aims to analyse the movie “Catch Me If You Can” in the context
of character traits. This research employed a qualitative approach, with
data analyzed using document analysis methods. In analyzing the movie
content, the main character was examined based on the character traits
listed in the Index of Character Virtues. According to the findings, the main
character, Frank Abagnale, exhibits positive behaviors related to the traits
of perseverance, wisdom, and optimism. Conversely, his behaviors
concerning humility and forgiveness were observed to be negative.
Additionally, in terms of kindness, closeness, peace, honesty, he
demonstrated both positive and negative behaviors. This study suggests
that family structure and familial relationships play a significant role in
shaping Frank Abagnale's character traits. The movie "Catch Me If You
Can" can be used as a course material in "Character and Value
Education," and "Positive Psychology" courses.
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Introduction

Despite the challenges in life, every person possesses certain strengths (Bannink, 2017).
Character strengths are defined as positive personal attributes (Peterson, 2006), whereas
virtues are psychological processes that enable one to acquire thoughts and behaviors
that contribute to oneself and their environment (Eksi et al., 2017). Studies classify virtues
under various dimensions (Macdonald et al., 2008; McGrath, 2014; Shryack et al.,
2010). In their comprehensive research, Peterson and Seligman (2004) defined 24
character strengths (VIA Classification of Character Strengths and Virtues). According to
this research, the 24 strengths are grouped under six virtues: Wisdom and knowledge
(creativity, curiosity, open-mindedness, love of learning, perspective), courage (bravery,
persistence, integrity/honestly, vitality), humanity (love, kindness, social intelligence),
justice (citizenship, fairness, leadership), temperance (forgiveness and mercy, prudence,
humility/modesty,  prudence, self-regulation/self-control) and  transcendence
(appreciation of beauty and excellence, gratitude, hope, humor, spirituality).

Studies focusing on character strengths aim to enhance well-being and success by
identifying and fostering these strong attributes (Guldal, 2023). In the Character Virtues
Index developed by Liston (2014), character traits are evaluated under 11 dimensions:
perseverance, humility, optimism, kindness, closeness, peace, wisdom, forgiveness,
honesty, spirituality, and courage, with a focus on their progression over time in
character development.

The environment in which a person is born and raised shapes character by developing
character traits positively or negatively (Kayan, 2022). Scientists also agree that the
strong aspects of character are reflections of family and school life during the healthy
growth process (Li & Liu, 2016). Hence, character possesses a developable quality. The
development of character strengths is essential for children’s and adolescents’ social
adaptation (Liv & Wang, 2021). Research on character development highlights the
significance of character education and values education (Levent & Bas Dogan, 2022).
One of the materials used for character education is movies (Yilmaz, 2017).

Movies can create a stimulating effect by being recurrently recalled in human memory
over a long period (Niemiec & Wedding, 2011). The intertwining of psychology and
cinema allows the use of movies for educational purposes (Derin & Voltan Acar, 2016).
Research by Canpolat (2021) concluded that TV series and movies focusing on
psychology can be attention-grabbing due to their incorporation of real-life stories,
potentially beneficial for developing character strengths and preventing mental disorders.
Rufer (2014) regarded character strengths as the essence of a good life, emphasizing
that movies offer a rich resource for their formation and development.

The use of movies as a therapeutic tool has become more prevalent in educational fields
in recent years (Senol Durak & Fisiloglu, 2007). “Catch Me If You Can” a movie inspired
by real events, is one such example that encompasses various character traits and their
development. This study aims to analyze the movie “Catch Me If You Can” in the context
of the character traits listed in the Character Virtues Index developed by Liston (2014).
The Character Virtues Index, designed to evaluate character traits, was used as a
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checklist in the content analysis of the movie's script. It is hoped that this study will
contribute to the field as movie analysis and raise awareness regarding the development
of character traits.

Method

Research Design

This study was qualitative research that focused on character traits in the movie “Catch
Me If You Can”. In this study, document analysis was utilized as the qualitative research
method. Documents analyzed in qualitative research include texts and images not
influenced by the researcher (Kiral, 2020). Document analysis systematically evaluates
books, reports, archival files, videos, audio recordings, photographs, etc., related to the
research subject in their original form (Karatag, 2015). Cinema movies fall under the
category of audiovisual documents (Geray, 2014). Movies used in qualitative research
provide comprehensive insights for researchers on the topic (Zengin, 2019). Therefore,
the scenes from the movie “Catch Me If You Can” were treated as documents in this
study.

Procedure

The screenplay for the movie analyzed is based on the real-life story of Frank Abagnale,
known as a former fraudster (Solon, 2017). Information regarding the movie is provided
in Table 1:

Table 1

Details of the Movie

Title: Catch Me If You Can

Director: Steven Spielberg

Screenwriter: Jeff Nathanson

Release Date: December 25, 2002 (USA)

January 31, 2003 (Turkiye)
Cast . . Main character
Leonardo DiCaprio (Frank Abagnale Jr.)
.Tom Hanks FBI agent (Carl Hanratty)
Chrlsfoph%ar Walken Father (Frank Abagnale Sr.)
Na’rhglle Baye Mother (Paula Abagnale)
Martin Sheen Brenda's father (Roger Strong)
Nancy Lenehan Brenda's mother (Carol Strong)

Amy AdomF Nurse (Brenda Strong)
James Brolin Father's friend (Jack Barnes)

Genre: Crime, Drama

Country: USA

IMDb Rating: 8.1 (14.01.2025)

Duration: 141 minutes
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Data Analysis

In this study, the content analysis method was used to analyze data collected through
document review. Content analysis is a technique used to draw inferences from
transcriptions, recordings, and visual or written media messages (Olgun, 2008). It is also
one of the fundamental strategies employed in document review studies (Armstrong,
2021). The analysis of movie scenes was conducted using a checklist containing
character traits. Since the aim was to assess the character development of the movie's
main character, Frank Abagnale Jr., the checklist was prepared with the character traits
included in the Character Virtues Index developed by Liston (2014). The checklist is
presented in Table 2.

Table 2

Checklist

Character Traits Definition

Perseverance Continuing effort to complete one’s goal despite difficulty and delay.

Humility The willingness to admit mistakes, enjoy other’s success, and know one’s
strengths and weaknesses without need for acclaim.

Optimism Hopefulness, positivity, confidence, and enthusiasm.

Kindness Charitable, compassionate, and protective treatment of others.

Closeness Relational awareness enabling loving, safe attachment.

Peace Calmness despite agitation and stress.

Courage Brave, noble, reasoned choices to act despite danger.

Wisdom Perception and foresight to make good decisions.

Spirituality Awareness of transcendence or divinity that influences mood, thought, and

behavior.
Forgiveness Overcoming reactivity to perceived injustice.
Honesty Truthful overtly and covertly; authentic, creditable; without duplicity or deceit;

choosing not to lie, cheat, or steal.

Credibility and Ethics

Credibility and transferability are emphasized in qualitative research over the validity
and reliability used in quantitative studies (Tutar, 2022). Credibility relates to the
recognition of experiences in the study content by others (Thomas & Magilvy, 2011),
while transferability refers to the reproducibility of the research design or findings with
different participants or contexts (Arslan, 2022). One fundamental measure to ensure
these aspects is providing detailed descriptions with strong descriptors (Johnson et al.,
2020). In this study, comprehensive information across all phases of this research was
presented; findings resulting from the data analyses were duly tabulated and clearly
outlined.

In qualitative research, credibility can be established through prolonged engagement
(Long & Johnson, 2000). In line with this, the movie "Catch Me If You Can" was viewed
multiple times at intervals throughout the data collection and analysis process. The first
viewing aimed to develop a general understanding of the movie and to determine its
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relevance within the research framework. During the second viewing, attention was given
to the dialogues and non-verbal communication elements to identify character traits. In
the third viewing, the movie was segmented into distinct sequences. The fourth viewing
involved a detailed analysis of each sequence, during which the character’s traits were
evaluated using the checklist.

An expert examination can be employed to ensure credibility (Yildirrm & Simsek, 2021).
This involves a non-research-involved expert reviewing the study to ensure no issues in
the researcher’s analyses or interpretations (Arslan, 2022). In this study, opinions from
two experts with specialty degrees in clinical psychology and educational sciences were
consulted, and each study phase was re-evaluated with these specialists. Data for this
study were not collected from human participants. Thus, it has been reported by the
Directorate of the Institute of Educational Sciences of Marmara University with the
document dated 20.05.2024 and numbered 796614 that this study does not require an
ethics committee application.

Findings

In this study, the movie was segmented into sequences, and their display locations in the
movie were determined. Subsequently, positive and negative behaviors related to the
character traits in the Character Virtues Index observed in the main character during
these sequences were identified. Finally, scenes displaying each character trait and
related behaviors of the main character were outlined. The character traits “spirituality”
and “courage” were not distinctly evident and were therefore excluded from the study.
Table 3 presents the time stamps of sequences in the movie used for analysis.

Table 3

Time Stamps of Sequences in the Movie

Scenes Scene time intervals Scenes Scene time intervals  Scenes Scene time intervals
S1 03:09-04:54 S17 34:04-35:43 S33 89:09-90:39
S2 04:55-08:55 S18 35:44-37:35 S34 90:40-92:12
S3 08:56-11:01 S19 37:36-39:14 S35 92:13-96:06
S4 11:02-12:50 S20 39:15-41:25 S36 98:26-103:34
S5 12:51-14:07 S21 41:26-44:31 S37 103:35-105:54
Sé6 14:08-16:01 S22 44:32-49:09 S38 105:55-107:44
S7 16:02-18:36 S23 49:10-56:56 S39 107:45-109:56
S8 18:37-19:05 S24 56:57-58:35 S40 112:24-118:00
S9 19:06-21:15 S25 58:36-59:54 S41 118:01-120:03
S10 21:16-21:53 S26 63:16-66:35 S42 120:04-121:17
S11 21:54-22:50 S27 70:06-73:37 S43 121:18-124:00
S12 22:51-26:00 528 73:38-75:06 S44 124:01-125:40
S13 26:01-29:03 529 75:07-75:21 S45 125:41-127:06
S14 29:32-32:32 S30 76:53-78:12 S46 127:07-132:33
S15 32:33-32:49 S31 82:27-85:11 S47 132:34-135:58
S16 32:50-34:03 S32 85:12-88:02
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Findings Related to Behaviors Exhibiting the Trait of Perseverance

The scenes in which the main character displays the trait of perseverance, and the
behaviors related to this trait are presented in Table 4.

Table 4

Scenes Exhibiting the Trait of Perseverance and Associated Behaviors

Scenes Related Behavior Positive/Negative
S2 Escaping from prison despite being ill Positive
$23 Successfully escaping just before being captured in the hotel room Positive
S33 Trying to learn legal knowledge Positive
S36 Escaping just before being captured at the wedding Positive
S39 Hiding among the flight attendants to escape unnoticed Positive
542 Escaping from the restroom while being transported by plane Positive
S47 Working hard to pass the bar exam Positive

Perseverance reflects one's ability to progress towards their goals despite encountering
obstacles (Demirci & Eksi, 2015). As seen in Table 4, throughout the movie, the main
character pursues his aims with determination in challenging situations.

Findings Related to Behaviors Exhibiting the Trait of Humility

The scenes in which the main character displays the trait of humility, and the behaviors
related to this trait are outlined in Table 5.

Table 5

Scenes Exhibiting the Trait of Humility and Associated Behaviors

Scenes Related Behavior Positive/Negative
S17 Acting like a real pilot when a young child approaches while wearing Negative
a pilot uniform
S18 Engaging in dialogue with bank clerks and managers in a manner Negative
that presents himself as superior
S24 Enjoying being compared to James Bond in a fraud news article and Negative
trying to portray himself differently
525 Emphasizing that one car in front of a building is just one of his cars Negative

Humility is characterized by the acceptance of mistakes, the enjoyment of others’
successes, and the awareness of one's strengths and weaknesses without seeking praise
(Liston, 2014). Individuals possessing this trait do not highlight their own successes to
draw attention (Kabakgi, 2013). As seen in Table 5, however, the main character
occasionally attempts to attract attention by presenting himself differently in the movie.

Findings Related to Behaviors Exhibiting the Trait of Optimism

The scenes in which the main character exhibits the trait of optimism, and the behaviors
related to this trait are presented in Table 6.
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Table 6

Scenes Exhibiting the Trait of Optimism and Associated Behaviors

Scenes Related Behavior Positive / Negative
S15 Setting a goal to become a passenger airplane pilot and informing his Positive
father in writing

Optimism is a trait defined by focusing on the positive and believing that good things
will happen in the future (Avsaroglu & Okutan, 2018). A high level of optimism is
associated with an individual's ability to plan their career, have confidence in career
decisions, and set career objectives (Creed et al., 2002). In the movie, the main
character's decision to aspire to be a pilot is influenced by an actual pilot, and his
communication of this goal to his father (S15) exemplifies positive behavior related to
the trait of optimism.

Findings Related to Behaviors Exhibiting the Trait of Kindness

The scenes in which the main character displays the trait of kindness, and the behaviors
related to this trait are outlined in Table 7.

Table 7

Scenes Exhibiting the Trait of Kindness and Associated Behaviors

Scenes Related Behavior Positive/Negative
5S4 Bringing a cloth to clean after his mother spills a drink on the carpet Positive
S8 Disposing of his mother's cigarette for her health Positive
S22 Efforts to support his father financially and socially Positive
S27 Supporting the crying nurse Positive
528 Belittling a colleague by the answer given to their question when Negative

starting work

S35 Attempting to support his father in improving his relationship with his Positive
mother
S44 Assisting Agent Carl with his knowledge to catch the check fraudster Positive

Kindness signifies being helpful, compassionate, and protective towards others (Liston,
2014). A person's sense of compassion is closely associated with demonstrating
generous and thoughtful behaviors (Yildiz, 2022). As seen in Table 7, the main character
mainly exhibits positive behaviors related to kindness.

Findings Related to Behaviors Exhibiting the Trait of Closeness

The scenes in which the main character displays the trait of closeness, and the behaviors
related to this trait are detailed in Table 8.

92



ONLINE ///
Journal of Qualitative Research in Education

Egitimde Nitel Arastirmalar Dergisi

Table 8

Scenes Exhibiting the Trait of Closeness and Associated Behaviors

Scenes Related Behavior Positive/Negative
S3 Listening attentively to his father during the award ceremony and Positive
embracing him in pride
S4 Dancing with his mother and actively participating in dialogues while Positive
they dance

S7 Playfully joking with his father about his mother Positive

S12 Realizing that his mother is cheating on his father Negative

S13 Learning about his parents' divorce in an unhealthy manner and being Negative
forced to choose between them

522 Having a sincere meal with his father Positive

S26 Emphasizing that Agent Carl has no one to contact when he tries to Negative

reach out before Christmas
528 Establishing eye contact with Brenda in a warm manner that evokes a Positive
sense of closeness

S31 Having dinner with Brenda's family Positive

534 Spending an evening singing with Brenda's family in a family setting Positive

S35 Learning that his mother has married his father's friend Negative

S36 Damaging the trust in his relationship with Brenda by revealing his true Negative
identity just before the wedding

S37 Completely ruining his relationship by confessing to agents while Negative
planning to escape with Brenda

541 Informing him that his father has died while on the plane despite stating Negative
that Carl could meet his father

543 Feeling disappointment upon looking through the window and seeing his Negative

mother’s new husband and daughter
S44 Celebrating Christmas and receiving comic book gifts from Carl Positive
S46 Realizing Carl's lack of attention to him while he is adjusting to the job Negative

and discovering that Carl lied regarding his child

Closeness signifies the ability to form loving and trusting relationships (Liston, 2014).
Throughout the movie, positive and negative behaviors related to the trait of closeness
exhibited by the main character can be observed as summarized in Table 8.

Findings Related to Behaviors Exhibiting the Trait of Peace

The scenes in which the main character exhibits the trait of peace, and the behaviors

related to this trait are presented in Table 9.
Table 9

Scenes Exhibiting the Trait of Peace and Associated Behaviors

Scenes Related Behavior Positive/Negative
ST Appearing calm while admitting his name and acknowledging the Positive
person who captured him during a TV program revealing his fraud
S10 Biting his nails and shaking his legs while the principal recounts what Negative
he did to his parents at school
S12 Not reacting when realizing his mother has cheated on his father Positive
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S13 Displaying tense body language when forced to choose one parent Negative
after learning about their divorce

S17 Clenching and shaking his hands while trying on his uniform after lying Negative
about its loss

S20 Showing anxiety as the plane takes off Negative

523 Acting coolly while deceiving the agent that has come to capture him Positive

S35 Becoming tense upon learning that his mother is married to his father's Negative
close friend

S36 Worrying during the agent's raid on his wedding Negative

S40 Becoming anxious when the agent tracks him down Negative

Peace refers to the ability to maintain a sense of tranquility and composure, especially
in stressful situations (Liston, 2014). Throughout the movie, the main character
predominantly exhibits negative behaviors related to peace. However, as seen in Table
9, the character exhibits positive behaviors related to peace, albeit in small numbers.

Findings Related to Behaviors Exhibiting the Trait of Wisdom

The scenes in which the main character exhibits the trait of wisdom, and the behaviors
related to this trait are presented in Table 10.

Table 10

Scenes Exhibiting the Trait of Wisdom and Associated Behaviors

Scenes Related Behavior Positive/Negative
S16 Asking many questions to learn about airplanes Positive
529 Attempting to learn about the duties of a doctor Positive
S33 Trying to gain information related to the legal field Positive
S44 Possessing knowledge regarding the preparation of fake checks Positive
545 Being able to discern whether checks are genuine or fake through Positive
reasoning
S47 Attempting to analyze checks with reasoning ability Positive

Wisdom is a virtue that manifests as the ability to acquire and utilize knowledge (Peterson
& Seligman, 2004) and can be reached through qualities such as love of learning,
curiosity, and a multifaceted perspective (Kabakgi, 2016). As seen in Table 10, the main
character exhibits positive behaviors related to wisdom.

Findings Related to Behaviors Exhibiting the Trait of Forgiveness

The scenes in which the main character exhibits the trait of forgiveness, and the behaviors
related to this trait are presented in Table 11.
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Table 11

Scenes Exhibiting the Trait of Forgiveness and Associated Behaviors

Scenes Related Behavior Positive/Negative
S9 Seeking revenge after being pushed by friends in the hallway and Negative
laughed at

Forgiveness entails avoiding anger and aggressive behaviors when faced with
wrongdoing, accompanied by kindness and compassion (Saricam & Bicer, 2015). As
seen in Table 11, the main character exhibits a negative attitude towards forgiveness.

Findings Related to Behaviors Exhibiting the Trait of Honesty

The scenes in which the main character exhibits the trait of honesty, and the behaviors
related to this trait are presented in Table 12.

Table 12

Scenes Exhibiting the Trait of Honesty and Associated Behaviors

Scenes Related Behavior Positive/Negative
ST Accurately stating his name and the name of the agent who captured Positive
him during a TV program

S2 Relying on deception to escape from his cell Negative

S5 Remaining silent about his father's lies and cheating, thus becoming Negative
complicit

Sé Assisting his father in deceiving bank employees by pretending to be his Negative
chauffeur

S9 Introducing himself as a substitute teacher Negative

S11 Giving a hint to a friend regarding the preparation of a fake document Negative

S12 Not telling his father that his mother is cheating on him when offered Negative

money

S14 Discovering the process of creating fake checks and deceiving bank Negative
employees

S16 Presenting himself differently and requesting items to appear as a pilot Negative

S17 Claiming to be a co-pilot and lying about losing his uniform Negative

S18 Cashing and writing a fake check Negative

S19 Presenting himself as a passenger while cashing a fake check Negative

520 Introducing himself as a co-pilot Negative

S21 Cashing a fake check Negative

523 Impersonating a secret service agent to deceive an agent Negative

526 Correctly stating the room number when sharing his location with the Positive

agent

S27 Claiming to be a doctor to Brenda Negative

528 Identifying himself as a doctor during a job interview Negative

S30 Discussing with hospital staff as if testing their knowledge to conceal he Negative

is not a doctor
S31 Claiming to Brenda's family that he studied law Negative
532 Honestly stating to Brenda's father that he is not a doctor, lawyer, or Positive
pilot
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S36 Confessing his true identity to Brenda Positive

S38 Introducing himself as Frank Roberts and misleading hostesses with Negative
empty promises

S39 Deceiving the agent and escaping amidst a crowd of hostesses Negative

Honesty is characterized by not lying, cheating, stealing, or acting hypocritically, and it
reflects reliability (Liston, 2014). As shown in Table 12, the main character exhibits mostly
negative behaviors related to honesty.

Discussion

Possessing good character promotes behaviors that are beneficial both to the individual
and to their environment (Damon & Hart, 1992). However, the surrounding context can
significantly influence character development, either positively or negatively (Kayan,
2022). Studies demonstrate that character education within schools leads to positive
outcomes in character development (Hanafiah et al., 2024). Movies are also utilized as
materials for character education (Yilmaz, 2017).

In this research, the movie “Catch Me If You Can” has been analyzed regarding
character traits. The character traits of the main character in the movie have been
examined in the context of the character traits listed in the Character Virtues Index
developed by Liston (2014). The movie is divided into 47 meaningful and cohesive
sequences, and the behaviors observed in the main character are categorized as positive
or negative based on the character traits.

The findings reveal that the main character, Frank William Abagnale, exhibits positive
behaviors regarding the traits of perseverance, wisdom, and optimism; negative
behaviors concerning humility and forgiveness; and both positive and negative
behaviors in relation to kindness, closeness, peace, and honesty. Human life is shaped
by both similarities and differences, reflecting the development of traits within an
environment defined by contrasts (Ulko & Polatc, 2023). All individuals possess both
light and dark sides (Kaufman et al., 2019). Therefore, it is unrealistic o expect anyone
to be entirely good or bad. Frank William Abagnale’s demonstration of both positive
and negative behaviors can be linked to the inherent quality of humans having both light
and dark aspects. Furthermore, the differences between a person's light and dark sides
are formed by the reflection of their personality in their behaviors (Kavak & Naldéken,
2024).

Character, which reflects the moral dimension of personality (Aydin, 2016), significantly
influences aftitudes toward various situations (Tasdéven et al., 2012). The behaviors
exhibited by Frank in response to various circumstances can be attributed to his character.
Character is not innate; rather, it is developed through experiences within the social
environment (Karatay, 2011). Childhood experiences, in particular, play a significant
role in the formation of character, and new experiences can modify it to some extent
(Demirci, 2017). The family is a fundamental element in the character development
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process (Avcal & Goéksel, 2023). Character strengths, including those based on virtues,
are influenced by elements such as family and society (Isik et al., 2019). It is believed
that childhood family experiences play a significant role in shaping Frank’s character
traits, resulting in both positive and negative behaviors. Literature indicates that family
functionality (Raimundi et al., 2016) and family support (Noronha et al., 2019) are
positively associated with the development of character strengths.

Frank is depicted as having undergone an unhealthy divorce process experienced by his
parents, which results in a disconnected relationship with his mother and sporadic
emotional exchanges with his father. Family integrity is one of the most vital components
of a child’s personality development (Bilici, 2014). A dysfunctional family can negatively
impact the development of moral identity (Yilmaz, 2021). A study conducted by Cakir
and Turan (2021) found that the scores for the traits of peace and wisdom varied
according to family type; individuals from extended families showed higher scores in
peace, while those from intact families scored higher on wisdom compared to those from
fragmented family units. Based on these findings, it can be interpreted that Frank's
predominantly negative behaviors concerning peace are influenced by his fragmented
family background.

After his parents' divorce, Frank had almost no communication with his mother and only
occasionally met with his father. The movie highlights the supportive attitudes present in
the dialogue between Frank and his father. The literature indicates that perceived levels
of social support from family correlate positively and significantly with traits such as
kindness (Yildiz, 2022) and hope (Mantar, 2021); other studies show that family social
support is positively and significantly related to character strengths (Khosrojerdi &
Pakdaman, 2022). Based on these findings, it can be interpreted that the social support
perceived by his father has influenced Frank's exhibition of positive behaviors regarding
his character traits.

Although Frank demonstrates positive behaviors linked to his character traits, he is also
capable of exhibiting negative behaviors, evidenced by his involvement in various
fraudulent activities. Misbehavior and aggressive dispositions in children can be
explained through social learning and attachment theories, particularly regarding
familial influences (Ozada & Duyan, 2018). From a social learning perspective, Frank
witnessed his father repeatedly using lies and deceit to manipulate others during his
childhood. Social learning theory posits that individuals learn not only through personal
experiences but also by observing and imitating others’ experiences and behaviors
(Erijem & Caglayandereli, 2006). This learning mode can lead to the acquisition of both
desirable and undesirable behaviors (Samanci & Ucan, 2017). Research by Gurel (2014)
shows that modeling behaviors significantly influences children’s moral judgments.
Frank's predominantly negative behaviors regarding honesty, such as lying, cheating,
and deception, can stem from the lack of a positive role model in his father for character
development.
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From the perspective of attachment theory, Frank’s relationship with his mother—Ilacking
a foundation of trust—along with the poor handling of his parents’ divorce, has
negatively impacted his character development. Healthy communication between a
mother and child is vital for fostering positive relationships with others (Kirman & Dogan,
2017). Individuals who maintain healthy and fulfilling relationships with their parents
are more likely to develop positive interactions with their peers (Ozdemir et al., 2012).
For interpersonal relationships to be fulfilling and secure, individuals must establish
secure attachments with their caregivers (Ulusoy et al., 2018). It can be suggested that
Frank’s sense of isolation related to the trait of closeness throughout the movie—as well
as the instability of his romantic relationship—originates from the lack of a secure
attachment to his mother. A study by Liu and Wang (2021) found that perceived parental
emotional warmth and secure attachments are positively and significantly related to the
character strengths of adolescents. Similarly, Lavy and Littman-Ovadia (2011) have
discovered that most character strengths are negatively and significantly correlated with
avoidant and anxious attachment styles. The research findings suggest that Frank's
negative behaviors concerning closeness are influenced by his inability to establish a
secure bond with his parents.

The indifference Frank exhibits towards the crimes he commits is particularly striking. The
apparent indifference displayed by individuals involved in criminal activities often stems
from underlying insecurities, feelings of inferiority, and a self-perception of unworthiness
(Kimter, 2008). Research by Guneri Yéyen (2017) indicates that childhood traumas
increase the likelihood of developing low self-esteem. It can be suggested that Frank
developed low self-esteem as a result of his traumatic experiences in childhood, leading
him to adopt behaviors that present an image different from his true self as a means of
compensation. Adler asserts that self-esteem reflects the transition from feelings of
inferiority to feelings of superiority (Kimter, 2008). An individual strives to assert
themselves as superior to the extent that they perceive themselves as inferior (Firat &
Gingér, 2021). A superiority complex is frequently interpreted as overcompensation for
feelings of inferiority (Selvi, 2018). Individuals with a superiority complex tend to
exaggerate their physical, intellectual, or social abilities (Gines, 2010). Those who wish
to enhance their self-concept tend to seek to elevate their social status (Varigoglu & Irmalk,
2011). Frank’s inclination towards prestigious occupations such as being a pilot, doctor,
or lawyer can be seen as efforts to enhance his social standing and strengthen his self-
image.

In conclusion, this study establishes that the main character in the movie “Catch Me If
You Can” demonstrates both positive and negative behaviors concerning his character
traits. This duality can be explained by acknowledging the dual nature of human beings.
be explained by acknowledging the dual nature of human beings. Furthermore, it can
be inferred that family structure and interpersonal relationships significantly shape
character traits during the main character's development process. The omission of
obvious representations of spirituality and courage in the movie suggests a limitation of
this research, as it focuses on character traits within the framework of perseverance,
humility, optimism, kindness, closeness, peace, wisdom, forgiveness, and honesty
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outlined in the Character Virtues Index. The movie "Catch Me If You Can" could be used
as a course material in "Character and Value Education" and "Positive Psychology"
courses.
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Genisletilmis Torkge Ozet

Karakter; katilim ve cevrenin etkisi ile olusmakta (Capuk, 2022), kisinin icinde dogup
bUyidUg0 ortam karakter &ézelliklerini olumlu veya olumsuz yénde gelistirerek karakteri
bicimlendirmektedir (Kayan, 2022). Bilim insanlari da saglikli blyime sirecinde
karakterin gicl0 yénlerinin aile ve okul yasantisinin yansimasi oldugu gériusinde
uzlagmaktadir (Li & Liu, 2016). Dolayisiyla karakter gelistirilebilir bir nitelige sahiptir.
Cocuklarin ve ergenlerin sosyal uyumlari icin karakter guclerinin gelistirilmesi de dnem
arz etmektedir (Liu & Wang, 2021). Karakter gelisimini konu edinen calismalarda
karakter egitimi ve degerler egitimi ifadelerine yer verildigi gérulmektedir (Levent & Basg
Dogan, 2022). Karakter egitimi amaciyla kullanilan materyallerden biri sinema
filmleridir (Yilmaz, 2017).

Sinema filmleri uzun sire boyunca insan hafizasinda tekrarli bicimde hatirlanarak
canlandiricr bir etki olusturabilmektedir (Niemiec & Wedding, 2011). Psikoloji bilimi ile
sinemanin i¢ ice olmasi, filmlerin egitim amaciyla kullanilmasini saglamaktadir (Derin &
Voltan Acar, 2016). Senaryosu gercek hayatta yasanmis olaylardan esinlenerek yazilmig
olan “Sikiysa Yakala” filmi, bircok karakter &ézelligini ve karakter ézelliklerinin gelisimini
iceren bir filmdir. Bu calismada Karakter Erdemleri indeksi'nde yer alan karakfer
dzellikleri agisindan  “Sikiysa Yakala” filminin incelenmesi amacglanmgtir.  Filmin
iceriginin analizinde kontrol listesi olarak Liston (2014) tarafindan karakter gelisim
ézelliklerinin  degerlendirilebilmesi  icin  gelistirilen  Karakter Erdemleri  indeksi
kullanilmigtir.  Caligmanin  karakter ~ &zelliklerinin - gelisimi  agisindan  farkindalik
olusturmasi ve alanyazina film incelemesi calismasi olarak katkida bulunmasi
bakimindan yararli olabilecegi umulmaktadir.

Bu aragtirma, “Sikiysa Yakala” filminin karakter ézellikleri agisindan ele alindigi nitel bir
calismadir. Arastirmada nitel arastirma yéntemlerinden dokiman analizi kullanilmisgtir.
Calismada dokiman olarak “Sikiysa Yakala” filminin sahneleri ele alinmigtir. Dokiman
incelemesi ile toplanan verilerin analizinde igerik analizi yontemi kullanilmistir. Film
sahnelerinin  analizi  karakter &zelliklerini iceren bir kontrol listesi Uzerinden
gerceklestirilmistir. Arashrmada filmdeki ana karakterin karakter &zellikleri karakter
gelisimi baglaminda degerlendirilmek istendiginden, kontrol listesi olusturulurken
karakter gelisim &zelliklerinin degerlendirilebilmesi icin gelistirilen Karakter Erdemleri
indeksi’ndeki karakter ézellikleri dikkate alinmigtir.

Filmin analizinde éncelikle film sekanslara ayrilmig ve bu sekanslarin filmdeki gésterim
yerleri belirlenmistir. Ardindan filmin ana karakterinde Karakter Erdemleri indeksi’'nde
yer alan karakter o&zelliklerine yoénelik olumlu ve olumsuz yéndeki davraniglarin
g6rildigo sahnelerin bulundugu sekanslar tespit edilmistir. Daha sonra ana karakterde
her bir karakter 6zelliginin gérildigu sahneler ve bu ézelliklere iliskin davraniglar ortaya
konulmustur. Ana karakterde Karakter Erdemleri indeksi'nde yer alan cesaret ve
maneviyat 6zellikleri ana karakterde belirgin bicimde gérinmediginden analizlere dahil
edilmemis; ana karakterin karakter &zellikleri kararlilik, algakgoéntllolok, iyimserlik,
nezaket, yakinlik, sakinlik, bilgelik, affedicilik ve dirustlik olmak Uzere dokuz tema

104




ONLINE ///
Journal of Qualitative Research in Education

Egitimde Nitel Arastirmalar Dergisi

altinda degerlendirilmistir. Elde edilen bulgulara gére filmin ana karakteri Frank
Abagnale’in karakter ézellikleri arasinda kararllk, bilgelik ve iyimserlik &zellliklerine
yonelik davraniglari olumlu yénde; alcakgéndlloluk ve affedicilik dzelliklerine yénelik
davraniglar olumsuz yénde; nezaket, yakinlk, sakinlik ve dirustlik ézellikleri agisindan
ise olumlu ve olumsuz yénde davraniglar sergiledigi gortlmektedir. Karakter ézellikleri
acisindan olumlu ve olumsuz yénde davraniglar géstermek, insanin aydinlik ve karanhk
yonU olan bir canli olmasi ile agiklanabilir. Bunun yani sira ana karakterin karakter
gelisimi strecinde aile yapisinin ve aile iligkilerinin karakter ézelliklerini sekillendirdigi
yorumu yapilabilir. “Sikiysa Yakala” filmi “Karakter ve Deger Egitimi” ve “Pozitif Psikoloji”
derslerinde ders materyali olarak kullanilabilir.
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Abstract

The main purpose of this study is to examine the professional lives of
primary and secondary school teachers who have undisguised
disadvantages, within the framework of their own narratives and
experiences. In other words, it reveals how the concept of alienation, used
by Karl Marx as an expression of the result of economic exploitation, and
the concept of Stigma, used by Goffman, emerge and intersect in the
lives of paid teachers. The data for the present study were collected from
paid teachers working in schools located in the Kemalpasa district of
Izmir, where the population density is high. In this study,
phenomenological design was preferred among qualitative research
methods, while the snowball method among purposeful sampling types
was used in determining the inferviewees. Structured interview questions
were preferred in this study. The analysis of the obtained data was
resolved by content analysis. Research findings showed that paid
teachers received salaries far below those of permanent teachers, which
wears them out. Their insurance was paid in half, and as paid teachers,
they were subject to stigmatization in their work areas and daily lives,
and over time, alienation from their profession. This research was
conducted with paid teachers working in five schools within a single
district. Therefore, further research involving more schools and a larger
sample size will likely yield richer data.

Keywords: Stigma, Alienation, Paid Teaching.

About the Article
Submitted Date: Apr. 18, 2025
Revised Date: Jun. 01, 2025
Accepted Date: Jun. 23, 2025

Article Type:

Research

©2025 ANI Publishing. All rights reserved.

*

Corresponding Author’s: Dr., Turkiye, E-mail: erol.aksakal@hotmail.com

106


https://orcid.org/0000-0002-6435-1032

ONLINE ///
Journal of Qualitative Research in Education

Egitimde Nitel Arastirmalar Dergisi

Introduction

The social welfare and development of countries and nations are parallel to the degree
and quality of their education levels. Societies that have achieved educational success
and stability in the context of this success are ahead of other societies in social, cultural,
and economic aspects. These societal successes are linked to appropriate, strong, and
balanced dynamics within the education system. Otherwise, disruptions occur with the
aim of reaching developed, educated individuals and societies. In this context, it is
possible to talk about the effects of neoliberal approaches on educational life. It is
believed that these effects, which are not limited to business life, have reflections on
educational life.

Approaches of neo-liberal policies such as flexible production and flexible working have
also had an impact on education life and have also affected teacher employment, which
is a critical point for an educational activity. Free market policies have caused significant
restrictions on the state’s health, social and education expenditures (Sugur & Dogru,
2010: 115). According to Dali (2017); as the relationship between the market and
education deepens under the influence of neoliberal policies, this has led to the
transformation of teacher employment. In this context, a form of employment called
“paid teaching” has emerged and has caused many discussions. Paid teachers are
teachers employed in schools under the Ministry of National Education and work in
exchange for additional lessons (Géksen, 2019). Before this situation, becoming a
permanent teacher in the state or public sector required graduating from education
faculties and having pedagogical formation training. In addition, candidates are
expected to get sufficient scores from the Public Personnel Selection Exam KPSS exam
and be successful in the interviews (Cantirk, 2023).

At this point, in TUrkiye, the number of candidate teachers is more than needed, and the
process of starting a job as a teacher and being appointed requires going through
different difficult processes. A person who wants to become a teacher must first pass the
Basic Proficiency Test (TYT) and Field Proficiency Test (AYT) in the context of the Higher
Education Institutions Exam (YKS) conducted by the Measurement, Selection and
Placement Center (OSYM) in Turkiye. In addition, teacher candidates who have
successfully completed university must take the Public Personnel Selection Exam (KPSS)
conducted by OSYM and get the sufficient score for the department they want. After
getting the sufficient score from this exam, the interview process begins, and if they get
the sufficient score from the interview, their appointment is made. Of course, the process
does not end here, and teachers who are appointed on a contract basis gain the status
of candidate teachers from the status of teacher candidates, and in order to pass from
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the status of candidate teachers to full teachers, they are also subjected to another exam
called the “Candidacy Removal Exam” (Demirbag, 2022: 308).

In addition to the fact that these exams are thought to seriously tire candidate teachers,
the number of candidates taking the exam increases every year. In this context, when the
KPSS held in 2023 is taken into consideration, a total of 572.020 candidates applied to
the Education Sciences session (OSYM, 2023). While people who do not meet these
conditions are trying to fulfill these conditions again, they are also preparing for the KPSS
exams again. Simultaneously, they apply to the National Education institutions in the
provinces or districts and request to work as paid teachers.

Paid teaching is the practice of assigning teachers to schools with teacher vacancies or
during periods when a permanent teacher is not at school (on leave, on sick leave, etc.)
in return for an additional lesson fee in order to prevent disruption of education and
training. The legal basis for the paid teaching practice is the decision of the Ministry of
National Education administrators and teachers regarding the lesson and extra lesson
hours in article 4/C of the Civil Servants Law No. 657. According to this law and decision,
in cases where the number of teachers is insufficient, paid, part-time and temporary
teachers who are called paid teachers can be employed according to article 4/C of the
Civil Servants Law No. 657 (Ogulmis et al., 2023).

In educational institutions of all levels, universities and academies (including military
academies), schools, courses or non-formal education institutions and similar institutions,
if there are no teachers or lecturers, teachers, lecturers or other civil servants or those to
be appointed openly may be assigned additional teaching duties in return for payment
(Civil Servants Law, 1965). The number of paid teachers is not clearly known throughout
Turkey because they are assigned temporarily and the ministry does not share these
numbers with the public (Tun¢ & Gulseven-Taner, 2020: 23). However, according to the
results of a study conducted by Turk Egitim-Sen in February 2025 and covering the years
2024-2025, a total of 86,136 paid teachers work in 78 provinces. While this information
is based on information received from the governorships of 78 provinces, it is also seen
that the province with the highest number of paid teachers is Istanbul with a number of
19,757 (Turk Egitim-Sen, 2025). On the other hand, it is seen that this number is lower
in a previous study covering the 2023-2024 year and the number of paid teachers in
Turkey is 66,780 (Turk Egitim-Sen, 2025). This situation reveals that the number of paid
teachers is increasing and the number of teachers needed is increasing.

After paid teacher applications are made via e-government, graduation information is
seen, province, district and branch preferences are determined. Applications are shown
on the screens of provincial or district national education directorates and in the
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following process, assignments are made to schools according to needs. The term of
office of paid teachers during the education period ends with the appointment of a
permanent teacher, the return to duty of the teacher after maternity leave, and the
completion of the term or academic year. Sometimes, paid teachers may suddenly and
unexpectedly learn from the administrative authorities of the institution where they work
that their term of office has ended. Since paid teaching is temporary, if there is no
cooperation between students, administration, teachers and parents, the process is
disrupted and the paid teacher ends his/her duty without getting to know and adapt to
the school and parents (Tung & Gulseven-Taner, 2020). This can cause significant
disappointment for paid teachers and their students.

On the other hand, these and similar possibilities affect the insecurity of paid teachers
in the future and the decrease in their motivation in their work, as well as their ability to
establish improved relationships with the administrative group and other permanent
teachers in the school where they work. On the other hand, according to Ayna and Deniz
(2022), since paid teachers are compensated based on the hours they teach, their
earnings are very low, less than half of the salaries of permanent teachers. In addition,
paid teachers do not receive compensation for medical reports when they are sick and
do not receive wages during these periods. Due to these and similar reasons, the salary
of paid teachers sometimes does not even meet the minimum wage. While paid teachers
can take up to 30 hours of lessons per week, most paid teachers cannot take 30 hours
of lessons. When looking at the hourly wage, the hourly wage of a paid teacher (for the
2" Term of 2025) is equivalent to 120,67 liras, which is approximately $3.09 (US
Dollars). A paid teacher who takes 30 hours of lessons per week takes 120 hours of
lessons in a month, provided that there are no holidays or interruptions. When it is also
considered that the state provides an additional lesson every two hours, a total of 180
hours of lessons are formed. In this case, when calculated based on the single hourly
wage (120,67) as stated above, the monthly salary of a paid teacher who takes 30 hours
of lessons corresponds to 21,720 liras. In contrast, the lowest and highest salary ranges
of permanent teachers vary between 52.000 and 62.000.

In addition to the economic discrimination that paid teachers experience, as well as the
partial or lack of insurance-like rights, being described as “paid” causes them to
experience a stigma both in their business life and personal lives. While this situation
damages the sense of justice of paid teachers (Dogan et al., 2013), it causes job
dissatisfaction, lack of belonging, alienation from work and quality problems in
education (Polat, 2014). Studies on paid teachers reveal that; in addition to not being
accepted as regular teachers, the work they do is not valued and they are not treated
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fairly (Karadag & Yildiz, 2024). People who work as paid teachers have many problems
and these problems are waiting to be solved. It is not possible to move forward or ignore
these problems without solving them (Bilgi¢ & Ekinci, 2020).

The situation of paid teachers and the problems they experience have characteristics that
overlap with the “precariat” group emphasized by Guy Standing. Precariat is the
expression of a group formed by individuals, workers and their families who suffer the
consequences of the risk and insecurity brought about by the flexibility in the labor
market that emerged under the influence of neo-liberal policies (Standing, 2020: 11).
While this concept is translated into Turkish as “precariousness”, it aims to define an
increasingly expanding insecure mass (Gunerigdék & Ogur, 2018: 138). On the other
hand, another way to understand the precariat is to understand how people become
precarious. This means being exposed to pressures that cause living in an insecure
existence and going through these experiences (Standing, 2020: 36). In fact, precariat
is an expression of not being able to gain a protected area within social networks while
being excluded from social institutions and systems (GUnerigdok & Ogur, 2018: 142).
On the other hand, another way of describing the precariat is the concept of “partial
citizen”. It is the name given to a person who has more limited rights compared to
normal citizens for one reason or another (Standing, 2020: 31). When considered in
this context, the pressures and problems experienced by teachers assigned as paid
employees in terms of social rights and relationships, especially in terms of salary, are
significantly similar and overlap with the group called the precariat. Especially, the
serious differences in terms of job description, income status and personal rights
compared to permanent teachers who do similar jobs in the same places cause paid
teachers to become precariat and to have serious concerns about the future. This
situation damages their sense of belonging and causes them to become alienated from
their profession (Yagan, 2022: 16).

The precarious situation of paid teachers, the lack of any employment contract, the
anxiety of being laid off or the uncertainties after the temporary working period show
the feelings and discourses of the social classes belonging to the precariat (Ginerigék
& Ogur, 2018: 142). The precariousness experienced by paid teachers regarding their
future, the lack of a clear situation about what will happen to them, wears them out
emotionally and negatively affects their motivation. As Standing (2020: 90) also stated,
precariousness causes stress and negative erosions from the individual’s life, making the
situation worse. Although it is not a support provided by economic security, it is likely
that the flexible labor market will produce such results.
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In this context, this study addresses the problems faced by paid teachers working in
secondary and high school institutions affiliated with the Ministry of National Education
in terms of their economic and social relations and their perceptions of these problems.
In addition, conducting research that will reveal the problems of paid teachers
comprehensively and scientifically will affect the expected important regulations.
Considering the importance of the research, the fact that it will have an up-to-date
quality regarding the material and moral problems of paid teachers will provide an
important source of information. On the other hand, the fact that the research is carried
out in the form of in-depth interviews will shed important light on the unknown and
unclear problems of paid teachers in terms of their financial problems as well as their
relationships. A review of the literature shows that there are limited studies addressing
the problems of paid teachers, making this an important educational issue both
qualitatively and sociologically. Therefore, this study can fill an important gap.

Stigma

The symbolic interactionist approach is a micro-level theoretical approach within the
sociological framework that examines how society is formed and maintained through
repeated interactions between individuals (Carter & Fuller, 2015). Symbolic
interactionism studies, which focus on the origin and interpretation of the interaction
process during interpersonal relationships, form the basis for semantic and
communication science studies (Alver & Caglar, 2015). In terms of interaction, the
symbolic interactionist approach provides a framework for addressing “stigma”, which
is an important phenomenon in interpersonal relations (Roe et al., 2010). “Stamp” is
associated with Goffman within the symbolic interactionist approach. According to
Goffman, stigma refers to the fall from grace itself, rather than the physical symptom of
the fall from grace (Goffman, 2014). Similarly, according to Goffman, normal and
stigmatized individuals are not concrete persons, but rather constitute a point of view
and are socially produced (Goffman, 2014). In fact, Goffman is interested in the gap
between what people should be, that is, the “supposed social identity”, and what they
actually are, that is, the “real social identity”. People who have a gap between these two
identities are stigmatized (Ritzer & Stepnisky, 2014). On the other hand, stigma is a
complex construct with personal, structural and public components (Corrigan et al.,
2014). According to Goffman, three different types of stigmas can be mentioned: The
first type is the horrors of the body and physical deformations, while the second type of
stigma includes character disorders defined as oppressive or more unnatural passions,
weak will, rigid beliefs, perversions and immorality, such as imprisonment. Examples
include alcoholism, unemployment, suicide attempts mental disorders, alcoholism,
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addiction and radical political attitudes. Finally, in the third stamp, there are ethnological
types. These stigmas are the ones that are transmitted through lineage and infect all
members of the family equally (Goffman, 2014).

On the other hand, since the stigma is contagious, the stigmatized person shares some
of the stigma and disrepute with their relatives, and their circle of friends, acquaintances
and people with whom they have relationships other than their relatives tend to terminate
their relationships with the stigmatized person (Goffman, 2014). As can be understood,
stigma can affect many disadvantaged people and groups in society and affect them
negatively. In its most general terms, this disadvantaged position is explained as a place
occupied by people who experience certain characteristics of the person and inadequate
or limited living conditions (Burcu-Saglam, 2017). One of the disadvantaged groups in
question is paid teachers who experience financial problems as well as relational
problems in their professional lives.

Paid teachers may face problems such as exclusion, discrimination, marginalization and
stigmatization in the schools they work. Paid teachers, who are also referred to as
unassigned teachers, may experience psychosocial problems such as burnout and
alienation during this process, as well as problems such as financial difficulties and
working in insecure jobs due to employment-related problems (Cinkir & Kurum, 2017).
According to Kiziltag (2021); paid teachers may face problems such as marginalization
in the institutions they work for. In addition to the fact that the rights provided to them
such as salary and insurance are very few compared to permanent teachers, the
relational problems they experience negatively affect the motivation of paid teachers and
cause them to face problems such as stigmatization over time.

Alienation

The concept of alienation is generally the deterioration of the relationship between the
object and the subject or between consciousness and things, or the alienation of the
subject unit. Historically, the first name that comes to mind regarding this concept is
Hegel. Although this concept of being someone else is seen in Hegel, Marx, unlike Hegel,
deals with this concept in a social and economic context. While discussing this concept
in an economic context, it declares production processes and working life as criminals
(Aydogan, 2015). Although alienation is a difficult concept to understand, it has been
found to be a concept that constitutes the central area of interest of sociological analysis
(Sarfraz, 1997). Alienation indicates that he cannot be himself, loses his excitement and
becomes mechanical. (Atmaca et al., 2021). Alienation is the state of knowing that
anything done is done not for our own or anyone else’s admiration or respect, but on
the orders of someone else and for someone else’s sake (Standing, 2020: 42).
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When this concept is considered in the context of Marx, it reveals the situation where the
worker cannot perceive the flow of life as a whole and cannot realize himself in the
context of his labor, and perceives the outside world, the people around him, and even
himself in an alienated state due to the effect of alienation (Yedekci, 2016). In other
words, working life leads to alienation and creates places where employees are exploited
(Bozkurt, 2015). We can think of alienation as consisting of four types of components:
(1) alienation of employees from their productive activities, (2) alienation from the
product and service they provide, (3) alienation from their colleagues at work, and finally
(4) alienation from their human qualities and human potential (Ritzer & Stepnisky, 2014).
Alienation, which is also expressed as psychological and intellectual distance and
loneliness, as well as being perceived materially, is related to the person feeling
worthless and meaningless (Shah, 2015). In this case, the environment and the self
emerge as a disorder that leads to deep loneliness and despair (Ghaleb, 2024).

For paid teachers, it can be said that their lack of job security and their concerns and
feelings of uncertainty about their future lives increase their alienation from their
profession (Atmaca, 2020). In addition, it can be said that the emotional stress and
pressure created by the “unappointed teacher” stigma developed about them by both
their environment and their colleagues causes alienation from themselves and their
profession (Guvercin, 2014). On the other hand, while alienation affects educational
institutions in various ways, this situation may occur depending on the qualifications of
the school where the teacher works, the value given to the teacher by the administration,
and the opportunities provided to the students (Ozgen & Erdem, 2023).

Purpose of the Research

The main purpose of this research is to examine the experiences of paid teachers who
are disadvantaged compared to permanent teachers in terms of material and moral
rights. In this context, the following questions were sought:

1. Is the professional experience of paid teachers limited to only financial elements
and certain rights?

2. How do paid teachers explain their situation?

3. What are the perceptions of paid teachers about their current schools?
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Method
Model of the Research

In this study, the qualitative research method was preferred to understand the economic,
social and cultural problems of paid teachers in more detail, and to reveal in detail the
problems arising from being a paid teacher, both in their relationships in business life
and social life. This method was preferred especially to ensure that paid teachers provide
broader, more comprehensive and more detailed information to the questions asked.
Thus, it was possible to reach deeper information. Qualitative research can be defined
as research in which data collection techniques such as observation, interviews and
document analysis are used, and a qualitative process is followed to reveal perceptions
and events in a realistic and holistic way in their natural situations. From a different
perspective, qualitative research is an approach that prioritizes researching and
understanding social phenomena within and within the environment they are connected
to, with an approach based on theory building (Yildinm & Simsek, 2013).

Qualitative approaches express a different scientific research perspective than
quantitative research techniques. Although the processes of both are similar, qualitative
approaches are based on text and imaginary data and have their own unique steps and
different patterns in the analysis of the collected data (Creswell, 2016). In this context,
snowball (chain) sampling, one of the purposeful sampling methods, was preferred as
the sample selection of the research, as it would be most suitable for the purpose of the
research. This type of sampling consists of reaching other people to be interviewed from
the source people in the research area and growing the sample by reaching new people
as a snowball continues (Kimbetoglu, 2008). In this context, to reach the participants of
this study, people who were assistant principals in two different schools were contacted,
and then interviews were conducted by talking to the paid teachers working in those
schools. Later, through the interviewed paid teachers, the interviewed paid teachers
working in other schools were reached. On the other hand, for the field research part of
this study, ethics commitiee approval was received from Bolu Abant izzet Baysal

University Human Research in Social Sciences Ethics Committee, in the context of issue
2024/205.

Interviewers

The interviewees of this research consisted of 17 paid teachers who resided in the
Kemalpasa district of lzmir and worked in secondary and high school institutions
aoffiliated with the Kemalpasa Directorate of National Education (Table 1). The reason
for the selection of research topics in this region is to ensure that studies of sufficient
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EN

quality to fully reflect the research topics are conducted and networks are provided in

different educational institutions for application.

Table 1: Information about Interviewers
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P1 Female Theology Religion None Associate Degree 3 Months
P2 Male Physics Physics Yes Undergraduate 2 Months
P3 Female Science Science Yes Undergraduate 3 Months
P4 Female History Special Education Yes Undergraduate 6 Years
P5 Female Religion Religion Yes Undergraduate 4 Years
P6 Female History History Yes Undergraduate 2 Years
P7 Female Art Art Yes Undergraduate 1Months
P8 Female Literature Literature Yes Undergraduate 3 Years
P9 Female Maths Maths Yes Undergraduate 3 Years
P10 Male Machine Machine Yes Undergraduate 3 Years
P11 Female Literature Special Education Yes Undergraduate 7 Years
P12 Female Literature Special Education Yes Undergraduate 4 Years
Philosophy /
P13 Female Child Special Education Yes Undergraduate 9 Years
Development
P14 Male Guidance Special Education Yes Undergraduate 1 Years
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P15 Female Geography Social Studies Yes Undergraduate 1 Years
P16 Female Religion Religion Yes Master 4 Years
P17 Female Literature Special Education Yes Master 3 Years

Interviewers worked at five educational institutions. Four of them were secondary schools
and one was a high school. Interviews were conducted with 10 paid teachers in
secondary schools and seven in high schools. Teachers mainly work in special education
and give special education lessons. The remaining paid teachers teach Physics,
Mathematics, Religious Culture, Social Studies, Science, Machinery, Art and Literature
courses. Three of the participants were men and the remaining 14 were women.

Data Collection Tools and Process

First of all, the prepared questionnaire forms were examined by two different
academicians, the questions that were requested to be removed were removed, and the
questions that were requested to be added were added. Before collecting the data,
people who could be contacted by the interviewees were identified and the paid teachers
to be interviewed were reached through them. School principals, especially those
working in different schools, were contacted and asked to meet with paid teachers in
their schools. Interviews were held on days and class intervals that were convenient for
the paid teachers who accepted the interview. Teachers’ rooms, special education classes
and empty classrooms deemed suitable were preferred as the places where the
interviews were held. The research data were collected through a social demographic
form and interview questions in the semi-structured questionnaire (What do you think
paid teaching means, how do you define the concept of paid teaching? How do you
evaluate the working situation as a paid teacheré What would you like to say about the
advantages of paid teaching? etc.) The most important part of qualitative studies is to
reveal which questions the research seeks answers to and the nature of the answers in
guestion. While dealing with problems, researchers seek answers to one or more of the
questions such as what, where, who, how and for what (Kimbetoglu, 2008). Therefore,
the questions in the interview form were evaluated by three academicians who experts
in their fields before the interviews are. In addition, the interview questions were
evaluated by the ethics committee academic team, and questions that were deemed
inappropriate and needed to be changed were removed or edited. To avoid data loss
and save time during the interviews, the interviews were recorded with a voice recorder
and later transcribed. All participants are confirmed daily based on their voluntary and
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marital principles. The names of the contestants are guaranteed to be kept confidential
and not shared with anyone. The meetings were recorded with permission.

Data Analysis

The content analysis method was preferred in order to examine the research data more
appropriately and systematically and to reveal meaningful themes and relationships.
Firstly, the research interviews were analyzed by two experts. During the analysis phase
of the research data, the recorded voice recordings were transcribed in an orderly
manner. Appropriate common areas were identified in the transcribed interview texts
with the help of codes, and these were titled superordinate themes. Then, the codes and
themes were arranged, and the findings were defined, and then the interpretation phase
began (Yildinm & Simsek, 2013). As mentioned above, before the data of the study were
subjected to content analysis, the transcriptions obtained were reviewed and read several
times. The main reason here was to make the coding stronger and to create it. The
coding stage took place within a general framework, and in this context, codes
appropriate to the purpose and conceptual frameworks of the study were prepared
before the data were collected, and then new codes were created after the data were
read.

For example, while codes such as “Dam” and “Yab”, which express stigmatization and
alienation in accordance with the purpose of the study, were prepared before the data
were collected, codes such as “Dig” and “Ayir”, which express exclusion and
discrimination, were later included in the list after the data were collected. As in the codes
given in this example, appropriate themes were developed to express each section in the
code lists. For example, the theme “relations of paid teachers”, which is above the codes
and related to the codes in subjects such as stigmatization and alienation experienced
by paid teachers, constitutes an example of the themes to which the code lists are
connected. As mentioned before, the data were analyzed using the content analysis
method. The names of the teachers were kept confidential and were given codes as P1,
P2, ..., P17. After the hard copies of the written texts and reports were read several times
by the researcher, the coding phase began. On the other hand, the data of this research
were evaluated in the context of the concepts of “stigma” and “alienation” to help better
understand the problems of paid teachers such as alienation, stigma and exclusion.

Validity and Reliability

One of the most important criteria for a study is that its results are convincing. In this
context, “validity” and “reliability” are the two most commonly used criteria in studies
(Yildinm and Simgek, 2013: 289). In terms of the validity and security of the study, control
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was provided regarding the data collection and data analysis process from the
beginning to the end of the study. The survey questions of the study were checked by
three different academicians before the study. The data obtained from the first
participant to the last participant was tried to be checked, and factors and situations that
could harm validity and reliability were tried to be isolated. The voluntary consent and
participation approval of each participant was obtained before the interview, and care
was taken to obtain the data and comments correctly. In this context, the time required
for the participants and the ease with which they could respond were provided. After the
survey questions were completed, an effort was made to obtain additional information
about the topics they wanted to add. In addition, participants were asked questions that
were similar to each other in terms of validity and security. Before this entire process,
participants were given extensive and satisfactory information about the subject before
the research began, and the research was not started without obtaining the approval of
the ethics committee.

Findings
Paid Teaching by Definition

All participants answered the question “How do you define the concept of paid
teaching?”, which was asked to 17 paid teachers who participated in this research.
Considering the findings, the concept of “paid teaching” was evaluated by considering
financial limitations and generally included “not being paid in terms of salary”,

non

“education provided in exchange for additional lessons”, “employment for less than the
minimum wage”, “slavery”, and “per lesson”. It is handled with definitions such as “wage
earner” and “seasonal worker”. Some of the answers given by the participants to this
guestion were as follows; for example, in the words of P10; “In my opinion, doing the
same job for less salary and being less satisfied is paid teaching”. Another participant
P13 said; “Paid teaching is, in a sense, slavery. Since nothing is financially covered, it is
only done by people who love students and value their profession”. When an evaluation
is made based on these quotes, it can be seen that; the perspective of the people who
work as paid teachers on the concept of paid teaching is that they do not receive the
salary that is in return for their labor in financial terms and the rights that they do not
receive compared to the permanent teachers whom they compare in the quotes. The fact
that paid teachers have fewer and more limited rights than permanent teachers in many

matters, especially salary, also affects their views on their profession and the definition
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of this profession. The descriptions of “being less satisfied” in the first quote, and “slavery”
as an expression of economic inadequacy are important symptoms of this situation.

Within the scope of the interview research questions, the participants who were working
as paid teachers were asked questions. For example, “what they would like to say based
on the salary they receive and how they evaluate the situation of working as a paid
teacher.” Participants first of all emphasized that the wages earned in terms of salary
are very low and insufficient. Although the same work is done for permanent teachers,
the wage is much lower than what permanent teachers receive. This situation significantly
impacts their personal and professional lives. Some evaluations of the participants who
work as paid teachers regarding their narratives on this subject are as follows: In the
words of P12, “Let me say this clearly and clearly, | remember crying while working in
Armutlu that | had no money and could not send money to eshot. “I'm stuck on the road;
I’'m crying because it’s not enough to do anything.” Similarly, P8 said: “A very, very small
amount at a time. In other words, you cannot support a married person with this money.
A married person with a child cannot do anything in life with only one salary.”

These narratives reveal that the participants who work as paid teachers are not satisfied
with the wage or salary, they receive in return for the labor they put in, and this has a
negative impact on their lives and professional lives. In the first quote above, the

’

descriptions in the participant’s narrative of “crying that | have no money” and in the
second quote “we work the same but” reveal the significant difficulties that paid teachers
experience in terms of getting their salaries and the return of their labor. In another
quote, P9 said, “I mean, we are people who have proven certain things. You know, we
are not workers, but we cannot even get the money that workers get, and | am saying
this again, we work like permanent teachers, so there is no difference between us. We
are people who are rotten” and “we cannot even get the money that workers get.” These
statements reveal the intellectual and psychological difficulties experienced, as well as

the teachers’ perspective and alienation towards their own profession.
Stigma: A kind of common disadvantaged situation

In general, if we evaluate the results of the research data, the relations of paid teachers
with the administrative staff, permanent teachers, students and students’ parents in the
period when this research was conducted and, in the institutions, where they worked
were mostly and almost entirely positive and good. On the other hand, when the
interviews of each paid teacher participant at the end of this study were analyzed, 8 out
of a total of 17 participants stated that they were exposed to attitudes and behaviors that
could be subject to stigmatization, either in the institutions where they had previously
worked or by a relative of a paid teacher. Some of the narratives of the participants who
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stated that they had grievances due to being a paid teacher or having the “paid” stigma
were as follows: P5 said, “So | can’t say anything about the school | work at, but my
friend works at a school in Izmir, and even his principal and yes, his teachers and
principal constantly emphasize that he is a paid teacher and constantly rub it in his face.”
Similarly, the statements of the 10th participant can be seen as quite interesting. “Even
if you teach the same course as a grade teacher, you are seen as a second-grade teacher
[...]. They say yes, you are a teacher too, efc., but generally people’s looks are from
outside...”

On the other hand, P15 states, “Paid teaching and normal teaching are both teachers,
but when we look at one of them, it has the word paid at the beginning, and even that
can sometimes push a person to a very different position”. In the quotations given
regarding the relationships of the participants who work as paid teachers, it is seen that
they face the problem of the concept of paid and the stigma that comes from being a
paid teacher. In particular, the concept of “paid” in the first quote and the negative
consequences of its weight in relationships, and the participant’s anxious approach to
the concept of “paid” in the third quote, stand out as an expression of significant pressure
and stigma against the participants who actually work as paid teachers.

On the other hand, the participant’s “second-class teacher” approach in the second
quote and his statements about trying not to make this felt in mutual relations are actually
what Goffman (2014) stated as a situation of contradiction when expressing the situation
of the stigmatized person; In fact, it reveals the approach that non-stigmatized people
express to stigmatized people that they are like one of them, while on the other hand,
they somehow explain that it would be futile to deny the difference in question. In
addition, the statements of the participant in the last quote, such as “They look at us as
normal teachers” and “We are no different from them”, reveal that the participants who
are actually working as paid teachers have adopted and internalized the categories of
“normal and non-normal”, “Us and Them”.

Alienation: Paid teachers’ traditional trauma

An important problem of the participants who work as paid teachers in terms of their
social relations is the alienation process; they experience towards themselves and their
profession. Although the participants do not directly state this concretely, they reveal the
alienation process in question with the relationships they have experienced, their feelings
and thoughts. Some of the evaluations of the participants (5 Participants) regarding the
narratives of their alienation experiences are as follows: in the words of P6 said, “I don’t
have any other definition for such paid teaching. Frankly, it's just a concept that upsets
me|...Jwhen we look at it, it is not a very good thing for a teacher to be working in a
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working class.” Similarly, P13 said, “We are not at all satisfied with the negative situations,
that is, economically. Psychologically, there is pressure in the environment and the
pressure in my social environment. Is it possible to work for this price¢ Go to the market
and work, you will get better, | see the same pressure from my family.” These quotes show
the alienation practices of the participants who work as paid teachers.

First of all, despite not having the full teaching qualification in the first quote, being
“forced” to work with non-experts, as well as the problems posed by the economic and
social relations experienced, and despite everything, wanting to do a profession in line
with his education and having to continue doing it, being paid, it wears out teachers
significantly. Especially, as stated in the second quote, the significant impact of
“psychological and social pressure”, not being able to receive adequate financial and
other rights, as well as the exclusion, discrimination and stigma problems they
experience in their relationships, cause paid teachers to feel a significant alienation from
their own profession, their relationships and life. Apart from these, in another quote, P1
stated the following: “This definitely reduces one’s motivation at some point. | mean, |
don’t know, people want to be materially and spiritually happy in their work, after all,
there is only one thing we do in life. But of course, this does not meet financial
expectations.” As a matter of fact, the approaches of “discrediting” in the last quote and
“wanting to be materially and spiritually happy” in the 3" quote, but not being able to
have them, explain the process of alienation.

Current workplace relationships

One of the important findings of this research was to reveal the existing relationships in
the schools where one of them was official at the time it was used in the tfreatment process.
Although paid teachers have previous problems in terms of salary, social rights and
important problems in terms of their relationships, they have had positive and important
approaches to the permanent teachers, administrators, students and their parents in the
schools where they currently work. The participants thoughts coded P8 regarding the
relationships in question were as follows: “Our administrator is very good in this regard,
our teachers at the school are really good, we have not experienced any problems, that
is, we have never seen the distinction between paid staff. | mean, | am speaking for this
school. For example, there is discrimination in some schools in the center, not by the
administration, but at least | see that the teachers do it, | have friends, they say it.” In the
words of P14 “There is a completely fair approach in this school. | think | do not see any
discrimination. | think there is no discrimination between them, but | can say this
specifically for this school.” The thoughts of these participants show that; participants are
satisfied with the administration and permanent teachers in the schools they work in. In
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addition, the thoughts of the 9th participant confirm these: “There is no difference. | am
lucky in that regard at the school where | work. | mean, | have heard of different ones,
but there is no difference at our school, we are just like a normal teacher.” The last
participant’s thoughts also coincide with the previous two participants. But it is different
in one aspect. Although participant 9 stated that they did not experience discrimination
and exclusion, the approach of “we are like normal teachers” stated that he actually
internalized and accepted the categories of ‘normal and non-normal’, ‘paid teacher’,
‘permanent’ or ‘contracted teacher’, although he did not want to and was conscious of
it.

Even if it is not, it can be evaluated as being under their influence and reproducing this
process of stigmatization and exclusion. On the other hand, the participants described
the approaches of the management staff and other permanent teachers with sentences
such as “good”, “completely fair” and “normally”. They emphasized that the students
and parents also have promising approaches. It is evident from the above quotes that
paid teachers did not experience any problems in terms of their relationships with both
administrators and permanent teachers in the schools where they worked at the time of
this research, and that they did not feel discrimination or exclusion.

However, an important point that should not be overlooked is that, while the participants
express their thoughts about permanent teachers and administrators, they express their
opinions such as “we are lucky” and “there is no discrimination”, as well as positive
approaches, and that their opinions are limited and related to the school where they are
currently working. In other words, the participants want to express that they faced
problems such as exclusion, discrimination and stigmatization before their professional
lives and in the experiences, they gained from other paid teacher colleagues. This result
explains that the social problems experienced by paid teachers may differ depending on
the schools and administrators they work for. Approaches such as “in our school”, “I can
limit it to this school (positive thoughts)”, “discrimination is made in some schools”, which
the researchers use when expressing their thoughts, are seen as important in terms of
expressing the social problems that paid teachers experience from time to time.

Results and Discussion

The neo-liberal model that emerged after the 1970s was based on the idea that growth
and development depend on competitiveness and that everything should be done to
increase competition and competitive potential. According to this model, it was necessary
to increase the flexibility in the labor markets of countries. However, this meant that the
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costs of risk and precarious work had to be borne by employees and their families
(Standing, 2020). The impact of this model has shown itself in many areas and has also
caused significant negative effects in the field of education. The effects of qualities such
as flexibility and insecure employment on teacher employment are among the important
examples of this situation. In addition to permanent and contracted teacher employment,
there is also the increasing number of paid teacher employment.

Paid teachers aspire to study for a long time and begin working life after graduating
from university. If they cannot be appointed, they seek work as paid teachers. Teachers
who start teaching as “paid” teachers as they try to practice their profession, find a job
suitable for the education they have spent, and shoulder the economic burden of life,
even if the earnings are minimal, face important problems. The problems of paid
teachers primarily and predominantly focus on salary; although they do the same job
and put in the same effort as permanent teachers in the institutions where they work,
they receive salaries approximately three times less than permanent teachers. This
situation may affect the motivation of paid teachers in their work lives, their relationships
in the institutions where they work, and their family and social lives. The salary problem
identified in this research is consistent with previous studies (Ayna & Deniz, 2022; Dogan
et al., 2013; Dogan & Aydin, 2023; Kanat, 2018; Yilmaz, 2018). On the other hand,
the problems that paid teachers find themselves in can also affect the atmosphere in the
schools they work in and can cause the concept of justice to be questioned. Paid teachers,
who receive approximately one third less salary than permanent teachers, can feel
excluded, subjected to inequality, and can have an internal attitude towards permanent
teachers. This can sometimes cause a division into paid and permanent teachers within
institutions and can have negative effects on the school climate and work peace.

As a result, there is a serious salary problem for paid teachers, which is basically not
being appointed after graduation and not being able to receive the reward of their labor
afterwards. In this case, two controversial questions and situations arise. First, why are
paid teachers not appointed after graduation? Second, if there is a need for teachers,
why are permanent teachers not appointed but paid? When considered as the first
problem, reasons such as not being able to open enough positions and not being able
to win the KPSS exam come to the fore. However, this situation also manifests itself in
paradoxical situations that bring discussions.

First of all, the discussions about the nature of the KPSS exam and the objectivity of the
interview process afterwards are voiced by paid teachers, and this situation creates a
discussion and then hopelessness for paid teachers. On the other hand, as the second
guestion, in addition to the fact that people who are not allowed cannot be appointed,
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there are many protected people who come with assignments like themselves in the
schools they are assigned to, this does not question some situations from its own
perspective. Although there is a need for teachers in schools, the fact that there are many
people who are not assigned as permanent staff and are employed creates a distrust
towards the people who are hired, while an alienation and coldness towards themselves
and their professions emerges.

While the issue of salary constitutes the most important problem of paid teachers,
discrimination arises from this situation and the concept of “justice” is questioned. The
participants’ descriptions of the salary such as “a funny wage”, “something like pocket
money” and “a small fee” also emphasize this. On the other hand, regarding their social
rights, the fact that their insurance is paid for half the number of days they have worked
can be considered the loss of an important social right of paid teachers. Particularly,
paid teachers are insecure about their retirement because their insurance is not paid in
full and is paid very little. This emerging situation coincides with the findings of some
studies (Bayar & Celik, 2020; Canturk, 2023; Dali, 2017). While it is seen that paid
teachers, who have serious problems especially in terms of salary and insurance, answer
the question “What are the disadvantages of paid teaching2” mainly in terms of “salary”,
and this problem, combined with the lack of insurance and other rights, causes them to
feel significant discrimination and exclusion. Over time, this situation becomes
exhausting, and when they compare themselves with permanent teachers who do the
same job, their motivation for their profession decreases, causing them to feel alienated.

This situation in particular reveals that, as adults and educated individuals, paid teachers
are particularly not paid for their labor, are not satisfied financially, and are deprived of
a basic right such as insurance, which causes significant disappointment, low motivation,
and, as mentioned in the literature, a serious alienation from their profession. In this
context, when evaluated through Marx, the person whose right to use his labor is taken
away falls into a passive situation and as a result becomes alienated from his labor,

work, and environment (Yedekci, 2016: 891).

On the other hand, the fact that paid teachers are in a partial and limited situation in
terms of their negativities and rights also brings forward a discussion on the concept of
“partial citizen” that Guy Standing uses for individuals and communities (Precariat) who
are in flexible and precarious working conditions caused by neo-liberal approaches and
globalization. Because although paid teachers are defined within the concept of “teacher”
and are in the same place and doing the same job as permanent teachers, as Standing
(2020 :11) puts it, for one reason or another, they have more limited rights compared
to a normal citizen (or a permanent teacher).
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Paid teachers have low salaries, half insurance, and are in an isolated situation in terms
of their social rights. In particular, as one participant put it, the approach of “we have
no guarantees” and “there is no institution we can take refuge in” reveals a significant
precariousness in terms of future social rights as well as negative material conditions.
Precarious work causes stress and negative emotions, as well as erosion in a person’s
life and worsens this situation (Standing, 2020: 90). In total, this situation and the
precarious way of working cause alienation and create environments where employees
are exploited through their salaries (Bozkurt, 2015). In short, in addition to the financial
deficiencies, anxiety about the future and precarious working conditions cause significant
psychological and mental damage to paid teachers and increase the problems they
experience.

The segregation of teachers by employing them in different capacities such as permanent,
contracted and paid, causes issues like job insecurity and inequality for working teachers.
This situation leads to significant issues such as a decrease in the quality of education,
dissatisfaction, lack of belonging and alienation (Polat, 2014). As a result, deep
economic and social problems arise in education and society. The reflection of
inequalities within the class also manifests in many ways (Kaymaz & Atmaca, 2022). In
addition, while the participants who are working as paid teachers stated that the paid
teaching profession obviously does not have any advantages, it was observed that some
of the paid teachers who evaluated in terms of advantages highlighted situations such
as “gaining experience” and “doing their job”.

While this situation provides some advantages for the paid teachers who are newly
appointed or will be appointed in terms of warming up to their profession and being
able to overcome their excitement, this situation constitutes a very minor point when
compared to the problems experienced and felt by paid teachers. Because the limited
number of positions in terms of appointments and the prolongation of the processes of
not being appointed cause significant wear and tear and burnout for paid teachers. On
the other hand, an important part of the discussion is the difference in the society’s view
of teaching. The significant problems experienced by paid teachers individually cause
significant discredit and stigmatization in the view of the teaching profession in society.
Because the employment of a portion of the society that is educated as teachers who
have received university education and formation training with low wages and
insufficient rights affects the view of individuals towards the teaching profession in society
and causes a loss of reputation in the eyes of society. According to Kiziltag (2021); it is
possible to say that the practice of paid teaching damages the reputation of the teaching
profession. In addition, paid teachers are socially described as “unappointed”,
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“unearned”, “unsuccessful” teachers due to the working conditions and problems they
experience, and they are subject to a kind of stigmatization.

A critical aspect of this research is the relationships in the institutions where paid teachers
work. The research findings reveal that the relationships between administrators and
permanent teachers, parents and students in the schools where paid teachers work are
positive and continue with mutual respect and assistance. While the participants
expressed the approaches of the management staff and other permanent teachers with
sentences such as “good”, “completely fair”, “normally”, they also emphasized that the
students and their parents had good approaches. While paid teachers stated that they
did not experience any problems with students and students’ parents, a significant
number of them also stated that they did not know the distinction between paid staff and

the difference between students and students’ parents.

This finding is in terms of the relationships of 17 paid teachers in the schools and
institutions where they worked as of the period when this research was conducted and
the interviews were conducted. Otherwise, it is not possible to generalize this finding.
Because, as stated in the literature, many studies and findings reveal the relational
problems of paid teachers in the schools they work. In fact, almost all of the 17 paid
teachers who participated in the study touched upon the relational problems that
emerged in terms of their past experiences and the relatives of other paid teachers they
knew. On the other hand, while this finding of the study differs from the studies that show
that paid teachers are not taken seriously and are marginalized by parents, teachers and
students (Ayna & Deniz, 2022; Bayar & Celik, 2020), it aligns with the study indicating
that paid teachers do not have problems with administrators (Polat, 201 4).

However, it is in contrast to the studies (Goksen 2019, Polat, 2014), which show that
paid teachers do not communicate adequately with permanent staff and are not
considered by students. In this context, it is thought that these differences may differ in
the context of factors such as the openness of communication between the administrative
staff and teachers in the schools where paid teachers work, the level of sharing and
dialogue between parents, students and teachers, and the socio-cultural situation of the
city, district or settlement where the schools are located. On the other hand, although
the participants in the research stated that the relationships in the schools they worked
in were smooth and positive, nearly every paid teacher faced problems such as
stigmatization, alienation in their experiences in the institutions where they had previously
worked or through paid teachers who were their relatives. They appear to be face-to-
face.
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As stated above, while the problems of discrimination and exclusion primarily arise from
the salaries paid to paid teachers and the low insurance paid, they are also seen in the
attitudes and behaviors of the administrators and other permanent teachers in the
institutions where they work, in terms of relations. As stated in their experiences with paid
teachers who are friends and relatives of the previous institutions they have worked for
or they know, the participants are labeled as “paid”, and since they are not permanent
staff and their working hours are short and temporary, the approaches towards them
are distant and distant. In this context, as expressed in Goffman, paid teachers are
categorized and stigmatized based on their working hours and salaries, whether they
are permanent or paid teachers. Stigmas are produced by individuals and society as a
perspective (Goffman, 2014).

Particularly the description of “landlord-tenant” stated by one participant is a significant
example of this situation. Stigma actually refers to the fall from grace itself, rather than
the physical symptom of it. This situation may result in not being included in relationships
and sometimes brings with it problems such as exclusion and discrimination. However,
paid teachers put the same effort and perform the same job as permanent teachers but
are deprived of most of the rights they should have. According to Ogilmis et al. (2013);
while paid teachers feel adequate in terms of their profession, they are dissatisfied in
terms of wages and other rights and feel a lack of commitment to their profession.
Although they see themselves as competent, their negative feelings about their personal
rights and the wages they receive negatively affect their commitment to their profession.
Paid teachers sometimes work on duty and do not receive money for their shifts like
permanent teachers.

On special days, they prepare the class for ceremonies and take responsibility for the
class by becoming class guidance teachers. In addition, although paid teachers can get
a medical report when they are sick, their wages are cut and they cannot receive money
like permanent teachers for periods such as leave, public holidays and snow holidays.
This situation causes significant financial and economic pressure and stress for paid
teachers, leading to a decrease in their motivation. On the other hand, the problems
they experience such as stigma, exclusion and discrimination cause them to feel burnout,
distance, disrepute and alienation towards their own lives, professions and relationships.
According to Yikilmaz and Altinacak (2021); the problems that paid teachers experience
are not limited to the people they find in relationships at work and in relationships, but
also stand out as anxiety about being appointed outside of school, financial difficulties
and problems within the family. These issues reveal the alienation of the person from
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production activities, the products and services they provide, their colleagues at work,
and their human quality and potential (Ritzer & Stepnisky, 2014).

In addition to these, when we look at it, another important issue that emerged in the
research is that a significant portion of the participants who work as paid teachers
demand the abolition of paid teaching. This situation is particularly caused by the idea
that it constitutes a major obstacle to permanent appointment, and it has been
determined that 3 different views have emerged, with participants who want to make
arrangements and improvements in the paid teaching practice. The first view consists of
participants who work as paid teachers and want the conditions to be improved and
corrected. While they state that they can continue their profession in this way, they expect
the conditions to be corrected and improved.

Another view expects paid teachers to be transferred to the permanent staff, and to be
increased to the permanent staff level in terms of current salaries and social rights. The
defenders of the last and third ideas are mostly composed of participants who are
graduates of education faculties and who are graduates of four-year universities and
branches. Although there are those who state the other two different views among these
three views, especially those who are in the third view want paid teaching to be both a
way of restoring the lost reputation of the teaching profession, and to be carried out by
people who are graduates of teaching departments, competent and in their own field,
and to have the rights provided to permanent teachers as permanent teachers.

On the other hand, some of the participants who want the abolition of paid teaching
want the abolition of paid teaching practice, thinking that this practice prevents the
increase in the number of quotas. This situation that has emerged is in a situation that
may cause the innocence of the paid teaching practice to be questioned. The fact that
the number of people who graduate from teaching is increasing every year and the
number of people assigned as paid teachers is also increasing in parallel is a situation
that is criticized by the candidates who graduated from teaching and are waiting for a
position. In addition, it would be valuable to think that the fact that paid teachers do not
have any union activities and are not members of any union, the procedures and
conditions of their assignment are lighter than those of permanent staff, and that they
do not impose a significant financial burden in terms of salary and social rights may
weaken the collective bargaining and resistance capacity of permanent teachers. As a
result, when evaluated, it is seen that the paid teaching practice has an important role
in many parts of the education sector, and paid teachers work within the broad labor
dynamics in many areas where there is a teacher shortage. In addition to this study,
when previous studies and the extensive literature are taken into consideration, it can be
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thought that paid teaching will continue to play a structural role in broader labor
dynamics with newness to be made regarding the paid teaching practice, salary, social
rights or staff arrangements.

Suggestions

In the context of the findings and results of this research, the following suggestions are
considered important:

* First of all, the very low salaries of paid teachers can be regulated and improved.

* In particular, the social rights of paid teachers should be taken into consideration and
their half-paid insurance should be provided in a way that it will be full.

* When assigning paid teachers, first of all, branch graduates should be assigned, and
those who are 4-year faculty graduates and have formation training should be preferred.

* In order for the existing relationships in the institutions where paid teachers work to be
more regular and fluent, information can be provided to both the teachers who will be
employed as paid and the permanent teachers in the school, which will increase the
relational sensitivity and awareness.

Limitations

When the limitations of the research are evaluated, the following issues come to the fore:
* The research is limited to one high school and four middle schools.

* The research is limited to 14 female and 3 male participants.

* The research is limited to paid teachers working in 5 different institutions in Kemalpasa
district of izmir province.

* The branches in which the participants in the research work are limited to theology-
religion, physics, science, history, painting, mathematics, machinery, literature and
special education.
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Genisletilmis Torkge Ozet

Ulkelerin ve milletlerin toplumsal refah ve gelismislikleri egitim seviyelerinin derecesi ve
kalitesi ile paralellik géstermektedir. Egitim agisindan basari ve bu basari baglaminda
istikrari yakalamig toplumlar, sosyal, kiltirel ve ekonomik olarak diger toplumlarin
énunde yer almaktadir. Toplumlarin séz konusu basarilar egitim sistemi igerisindeki
dinamiklerin yerinde, gicli ve dengeli olmalari ile baglantilidir. Aksi durumda geligsmis,
egitimli birey ve toplumlara ulasmaok amacinda aksamalar ortaya ¢ikmaktadir. Bu
baglomda neoliberal yaklagimlarin egitim hayati Uzerine etkilerinden bahsetmek
momkondir. Is hayatyla simirl kalmayan bu etkilerin egitim hayatinda yansimalarinin
oldugu dustintlmektedir.

Neoliberal politikalarin esnek Gretim ve esnek calisma gibi yaklagimlar, egitim
hayatinda da etkisini géstermis ve bir egitim faaliyeti icin édnemli bir noktada olan
dégretmen istihdamini da etkilemigtir. Dali’ye (2017) gére; neoliberal politikalarin séz
konusu bu etkisinde piyasa ve egitim arasindaki iliski derinlesirken, bu 6gretmen
istihdaminin déntsgmesine neden olmustur. Bu baglamda “Ucretli 6gretmenlik” ismi
altinda bir istihdam bigimi olusmus ve beraberinde bircok tartismaya da neden olmustur.
Ucretli gretmenlik, Milli Egitim Bakanligi'na bagl olarak okullarda istihdam edilen ve
ek ders karsiliginda calisan 6gretmenlerdir (Goéksen, 2019).

Bu durumun &éncesinde, normal sartlarda devlete bagli, kamuda ve kadrolu olarak
dgretmen olabilmek ve gérev yapabilmek icin, egitim fakiltelerinden mezun olmak ve
pedagoijik formasyon egitimi sahibi olmak gerekmektedir. Yani sira, adaylarin KPSS'den
yeterli puan alarak, girilen milakatlardan da basarili olmasi beklenmektedir (Cantirk,
2023:128). Bu sartlari saglamayan kisiler tekrar s6z konusu sartlar yerine getirmeye
calisirken, ayni zamanda KPSS’ye yeniden hazirlanmakta ve ayni zamanda il veya
ilcelerde bulunan Milli Egitim kurumlarina miracaat ederek tceretli 6gretmenlik yapmay:
talep etmektedirler.

Ucretli olarak gérevlendirilmesi saglanan dgretmenlerin egitim dénemi icerisindeki
gorev siresi, kadrolu 6gretmen atamasinin olmasi, dogum izni tamamlanan égretmenin
goreve geri dénmesi, dénemin veya egditim yilinin tamamlanmasi ile birlikte sona
ermektedir. Bazen Ucretli 6gretmenlerin gérev surelerinin bittigini, calishgr kurumdaki
idare yetkililerinden 6grenmesi ani ve beklenmedik bir zamanda olusabilmekte, bu
ucretli 6gretmenler ve o&grencileri agisindan énemli bir hayal kirkhgina neden
olabilmektedir.

Diger taraftan bu ve benzeri ihtimaller Gcretli dgretmenlerin ileriye ydnelik olarak
gUvensizlik duymasina ve beraberinde islerindeki motivasyonun dismesine, yani sira
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gdrev yapmis olduklari okuldaki yénetici grubu ve diger kadrolu 6gretmenlerle gelismis
iligkiler kurabilmesine de etki etmektedir. Diger taraftan, Ayna ve Deniz’e (2022 :67)
gore; Ucretli 6gretmenler girmis olduklari ders saati kadar Ucret aldiklari icin kazanglari
kadrolu 8gretmenlerin maaglarina kiyasla yarisinin da altinda ve cok disUktir. Ayrica
ucretli  dgretmenlerin  hasta  olduklarinda almis  olduklart  raporlarin  kargilig
bulunmamakta, Ucret alamamaktadirlar. Bu ve benzeri nedenlerle bazen, Ucretli
dgretmenlerin maasi, asgari Ucrete bile karsilik gelmeyecek durumda kalmaktadir.

Nitekim arastirma bulgulari dikkate alindiginda éncelikli olarak ayrimcilik ve dislanma
sorunlari Ucretli 6gretmenlerin almis oldugu maas ve az yatirilan sigorta ile éne cikarken,
iligkiler agisindan da calismis olduklari kurumlardaki yénetici kadro ve diger kadrolu
oégretmenlerin kendilerine yénelik olarak tutum ve davraniglarinda da gérilmektedir.
Onceki calismis oldugu kurumlarda veya tanimis olduklari arkadas ve yakini olan tcretli
dégretmenler Uzerinden deneyimlerinde belirtildigi gibi, katilmecilar “Gcretli" damgasi
yemekte, kadrolu olmadiklari ve galisma strelerinin kisa ve gecici oldugu bilindigi igin
kendilerine yénelik yaklagimlar mesafeli, uzak olmaktadir.

Ozellikle bir katilimecinin belirttigi “ev sahibi-kiraci” betimlemesi bu durumun dnemli bir
ornegini tegkil etmektedir. Bu durum iliskilere dahil edilmeme yéninde ortaya
ctkabilmekte, bazen dislanma ve ayrimcilik gibi sorunlar da beraberinde getirmekitedir.
Diger taraftan Gcretli égretmenlerin yasamis olduklari olumsuzluklar ve haklari
agisindan kismi ve sinirli bir durum icinde bulunmalari Guy Standing’in neo-liberal
yaklagimlar ve kiresellesmenin neden oldugu esnek ve givencesiz calisma sartlari iginde
bulunan kisi ve topluluklar (Prekarya) icin kullandigr “kismi vatandas” kavrami Gzerinden
bir tartigsmayi da ileri sirmektedir. Cink0 her ne kadar tcretli 6gretmenler “6gretmen”
kavrami icinde tanimlansalar, kadrolu 6gretmenlerle ayni mekanda bulunup, ayni isleri
yapmakta olsalar da, Standing’in (2020:11), ileri strd0g0 bicimde o veya bu sebepten
6tird normal bir vatandasa (veya kadrolu bir 6gretmene gére) kiyasla daha sinirli
haklara sahip durumdadir.

Ucretli égretmenlerin maaslari az, sigortalari yarim, sosyal haklari agisindan dislanmis
bir durum icinde bulunmaktadir. Ozellikle bir katilimcinin ifade ettigi sekilde “tcretli
ogretmenlikten emekli olamazsin” yaklagimi olumsuz maddi sartlarin yaninda gelecege
yonelik sosyal haklar agisindan da énemli bir giuvencesizlik durumunu gézler énine
sermektedir. GUvencesizlik, strese ve olumsuz duygulara neden olmasinin yaninda
kisinin yagaminda asinmalara neden olmakta ve bu durumu daha kéto bir seviyeye
tagimaktadir (Standing, 2020:90).
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Ucretli 8gretmenler, kadrolu égretmenlerle ayni emegi vermekte, ayni isi yapmakta fakat
olmasi gereken haklarin cogundan mahrum kalmaktadirlar. Ucretli égretmenler bazen
nébet tutup, ndbetin karsiligi kadrolu 6gretmenler gibi para alamamakta, 6zel ginlerde
sinifi térene hazirlayip gérev almakta, sinif rehber &gretmeni yapilarak sinifin
sorumlulugunu Ustlenmektedirler. Ayrica Ucretli 6§retmenler hasta olduklarinda rapor
alabilmelerine ragmen Ucretleri kesilmekte, izin, resmi tatil, kar tatili gibi sUreclerde
kadrolu &gretmenler gibi para alamamaktadirlar. Séz konusu durum maddi ve
ekonomik agidan Gcretli dgretmenler icin dnemli bir baski ve stres unsuru olarak ortaya
ctkarken, motivasyonlarinin digmesine diger taraftan yasamis oldugu damgalanma,
dislanma ve ayrimcalik gibi sorunlari kendi yasamlarina, mesleklerine ve iliskilerine
yonelik  olarak  bir  tokenmislik, uzakhk, itibarsizlasma hissetmelerine  ve
yabancilagsmalarina neden olmaktadir. S6z konusu durumlar Gcretli 6gretmenlerin
kadrolu 6gretmenler igerisine dahil edilmemesi yoninde, Giddens’in (2008: 403-404)
ortaya koydugu dislanma bicimlerinden ilkini ifade ederken, diger acidan Ucretli
oégretmenin veya damgali kisinin cok énemsenmeyip, iliski kurulmak istenmemesi ve
iliskiden kaginilmak istenmesi acisindan Goffman’in (2014:61-62) vurguladigi damgal
kisi ile iligkileri sonlandirma ve kaginma durumuna 6rnek teskil etmektedir. Diger
taraftan bu bulgu, yabancilasma ve benzer sorunlar agisindan (Dali, 2017; Guvercin,
2014) gibi caligmalarla érttgmektedir. Ayrica her ne kadar dénemlik veya yillik olarak
Ucretli 6gretmenler goérevlendirilse de kadrolu 6gretmenin izinden déndigu gon Ucretli
dégretmenin igine son verilebilmektedir. Hatta bu bilgi Gcretli 6§retmenin kendine ani
olarak verilebilmekte, ders arasi veya gin sonu buyUk bir hayal kinkligr ve sok
yasayabilmektedir. Ucretli dgretmenin kendi yasamis oldugu bu hayal kirikhgi, ayni
zamanda dgretmenini seven ve ona bagl bircok égrencinin de Uzitlmesine ve hayal
kinkligr yasamasina neden olmaktadir. Toplamda ¢cogu da geng ve hayatinin baharinda
denilebilecek egitimli insanlarin “Gcretli 6gretmen” kavrami altinda yasamis oldugu
maddi ve sosyal bu tarz gergekler, bir neslin “adalet” ve “esitlik” kavramlarini
sorgularken, toplumundan, devletinden ve yasamindan givensizlik duymasina sonucta
énemli bir insan kaynaginin ginden gine “erimesine” neden olmaktadir. Sonug olarak,
Ucretli 6§retmenler maddi ve sosyal olarak bircok sorunla yiz yize gelmekte, yasamisg
olduklari problemler nedeniyle motivasyonlari dismekte, gelecege Umitli bir bicimde
baokamamakta,  mesleki  yasamlarina  ve  hayata  iliskin  yabancilagma
yasayabilmektedirler.
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Abstract

The purpose of this study is to investigate the impact of neoliberal policies
on the teaching profession through the lens of Bourdieu’s concept of
symbolic violence and the perspective of precarity. A qualitative case study
method is employed with maximum variation sampling, involving
participants composed of fenured, contracted, and hourly-paid teachers
from public schools as well as teachers from private schools in the
Gaziemir District of Izmir Province. Data were collected through
semistructured inferviews and subjected to content analysis. Five major
themes emerged from the findings. The theme of restriction of
professional autonomy by political and administrative expectations
illustrates how centralized policies and ideological expectations exclude
teachers from pedagogical decision-making. The perception of audit
mechanisms as symbolic violence reveals that performance-oriented,
continuous supervision creates implicit pressures on teachers. Teachers’
position in decision-making processes indicates that they are reduced to
passive implementers in terms of school policies and curriculum
development. Inequalities in recognition and professional development
highlight discriminatory practices in career advancement and professionall
opportunities. Lastly, the erosion of teacher authority demonstrates the
declining respect and authority of teachers in their relationships with
parents and students. The results underline the need for structural and
cultural transformations to strengthen teachers’ professional standing.
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Introduction

The implementation of neoliberal policies over the last three decades has fundamentally
changed education systems (Davies & Bansel, 2007), steering schools towards
competition, performance measurement, and market logic (Hursh, 2007). These have
necessitated new modes of governance, emphasizing quantitative outputs over content
(Evans et al., 1996) and practices like “high-stakes testing” and “performance audits,”
which, while fostering competition, have sidelined public interest (Apple, 2015) and
required acceptance of capital-focused policies at social and cultural levels.

This market-driven shaping of education has transformed the teaching profession, with
privatization leading to varied employment forms, increased nontenured positions,
weakened unionization, and heightened insecurity (Castro, 2022). Flexible employment
models have commodified teachers’ labor, eroding protection and autonomy and
increasing competition and anxiety (Dag, 2020; Ozbay et al., 2016), pushing teachers
into disadvantaged positions and precarization (Ergin et al., 2018; Standing, 2011). The
precariat, a social segment defined by insecure, unpredictable, and flexible working
conditions (Standing, 2011), provides a perspective to understand the economic
dynamics and accompanying sociosubjective vulnerabilities shaping teachers’ work. This
often translates to an erosion of professional identity and devaluation (Connell, 2013),
affecting not just low-skilled workers but also highly educated professionals (Standing,
2014) due to accountability policies and pressure for “results.”

These neoliberal impacts are reinforced by “symbolic violence” (Bourdieu & Nice, 1998;
Bourdieu & Passeron, 1977; 1990; 2015), a form of domination operating through
internalized acceptance of dominant values, often mediated by educational institutions
reproducing these norms through formal and hidden curricula (Beck, 1997; Pryke, 1997).
Reducing teaching to market logic deters teachers from criticizing policies (Murphy,
2018; Sklar, 1980). Neoliberal policies also diminish professional autonomy by
evaluating educators’ cultural and social capital via market criteria (Brown, 2003;
Bourdieu, 1986), creating disparities in job security and satisfaction. This can generate
consent to insecure conditions through symbolic violence (Bourdieu & Passeron, 1977;
1990; 2015), weakening collegial solidarity (Crozier & Reay, 2011).

The research context is TUrkiye's educational framework, shaped by long-term neoliberal
repercussions since the 1980s, including privatization and marketization (Basaran et al.,
2024), weakening education as a public service amidst rising competition (Aslan, 2014;
Kartal, 2020). Increased private schooling (Altun-Aslan, 2019; Atay, 2024; Polat, 2013)
has deepened public—private disparities. Global education reform trends also prompt
comparisons between practices such as Tirkiye’'s “project schools” and England’s
“academy schools,” with the former often critiqued for new forms of stratification and
issues in appointment processes (Baktir, 2022). Neoliberal policies have significantly
affected the teaching profession, with flexible employment since the 2000s concretizing
intraschool inequalities along tenured-contracted-hourly-paid lines (Dag, 2020),
fostering precarization with adverse psychological and institutional consequences
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(Buckworth, 2018), including quiet quitting (Ozen et al., 2024; Yilmaz, 2024). High-
stakes examinations (LGS and YKS) have narrowed curricula and increased
p_sychologicol pressure (Cetin & Unsal, 2019; Bastirk, 2022; Bas & Kivileim, 2019;

Ozdas, 2019), alongside persistent regional inequalities in teacher distribution and
infrastructure (llgar, 2023; Isik & Bahat, 2021).

While the literature addresses neoliberalism’s impact on students and curricula, the
symbolic violence and precarization affecting teachers remain under-researched (Scott,
2012). The “normalization” of precariat status promotes performance-driven,
competitive atmospheres over solidarity (Reygadas, 2015). It is crucial to analyze
neoliberalism'’s effects from precariat teachers’ perspectives, as precarization reinforces
employer power and restricts teachers’ self-expression (Standing, 2014), potentially
leading to consent to job insecurity (Freire, 2005; 2014) -a clear manifestation of
symbolic violence where individuals adopt status-quo-maintaining practices (Bourdieu,
1979; 1986). The specific literature gap lies in insufficiently addressing precarity within
education and teaching through the lens of symbolic violence. Thus, how teachers
experience and legitimize precarization and its effects on education warrants in-depth
investigation (Gonzdélez, 2015), prompting the central question: As teachers become
precaritized, how do they internalize this situation instead of questioning it2

The present study is significant as it offers a critical perspective on teachers’ working
conditions and contributes to understanding inequality mechanisms within education,
particularly through employment policies (Reygadas, 2015; Standing, 2011). In the
Turkish context, by highlighting the critical role of tenured employment and professional
autonomy for educational quality (Dag, 2020; Kiling et al., 2018), practical contributions
are proposed for improving teacher employment policies.

The current research posits that the neoliberal order incorporates teachers into the
precariat class, legitimizing this process through symbolic violence. It is aimed to reveal
how teachers experience precarization within neoliberal educational structures and the
ways these experiences are linked to symbolic violence. Within this general objective, the
research questions are as follows:

1. In what dimensions and how do teachers experience precariat conditions stemming
from neoliberal education policies?

2. What are the mechanisms of symbolic violence associated with teachers’ precariat
experiences, and how are these mechanisms reflected in teachers’ perceptions?

3. Through which mechanisms of consent is the precarization process internalized by
teachers legitimized via symbolic violence, and what resistance strategies do they
develop in response?

4. When evaluating the experiences of teachers with different employment statuses, in
which areas is symbolic violence most intensely experienced?

139



5. How can policy recommendations for the improvement and empowerment related
to teacher employment policies be developed?

Method

Journal of Qualitative Research in Education
Egitimde Nitel Arastirmalar Dergisi

Research Design

This qualitative study employed a case study design, an approach allowing in-depth
examination of complex phenomena in real-life contexts through “how” and “why”
questions, using multiple data sources to understand phenomena holistically (Baxter &
Jack, 2008; Debout, 2016; Creswell, 2017). Unlike narrative research, it emphasizes
contextual dynamics rather than individual life stories. The “case” was the perceptions of
precarization and symbolic violence among teachers in public (tenured, contracted, and
hourly-paid) and private schools in izmir, Turkiye. This design was chosen to analyze in-
depth how neoliberal education policies manifest in teachers’ experiences and reflect
symbolic violence mechanisms, thus addressing the study’s core aims. The perceptions
of teachers under varied employment conditions regarding these phenomena constitute
the central case, assumed to be linked to neoliberal practices and policies.

Participants

The participants were teachers from public and private schools in izmir's Gaziemir
District, a first-tier socioeconomically classified area (Ministry of Industry and
Technology, 2022). From 54 schools, 20 were selected, and 15 teachers were identified
using maximum variation sampling to capture a broad spectrum of experiences
concerning precarization and symbolic violence across diverse school contexts and
employment statuses (Creswell & Plano-Clark, 2011; Patton, 2002).

Table 1. Demographic information of the participants

Code Marital Teaching School Employment
Name Gender  Age Status Experience Type Stasus School Level
P-1 Female 22 Single 1 year Public Hourly-paid Middle School
P-2 Female 44 Married 23 years Public Tenured High School
(Expert)
P-3 Female 47 Married 8 years Public Hourly-paid Special Education
. . Vocational
P-4 Female 42 Married 15 years Public Tenured High School
. . Tenured .
P-5 Female 28 Married 5 years Public (Excess Staff Primary School
P-6 Female 30 Single 2 years Public Contracted Middle School
P-7 Female 31 Single 3 years Public Contracted High School
P-8 Female 29 Married 2 years Public Contracted Middle School
P-9 Male 40 Married 20 years Private High School
P-10 Male 41 Married 22 years Public Tenured Middle School
P-11 Female 37 Married 14 years Public Tenured High School
P-12 Male 26 Single 3 years Public Hourly-paid Primary School
P-13 Male 33 Married 10 years Private - Middle School
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P-14 Female 36 Married 13 years Private - High School
P-15 Female 30 Single 7 years Private - Middle School

All 15 teachers who participated in the research exhibit diversity in terms of school types
and employment statuses. Accordingly, 11 of the participants work in public schools; in
this group, five teachers are tenured (P-2, P-4, P-5, P-10, P-11), three are contracted (P-
6, P-7, P-8), and three have hourly-paid status (P-1, P-3, P-12). The other four
participants are teachers working in private schools (P-9, P-13, P-14, P-15). Gender
distribution consists of ten female and five male teachers. The participants’ ages range
from 22 to 47. In terms of marital status, ten teachers are married while five are single.
Their teaching experience varies between 1 and 23 years. School level distribution is as
follows: six teachers work at middle schools, six at high schools (including vocational),
two at primary schools, and one at a special education institution. This participant
diversity provided an opportunity to comparatively analyze the effects of neoliberal
education policies on teachers’ experiences in different institutional contexts and
employment statuses, considering variations in gender, seniority, school type, school
level, and employment conditions.

Data Collection Tools

The primary data collection tool was a semistructured teacher interview form, developed
to explore in-depth perceptions of precarization and symbolic violence. Initial draft
questions, based on an extensive literature review (neoliberalism in education, teacher
precarity, symbolic violence, autonomy, and working conditions), were revised in
accordance with feedback on clarity, relevance, and comprehensiveness from three field
experts (two in educational administration and one in sociology of education) and one
qualitative method consultant. A subsequent pilot study with four nonsample teachers
(one tenured, one contracted, one hourly-paid, and one private school teacher) tested
question comprehensibility, interview flow, and data generation effectiveness, leading to
minor wording and sequence adjustments. The final form contained 13 open-ended
main questions (e.g., “How do political and administrative expectations affect your
professional autonomy2”) and potential probes, designed to allow free expression while
addressing the research questions.

Researcher Role

The researcher, as the primary instrument for data collection and analysis (Patton, 2002),
acted primarily as a facilitator and active listener during interviews. Efforts focused on
building rapport and trust to encourage open sharing, by ensuring a comfortable
environment, clarifying research purposes, and reiterating confidentiality. Mindful of
potential biases from the literature and personal perspectives, the researcher maintained
a reflexive journal (Lincoln & Guba, 1985) and utilized the structured interview guide,
expert consultations, and peer debriefing with supervisors to mitigate these. The
researcher maintained an ethically responsible stance throughout the study, prioritizing
the well-being and rights of the participants.

141



ONLINE ///
Journal of Qualitative Research in Education

Egitimde Nitel Arastirmalar Dergisi

Data Collection Processes

After official permissions (MEB[MoNE].TT.2024.007771) and ethics committee approval
were obtained, school principals were contacted for permission to reach out to teachers.
Teachers meeting the maximum variation sampling criteria were then invited, provided
with an information sheet, and gave written informed consent. Face-to-face, individual,
semistructured interviews were conducted by the researcher during the 2024-2025
academic year at a time and place convenient for each participant, typically in a quiet
room at their school or a neutral location. Interviews, averaging 55 minutes (range 45-
70), were audio-recorded with consent. Detailed field notes captured context, nonverbal
cues, and researcher reflections to ensure data richness. Data collection ceased after the
12th interview upon observing thematic saturation, with three additional interviews
confirming this point and ensuring comprehensive understanding. Interview flexibility
allowed for follow-up questions and probes based on responses (Merriam, 2013).

Data Analysis

Interview recordings were transcribed verbatim by the researcher within 48 hours, with
field notes integrated for richer context. The data were analyzed using three-stage
inductive content analysis (Yildirrm & Simsek, 2013). Open coding involved line-by-line
assignment of initial codes to meaningful text segments after multiple readings. Axial
coding grouped similar codes into broader subcategories through comparative analysis.
Selective coding consolidated subcategories into overarching themes that interlinked the
structural and subjective dimensions of teachers’ experiences with precarization and
symbolic violence, directly addressing the research questions.

Coding procedures were carried out manually by the researcher using Word documents
for transcripts and Excel spreadsheets for organizing codes, categories, and themes.
Each code was recorded in a coding sheet, specifying the participant pseudonym, date,
and page/line number from the transcript for easy retrieval and verification. For
consistency, the code list and emerging categories were discussed and cross-checked by
two independent researchers, establishing over 90% intercoder agreement on a sample,
with disagreements resolved through discussion. The final thematic schemes were
validated by two field experts.

Credibility and Ethics

The study was performed in accordance with established principles for ensuring
trustworthiness in qualitative research (Lincoln & Guba, 1985). Credibility was enhanced
by fostering trusting relationships with the participants for genuine responses, expert
consultation for question clarity, and allowing free expression. Meticulous data handling
involved direct transcription and repeated coding. Dependability and confirmability were
supported by a consistent data collection approach (same semistructured guide) and
systematic, collaboratively analyzed data, with emerging themes discussed to reach a
consensus. The findings were interpreted within the study’s theoretical framework.

142



ONLINE ///
Journal of Qualitative Research in Education

Egitimde Nitel Arastirmalar Dergisi

Ethical considerations were paramount. The participants were fully informed about the
study’s purpose, procedures, voluntary nature, and confidentiality via an informed
consent form, from which signed consent (including for audio recording) was obtained.
The confidentiality of the participants’ identities and their schools was rigorously
maintained through the use of pseudonyms (e.g., P-1, P-2) in all research outputs, and
care was taken to ensure that no identifying details were decipherable in reported data.
All ethical principles were strictly followed before, during, and after the interviews to
prevent any harm to the participants and to uphold the integrity of the research process.

Findings

This section thematically analyzes teachers’ symbolic violence experiences linked to
precarization via Bourdieu’s framework. The findings reveal constrained professional
autonomy from invisible domination (institutional, administrative, audit, and social
factors) as external pressures and internalized norms. Neoliberal policies reportedly
weaken professional status, normalizing symbolic violence like exclusion from decisions,
persistent audits, and discriminatory practices. Five main themes emerged from these
experiences: (1) restriction of professional autonomy by political and administrative
expectations, (2) perception of audit mechanisms as symbolic violence, (3) teachers’
position in decision-making processes, (4) inequality in recognition and professional
development, and (5) erosion of teacher authority. Each theme is subsequently detailed
with supporting participant quotes.

1. Restriction of Professional Autonomy through Political and Administrative Expectations

The participants’ statements indicate that their professional autonomy is limited by
factors such as the political dependency of education policies and institutional hierarchy,
interfering with pedagogical decision-making. Within Bourdieu’s framework, this
pressure occurs through overt coercion and internalized norms.

Political interventions frequently limit professional autonomy. P-2 described the Ministry’s
political involvement: “Our Ministry of National Education is very involved in politics...
No lie. Unfortunately, this is the situation in our country.” P-6 noted the effect of
ideological orientations on pedagogical practices: “In this country, every year teachers
struggle with a different political wind, a different curriculum. Good teaching isn’t
expected of us, but good compliance is.” P-8 pointed to the political nature of frequent
educational changes: “So many changes happen... often political, not pedagogical.” P-
14, a private school teacher, highlighted externally imposed formats: “Every year a new
project is imposed. They say, ‘Teach according to this format,” as if we were robots. All
our years of experience are disregarded.” P-10 noted that even idealistic practices could
be labeled: “I teach my lesson the best way | can... But sometimes even with this
approach | can be accused of ‘taking sides.”” Conversely, some offered different
perspectives. P-11 found some top-down implementations helpful: “I mean, sometimes
implementations from above make our job easier. We shouldn’t criticize everything.” P-
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12 acknowledged political aspects but felt less affected: “Yes, political things happen,
but we still do our own work. Honestly, we aren’t much affected.”

Inequality in audit mechanisms also significantly impacts professional autonomy. P-3
highlighted nepotism favoring tenured teachers: “The administration can’t say anything
to a tenured teacher... Everyone already has an acquaintance in the Ministry; everyone
gets things done that way.” P-1 reported differential treatment for similar mistakes:
“When tenured teachers make a mistake, it’s [considered] a human error; when we do,
necessary procedures are initiated.” This sense of unequal treatment was underscored
by P-8, who reported that “some teachers are untouchable” and that nontenured
teachers often feel they “cannot cross an invisible line.” In contrast, P-4 attempts to
maintain autonomy by disregarding such pressures: “It doesn’t affect my professional
autonomy because | generally deliver my teaching without heeding these expectations.”
Regarding private schools, P-9 linked audits to job security: “I’'m in a private school; if a
parent complains, my job is at risk.” P-13 expressed a sense of commodification: “Our
sector is all about auditing anyway, like production in a factory.”

2. Perception of Audit Mechanisms as Symbolic Violence

Audit processes in education can be perceived as pressure and become instruments of
symbolic violence (Bourdieu & Passeron, 1977; 1990; 2015), operating through
internalized norms to limit autonomy.

2.1. Increased Audit Pressure on Insecure Teachers

Hourly-paid and insecurely employed teachers often face stricter audits. P-1 linked this
increased scrutiny directly to job insecurity and a form of consented control:

“If you are tenured, you will be working in the same school... next year. But | might be
thinking | won’t be here next year anyway... and consequently, the administrator might
be more inclined to audit more, wondering ’is this person doing their job properly...¢"”

This precarity was vividly expressed by P-7 (contracted public school): “Tenured ones are
comfortable. The principal doesn’t pick on them. But us?¢ Anything can happen at any
moment,” and P-9 (private school teacher): “While it’s uncertain if I’ll be here next year,
| weigh every word | say in case my behavior offends someone now.” The constant feeling
of scrutiny had tangible effects, as P-8 stated they “cannot start a lesson without checking
if someone is watching.” P-10 described the classroom as a sanctuary: “When | close the
door, another world begins. Inside, there are only me and my students.” However, P-11
offered a justification for systemic oversight: “I mean, frankly, it’s necessary for the system
to check. After all, this is a service provided to children.” In private schools, this pressure
manifested intensely. P-14 recounted experiences of direct intimidation:

“The administrator stands at the classroom door and listens to the lesson. Then they
shower you with feedback like ‘this part is missing, that part is faulty.” But they haven’t
been in a classroom to teach for 10 years. It’s not auditing; it’s intimidation.”
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P-15 highlighted multiple layers of evaluation: “As if curriculum changes weren’t enough,
the school also has its own quality standards. At the end of every term, they make students
fill out surveys. | don’t even know what to say.”

2.2. Inadequacy of Audits and Teachers’ Criticisms of Administration

Views on audit functioning varied, with some participants finding current audits
insufficient or ineffective. P-3 emphasized a need for more auditing in special education
due to student vulnerability: “The school where we work is very open to abuse... children
cannot express themselves. | think principals should audit more frequently.” P-2 also
preferred more administrative oversight, stating a lack of it increased pedagogical
burdens: “The school | currently work at is a bit relaxed in this regard. But | would have
preferred a bit more control.” P-7 noted that some colleagues might benefit from stricter
auditing: “Especially some colleagues, when the system gives them an empty space, they
stray from the line of teaching.” In private schools, P-9 argued auditing was necessary
for equitable workload distribution: “When there is no audit, responsibility is not
distributed equally.” However, P-15 critiqued the perceived superficiality of some audits:
“Nobody really knows what or how they are auditing... shortcomings they find are
forgotten the next day.”

2.3. Ideological/Individual Perception of Audits and Teacher Strategies

Teachers’ individual perceptions of audits varied, often linked to audit purposes and
school relationships. P-4 saw certain audits as necessary to prevent abuse: “Our
administration keeps us under audit in certain aspects, generally not regarding teaching
methods.” P-12 highlighted the subjective nature of some audits, influenced by personal
relationships: “how they see you is important. If you are not liked, you'll get caught in an
audit even if you’re good.” Some felt audit mechanisms were limited. P-5 found their
school’s observation process reasonable: “I find what my own administrator does to be
reasonable.” In response, teachers developed various strategies. P-6 described
engaging in self-auditing: “nobody interferes with them; they audit themselves anyway.”
P-8 prioritized student perception: “sometimes how the student looks at you is more
important than what the principal says.” P-9 developed internal standards against
arbitrary external ones: “they establish their own criteria; otherwise, those coming from
outside are always arbitrary.” P-13 expressed conditional acceptance of audits,
demanding fairness: “I am not afraid of audits, but | will not forgive one that is done with
a malicious purpose.”

3. Teachers’ Position in Decision-Making Processes

Decision-making processes critically affect teachers’ professional satisfaction, belonging,
and motivation. The participants reported varied inclusion levels, often facing exclusion
and unilateral administrative decisions, limiting their autonomy and positioning them as
“implementers.”
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3.1. Systematic Exclusion of Teachers from Decision-Making Processes

Most participants felt insufficiently included in decision-making by the school
administration. P-2 described the administration’s dismissive and threatening response
to objections: “When we objected in meetings, | was met with the sentence, ‘if you don’t
like something, request a transfer.” The assistant principal said it directly in front of 80
people.” P-7 stated the feeling of being merely informed: “Decisions are already made
in their minds; we are just informed.” This lack of voice was particularly emphasized by
P-9, a private school teacher: “We don’t even have a say at the class level. Especially
here, we have no right to speak at all.”

This exclusion was vividly expressed through metaphors: P-10 “felt like a guest rather
than a teacher”; P-6 perceived decision-making as an “administration monopoly” with
teachers as “just extras”; and P-8 found meetings “like theater because whatever they
suggest, what is to be done has already been determined.” P-12, an hourly-paid teacher,
highlighted the precarious position of voicing opinions: “When we express an opinion,
we are told we’re ‘talking too much,” and when we keep quiet, we're ‘indifferent’.” In
private schools, P-13 noted that administrators often prioritize external pressures: “When
administrators make decisions, they only look at parent satisfaction. No one takes the
teacher into account.” P-14 described tokenistic consultation: “In meetings, they start by
saying, ‘let’s get your ideas,” but the decisions have already been made... ‘The market
demands it.””

3.2. Participation in Decision-Making Processes Being Dependent on School Culture

Inclusion in decision-making, when it occurred, often remained symbolic.
P-1 questioned the impact of solicited opinions: “Especially if it’s something teachers can
also contribute to, they ask for their opinions. But of course, how much of it is actually
implemented?2” P-6 found these comments more frustrating than no consultation at all:
“They ask for our ideas, but then nothing changes. That's even worse.” P-15, a private
school teacher, offered a striking comparison highlighting power imbalances: “In
parent—teacher association meetings, parents have more say than we do... | felt like a
vendor in a marketplace.” However, some participants reported positive, collaborative
experiences. P-5 described a culture of shared decision-making: “decisions are entirely
made by the majority... We all choose together.” P-11 noted active participation and a
responsive administration: “I speak in all meetings, and our principal... tries his best to
implement what | suggest.”

4. Inequality in Recognition and Professional Development Processes

The visibility of teachers’ efforts and access to professional development significantly
affect their motivation and satisfaction. The participants reported systemic injustice in
recognition and unequal distribution of development opportunities.
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4.1. Unfair Distribution of Recognition and Discriminatory Attitudes of the Administration

Hourly-paid teachers frequently faced systematic exclusion from recognition.
P-1 expressed how their efforts are often unrecognized or viewed negatively: “I get
feedback like ‘you try so hard even though you are hourly-paid,” but sometimes ‘are you
going to save the world2’” P-3 confirmed this oversight: “everyone was given a certificate
from the MoNE, but there was nothing like that for hourly-paid teachers.” P-7 felt ignored
by the administration despite parental appreciation: “I teach most of the lesson, | receive
appreciation from parents, but the administration ignores me.” P-9 (private school) never
recalled even a verbal “‘well done.”” P-13 linked recognition to external metrics: “being
recognized depends on ‘how many parents you please’ and ‘how many students you help
pass exams.”” P-10, a tenured teacher, sarcastically stated they “have never seen a
certificate of appreciation.”

In contrast, P-12 adopted a self-reliant stance: “Frankly, | don’t expect recognition. | get
my reward from the students.” Favoritism was also prevalent. P-8 bluntly stated: “Those
close to the administration win. Relationships, more than success, determine recognition.”
P-6 elaborated on the predictability of such favoritism: “If an award is to be given, it's
already clear who will get it. No one notices the one who does their job quietly.” P-14
highlighted this in private schools: “The best teacher competition is held, but the winners
are always the same names... parent satisfaction... So, the popular one wins.” P-11,
however, offered a system-justifying perspective: “Projects bring schools to the forefront,
so the administration recognizes them. This is natural.”

4.2. Access Inequalities in Professional Development Opportunities

Significant inequalities in accessing noncompulsory professional development were also
reported. P-1 stated direct exclusion due to status: “Naturally, | was not included in these,
because | am an hourly-paid teacher.” P-3 echoed this, noting how they seek alternatives:
“These courses are available for tenured teachers. We try to develop ourselves in places
like public education centers.” P-9 described this exclusion as normalized in private
schools: “We are not even accepted into courses. This exclusion is like the norm now.”
The selection process was questioned by P-7, who perceived it as predetermined and
tokenistic: “Teachers who will receive training are predetermined by the administration;
selections are made for show.” P-5, however, reported accessible opportunities:
“Teachers can apply for and participate in all of these themselves.”

5. Erosion of Teacher Authority

Teachers’ authority, critical for healthy pedagogy, is weakening due to neoliberal policies
and societal changes (Apple, 2006a; Ball, 2003). The participants discussed challenges
to their authority and coping strategies. Within the symbolic violence framework, this
involves systematic weakening of the teacher’s position, with diminishing prestige
leading to increased questioning.
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5.1. Effect of Parent Attitudes on Student Behaviors

Parent attitudes were seen as major contributors to authority issues. P-1 explained the
foundational impact of parental respect on student behavior: “I think one of the biggest
reasons students overstep the boundaries of respect is the parents. If parents don’t respect
teachers, expecting it from the child may be very utopian.” P-14 illustrated heightened
expectations in private schools: “Parents constantly send messages on WhatsApp ‘Why
did you give my child 95 for the project?’ Even giving grades isn’t free anymore.” P-15
shared an experience of administrative siding with parents over professional judgment:
“The principal also said, ‘act according to the parent.” Now [ think twice before giving a
warning.” P-7 highlighted the direct impact of parental actions on classroom authority:
“Parents scold us in front of the child. What can | say to the student then2” P-6 noted a
different dynamic linked to parental indifference: “The more indifferent the parent, the
more relaxed the child.” P-8 described challenges to their professional role: “Someone
wanted their child to change classes... ‘the teacher was too rule-based.” Yes, because |
am a teacher.” P-13 observed a shift in parent-teacher dynamics: “There used to be
parent-teacher cooperation. Now it’s the parent versus the teacher.” However, P-11
offered an alternative view on parental influence: “It ultimately comes down to the
student; parents only influence them up to a point.”

5.2. Teachers’ Strategies to Maintain Authority

The participants described individual strategies to deal with authority violations.
P-2 focused on stepping back with parents: “I try not to react too much; never get into a
verbal altercation with a parent.” P-12 and P-6 emphasized establishing clear rules: they
“set clear rules from the beginning.” P-7 adapted their communication style to “survive”:
“I learned to speak firmly without being offensive. You can’t survive otherwise in this age.”
Silence was a reflective or stepping back tool for P-8: “Sometimes just listening is enough,”
and P-9: “If | react, things worsen. | keep quiet.”

5.3. Parents’ Selective Information Sharing and Teachers’ Sense of Exclusion

Parents’ selective communication reportedly led to exclusion for some teachers.
P-5 found this lack of information frustrating: “We are expected to know some things,
but information is not given. This is very wearing.” In contrast, P-3, a special education
teacher, relied on professional experience: “We already understand a child’s
psychological state. The parent doesn’t need to say anything.” P-8 tolerated such
situations by focusing on student relationships: “My bond with my student is more
precious.” P-4 acknowledged a reciprocal dynamic in communication: “I also have
parents with whom | have special communication.”

Results and Discussion

The findings obtained in the present research indicate that teachers in Turkiye face
significant limitations in their professional activities, particularly in pedagogical decision-
making, which often relegates them to being passive implementers of centrally
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determined curricula. This long-standing curtailment of teacher autonomy is a frequently
voiced problem in the Turkish literature (Canbolat, 2020; Celik et al., 2017; Colak &
Altinkurt, 2017; Ozaslan, 2015; Yirci, 2017). The top-down determination of
educational content and methods transforms teachers into technical implementers,
hindering the development of individual pedagogical competencies (Frostenson, 2015)
and negatively affecting professional satisfaction and innovation. Conversely, research
shows that greater autonomy fosters more creative, motivated, and effective teachers
(Ertirk, 2023; Evers et al., 2023; Kiemer et al., 2018; Worth & Van den Brande, 2020).
Bourdieu and Passeron’s (1977; 1990) concept of “symbolic violence” aptly explains
these implicit, internalized restrictions on teacher autonomy, where seemingly consented
political or bureaucratic interventions represent systematic control. This deprivation of
decision-making will, even without direct coercion, signify an implicit suppression of
professional freedom. Insufficient inclusion in decision-making not only reduces job
satisfaction but also impedes the development of student-sensitive teaching practices,
despite the literature emphasizing autonomy as fundamental to educational quality
(Akan & Ulag, 2023; Akgundiz et al., 2015; Darling-Hammond, 2000; Seferoglu,
2004; Uzom & Karsli, 2014). The Finnish example, where high teacher trust and initiative
yield positive outcomes (Chung, 2023; Erss, 2018; OECD, 2023; Sahlberg, 2010),
underscores that positioning teachers as pedagogical decision-makers enhances
satisfaction and educational quality. Thus, professional autonomy is a structural issue
impacting the education system’s efficiency, justice, and sustainability, especially in
centralized systems like Tirkiye where teacher exclusion suppresses initiative and
promotes uniformity.

Research data also reveal that teachers perceive audit and evaluation practices not as
support but as pressure mechanisms. Symbolic violence, as control through internalized
norms without direct coercion (Bourdieu & Passeron, 2015), is manifest in hierarchical
audit processes that establish invisible yet effective control, undermining pedagogical
autonomy. Recent Turkish qualitative studies corroborate this; Yildiz et al. (2021) found
that administrator and inspector attitudes in audits are perceived as pressure, with
teachers feeling that they are “tilting at windmills.” Similarly, Konal Memis and Korumaz
(2024) showed that project school teachers experience symbolic violence from multiple
actors, often consenting to this intensely felt pressure. Such audits lead to negative
outcomes like lost motivation, reduced self-efficacy, and diminished innovation.
Continuous quantitative performance measurement can sideline creative pedagogical
decisions, a situation not unique to Turkiye, as seen in analyses of Ofsted inspections in
England (Gallagher & Smith, 2018). Ball (2003) notes such systems force a “legitimate
pedagogical stance,” a form of symbolic violence. In Turkiye, guidance-oriented audits
often become punitive, with feedback focusing on deficiencies, transforming audits into
a “professional disciplinary tool.” This judgmental positioning creates latent tension,
suppressing classroom creativity. Audit processes should therefore be restructured to be
teacher-centered, developmental, and innovation-encouraging, rather than control-
oriented, to prevent ongoing negative impacts on teacher satisfaction and educational
quality.
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Another prominent finding is teachers’ extensive exclusion from decision-making at
school and policy levels. Especially in traditionally centralized schools, teachers’ opinions
are often not sought, positioning them as passive implementers, a situation known to
negatively affect professional satisfaction (Can & Ozan, 2020; Ulusoy et al., 2023). This
structural exclusion fosters dissatisfaction, conflict, and weakened institutional belonging,
undermining the principle of participation even within their own classrooms. The
literature highlights that such exclusion hinders innovation and professional development
(Ingersoll, 2003; Somech, 2002). Conversely, participatory school cultures, where
teachers are viewed as decision-makers, positively impact educational quality, job
satisfaction, and student achievement (Alanoglu, 2019; Demirtag & Alanoglu, 2015;
Farris, 2021; Ingersoll et al., 2017). International data, such as the OECD TALIS (2018)
survey, starkly illustrate Turkiye's limited teacher involvement in decision-making (4% vs.
42% OECD average) (OECD, 2019), reinforcing their role as duty-fulfillers rather than
strategic stakeholders (Erbiyik & Kéybagi Semin, 2024; OECD, 2011; TEDMEM, 2014;
Ulusoy et al., 2023; Yurdakul, Gur, Celik & Kurt, 2016). Even when teachers participate
in routine meetings, it is often a formality, lacking strategic impact, which can lead to
feelings of worthlessness and reduced commitment (Dorukoglu et al., 2023; Erdemli &
Kurum, 2021; Kamal & Kiral, 2023). Ignoring teachers’ valuable opinions limits the
system’s developmental potential, whereas participatory cultures enhance job
satisfaction and belonging, and create better learning environments (Aksay & Ural,
2008; Kasal et al., 2024; Somech & Bogler, 2002). Viewing teachers as pedagogical
visionaries, and not just technicians, is crucial for their satisfaction and overall
educational quality and sustainability.

The present research also reveals serious injustices in the recognition of teachers’ labor
and their access to professional development. When teachers’ efforts are not objectively
evaluated or recognized by management, motivation and commitment wane (Ada et al.,
2013; Gumustas & Gulbahar, 2022; Ertirk & Aydin, 2017; Ustu & Tumkaya, 2017) and
miscommunication can lead to errors (Atmaca, 2020). Administrative favoritism in
recognition undermines organizational justice and team equality (Okcu & Ucar, 2016),
reducing trust and solidarity, leaving some feeling “favored” and others “ignored.” This
inequality extends to professional development, with Turkish in-service training
programs long criticized as insufficient and misaligned with teachers’ actual needs
(Gencer et al., 2023; Ince vd., 2019; Ozdemir, 2021; TEDMEM, 2014). Teachers in
disadvantaged regions often have less access (Can, 2019), limiting their development
and preventing equal opportunity. Yirci (2017) aftributes these issues partly to the
system’s “status quoist” nature and misalignment of programs with field needs, noting
teachers’ desire for a supportive career system. While the Teacher Profession Law [OMK]
No. 7528 (2024) introduced career stages, it faces criticism for creating discrimination
and its examination-based structure negatively affecting motivation. The OMK's
hierarchical system may produce symbolic violence, overshadowing pedagogical
diversity, while its academy-based training’s cultural capital focus and norm-based
evaluations can disadvantage teachers and weaken organizational justice, negatively
impacting motivation and satisfaction.
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This perceived injustice in development and reward processes detrimentally affects
individual motivation, job performance, and school culture, with damaged
organizational justice weakening institutional commitment and job satisfaction (Okgu &
Ucar, 2016). In contrast, countries in which teaching is highly regarded see more willing
participation in professional development (Dolton et al., 2018), demonstrating a direct
link between professional growth, appreciation, and equal opportunities. A system that
makes individual contributions visible and equitably distributes development
opportunities positively impacts educator satisfaction, student achievement, and system
sustainability. Thus, restructuring recognition and development processes based on
equality and inclusivity is essential.

Finally, the data provide strong evidence for the erosion of the teaching profession’s
societal standing and weakening teacher authority, consistent with concerns raised by
Apple (2006a) and Ball (2003). The participants reported difficulties maintaining
classroom discipline and authority in student—parent interactions, a situation supported
by empirical findings linking declining prestige to negative parental attitudes and
damaging media discourse (Bozkurt & Kutlu, 2021). Public portrayals devalue
professional identity, while “customer-centric” parental expectations sometimes escalate
into violence (Bayindir, 2024; Cimen & Karadag, 2019), often linked to socioeconomic
factors but severely impacting teacher authority and motivation (Atmaca & Ontas, 2014).
Teachers also face psychological violence and devaluation from various actors (Yener,
2023), making it difficult to feel valued. Furthermore, the proliferation of digital
information has undermined the teacher’s role as the “sole authority” (Cetinkaya et al.,
2025; Fitria & Suminah, 2020), as students are more inclined to question. While
pedagogically potent, this can decrease respect and increase discipline issues. This
aligns with neoliberal shifts positioning teachers as “service providers” and parents as
“customers” (Apple, 2006a; 2006b), eroding historical prestige. Multifaceted
interventions (economic, cultural, and symbolic) are needed to strengthen teacher status,
as high teacher prestige correlates with educational quality and commitment (Dolton et
al., 2018).

In conclusion, the findings point to multidimensional problems concerning teachers’
professional position. Lack of autonomy relegates them to technicians, oppressive audits
damage dignity and stifle innovation, exclusion from decision-making reduces
motivation, and injustices in recognition and development can alienate even dedicated
teachers. Declining respect and authority further complicate their roles. Collectively,
these issues signify a weakening of the teaching profession’s professional status, risking
teacher alienation due to structural and cultural barriers, demonstrating how power
relations and policies can operate to their detriment. While Giroux (1988) advocates for
teachers as “intellectual professionals,” current conditions often compel passive role
fulfillment. Bourdieu’s concept of symbolic violence is explanatory for the invisible
pressures faced. The research confirms the unbreakable link between educational quality
and teachers’ professional status. Empowering teachers is critical not only for protecting
their rights but also for ensuring student success and overall educational quality. Thus,
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improving teacher status and centering them in decision-making processes are key to
educational transformation.

Limitations of the Study

The present study is derived from the first author’s doctoral dissertation, which was
conducted at Eskisehir Osmangazi University under the supervision of the second author
and explored the themes of neoliberalism, precarity, and symbolic violence through
three-dimensional semistructured interviews with teachers. To achieve a detailed and in-
depth examination for this article, its scope was narrowed to focus solely on findings
related to the “symbolic violence” dimension. Consequently, the dimensions of
neoliberalism and precarity, while evaluated in the full dissertation, are partially excluded
here. Therefore, the findings should be interpreted within its focused theme of symbolic
violence, acknowledging that they represent one aspect of a more extensive dataset.

Recommendations

Based on the research findings, it is recommended that teachers’ professional autonomy
be increased, audit and evaluation processes be made guidance-oriented, teacher
participation in decision-making mechanisms be ensured, fair recognition and incentive
systems be established, professional development and career opportunities be improved,
and initiatives aimed at enhancing the status of the teaching profession be implemented.
These steps will increase teachers’ professional motivation and job satisfaction, thereby
preparing the ground for students to receive a higher quality education. Lasting
improvement in the education system will be possible through a transformation in which
the teacher is centralized and empowered. Therefore, policymakers and school leaders
should see teachers as solution partners rather than engaging in power struggles with
them and should demonstrate determination to take the steps mentioned above. In this
way, the societal prestige of the teaching profession will be re-established, and
educational environments will become more productive for both teachers and students.
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Genisletilmis Torkge Ozet

Neoliberal politikalarin son otuz yillda egitim sistemlerini piyasa dinamiklerine gére
yeniden sekillendirmesi (Davies & Bansel, 2007; Hursh, 2007), égretmenlik meslegini
derinden etkilemigtir. Rekabet, performans 8lcimi ve niceliksel ciktilara odaklanan
ydnetisim bicimleri (Evans vd., 1996; Apple, 2015), 6gretmenleri degerleri dUsiUrilerek
baski altina alinan bir emek kategorisine dénUstirmustur. Bu streg, ¢calisma kosullarinin
esneklesmesi ve giUvencesizlesmesiyle karakterize olan prekaryanin (Standing, 2011)
egitim alaninda da yayginlasmasina zemin hazirlamistir. Ogretmenler, mesleki kimlik
erozyonu ve sosyo-duygusal kirlganhklarla (Connell, 2013; Standing, 2014) karsi
karsiya kalmigtir. Torkiye’de de 1980'lerden itibaren benzer bir dénisim yasanmis,
bzellegtirme ve piyasalagsma hiz kazanmig (Basaran vd., 2024), egitimin kamusal niteligi
zayiflamigtir (Aslan, 2014; Kartal, 2020). Artan givencesiz istihdam bicimleri (Dag,
2020; Guvercin, 2014; Kablay, 2012) 6gretmenler arasinda prekaryalagsmayr artirmis,
bu durum mesleki stattlerini ve calisma kosullarini olumsuz etkilemistir (Buckworth,
2018).

Bu neoliberal etkiler, Bourdieu’'nin (Bourdieu & Nice, 1998; Bourdieu & Passeron, 1977;
1990; 2015) “simgesel siddet” kavramiyla analiz edilebilir. Simgesel siddet, egemen
degerlerin icsellestirilmis kabulUyle isleyen bir tahakkim bigimidir ve egitim kurumlari
bu normlarin yeniden Gretiminde rol oynar (Apple, 2015). Ogretmenlerin mesleki
dzerkliklerinin piyasa kriterleriyle degerlendirilmesi (Brown, 2003; Bourdieu, 1986),
onlarin bu durumu sorgusuzca kabullenmelerine yol acan bir riza Gretebilir (Freire,
2005; 2014). Alanyazinda, &gretmenlerin  deneyimledigi simgesel siddet ve
prekaryalagsma sireglerinin kesisimi yeterince incelenmemistir (Scott, 2012; Gonzdlez,
2015). Bu calisma, bu bosluga odaklanarak, neoliberal politikalarin égretmenlik
meslegi Uzerindeki etkilerini prekarya perspektifi ve simgesel siddet kavramlaryla,
égretmen deneyimleri Uzerinden anlamayr amaglamaktadir. Temel aragtirma sorusu,
dgretmenlerin prekaryalagirken bu durumu nasil igsellestirdikleridir. Calisma, mevcut
duruma elestirel bir bakig sunmayi ve 6gretmen istihdam politikalarinin iyilegtiriimesine
katkida bulunmayi hedeflemektedir (Reygadas, 2015; Standing, 2011; Dag, 2020;
Kiling vd., 2018). Arastirma, neoliberal dizenin 6gretmenleri prekaryalastirirken bu
sUreci simgesel siddetle mesrulagtirdigini ve bu mekanizmalarin égretmen anlatilariyla
nasil ortaya kondugunu incelemektedir.

Bu nitel arastirma, karmagik olgulari gercek yasam baglamlarinda derinlemesine
incelemeye olanak taniyan durum calismasi deseniyle (Baxter & Jack, 2008; Creswell,
2017) yorotolmostor. Arastirilan durum, izmir Gaziemir'deki kamu (kadrolu, sézlesmeli,
Ucretli) ve ozel okul égretmenlerinin prekaryalosma ve simgesel siddet algilandir.
Katihmeilar, sosyo-ekonomik gelismislik endeksine gére birinci kademede yer alan
(Sanayi ve Teknoloji Bakanhgi, 2022) bu ilgeden, maksimum cesitlilik érneklemesiyle
(Creswell & Plano Clark, 2011; Patton, 2002) secilen 15 6gretmenden (11 kamu, 4 6zel)
olusmaktadir. Veriler, ilgili alanyazin ve uzman goérusleriyle gelistirilip pilot uygulamasi
yapilan 13 ack uglu soruluk yari yapilandirilmig gérigme formuyla toplanmigtr.
Arastirmaci, veri toplama ve analizde birincil ara¢ rolini Ustlenmis (Patton, 2002),
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yansitici gunltk tutmus ve uzman géruslerinden yararlanmugtir (Lincoln & Guba, 1985).
Gerekli resmi ve etik kurul izinleri alindiktan sonra, 2024-2025 egitim yilinda yapilan ve
ortalama 55 dakika siren goérismeler ses kaydina alinmig, ayrica alan notlar
tutulmustur. Tematik doygunluga (Creswell, 2013) ulagildiktan sonra veri toplama
sonlandinlmigtir. Veriler, ¢ asamali tGmevarimsal icerik analiziyle (Yildirm & Simsek,
2013) manuel olarak analiz edilmis, kodlayicilar arasi givenirlik %90"in Gzerinde
saglanmis ve temalar uzman gérigleriyle son haline getirilmistir.  Arastirmanin
guvenirligi icin Uye kontrolU, uzman degerlendirmesi, ayrintili betimleme ve yansiticilik
gibi stratejiler (Lincoln & Guba, 1985) kullanilmis; bilgilendirilmis onam, gizlilik ve
anonimlik gibi etik ilkelere titizlikle uyulmustur.

Arastirmada, 6gretmenlerin prekaryalagsma ve simgesel siddet deneyimleri bes ana tema
altinda toplanmigtir: (1) politik ve idari beklentilerle mesleki 6zerkligin kisittanmasi, (2)
denetim mekanizmalarinin  simgesel siddet olarak algilanmasi, (3) karar alma
sUreglerinde &gretmenlerin konumu, (4) takdir ve mesleki gelisimde esitsizlik, (5)
dégretmen otoritesinin erozyonu. Mesleki 6zerkligin kisitlanmasi temasinda, 6gretmenler
e§itim politikalarinin siyasi yonelimleri, merkeziyetci uygulamalar ve kurumsal hiyerarsi
nedeniyle pedagojik karar alma sireclerinde sinirli kaldiklarini belirtmiglerdir. Bu durum,
Bourdieu’'nin simgesel siddet kavramiyla uyumlu olarak, igsellestirilmis bir kabulle
sonuglanabilmektedir. Denetim mekanizmalarinin simgesel siddet olarak algilanmasi
temasinda, 6zellikle glvencesiz 6gretmenlerin daha yogun bir denetim baskisi hissettigi,
denetimlerin gelisimden ziyade kontrol ve gézda§i aracina dénisebildigi, ancak bazi
dégretmenlerin de yetersiz veya gdstermelik denetimden sikéyet¢i oldugu gorGlmustir.
Ogretmenlerin karar alma sireclerindeki konumu incelendiginde, cogunlukla sireclere
dahil edilmedikleri, katihmin sembolik kaldigi ve kendilerini “misafir” ya da “figiran”
gibi hissettikleri ortaya cikmistir. Ozel okullarda veli memnuniyeti ve piyasa talepleri bu
dislanmayi pekistirmektedir. Takdir ve mesleki gelisimde esitsizlik temasi altinda,
dgretmenlerin cabalarinin yeterince gérulmedigi, takdirde kayirmacilik yapildigi ve
dzellikle glvencesiz dgretmenlerin mesleki gelisim firsatlarindan diglandigi bulgulari 6ne
ctkmigtir. Son olarak, 6gretmen otoritesinin erozyonu temasinda, veli tutumlarinin
ogrenci davraniglar GUzerindeki olumsuz etkisi, 6gretmenlerin mesleki yargilarinin
sorgulanmasi ve "muUsteri odakl" taleplerle karsilasmalari 8gretmen otoritesini zayiflatan
temel unsurlar olarak belirlenmistir. Bu baskilar karsisinda égretmenler cesitli bireysel
basa ¢ikma stratejileri gelistirmektedir. Tum bu temalar, &gretmenlerin neoliberal
politikalar ve guvencesizlesmeyle birlikte mesleklerinde yasadiklari simgesel siddetin
farkl veghelerini yansitmaktadir.

Bu aragtirmanin bulgulari, Tirkiye’deki égretmenlerin neoliberal politikalarin etkisiyle
mesleki 6zerkliklerinin ciddi sekilde kisitlandigini, denetim sureclerini baski ve simgesel
siddet olarak algiladiklarini, karar alma mekanizmalarindan diglandiklarini, takdir ve
mesleki gelisimde adaletsizlikler yasadiklarini ve &gretmen otoritesinin agindigini
gostermektedir. Bu deneyimler, &gretmenlik mesledinin  profesyonel statisinin
zayiflamasina ve 6gretmenlerin mesleklerine yabancilagmasina yol agmaktadir. Bulgular,
Bourdieu’'nin simgesel siddet kavraminin (Bourdieu & Passeron, 1977; 1990; 2015),
dégretmenlerin maruz kaldigi bu gérinmez baskilari ve bunlara gésterdikleri rizayi
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anlamada 8nemli bir cerceve sundugunu teyit etmektedir. Ogretmenlerin edilgen
uygulayicilara indirgenmesi (Canbolat, 2020; Frostenson, 2015), egitim kalitesini
olumsuz etkileyen bir durumdur (Darling-Hammond, 2000). Baskici denetimler (Yildiz
vd., 2021; Ball, 2003), karar alma sureglerinden diglanma (OECD, 2019; Ulusoy vd.,
2023) ve takdirde adaletsizlik (Okgu & Ucgar, 2016; Yirci, 2017), 63gretmen
motivasyonunu diusirmektedir. Otorite erozyonu ise (Apple, 2006a; Bozkurt & Kutlu,
2021), egitimin piyasalagmasinin bir sonucudur.

Sonu¢ olarak, égretmenlerin mesleki konumlarini ve dolayisiyla egitimin niteligini
gUclendirmek icin yapisal ve kultirel dénUsimlere ihtiyag vardir. Giroux'nun (1988)
vurguladig gibi, dgretmenler “entelektiel profesyoneller” olarak egitimde séz sahibi
olmalidir. Bu dogrultuda, &égretmenlerin mesleki 6zerkliklerinin artirilmasi, denetim
sUreglerinin rehberlik odakli hale getirilmesi, karar alma mekanizmalarina etkin
katihmlarinin = saglanmasi, adil takdir sistemlerinin  kurulmasi, mesleki gelisim
olanaklarinin esitlik¢i bir temelde iyilestiriimesi ve 6gretmenlik mesleginin toplumsal
statGsinUn yUkseltilmesi 6nerilmektedir. Politika yapicilar ve okul liderleri, 6gretmenleri
¢6zUm ortadi olarak gérerek bu adimlari atmalidir. Bu sayede, 6gretmenlik mesleginin
sayginhgi yeniden tesis edilebilir ve egitim ortamlari daha Uretken hale getirilebilir.
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Introduction

Emotions are an indispensable part of foreign language teaching (henceforth FLT) since
the manner in which both students and their teachers handle emotions can have an
impact on the quality of education that students receive, ultimately affecting their social,
emotional, and cognitive growth and development over time. It can be asserted that, for
about forty years, investigations of emotions have predominantly centered on negative
emotions, specifically language learning anxiety, as noted by Daubney, Dewaele, and
Gkonou (2017). Although there exists a plethora of studies focusing on language
learners' emotions, the investigation of particular, distinct emotions felt by teachers, e.g.
enjoyment, anger, or anxiety, has not been extensively studied (Frenzel, 2014). Currently,
there is insufficient research on the stages of emotions that teachers commonly report
experiencing in the course of FLT (Frenzel et al., 2016). There is a common view among
researchers that emotions are an essential aspect of both teaching and being a teacher
(Pekrun & Linnenbrink-Garcia, 2014). In fact, teaching is fundamentally driven by
emotions (Hargreaves, 1998).

Frenzel et al. (2020) stated that the term "teacher emotions" refers to the emotions
teachers go through while carrying out their professional responsibilities. Since teachers
engage with various groups, including students, colleagues, superiors, and parents, their
emotions are socially constructed and personally experienced (Schutz et al., 2006). Wu
and Chen (2018) further demonstrated that teacher emotions are linked to the teachers'
personal characteristics and teaching methods, their relationships with students. Another
contributing factor is out-of-class communication, which enables teachers to observe the
long-term impact of their teaching through ongoing contact with students. This sustained
connection can foster a sense of fulfillment as teachers witness their students' continued
achievements and progress, thereby further enhancing FLTE, which is shaped by context-
specific variables such as institutional requirements, workplace interactions, and policy
revisions. As a consequence, teacher emotions have a prominent impact on
shareholders in the journey of language teaching and learning. Frenzel et al. (2021)
highlighted that despite the significant influence of teacher emotions on both the teachers
themselves and their students, there has been a lack of focus on the specific emotions
experienced by teachers. Therefore, expanding the understanding of emotions felt within
the context of FLT is a valuable endeavor.

The majority of prior research on emotions in the context of FLT has primarily focused
on negative emotions, with less attention given to positive ones (Arnold, 2011). However,
over the past decade, there has been an increased emphasis on examining positive
emotions, specifically enjoyment, which can be defined as "a complex emotion,
capturing interacting dimensions of the challenge and perceived ability that reflects the
human drive for success in the face of difficult tasks" (Deweale & Maclntyre, 2016, p.
216). In other words, it can be interpreted as a positive emotion that assists language
users in overcoming negative emotional responses by enhancing their ability to adapt
and persevere during the language learning process. Following the increase in the
positive movement, known as a "positive renaissance" in psychology and "positive turn"
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(Dewaele & Li, 2018) or "affective turn" (Macintyre & Mercer, 2014) in the EFL field, new
practical dimensions and applications have emerged (Maclntyre, 2016). Among a range
of positive emotions, enjoyment plays a crucial role in academic achievement,
particularly in the foreign language classroom. Despite an increasing focus on
investigating foreign language enjoyment among students in recent years, limited

attention has been paid to this emotion from the perspective of language teachers
(Dewaele et al., 2018; Dewaele et al., 2019; Piechurska-Kuciel, 2017).

Research Aim

It is disappointing that there is limited information about foreign language enjoyment
from the perspective of foreign language teachers, considering their crucial role in the
language learning process. Therefore, this research aims to explore the experience of
foreign language enjoyment among foreign language teachers. Given the recent
increase in interest in this area, investigating enjoyment can provide valuable insights
into the emotions of language teachers, which are an integral part of the system that
affects student emotions, cognition, and behavior (Frenzel et al., 2021) as well as the
quality of the language learning process. Likewise, in response to Mercer's (2016) call
for "a little more of a teacher-centered approach in the field" (p. 214), the current study
was designed.

Accordingly, the following research questions were formulated:

1. What might be the possible sources of FLTE for EFL teachers while teaching English at
different educational stages: primary school, secondary school, high school, and
university?

2. What might be the common possible sources of FLTE regarding teacher-, student-,
and teaching practice-related factors?

Method

Research Design

Qualitative research was chosen for its flexibility and adaptability in exploring FLTE
sources, allowing for a comprehensive understanding through rich data generation
(Cresswell & Cresswell, 2018). Among qualitative research designs, this study employed
focus group interviews as the research method since they enable detailed discussions
among participants with a common interest. This method proved suitable for identifying
perceptions, opinions, and attitudes, providing insights into group dynamics and
interactions (Krueger, 2014). The preference for focus group interviews was also driven
by their cost-effectiveness and interactive nature. The meticulous execution of the focus
group interview followed the recommended steps by Krueger and Casey (2015):
planning, developing questions, recruiting, moderating, and analyzing.

Participants
A multi-stage recruitment procedure using convenience sampling, where participants are
selected based on ease of access and availability, was implemented (Cresswell &
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Cresswell, 2018). In-service English language teachers were recruited from graduates of
the English Language Department at Ondokuz Mayis University, ensuring their familiarity
with one another to facilitate focused group interviews. Nine participants, seven females
and two males, with diverse teaching levels, including primary, secondary, high school,
and university stages, were recruited. Their average age was 29, and their teaching
experience ranged from 3 to 33 years. Participant identities remained confidential,
coded as T1 to T9, to ensure anonymity in the research.

Data Collection Tools

A flexible semi-structured interview format, featuring open-ended questions and follow-
up probes, was employed to gather data in a comfortable and natural manner while
ensuring consistency across interviews (Creswell & Cresswell, 2017). The interview form
was developed in accordance with the research objectives and relevant literature.
Additionally, expert opinions from four field specialists were obtained to ensure the clarity,
relevance, and comprehensiveness of the questions. Based on their feedback, necessary
revisions were made meticulously. The interviewer prepared a list of open-ended
questions but retained the freedom to explore emerging topics during the inferview,
facilitating a deeper exploration of participants' experiences, perspectives, and beliefs
while ensuring coverage of key topics.

Data Collection and Analysis

Participants were briefed about the aim of the research and their consent was taken to
record the online focus group interviews. Demographic questions were answered,
followed by participants sharing enjoyable moments from their Foreign Language
Teaching (FLT) experiences. Semi-structured interview questions were then tailored based
on their responses. Each focus group interview lasted approximately 60 minutes, and
data collection continued until thematic saturation was reached, ensuring that no new
significant themes emerged. The qualitative data, transcribed for analysis, underwent
multiple coding rounds using MAXQDA22 plus software. To ensure consistency, intra-
coder rounds were performed, and another researcher was involved in inter-coder
consistency checks, aligning with recommendations for unbiased results (Mierzwa, 2019;
Revesz, 2011). An inter-coder agreement rate of 88% was achieved, indicating a high
level of reliability. This level aligns with the standards suggested by Miles and Huberman
(1994), who regard 85% and above as strong agreement. Discrepancies were discussed
and resolved through consensus.

Findings
The findings of the study were aligned with the research inquiries.

RQ 1: What might be the possible sources of FLTE for EFL teachers while teaching English
at different educational stages: primary school, secondary school, high school, and
university?¢
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Regarding the first research question, the data extracted from interviews with educators
were coded regarding four different educational stages—primary school, secondary
school, high school, and university—and three sets of variables as teacher-, student-,
and teaching practice-related factors. The analysis revealed that there are both common
and stage-specific sources of FLTE, depending on the educational level at which
participants teach English courses.

To start with the first educational stage, primary school EFL teachers' FLTE was found to

be predicted by sixteen factors present in the teaching process.

Figure 1.
Single Case Model (Code Hierarchy) of Possible FLTE Affecting Factors for Primary School EFL Teachers
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As shown in Figure 1, four were teacher-related, seven were student-related, and the
remaining five were related to teaching practices in EFL classrooms.

An examination of the teacher-related factors revealed that teachers' moods, teachers'
aftitudes towards students, teachers' emotional relationships with students, and lastly,

teachers' readiness to offer EFL courses were identified as key teacher-related sources of
FLTE.

With regard to the student-related factors, the following were identified as determining
sources of FLTE: students' achievements, out-of-class communication, students'
willingness to communicate, students' readiness, students' age group, students' interest,
and lastly, students' proper background knowledge.
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Continuing with the second educational stage, secondary school EFL teachers' FLTE was
found to be predicted by sixteen factors present in the process of teaching.

Figure 2.
Single Case Model (Code Hierarchy) of Possible FLTE Affecting Factors for Secondary School EFL Teachers
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As presented in Figure 2, four were teacher-related, five were student-related, and the
remaining seven were related to teaching practices in EFL classrooms.

Regarding the teacher-related factors, teachers' willingness to communicate, teachers'
readiness, teacher recognition, and having a common sense of humor with students

were identified as effective factors for FLTE.

The student-related factors included students' enjoyment, students' attitudes towards
English, students' achievements, students' attendance, and lastly, students' proper

background knowledge.

The teaching practice-related factors were identified as follows: having proper materials
in the classroom, familiarity with the course subject, a flexible curriculum, out-of-class
communication, adopting a technology-enhanced language teaching approach,
adopting a collaborative teaching approach, and culture teaching.
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Continuing with the third stage, high school EFL teachers' FLTE was found to be predicted
by seven factors.

Figure 3.

Single Case Model (Code Hierarchy) of Possible FLTE Affecting Factors for High School EFL Teachers

HIGHSCHOOL POSSIBLE FLTE SOURCES
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As presented in Figure 3, two were teacher-related, three were student-related, and the
remaining two were related to teaching practices in EFL classrooms.

Starting with the teacher-related factors, teachers' mood and teachers' readiness were
found to affect FLTE. The student-related factors comprised students' interests, students'
attendance and students' achievements. Lastly, the teaching practice-related factors
included adopting a technology-enhanced language teaching approach and a friendly
classroom atmosphere.

The last educational stage examined in the present study was university.
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Figure 4.
Single Case Model (Code Hierarchy) of Possible FLTE Affecting Factors for University EFL Instructors
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As presented in Figure 4, university EFL instructors' FLTE was found to be predicted by
seven factors: three were teacher-related, two were student-related, and the remaining
two were related to teaching practices in EFL classrooms.

The teacher-related factors included teachers' readiness, teachers' attitudes toward
students, and having a common sense of humor with students. Students' attendance and
students' positive feedback were identified as the student-related factors. Lastly, the
teaching practice-related factors included classroom interaction and a friendly classroom
atmosphere.

Appendix 1 presents a comparison of FLTE sources across educational stages,
categorized by teacher-related, student-related, and teaching practice-related factors.

RQ 2: What might be the common possible sources of FLTE regarding teacher-, student-,
and teaching practice-related factors?
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Figure 5.
Common Teacher-Related Sources of FLTE
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As shown in Figure 5, starting with common teacher-related sources, teacher readiness
was identified as an FLTE-enhancing factor across all educational stages, while having
a common sense of humor was noted in both secondary and university education.
However, teachers' attitudes toward students were common in both primary and
university education. Notably, teacher readiness emerged as a common FLTE-enhancing
factor across all four educational stages.

Figure 6.
Common Student-Related Sources of FLTE
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Analysis of common student-related sources showed that course attendance was a key
determinant of educators' FLTE across all educational stages. Students' interest emerged
as a shared FLTE-enhancing source in primary and high school education, while
students' achievement was found to affect FLTE in primary and secondary education
positively. Furthermore, receiving students' positive feedback was a common FLTE-
enhancing factor for both primary school teachers and university instructors. Another
crucial factor, students' interest, was consistently observed in both primary and high
school settings, emphasizing its significance across different age groups. Additionally,
students' achievement was identified as a factor that positively influenced teaching
enjoyment in primary and secondary education.

Figure 7.
Common Teaching Practice-Related Sources of FLTE
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Under this category, adopting a technology-enhanced language teaching approach was
revealed as a common source for primary, secondary, and high school teachers.
Moreover, adopting a flexible curriculum was observed as an FLTE-enhancing factor for
both primary and secondary school teachers. Likewise, a friendly classroom atmosphere
was regarded as an FLTE-enhancing factor by high school teachers and university
instructors.

Results and Discussion

The present study discussed the increased focus on positive emotions, particularly
enjoyment, in language teaching and aimed to explore the experience of foreign
language enjoyment among foreign language teachers. A qualitative research
methodology based on a semi-structured focus group interview was used to gain a
thorough understanding of FLTE sources. Three sets of variables were considered,
including teacher-, student-, and teaching practice-related factors. The study identified
both common and distinct sources of FLTE at each educational stage. The data analysis
and subsequent discussion were carried out by furnishing references from the existing
literature.
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Initially, the FLTE sources of primary school teachers were categorized into three groups:
teacher-related, student-related, and teaching practice-related factors. The teacher-
related FLTE factors included teachers' moods, teachers' attitudes, teachers' emotional
relationships with students, and teachers' readiness. Teachers' mood, defined as
teachers' well-being, one of the three constructs of FLTE by Proietti Ergin and Dewaele
(2021), can create a positive and joyful classroom atmosphere that enhances FLTE.
Furthermore, teachers' attitudes were identified as an FLTE-enhancing factor, possibly
because the way teachers approach and interact with their students plays a vital role in
shaping the overall classroom environment and dynamics. Consequently, a positive
atmosphere is expected to emerge, fostering constructive teacher-student relationships.
This, in turn, might contribute to the overall enjoyment experienced by teachers. T2
emphasized that receiving expressions of affection and appreciation from primary school
students brings joy. Such emotional relationships between teachers and students might
foster a sense of belonging and enthusiasm, which positively impacts work engagement
and, ultimately, FLTE. The relationship between work engagement and FLTE was also
highlighted in the research of Fathi and Naderi (2022) and Xiao et al. (2022) on teaching
engagement and teaching enjoyment.

Additionally, teacher readiness emerged as a significant factor influencing FLTE. T1
emphasized the importance of being ready to implement contingency plans when
necessary. This aligns with Wu and Chen's (2018) study, which found that the workplace
environment affects teacher emotions, particularly for those working in village schools,
where access to certain teaching faciliies may be limited. Accordingly, it may be
suggested that being ready may enhance teachers' sense of control and reduce anxiety
associated with uncertainties. As a consequence, teachers can focus on offering
instructions to foster a more focused, responsive, and productive learning environment
instead of worrying about potential challenges.

Student-related factors comprised students' achievements, out-of-class communication,
students' willingness to communicate, students' readiness, students' interest, students' age
group and students' proper background knowledge. The emergence of students'
achievement as an FLTE-enhancing factor might be attributed to the satisfaction teachers
experience when witnessing their students' progress. Observing learners successfully
apply acquired knowledge can be deeply rewarding, as it validates the teacher's efforts
and affirms the effectiveness of their teaching. Similarly, Frenzel (2014) also put forward
that the level of enjoyment a teacher experiences in the classroom is influenced by their
evaluation of how well their teaching obijectives align with their students' actions, which
is inferpreted as a sign of student achievement. Another contributing factor is out-of-
class communication, which enables teachers to observe the long-term impact of their
teaching through ongoing contact with students. This sustained connection can foster a
sense of fulfillment as teachers witness their students' continued achievements and
progress, thereby further enhancing FLTE. As supported by Zhang (2023), positive
teacher-student relationships and supportive classroom environments enhance teachers'
resilience and well-being, which in turn positively affect FLTE.
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Regarding teaching practice-related factors, doing hands-on activities, flexible class
hours, flexible curriculum, receiving positive feedback from students, and adopting
technology-enhanced language teaching were highlighted as noteworthy factors that
contribute to FLTE. In light of the fact that positive feedback brings a sense of joy to
teachers and serves as a powerful motivator, students' appreciation of their teachers'
efforts may create a cycle that fuels teachers’ FLTE. Adopting technology-enhanced
teaching approaches was recognized as facilitating FLTE because students' intention to
use technology is expected to enhance the teaching experience.

Continuing with secondary school teachers' FLTE sources, the teacher-related factors
included teachers' willingness to communicate, teachers' readiness, teacher recognition
and having a common sense of humor with students. The willingness of teachers to
communicate openly and engage with their students is likely to foster a positive and
interactive learning atmosphere, which in turn enhances teaching enjoyment. Zhang
(2023) emphasizes that such emotionally supportive environments play a critical role in
strengthening teacher resilience and well-being—two elements that directly contribute to
heightened FLTE. Furthermore, teachers' readiness, marked by thorough planning and
the possession of essential instructional skills, is expected to create a productive and
focused learning context that facilitates effective language acquisition. This aligns with
Zhang's (2023) findings that teacher preparedness is an essential element in promoting
emotional well-being and sustaining enjoyment in language instruction. Additionally, the
recognition of teachers' efforts and professional value has been shown to positively
influence their motivation and satisfaction levels, ultimately improving instructional
quality and reinforcing a sustained sense of fulfillment in the language teaching
profession.

With regard to student-related factors, students' enjoyment, achievements, attendance,
aftitudes towards English, and proper background knowledge were identified.
Correspondingly, it can be observed that students' enjoyment of language learning holds
a notable sway. Students' enthusiasm and active participation contribute to cultivating a
positive and engaging classroom atmosphere, effectively fostering the joy that teachers
derive from their instructional roles. Positive attitudes towards English seem not only to
shape an environment receptive to learning but also play a pivotal role in elevating
teachers' satisfaction with the delivery of language instruction, establishing a mutually
beneficial cycle of positivity within the classroom setting. Furthermore, the achievements
of students in language acquisition serve as a direct influence on teachers' motivation,
with the witnessing of student success acting as a source of fulfillment and reinforcing
the efficacy of the employed teaching methods. Additionally, the regular attendance of
students, indicative of their commitment to the learning process, serves as a tangible
demonstration of engagement, thereby enhancing teachers' overall sense of
accomplishment and contributing to the enjoyment derived from foreign language
teaching.

In terms of teaching practice-related factors, the following were identified: having proper
materials in the classroom, familiarity with the course subject, flexible curriculum, out-
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of-class communication, adopting a technology-enhanced teaching approach, adopting
a collaborative teaching approach, and culture teaching. Thus, the provision of proper
materials in the classroom is crucial for effective communication, enhancing
engagement for both educators and students. Additionally, educators' familiarity with the
course subject empowers them to impart knowledge confidently, fostering a positive
teaching experience. The recognition of a flexible curriculum highlights its contribution
to an enriched teaching environment and heightened enjoyment through adaptability
and personalized approaches. The discussion also emphasizes the significance of out-
of-class communication in expanding opportunities for interaction and enhancing the
overall learning experience holistically. Furthermore, the adoption of technology-
enhanced language teaching methods and collaborative approaches is seen as a
strategic leverage for infusing innovation into lessons, making them dynamic and
enjoyable. Lastly, the integration of culture teaching into the curriculum adds richness
and relevance, further enhancing the overall enjoyment of foreign language teaching.

High school teachers emphasize two main sources of FLTE: teacher-related factors,
including teachers' mood and readiness, and student-related factors, encompassing
students' interests, attendance, and achievement. These factors contribute to a positive
learning atmosphere, fostering curiosity, active participation, and enthusiasm among
students, as noted in the work of Proietti-Ergin and Dewaele (2021). Additionally,
student attendance is identified as an FLTE fostering factor, as initially disinterested or
unmotivated students may become actively engaged through questioning or seeking
clarification, positively impacting the overall enjoyment of the teaching process.
Teaching practice-related factors comprise adopting a technology-enhanced language
teaching approach and a friendly classroom atmosphere. This may stem from the fact
that utilizing tools like smartboards allows teachers to augment the visual and interactive
components of their lessons, aftracting students' attention and enhancing their
engagement in the course. This, in turn, is likely to provide teachers with the feeling of
satisfaction in offering an interactive course. In addition, a friendly classroom
atmosphere emerged as another FLTE-enhancing factor, which was also found as one
of the FLTE constructs by Proietti Ergin and Dewaele (2021). Accordingly, Té indicated
that when students are engaged and interested, it positively impacts their own enjoyment
of the closs.

For university instructors' FLTE sources, teachers' readiness, attitudes toward students,
and having a common sense of humor with students were found as teacher-related
factors; students' attendance and students' positive feedback as student-related factors;
and classroom interaction and friendly classroom atmosphere as teaching practice-
related factors.

In addressing the second research question, common and divergent sources affecting
FLTE across the four different educational stages were compared. Accordingly, it may be
deduced that instructors value student participation even if they make mistakes,
highlighting that the stage of involvement is more important than the final achievement.
Since the interactive nature of the classroom is expected to enhance the enjoyment of
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teaching, it may be safe to state that teachers derive joy from their teaching when
effective classroom interaction takes place. Furthermore, a friendly classroom
atmosphere was found to play a crucial role in FLTE, as put forward by T9, who indicated
students as great determiners of classroom atmosphere, giving examples from two
different groups of students. Based on the findings, it may be deduced that the classroom
atmosphere created by students' positive psychology, motivation, and willingness to
engage significantly impacts the overall enjoyment of teaching. Peers also contribute to
a pleasant classroom environment, as their relationships and interactions enhance the
overall enjoyment of the teaching process.

Regarding common teacher-related factors, teachers' readiness was favored by all
educators as an FLTE-fostering factor. Teachers' attitudes toward students were
emphasized by primary school teachers and university instructors while having a
common sense of humor was supported by secondary school teachers and university
instructors. Interestingly, only secondary school teachers and university instructors
highlighted the importance of a shared sense of humor in the classroom. The lack of
emphasis on this factor among high school teachers may be attributed to differences in
students' learner profiles. This could be related to their developmental stage, where the
ability to understand and appreciate humor contributes to creating a positive classroom
atmosphere. Primary school teachers did not identify a common sense of humor as an
FLTE-fostering factor, possibly due to the ongoing development of humor in younger
students. At the university stage, teacher-student interactions may vary; however,
university instructors who demonstrate respect, understanding, and genuine interest are
recognized as contributing to a positive classroom atmosphere, which is expected to
enhance FLTE.

Considering common student-related factors, students' attendance was considered
important by all educators. Students' interest and students' achievement emerged as
shared factors enhancing FLTE in both primary and high school settings. The consistent
presence of students' interest underscores its significance across diverse age groups.
Additionally, positive feedback from students was identified as a common FLTE factor for
both primary school teachers and university instructors, further highlighting the
importance of student perspectives in fostering teaching enjoyment. The recognition of
students' achievements as a positive influence on teaching enjoyment emphasizes their
impact on FLTE in both primary and secondary education. This might be related to the
fact that, during these educational stages, students are at a critical stage of academic
development where foundational knowledge and skills are established. As teachers
guide and support students in their learning journey, witnessing their academic
achievements becomes particularly more meaningful compared to other stages of
education. Although the nature of feedback may differ between primary school teachers
and university instructors—with primary school students often being more expressive and
openly appreciative of their teachers' efforts, while students tend to be more reserved—
educators of both stages enjoy receiving positive feedback from their students. On the
one hand, primary school students might influence their teacher's sense of fulfillment
and enjoyment in their role; on the other hand, university instructors might derive
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enjoyment from students' feedback reflecting on recognition of their expertise and
teaching effectiveness.

Lastly, among teaching practice-related factors, adopting a technology-enhanced
language teaching approach was favored by primary, secondary, and high school
teachers. This may be aftributed to the fact that younger students in primary and
secondary school may generally be more receptive to technology, often finding it
particularly exciting and motivating, which in turn may enhance FLTE. Furthermore, both
primary and secondary school teachers identified the adoption of a flexible curriculum
as a factor enhancing FLTE. This may be due to the diverse backgrounds of students at
these levels, encompassing varying interests, abilities and learning styles. A flexible
curriculum enables teachers to address the unique requirements of each student,
contributing to a greater sense of satisfaction in their teaching. Finally, high school
teachers and university instructors acknowledged the creation of a friendly classroom
atmosphere as an FLTE-enhancing factor. The emphasis on this factor at these levels
may stem from the unique developmental stages, and traits of students in high school
and university, where promoting positive relationships and social interactions holds
special significance. Consequent to promoting the social aspects of the classroom
environment, the overall enjoyment of foreign language teaching in these settings is
likely to be enhanced.

It can be concluded that both common and distinct sources of FLTE exist across the four
main educational stages, shaped not only by students' profiles but also by teachers'
expectations considering the specific demands of each teaching stage. Accordingly, it
may be suggested that language educators across different educational stages relate
both shared and unique factors with their experience of FLTE throughout their teaching
journey.

Implications

The implications of the present study suggest that recognizing FLTE-enhancing factors
across different educational stages can support stakeholders in understanding the
development of appropriate pedagogical approaches. Especially for primary and
secondary school teachers, creating an engaging and supportive atmosphere that
addresses learners' needs may be especially important, while high school teachers and
university instructors may find that fostering positive relationships and social interactions
plays a more significant role in promoting their FLTE. Regarding implications on
professional development, pre-service language teacher training programs and in-
service professional development courses can implement strategies to enhance FLTE.
Since the present study highlights the significance of adopting a flexible curriculum for
both primary and secondary education, curricullum designers should consider
incorporating elements of flexibility that allow for differentiation and individualization of
instruction, aiming not only to foster FLTE teachers but also to address the diverse needs
and learning styles of students in primary and secondary school settings.
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Limitations and Future Research Suggestions

This study presents certain limitations that should be acknowledged. First, the relatively
small and context-specific sample limits the generalizability of the findings across
different educational and cultural settings. The use of online focus group interviews may
have introduced social desirability bias or restricted the depth of individual responses
due to group dynamics. While inter-coder agreement was achieved at a high level, the
inherently interpretive nature of qualitative analysis may still pose a risk of subjectivity.
Furthermore, the study adopted a cross-sectional design, providing a snapshot of
teachers' experiences with FLTE at a single point in time without capturing changes over
time or across different stages of professional development. Based on these limitations,
future research could expand the sample to include more diverse educational contexts
and larger participant groups. Longitudinal studies are also recommended to explore
how FLTE sources evolve over time and in response to institutional or policy changes.
Additionally, mixed-methods approaches could enrich the findings by combining
qualitative insights with quantitative measures of teaching enjoyment, engagement, and
outcomes. Finally, cross-cultural comparative studies could provide a broader
understanding of how different educational systems and cultural norms influence the
sources and impact of FLTE.
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Genisletilmis Torkge Ozet

Duygular, yabanci dil 6gretiminde egitimin kalitesini ve égrencilerin sosyal, duygusal ve
biligsel gelisimini énemli dlcide etkileyen kritik bir rol oynar. Dil 6§renimindeki olumsuz
duygular, ézellikle de kaygi, detayl bir sekilde incelenmis olmasina ragmen, yabanci dil
dgretimi sirasinda égretmenlerin hissettigi belirli duygulara dair literattrde bir bosluk
bulunmaktadir. Ogretmen duygulari, sosyal olarak yapilandirilmakta ve kisisel olarak
deneyimlenmektedir bu nedenle kisisel dzellikler, 8gretim yéntemleri, 6grenci 6grenimi
ve baglamsal degiskenlerden etkilenir. Bu énemli etkilere ragmen, belirli 6gretmen
duygularinin yeterli dizeyde ilgi gérmedigi gézlemlenmektedir.

Son yillarda dil 8greniminde olumlu duygulara, ézellikle de keyif almaya, daha fazla
odaklaniimaktadir. Keyif, dil kullanicilarina zorluklarin Gstesinden gelmelerine yardimci
olan, uyum saglamalarina katkida bulunan olumlu bir duygu olarak tanimlanmaktadir.
Ancak, dgretmenler arasinda yabanci dilden keyif alma Uzerine yapilan arastirmalar
sinirhidir. Dolayisiyla, bu ¢alisma, yabancr dil 6gretmenlerinin dil 6grenme strecindeki
kilit rollerini géz énunde bulundurarak, yabanci dilden keyif alma deneyimlerini
arastirmayr amacglamaktadir. Arastirma sorulari, farkl egitim kademelerindeki yabanci
dil égretmenleri icin yabanca dil égretiminde keyif almanin olasi kaynaklarini ve
dgretmen, 6grenci ve 6gretim uygulamasi faktérleriyle ilgili ortak kaynaklari belirlemek
Uzere tasarlanmigtir. Boylelikle, bu arastirma, alanda daha 6gretmen merkezli bir
yaklagima yanit vermeyi ve dil 6gretmenlerinin duygulari ile bunlarin dil 6grenme sureci
Uzerindeki etkileri hakkinda bilgiler sunmayr amaglamaktadir.

Arashrmada, hizmet ici ingilizce 6gretmenleri arasinda yabana dil égretiminden keyif
alma kaynaklarini kapsamli bir sekilde arastirmak icin odak grup gérismeleri
kullanilarak nitel bir yaklagim benimsenmistir. Esnekligi ve uyarlanabilirligi ile bilinen bu
yontem, ortak ilgi alanlarina sahip katilimcilar arasinda zengin veri Uretimini ve
derinlemesine tartigmalari kolaylastirmistir. Cok agsamali bir prosedirle ¢calismaya dahil
edilen katilimcilar, kapsamli bir bakig agisi saglamak igin farkli 6gretim kademelerinde
goérev yapmakta olan yedi kadin ve iki erkekten olusmustur. Acik uglu sorularla
karakterize edilen yari yapilandinlmig gérigsme formati, katlimcilarin deneyimlerini
rahatca paylagmalarini tegvik ederek dogal bir veri toplama strecine olanak saglamistir.
Veri analizi, MAXQDA22 plus yazilimi kullanilarak ¢oklu kodlama turlari dizenlenmis,
kodlayici ici ve kodlayicilar arasi kontroller yoluyla tutarlilik saglanmishir. Onerilen
adimlarla uyumlu bu arastirma tasarimi, cesitli egitim kademelerinde yabanca dil
dgretiminden keyif alma deneyimlerinin ¢ok yénl0 dogasina iligkin i¢cgéruleri ortaya
ctkarmayr amaglamustir.

ilk arastirma sorusu, ilkokul, ortaokul, lise ve Universite dahil olmak Gzere cesitli egitim
kademelerindeki ingilizce &gretmenleri icin ‘yabanar dil égretiminden keyif almanin’
potansiyel kaynaklarini ortaya koymayr amaglamistir. ilkégretim kademesinde, ingilizce
dgretmenlerinin yabancr dil 8gretiminde keyif alma durumu, égretmenle ilgili faktérler
(ruh hali, tutum, duygusal iliskiler, hazirbulunusluk) ile 6grenciyle ilgili faktérler (basarilar,
iletisim, iletisim istegi, hazirbulunusluk, derse ilgi, yas gruplari, uygun temel bilgi) ve
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dgretmenlik uygulamalar (etkinlikler, esnek saatler, mufredat esnekligi, 8grenci olumlu
geribildirimi, teknoloji destekli 6gretim) dahil toplamda on alti faktére dayanmaktadir.
Bu cok yanlt unsurlarin, ilkokul ingilizce égretmenleri icin genel yabanai dil égretiminde
keyif alma deneyimine katki sagladigina ulagilmigtr.

Ortadgretim  kademesinde ise &gretmenle ilgili doért  faktér (iletisim istegdi,
hazirbulunusluk, taninma, mizah anlayisi) ve égrenciyle ilgili bes faktér (eglenme,
ingilizceye tutum, basari, devamlilik, uygun temel bilgi) ve 6gretim uygulamalari ile ilgili
yedi faktdér (uygun materyallerin kullanimi, ders konusuna hakimiyet, esnek mifredat,
sinif  digi iletisim, teknoloji destekli &gretim, isbirlikci égretim, koltir 6gretimi)
belirlenmistir.

Lise kademesinde ise 6gretmenlerin yabanc dil égretiminden keyif alma durumunun,
oégretmenle ilgili (ruh hali, hazir bulunusluk), 6grenciyle ilgili (ilgi, katihm) ve &gretim
uygulamalarnyla ilgili (teknoloji temelli dil 8gretimi, samimi sinif atmosferi) olarak alh
faktérden etkilendigi ortaya konulmustur.

YUksekégretim kademesinde Universitede gérev yapmakta olan égretim goérevlilerinin
yabanci dil 8gretminde keyif alma durumlar arashrildiginda, alti kilit foktér ortaya
koyulmustur. Ogretmenle ilgili faktérler arasinda hazir bulunusluk, égrencilere karsi
tutum ve mizah anlayisi bulunurken, égrenciyle ilgili faktérler arasinda derse katilim ve
olumlu geri bildirimler yer almaktadir. Ayrica, égretim uygulamalariyla ilgili faktérler
arasinda sinif igi etkilegim ve samimi sinif atmosferi olarak éne gikmigtir.

lkinci arashrma sorusunun amaci dgretmenle ilgili; &grenciyle ilgili ve &gretim
uygulamasiyla ilgili faktérler agisindan cesitli egitim  kademelerinde yabanc dil
dgretiminden  keyif alma'nin  ortak  kaynaklarini  belirlemektir.  Bu  dogrultuda
ogretmenlerle ilgili ortak kaynaoklardan baslomak gerekirse, 6gretmen hazir
bulunuslugu her egitim kademesi icin keyif arthirici faktér olarak bulunurken, ortak bir
mizah anlayisina sahip olmak hem ortaégretimde hem de Universite egitiminde tespit
edilmigtir.  Bununla birlikte, 6gretmenlerin  dgrencilere yonelik tutumlarinin hem
ilkdgretim hem de Universite egitiminde ortak oldugu bulunmustur. Dért egitim
kademesinde de dgretmen hazir bulunuglugunun keyif almayr artiran ortak bir faktér
olarak ortaya ¢ikhigini net bir sekilde ifade etmek icin, 6grencilerle ilgili ortak kaynaklar
incelendiginde, dégrencilerin derslere katiliminin her egitim kademesinde egitimcilerin
keyif alma durumunu belirledigi gérolmustir. Ogrencilerin ilgisi hem ilkégretim hem de
lisede keyif alma durumunu artiran ortak bir kaynak olarak belirlenirken, égrencilerin
basarisi ilkdgretim ve ortadgretim icin keyif alma durumunu olumlu yénde etkileyen bir
faktér olarak tanimlanmighr. Ayrica, égrencilerden olumlu geri bildirim almak hem
ilkokul &gretmenleri hem de Universite dgretim elemanlari icin ortak bir keyif alma
faktérd olarak bulunmugtur. Bir diger dnemli faktér olarak, égrencilerin ilgisinin hem
ilkdgretim hem de lise ortamlarinda ortak oldugu gérilmis ve farkl yas gruplarinda
dgrenci ilgi farkinin dnemi vurgulanmigtir. Ayrica, égrencilerin bagarilari, ilkégretim ve
ortadgretimde dgretimden keyif almayi olumlu ydnde etkileyen bir faktér olarak
belirlenmistir. Ogretim uygulamalari ilgili ise teknoloji temelli bir dil &gretimi
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yaklagiminin benimsenmesi ilkokul, ortaokul ve lise égretmenleri icin ortak bir kaynak
olarak ortaya ¢ikmistir. Ayrica, esnek bir mifredatin benimsenmesi hem ilkokul hem de
ortaokul dgretmenleri icin keyif almayi artirici bir faktér olarak gértlmuUstir. Benzer
sekilde, samimi bir sinif atmosferi lise 6gretmenleri ve Universite égretim elemanlari
tarafindan keyif almayi artirici bir faktér olarak ortaya koyulmustur.

Sonug olarak, dil egitimcilerinin yabancr dil égretiminde keyif alma durumu, sadece
dgrenci profillerini degil, ayni zamanda égretmenlerin 6gretim kademesi gerekliliklerini
ve beklentilerini dikkate alarak belirlenmektedir. Bu baglamda, dért egitim kademesinde
dil egitimi veren dgretmenlerin, 6gretim sureglerinde benzer ve farkh faktérleri yabanci
dil 8gretiminde keyif alma deneyimleriyle iligkilendirdikleri sonucuna varilabilir. Bu
calismanin sonuglari, farkl egitim kademelerinde yabanci dil 8gretmenlerinin keyif alma
durumunu etkileyen faktérlerin anlagiimasinin, pedagojik yaklagimlari gelistirmelerine
yardimer oldugunu géstermektedir. Ozellikle ilkokul ve ortaokul &gretmenleri icin,
dgrencilere uygun bir atmosfer olusturmanin énemli oldugu vurgulanirken, lise ve
Universite 6gretmenleri, olumlu iligkiler ve sosyal etkilesimlerle yabanci dil 6gretiminden
keyif alma durumlarini destekleyebilecekleri ortaya koyulmustur. Bu dogrultuda, mesleki
gelisimde, dil 6gretmeni yetistirme programlari ve hizmet ici egitim kurslari, yabanci dil
dgretiminden keyif almayi artirmak icin strateji 6gretiminde bulunabilir.
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Appendix 1

Comparison of FLTE Sources Across Educational Stages by Teacher-Related, Student-
Related, and Teaching Practice-Related Factors

Teacher-related factors

Student-related factors

Teaching practice-related
factors

Primary Teachers' moods Students' achievements Doing hands-on activities
school EFL Teachers' attitudes towards Out-of-class communication Flexible class hours
Teachers students Students' willingness to Flexible curriculum
Teachers' emotional relationship communicate Receiving positive
with students Students' readiness feedback from students
Teachers' readiness Students' interest Adopting technology-
Students' age group enhanced language
Students' proper background teaching
knowledge
Secondary Teachers' willingness to Students' enjoyment Having proper materials in
school EFL communicate Students' attitudes towards the classroom
Teachers Teachers' readiness English
Teacher recognition Students' achievements Familiarity with the course
Having a common sense of humor  Students' attendance subject
with students Students' proper background
knowledge Flexible curriculum
Out-of-class
communication
Adopting a technology-
enhanced teaching
approach
Adopting a collaborative
teaching approach
Culture teaching
Highschool Teachers' mood Students' interests Adopting a technology-
EFL Teachers enhanced language

Teachers' readiness

Students' attendance

Students' achievements

teaching approach

A friendly classroom
atmosphere

University EFL
Instructors

Teachers' readiness

Teachers' attitudes toward
students

Having a common sense of humor
with students

Students' attendance

Students' positive feedback

Classroom interaction

Friendly classroom
atmosphere
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Introduction

Originating as a coined term in 2012, the "flipped classroom" model began to gain
global recognition as the "flipped learning" education model by/since 2016, particularly
with the rise of evidence-based educational approaches ("The Flipped Learning Global
Initiative", 2025). As an innovative educational approach, it gives instructors some
opportunities to make students at the center and to provide interactive short videos, Al-
supported materials, adaptive learning platforms, activities such as discussions,
exercises, assignments, and guided problem-solving processes. This approach fosters
autonomous learning through online content interaction, enhanced student-student and
student-teacher collaboration, active engagement with tasks, learner responsibility,
unrestricted access to materials (e.g., asynchronous instructor videos), and self-paced

use of instructional resources embedded in learning management systems (Sahin & Fell
Kurban, 2016; Sahin & Fell Kurban, 2024).

Mathematics plays a fundamental role in everyday life and is essential for developing
logical reasoning, problem-solving skills, and analytical thinking (Vinner, 2011).
However, due to its inherently abstract nature, mathematics often poses difficulties for
students at all educational levels compared to other subjects. In Turkiye, where those
students have performed consistently under the OECD average in mathematical
knowledge and skills (e.g., problem solving, critical thinking and reasoning) on The
Programme for International Student Assessment (PISA) (OECD 2023), the flipped
learning model can offer a promising approach by shifting the focus to active, in-class
engagement and personalized interpersonal support. Recent empirical studies and
meta-analysis studies (e.g., Cheng et al., 2018; Jang & Kim, 2020; Jin et al., 2023),
particularly covered practices in mathematics teaching and learning showed that the
benefits are especially visible in terms of affective and interpersonal outcomes—
indicating that students feel more engaged, motivated, and confident when learning in
flipped environments. However, when narrowed down to specific subject areas,
mathematics tends to show smaller cognitive gains compared to other fields, suggesting
that implementation strategy plays a critical role. It can provide a channel for students
with the opportunity to review abstract concepts at their own pace outside the classroom
and engage in guided problem-solving during class, where teacher feedback is
immediate. Methodologically, successful flipped learning in mathematics typically
includes: pre-class instructional videos or readings, in-class interactive problem-solving
or group activities, and post-class assessments such as quizzes or exercises.

In summary, while flipped learning is not a one-size-fits-all solution, it offers notable
improvements in engagement, confidence, and conceptual understanding, especially
when carefully designed to address the unique challenges of teaching abstract subjects
like mathematics.
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Present Research

The purpose of the current study was to investigate the appropriateness of the
llluminative Evaluation Model (Parlett & Hamilton, 1972) in the field of Education
Sciences, specifically for a course designed using the flipped learning method of
instruction as described by Bergmann and Sams (2012).

Research Question 1: To what extent and in what ways did the Illuminative Evaluation
Model serve to evaluate a flipped educational sciences course?

Research Question 2: How do students describe their experiences in the flipped
educational sciences course through an illuminative evaluation?

Method

The Participants of the Current Study

The population of the study consisted of all students enrolled in the department of
elementary mathematics education program at the university. As the program was
launched during the early years of the university, the total number of students was
relatively small, with only 17 students registered at the time of the study. Therefore,
instead of selecting a sample, the entire population was included in the research. We
included 17 first-year pre-service teachers (n = 16 females and n = 1 male) majoring
in elementary mathematics education. As flipped learning was the university's medium
of instruction, all participants gained experience in engaging this method while taking
departmental (e.g., Calculus, Introduction to Mathematics Teaching) and elective (e.g.,
Introduction to University Life) courses. All students gave consent to participate in the
study for four weeks.

Author Positionality

This study involved researchers with diverse but complementary expertise to conduct a
multi-faceted analysis of the integrated data set (i.e., observations, field notes, interviews,
and course materials) collected from the students over four weeks. The first author’s
expertise is in mathematics curriculum and qualitative research, the second author’s is
in mathematics assessment and quantitative research, and the third author’s is in
teaching and learning in flipped classroom settings. The comprehensive expertise of the
research team enabled us to examine the data from the perspective of IEM holistically
and in-depth. In discussions about the data and framing of the article, all team members
drew on their lived experiences with flipped learning and perspectives from the University
within School (see Birgili et al., 2018 for detail) to represent the data as comprehensively
as possible.

In Step 2, a detailed search was conducted with keywords to ascertain if any of the studies
included the term “flipped learning” and/or “flipped classroom” either in the main text
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or in the reference list. As none of the studies involved such keywords, the five most
frequently used models were taken into consideration based on the inclusion and
exclusion criteria used in the preliminary step: (1) Responsive Evaluation (Stake, 1975)
(n = 46), (2) Empowerment Evaluation (Fetterman, 1993) (n = 37), (3) Countenance
Framework (Stake, 1967) (n = 32), (4) Fourth Generation Evaluation Model (Guba and
Lincoln, 1989) (n = 29), and (5) llluminative Evaluation Model (Parlett and Hamilton,
1972) (n = 18). In Step 3, these five models were explored in terms of their potential for
evaluating courses, especially under the umbrella of the internationally recognized
global elements for flipped learning. This process revealed that Parlett and Hamilton's
(1972) llluminative Evaluation Model had the greatest potential for use in the present
study for two reasons: (1) it concentrates on the information-gathering (e.g., interviews,
observations, documentary information) rather than on the decision-making component
of evaluation, and (2) it allows the evaluator to focus on processes within the classroom
rather than on outcomes.

Table 1.

Inclusion and Exclusion Criteria for Potential Course Evaluation Models

Inclusion Criteria

Exclusion Criteria

Interpretivist paradigm

Mostly qualitative data sources and methods
Internal stakeholders

Formative

Students are the main stakeholders

Educators are the evaluators

Data sources are broad and varied

future

Deliverables involve adaptations to

iterations of the course

Method has been successfully used as a course
evaluation method in another research

Positivist paradigm

Mostly quantitative data sources and methods
External stakeholders

Summative

External bodies are the main stakeholders
External bodies are the evaluators

Data sources are narrow

Deliverables do not involve adaptations to future
iterations of the course

Method has not been used as a course evaluation
method in another research

Data Sources

The author team included three faculty members dedicated to the flipped learning
method in education courses. The first author, a Ph.D. candidate in Educational Sciences,
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acted as a non-participant observer, documenting classroom interactions, field notes,
and focus group interviews. The second author, an expert in Secondary Science and
Mathematics Education, brought 19 years of research experience, three years of flipped
classroom teaching, and expertise in statistical data analysis. Both contributed to
interpreting blended learning interactions. The third author, the Turkish Education and
School System [TESSM] course instructor and director of the Center for Research and Best
Practices in Learning and Teaching at MEF University, developed training sessions to
enhance student performance and guided professional development for active,
innovative learning. She also ensured quality assurance for flipped learning design and
delivery.

Classroom Observations

A total of eight TESSM classes were recorded, focusing on the instructor’s activities and
students’ involvement during the lessons. Each video lasted for about 90 minutes. All
instructors and student dialogue were subsequently transcribed. These transcriptions
aimed to examine the instructor’'s enactment (e.g., flipped activities) and students’
interactions (e.g., production and use of texts/concepts from online flipped videos).
Observation of an instructor’s teaching practice is vital to access their knowledge of
flipped learning, since it is most apparent in action; as such, Parlett and Hamilton named
it the learning milieu. Parlett and Hamilton asserted that observations aim to uncover
these actions (i.e., interpersonal relationships). (See Figure 1 for a video recording.)

Figure 1.

Example of a video recording

Learning 10 be Fipped Leaming Teachers at MEF University

E*‘ .t e

Field Notes

Along with the observations, field notes were written by the first author with the aim of
critically reflecting upon her experiences in the classroom to proceed to higher levels of
analysis and interpretation (Miles and Huberman, 1994). On a practical level, her status
as an outsider provided informal knowledge about the flipped classroom environment,
which stimulated greater depth of discussion concerning the instructor-student and
student-student interactions. Such knowledge also permitted the first author to participate
more readily in the flipped activities and reactions being observed. (see Figure 2 for a
field note)
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Figure 2.

Example of Field Notes
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Student Interviews

A focus group interview with two groups—Group 1 (n = 8) and Group 2 (n = 8)—was
conducted for about 40 minutes after observing the TESSM classes for four weeks.
Students were randomly assigned to the groups, following the criterion that an ideal
group size is 8 to 10 participants (Krueger and Casey, 2014). Since one student was not
willing to participate in an interview, she was not involved in any of the groups. The
students were expected to provide holistic reflections on their flipped learning experience
during the semester. The interview aimed to understand (1) the difficulties they
encountered in flipped learning, (2) how the instructor attempted to understand their
learning difficulties, and (3) their general and specific views on the impact of flipped
learning. Analyzing students' perceptions provided unique insights into the flipped
learning process as experienced by different student groups.

Course Materials

The course materials, including the syllabus, handouts, activity sheets, and assessments
were analyzed. This inspection aimed to understand the pedagogical assumptions, which
had the potential to highlight the instructional systems aspect of IEM. All relevant
teaching and learning materials related to the instructional systems, that is, flipped
learning materials, enabled us to gain insight into what flipped learning in an
educational sciences course entails and how it operates. In the case of TESSM, the
documents constituting the instructional system also included the online pre-videos that
students view before attending class.Data Analysis

During the data collection process, the first author was assigned the role of evaluator
(i.e., observer-researcher), and the third author was assigned the role of instructor (i.e.,
teacher-researcher). The data were analyzed in relation to two aspects of IEM: learning
milieu (Phases 1 and 2) and instructional systems (Phase 3), including the following three
phases:

191



ONLINE ///
Journal of Qualitative Research in Education

Egitimde Nitel Aragtirmalar Dergisi

Phase 1: Analysis of lesson observations. The learning milieu was assessed through a
non-participant observation conducted in a natural classroom setting. All observations
were video-recorded over a two-week period, with each session lasting 8 hours. The
recordings of all the flipped lessons were transcribed verbatim for data analysis. The first
and second researchers of the study watched all the lessons along with the transcribed
texts to identify teaching moments that reflected an innovative classroom environment
design. This design aligns with the principles of flipped learning (i.e., students' use of
self-regulation strategies). The data were coded independently using Darst et al.’s (1989)
framework (see Table 2). To produce an accurate reflection of the events that occurred
in the flipped environment, the teaching and learning processes in the videos were
divided into 30-second segments, the shortest timespan deemed meaningful for
analyzing teaching-learning pattern changes (van der Mars, 1989) (see Figure 3 for
analysis of time segments). This enabled us to answer questions of how many, how often,
and how much, as we tended to describe 'what' rather than 'how well' a student or
instructor was doing. Such quantitative descriptions of flipping — (behaviors) — most
typically involved measurements of time or frequency of events. For any inconsistencies
between the two researchers, the third researcher closely reviewed the corresponding
lesson transcripts and interview texts to make changes where appropriate. The identified
learning milieus are reported in the results section and received consent from all three
authors.

Figure 3.

Example of Analysis of Time Segments Aligned with the Frequencies of Subcategories
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Table 2.

Segments of Analysis of Lesson Observation

Category

Sub-category

Meaning

Teacher Talk Indirect Influence:
This environment increases
student participation and
maximizes freedom of students’
response and action.

Accepts feeling

(1)

Praises or
encourages (2)

Accepts or uses
ideas of students

(3)

Asks questions
(4)

The teacher accepts and clarifies the feeling
tone of students in a nonthreatening manner.
Feelings may be positive or negative.

The teacher praises or encourages students’
actions and behavior.

The teacher clarifies, builds, or develops ideas
suggested by the student.

The teacher asks questions about content or
procedure with the intent that students answer.

Teacher Talk Direct Influence:
This environment increases
active control of the teacher
and restricts the freedom of
students’ response.

Lectures (5)

Gives direction

(6)

Criticizes or
justifies authority
(7)

The teacher gives facts or opinions about
content or procedures, expresses their own
ideas and asks rhetorical questions.

The teacher gives directions, commands, or
orders with which the student is expected to
comply.

The teacher makes statements intended to
change student behavior from non-acceptable
to acceptable.

Student Talk: This environment
provides a check on freedom of
student action.

Student talk-
responds (8)

Student talk-
initiates (9)

Student talk in response to teacher. The teacher
initiates the contact and solicits the student’s
response.

Students initiate talk.

Silence and Confusion:
Category used when the
observer cannot determine who
is talking or when no one is
talking.

Silence and
confusion (10)

Pauses, short periods of silence, and periods of
confusion in which communication cannot be
understood by the observer.
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Phase 2: Triangulation of interview data. Data from 40-minute, semi-structured focus
group inferviews were analyzed to confirm the roles of instructors and students in a
learner-centered flipped classroom environment identified in Phase 1. Sample questions
and prompts are in Appendix A. The first and second researchers separately examined
preservice teachers’ perceptions, focusing on how flipped learning strategies shaped
their learning, influenced their experiences, and could be improved. Thematic analysis
was used to code the data, transforming participant statements into emergent themes by
identifying patterns and grouping similar ideas (Smith & Osborn, 2003; Patton, 2002).
Students’ perceptions about course materials, methods, and assessments were
categorized as positive (+), neutral (*), negative (-), or counterargument (&), with Table
3 illustrating examples and comments.

Table 3.

Example of Data Analysis Chart used for Interviews

Utterance Symbols  Comments

FGI1  Student 4 (S4): ‘...Not for every course but for - quality of the course
some it would be better to have a small in terms of course
handbook. For instance, in Geometry Course the material provided in
instructor may give a paper and when we see the flipped learning
English terms in that paper it becomes very environment

useful. For the TESSM course we analyzed the
curriculum and the schema, but if a document
had been given, it would have been more

permanent...’

FGI1  Student 2 (S2): ‘Actually there was no specific + quality of the course
environment. We learned where we are. We in terms of teaching
went to [XXX], we went out for homework. We method

interviewed people about the subject. These are
also adding something to us. You're learning
people's point of view. Not only in class’.

FGI1  Student 1 (S1): ‘It's learning when | do everything - quality of the course
I've learned. When | watched the video, | did not in terms of
have much of a contribution to it when | solved assessment

the tests. For me, it contributes even more to
active learning in the classroom environment’.

Phase 3: Document analysis. Based on the identified classroom interactions and student
perceptions in the first two phases, we sought descriptive information about aspects of
the course, such as the teaching approach, assessment types, and teaching methods.
The course materials, such as the syllabus, handouts, assessments, and teaching
materials, along with evidence from interviews, were then used to outline the paths
representing the flipped learning sequences between the aspects (i.e., learning milieu
and instructional systems). For each unit of the course content, written documents,
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assigned readings, and other prepared activities were examined to assess alignment
with learning outcomes. Documents archived in the course content related to in-class
activities, as well as the learning and teaching process, were analyzed to determine
whether they were effectively aligned with the course’s learning outcomes. Therefore, we
created a matrix to tabulate the course content, use of tools, and learning outcomes.
Finally, we analyzed the documents to determine whether the resources, videos,
readings, and activities provided each week by the instructor corresponded to the aims
and outcomes. Documents were mapped in a chart against each outcome so that
missing elements could be illuminated.

Results

Phase 1. Observations

Turning first to the observation data, results revealed that flipped classes consisted of the
following activities: lectures (23.68%); student-talk responses (18.42%); use of student
ideas (15.79%); student-initiated talk (10.53%); giving directions (10.53%); accepting
feelings (7.90%); praising or encouraging (7.90%); and asking questions (5.26%).
Criticism or justification of authority did not occur. The percentage of student-talk in
response to the teacher was considerably high, indicating that the instructor
communicated effectively with students throughout the teaching and learning process.
This provided a flexible classroom environment in which students could enthusiastically
engage in in-class activities. In summary, teacher talk involving indirect influence—which
encourages freedom of student response and action—was relatively high (36.85%)
compared to teacher talk involving direct influence, which limits student freedom due to
active teacher control (34.21%); student talk, which allows checks on student freedom
(28.95%); and silence or confusion, where the observer could not determine who was
speaking or when no one was speaking (0%).

Phase 2. Interviews

Analysis of the focus group interview (FGI) data revealed seven themes (see Table 4).
Preservice teachers viewed flipped learning as an active approach emphasizing group
work and in-class activities. While they found it particularly effective for verbal courses
(e.g., linguistics, psychology), they considered it less suitable for mathematics.
Participants appreciated the immediate feedback from the instructor, comparative
insights into education systems, and exposure to theoretical knowledge. They highlighted
the need for supplementary materials such as handouts, course books, and
technological tools. Benefits included collaborative group work and adapting to changes
in Turkish educational system, though connectivity issues and limited formative
assessments (e.g., fill-in-the-blank questions) posed challenges. While they learned to
record flipped videos, they noted a lack of training in preparing mathematics lesson
plans.
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Table 4.

The Categories from the FGI

FGI Main Question Themes Categories
Definition of flipped 1.1. Group working and in-class activity
learning and main 1.2. Use of resources by the students
features 1.3. Teacher as facilitator

Students’ perceptions on

materials, teaching
methods, and
assessment procedures
of the course

Effectiveness in verbal
lessons

. Active and student-centered approach
. Not traditional teaching of subjects

2.3. Gain attention

Effectiveness of 3.1. Exciting

TESSM 3.2. Comparison between Turkiye and abroad
3.3. Immediate feedback by the teacher
3.4. Planned course

The need of course
tools

Learning
environments

. Guest speakers

. Computer-based applications
. Need of handout or books

. Informal learning environments
. Flexible and incentive to do research

6.1. Collaborative group working
6.2. Fill in the blank assignments
6.3. Technological problems

Advantages and
disadvantages

Relation between
TESSM and flipped
learning in maths
education

7.1. Being adaptable to change in education system
7.2. Learning how to create a video rather than lesson
planning

Since the students were regularly engaged in an active, student-centered process as
required in a flipped classroom, the results from the FGls indicated that they perceived
flipped learning as an appropriate instructional approach for both teaching and learning
in the TESSM course. More specifically, students identified flipped learning as an
instructional method that brings their attention to the content of the course. “For
instance, in our TESSM course it [usage of method] was really good. Both online activities,
in-class and out-of-class... it was student-focused...” (S1 FGI1); “I've always enjoyed...
the lessons were more flexible” (S2 FGI1).

Much positive feedback came out of the FGls. It emerged that the students liked that the
course was carefully planned and unfolded throughout the semester in a systematic
fashion (S15 FGI2). As an illustration, S15 FGI2 stated: “Many courses are unplanned
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except this one [TESSM]. | could see the pre-class activity of the sixth week from the very
beginning of the first week... We could see what we were supposed to do. This careful
planning made us very comfortable and at the same time informed us.” Students also
reported that their attention was captured by the digital media activities, apps, and
embedded links to course content on the learning management system (LMS) (S11 and
S13, FGI2). In terms of teaching methods, the students emphasized that they gained
satisfaction from the flipped method (all students from FGIT and FGI2). For instance, S8
FGI1 said “There was as much group work as was possible.” And S9 FGI1 added “It was
totally student-oriented, and we always did something”. In addition, S4 FGI1 explained
how they were given opportunities to overcome prejudices and fears of working in
groups, expressing “I've never liked group work. | thought if | could not match the people
in the group, | would break the group harmony... For example, | learned to share my
own thoughts. | was more passive before. | noticed that | could feed myself with the ideas
of the others in my group. | was more motivated after that.” The students expressed that
they found it useful to be asked to find their own resources and share them in in-class
activities so that peer-to-peer learning took place (S5 and S9 FGI1, S10 and S12 FGI2).

Students described the immediate feedback from the instructor as one of the most
effective aspects of the course (S1, FGI1, and S10, FGI2). This finding was supported by
classroom observations and video recordings, which showed that after students'
discussions and behaviors related to the TESSM, the instructor both encouraged their
actions and helped them clarify and develop their ideas by providing immediate
feedback. While the students were doing a presentation or engaged in cooperative
group work, for example, while they were conducting a SWOT analysis, the instructor
always observed them carefully and interjected if needed. S4 from FGI1 said “Actually,
during in-class activities, she [the instructor] always tests us secretly. If she realizes any
information on the material, or classroom wall was wrong, she kindly points it out.” In
addition, students had positive views towards the active, student-centered instruction and
expressed that the flexible, informal learning environment helped them to achieve the
learning outcomes (S1, S2, S4, S5 FGI1; S10 FGI2). There is therefore evidence
triangulated across the classroom observations and the FGls that illuminates that the
significance of the flipping on the TESSM came from providing the students with freedom
of thought, freedom of action, and an expectation of collaborative learning and sharing.

However, it also emerged during the FGls, that the students had not internalized learning
outcome three: lIllustrate and explain the organizational structure and management
approaches within schools, as well as the roles of each of the stakeholders. The students
reflected they could not fully grasp the role of each stakeholder in a school system (all
students from FGI1; S11, S13, S15 from FGI2). For example, one of the participants
[S15 FGI2] said “I think | learned everything about the Turkish educational system,
however, on the other topic [school management], | do not have much idea now. Maybe
inspections, or what happens when superintendents come” (515 in particular, and other
students). Hence, their experiences illuminated that the course activities or techniques
had not effectively helped them to explain different management approaches in Turkish
schools. This meant they had not fully internalized the concepts needed for them to
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complete the final assignment where they had to write a reform plan to make changes
in a school. When this data was triangulated with the document analysis, it became clear
that the documents and activities lacked this learning outcome and that this is an area
where the teacher-researcher needs to provide additional support to help students
achieve this outcome in future iterations. Students also wanted a concise document
containing all the readings, links to videos, and handouts in the LMS (S2, S4, S5, S7, S9
from FGI1; S11, S13, S15 from FGI2). For example, S13 FGI2 stressed, “A book was
needed. At the very least, a book called Turkish Education System and School
Management could be suggested, and even if we do not process it at least in class, it is
an opportunity to reach those achievements at home. | think the only thing missing is
that...” and when S4 FGI1 said “Then we can prepare a resource,” S7 FGI1 agreed,
saying of the resources “I think it's in the air. | do not know, it is due to our habit, but |
want the written one to be in front of us. | wish it could be in our hands...” Finally,
students commented that the pre-class quiz questions asked in the LMS (mostly multiple-
choice or fill-in-the blanks) were not cognitively challenging and did not fully require
them to show their understanding; they expressed that they thought short-answer
guestions would test their understanding better (S1 and S3 FGI1; all students from FGI2).
This was further explained when S1 FGI1 said “It's learning when | do everything I've
learned. When | watched the video, | did not make much of it when | only solved the
tests.” Furthermore, S15 FGI2 added “Because | was focusing on a word before it [fill in
the blanks question], | was only paying attention when they said that word.” Moreover,
S13 FGI2 said “l would like to write a paragraph.” And S10 FGI2 admitted that
“Sometimes | asked my friends for the answers while they were doing it. Unfortunately,
obvious answers need to be memorized word for word.”

Phase 3. Document Analysis

Drawing on the detailed analysis of the course materials, results related to course content
from Weeks 1 to 7 showed the following (see Appendix B for all content):

The course content for the entire semester was uploaded to the Blackboard LMS by the
instructor from the first week, allowing students to be aware of upcoming content and
prepare for each lesson. Additionally, a glossary was shared with students through
Blackboard. In Week 1, students watched a welcome video about TESSM, learned the
main aims and goals of the course, and were asked to complete pre-class quizzes. Using
teaching techniques like the station technique, they learned the concept of timelines, how
to create them, and then made a timeline covering the history of the Turkish education
system, thus gaining foundational knowledge on the topic. In Week 2, students posed
questions regarding the history, development, and reform of the education system to
Professor Ozcan, dean of the Faculty of Education and guest speaker for the course.
They also presented a collaboratively created timeline, aligned with a cooperative
learning activity. In Week 4, after studying the British Education Act of 1996 and
reviewing a British student’s presentation on it, students conducted group presentations.
They learned how to prepare presentations on legal principles and compared aspects of
the British and Turkish education systems, including curriculum content. In Week 5,
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students watched a video on the UK education system and answered questions about its
structure in a pre-class quiz. During class, they reviewed the UK system and created
diagrams to visually communicate the structure to other groups, drawing these on
writable walls at the university. They also gained knowledge about the 4+4+4 Turkish
education system. Groups then created a video explaining the Turkish 4+4+4 education
system for a selected audience (e.g., students, foreign teachers, new parents at a school),
concluding with a critique of the system’s advantages and disadvantages. In Week 6,
students continued discussing the 4+4+4 system. Each group uploaded their video to
share with the class, and in class, they critiqued both the video content and the pros and
cons of the Turkish education system they had identified. In Week 7, they studied the
administrative hierarchy of the Turkish education system by examining an organogram.
Before class, they reviewed UK educational aims and responsibilities, answering
questions from that perspective. In class, students worked on creating an organogram
for the Turkish Ministry of National Education, discussed the roles of individuals in this
structure, and explored the ministry’s website (link is blind here) to enhance their
understanding.

As a final course objective, students developed their own educational reform plans for
the Turkish education system after conducting a SWOT analysis. They identified issues in
need of change, gathered supporting evidence, and proposed a reform plan. Overall,
the teaching and learning process was active and student-centered. The instructor's role
was primarily to guide students as a facilitator, encouraging them to engage with the
subject matter, internalize it, and build knowledge of the Turkish education system. By
teaching the TESSM concept and serving as a role model for flipping a topic, the
instructor demonstrated to the class how to flip their own mathematics unit in an informal
learning environment. Toward the end of the semester, students took a final exam to
assess whether the learning outcomes had been achieved.

Discussion

Based on the findings from this study, we find evidence that Parlett and Hamilton’s IEM
was an appropriate model for evaluating a flipped educational sciences course. In Phase
1, observations showed that teacher talk indirect influence—which allows freedom in
students' responses and actions—was relatively higher than teacher talk direct influence,
which limits students' freedom of response. In Phase 2, student interviews revealed that,
despite high engagement and benefits from collaborative learning methods, there was
a discrepancy between the instructional method, which relied on the flipped learning
approach, and assessment procedures, which were based on traditional, non-cognitively
challenging items. Additionally, in Phase 3, course materials documented that there was
in-depth course content about education systems and comparative curricula.
Nevertheless, there was a gap in the learning outcomes related to the school
management content of the course. The course also lacked prepared class documents
(i.e., handouts), as noted in Phase 2. This evaluation study, therefore, illuminated these
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drawbacks to support future course redesign. The students asserted the need to be
assigned relevant textbooks and handouts while actively experiencing flipped learning.
The students were also asserted the need to use authentic assessment types by the
instructors. They recommended that the instructor prepare flipped videos to be as
interactive as possible. For instructors who wish to utilize flipped instructional strategies,
these findings suggest that it can be implemented as conceptualized in this study without
compromising student performance. However, other impacts of the flipped approach on
student perceptions should also be considered.

While the findings of this study offer valuable insights for evaluating other flipped
courses, it is essential to consider students’ perspectives on the educational sciences
course and their experiences with flipped instruction. The interview data indicated that
students felt more motivated and were prompted to be more interactive during class,
communicating with each other and the instructor regularly throughout the semester.
This result we see as both desirable but also expected: freeing up class time from
lecturing naturally provides space and time for deeper and more regular discussions.
However, in support of what some others (e.g., Ferreri and O’Conner, 2013; Missildine
et al., 2013) have found regarding student perceptions of flipped instructional
approaches, our data similarly indicate some levels of dissatisfaction—particularly
regarding use of class time, static flipped pre-class videos, non-challenging questions
during formative assessment and the absence of a coursebook. The majority of students
in the flipped class viewed in-class time as effective, important, and efficient—more so
than those who expressed concerns about the inefficiencies in the structural and practical
aspects of the flipped approach. This was also evident in the findings from the students’
micro-teaching assignments, which indicated that the preservice teachers often reverted
to traditional teaching methods. This tendency may stem from the fact that most teachers
teach in the way they were taught (e.g., Birgili et al., 2016).

Evaluation models provide the means to describe, explain, or judge an evaluation-
related matter and a model has an impact when it is adopted, adapted, or developed
in a given evaluation context (Arbour, 2020). We have taken this first step given the
relatively widespread use of flipped classroom techniques in the educational landscape.
It is widely acknowledged that IEM can be used for evaluation in innovative programs
(i.e., flipped instruction) as well as online courses in higher education (Altin and Altin,
2021; Buckley et al. 2021; Esau et al., 2020). The IEM model allowed us to evaluate a
flipped educational science course from a qualitative perspective. This aligns with the
findings of Topper and Lancaster (2016), Giltekin-Demirci (2020), and Castro-Calvino
et al. (2020). Parlett and Hamilton’s IEM model has demonstrated its durability and is
widely preferred by researchers both nationally (e.g., Ozidogru and Adigizel, 2016)
and internationally (Alderman, 2015; Bamkin et al.,, 2016). During the initial
implementation of this flipped TESSM course, evaluating it from faculty perspectives and
incorporating quantitative student success data would have been beneficial.

Using the llluminative Evaluation Method, strengths and areas for improvement in the
flipped TESSM course were identified. Key findings included: (1) high student
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participation, with a strong ratio of student-to-instructor talk; (2) significant benefits from
immediate instructor feedback; (3) positive perceptions of flipped learning, though
students often reverted to direct instruction in micro-teaching; and (4) the method’s
effectiveness in evaluating a flipped course and highlighting unmet learning outcomes.
Recommendations for improvement included: creating a table to map learning
outcomes against activities to avoid omissions, diversifying assessments after pre-class
videos, using open-ended questions or discussions to promote deeper understanding,
training students in student-centered approaches for micro-teaching, and consolidating
course resources intfo a single document. These suggestions aim to enhance future
evaluations of flipped courses (see Table 5 for processes in Appendix B).

Limitations and Conclusion

This study proposed an innovative course evaluation model for flipped courses but has
limitations. First, it was conducted in an educational sciences course, limiting
generalizability to other courses. Future research could explore the applicability of the
IEM in different fields, such as STEM disciplines (e.g., Physics), and with varied interview
guestions addressing technological challenges. Second, the study focused on the first
iteration of the TESSM course. Replicating it in other semesters or with different student
groups could reveal variations influenced by instructor and student biases or scheduling
differences. Additionally, the structure of the study may have constrained the potential
benefits of the evaluation model. Finally, while prioritizing descriptive and interpretive
techniques over predictive ones, the study avoided in-depth instructor interviews due to
time constraints, opting instead for transparent data analysis and actionable outcomes
to support course improvement. These limitations suggest avenues for refining and
expanding the use of IEM in future flipped course evaluations.

Future studies would benefit from using multiple data sources, such as think-aloud
protocols with the instructor or pre-knowledge tests on course content with the students.
Finally, the sample size in the present study was not sufficiently large, so caution should
be exercised when generalizing the findings. Nevertheless, the current study adds to the
literature in proposing a course evaluation model to explore the quality of a flipped
course within a dynamic and interactive learning environment.

In conclusion, this study shifts the focus from the question of whether the flipped learning
approach is effective to how to make it effective for more courses. The results
demonstrate the importance of using an appropriate model to evaluate a course,
particularly in the field of educational sciences. To effectively design a flipped course in
any domain (i.e., Mathematics, Science, Education), instructors must consider the
relationship between the identified aspects of the IEM and achievement (i.e., learning
milieu), enact appropriate strategies to support students’ learning (i.e., instructional
systems), and ultimately guide them to succeed in a flipped classroom.
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Appendix A

Focus Group Interview Questions
1. In which types of courses do you think flipped learning can be effective? Why?2
2. Could you tell us about the Turkish Education System and School Management course content?
* What do you think about the effectiveness of flipped learning for this course?

3. What were the tools and materials used in the Turkish Education System and School Management course, which
was taught according to the flipped learning approach?

* For what purpose were these tools used in the course?
* Have any needs required?
4. Could you describe the learning environment of the Turkish Education System and School Management course?

5. What did you pay attention to while preparing for the Turkish Education System and School Management course,
which is taught in line with the flipped learning approach?

6. Do you think the Turkish Education System and School Management course was taught in accordance with the
flipped learning? Please state your opinion with positive or negative aspects.

* What would you say about whether the course content and the teaching method followed meet your expectations
before the course?

7. How did you use flipped learning while preparing your math lectures for this lesson?
* What did you experience? Give an example.

* What do you think about the relationship between the subject/course content you explained during group
presentations and the Turkish Education System and School Management course?

8. Do you think flipped learning is a useful approach to achieve the learning outcomes of the Turkish Education
System and School Management course?

* What are your experiences?

9. If you evaluate flipped learning in terms of the Turkish Education System and School Management course, what
are the advantages and disadvantages?

* What problems did you have?

10. What are your suggestions for the development of the Turkish Education System and School Management
course according to the flipped approach?

* What could be the suggestions in terms of content?

* What are your suggestions in terms of teaching method
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Appendix B
Table 5.
Course Evaluation Model Processes

Data to be Why? By Procedure How data willbe ~ What does this
collected Whom? analyzed inform?
Classroom ®To gather data on A colleague o Ggin permission  ®Break the video ®FGI questions
Observations non-verbal or Center from students to down into 30-

behaviors. for observe classes. second segments. eTriangulation with

Research other data
®To analyze what is and Best ®Observe classes  ®Interpret each

happening Practices (before, during, segment according

regarding ongoing in and after) and to the categories in

behaviors as they Learning take notes of the video analysis

occur and to make and salient features. framework (See

appropriate notes Teaching Table 2).

about salient (CELT) eVideo the same

features of the member classes.

phenomena as

observed. participant

observer

Focus Group
Interviews

(FGIs)

®Reveal how and
why students hold
certain beliefs
about the program
of interest.

oGather data from a
variety of points of
view.

oGather in-depth,
considered
responses with
every inferviewee
contributing
towards the
discussion.

eUnderstand the
group’s view on the
quality of the
course.

®Trends and patterns
in perceptions and
experiences from
the FGls will be
carefully and
systematically
analyzed so that
how students
perceive the quality
of the course in
terms of teaching
method can be
explored.

A colleague
or CELT
member

®Gain permission
from students to
participate in
focus groups
and for the
interviews to be
recorded.

®\Write open-
ended questions
based on what
was illuminated
in the classroom
observations
and document
analysis.

®Check the
quality of
questions with a
third party.

®Adjust questions
based on the
third-party
feedback.

®|n the focus
group, use
guiding
questions to
encourage
contributions
from every
interviewee.

®Transcribe the
FGls.

®Break the
transcription down
into utterances.

eSend the
transcription to the
participants to
member check for
accuracy.

®Anonymize
students using a
code.

oGive a number for
each utterance.

®Read the
transcripts several
times fo reflect
thoughts and
interpretations of
the phenomena.

®Perform qualitative
data analysis using
thematic analysis.

®Transform notes
into emergent
themes by making
associations
between actual
participant
statements and the
researchers’
interpretations.

®Document Analysis

®Triangulation with
other data
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oGroup units of
information with
similar meanings
info more
comprehensive
themes, to assist in
organizing and
interpreting the
unstructured data.

®Read each
participant’s views
and interpret as
positive, neutral, or
negative and add
a symbol added to
the transcript ( +,
*

. e)

o|f a participant
provides a counter
argument to any
other peers, give a
symbol.

(See Table 4 for
details)

Document

Analysis

A colleague
or CELT
member

®Documents can
provide us with a
condensed picture
of data from
several textual
resources, which
can then be
examined and
interpreted in order
to elicit meaning.

eConduct
document
analysis to the
syllabus
(including
course
description,
aims, design,
planned
learning and
teaching
methods,
learning
outcomes and
assessment

criteria, as well

as

recommended

readings and

course policies).

®Map documents in
a chart against
each outcome so
that missing
elements can be
illuminated (see
Table 6 for details).

®Focus Group
Interview questions

®Triangulation with
other data

Now, triangulate the data from the class observations, FGls and document analysis and analyze and evaluate

the results.

Share results with the teacher throughout the course to ensure transparency, ethics, and to allow changes to be
made as data becomes available.
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Genisletilmis Torkge Ozet

Pandeminin 2020 yilindaki etkileri, gevrimici ders tasarimi icin en iyi uygulamalarin
kiresel capta dikkat cekmesine yol agmistir. Bu kapsamda, 6gretmen ve &grenci
arasindaki iligkileri giclendirmek amaciyla yeni yéntemler benimsenmistir (Smith ve
Becker, 2021). Egitim alaninda ters yiz 6grenme yaklagimi (flipped learning), cevrimigi
dgrenmeyle 6zellikle uyumlu bir model olarak éne gikmighir (L&g ve Seele, 2019; Stéhr
vd., 2020). Bu modelin temel amaci, ders iceriklerini ders disinda égrencilere sunarak,
ders icerisindeki zamani etkin, pratik ve uygulamali faaliyetlere ayirmaktir (“The Flipped
Learning Global Initiative,” t.y.). Ters yiz 6grenme, dgrencilerin cevrimici iceriklerle
etkilesim kurmasini, &égrenci-dgrenci ve dgrenci-6gretmen isbirligini gelistirmesini,
ddevlerle aktif olarak meggul olmasini, sorumluluk almasini ve 6§renme kaynaklarina
(egitmen videolar! gibi) serbestce erisebilmesini saglar (Birgili vd., 2016).

Daha 6nceki calismalar, ters yOz 6grenmenin tim egitim seviyelerinde etkili bir
pedagojik yaklagim olarak kiresel tanimirligina odaklanirken (Bond, 2020; Lopes ve
Soares, 2017; Zou vd., 2020), son arastirmalar, bu yéntemin &grencilerin basarisi
Uzerindeki etkisini incelemeye yénelmistir (bir meta-analiz i¢in bkz. Orhan, 2019). Ters
yUz 8grenme uygulamalarinin, égrenci performansini énemli dlcide iyilestirdigi ve
biligsel, duyusal ve sosyal beceriler Uzerinde olumlu etkiler yarath§i belirtilmistir (Birgili

vd., 2021).

Bu calismanin amaci, Parlett ve Hamilton (1972) tarafindan gelistirilen Aydinlatici
Degerlendirme Modeli'nin (llluminative Evaluation Model) egitim bilimleri alanindaki
uygunlugunu incelemektir. Bu model, Bergmann ve Sams (2012) tarafindan tanimlanan
ters yiz 6grenme yontemi kullanilarak tasarlanan bir dersin degerlendirilmesi icin
kullanilmigtir. Calisma, iki temel arastirma sorusuna odaklanmigtir:

1. Aydinlatict  Degerlendirme  Modeli, ters yiuz egitim  bilimleri  dersinin
degerlendirilmesinde hangi yollarla ve ne dlgide kullaniimaktadir?

2. Ogrenciler, ters yUz egitim bilimleri dersindeki deneyimlerini aydinlatici bir
degerlendirme yoluyla nasil agiklamaktadir?

Yéntem

Aragtirmaya, ilkokul matematik egitimi alaninda 8grenim géren 17 birinci sinif dgrencisi
(16 kiz ve 1 erkek) kahlmighr. Ters yiz 6grenme ydntemi, Universitenin egitim modeli
olarak kullanildig icin ttm katlimcilar bu yéntemi farkli derslerde (analiz, matematik
dgretimine girig gibi bélum dersleri ve Universite hayatina giris gibi se¢gmeli dersler)
deneyimlemigtir. Katlimcilar dért hafta sureyle bu ¢alismaya dahil olma konusunda
g6nulloltk esasiyla izin vermistir. Toplamda sekiz ders kaydedilmis ve her biri 90 dakika
sUrmUstir. Derslerde &gretmenin ve &grencilerin etkilesimi kaydedilmistir. Kayitlar,
ogretim uygulamalarini ve &grenci etkilesimlerini analiz etmek igin yazi metne
doénustorolmistir. Bu gozlemler, ters yoz 6grenme ortamini daha yakindan anlamak icin
Parlett ve Hamilton’in éne gikardigi “6grenim ortami” kavramini temel almaktadir.
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Birinci yazar tarafindan yozilan saha notlari, sinifta gézlemlenen deneyimlere elestirel
bir bakis getirmeyi ve daha derin analiz seviyelerine ulagsmayr amaglamighr (Miles ve
Huberman, 1994). Bu notlar, &zellikle &grenci-6gretmen ve &grenci-6grenci
etkilegimlerini anlamak icin detayh bilgiler saglamigtir. Arastirmaya katilan égrencilerle,
iki odak grup halinde toplam 40 dakikalik mlakatlar yapilmigtir. Bu milakatlarda
dgrenciler, ters yuz 8grenme sUrecindeki deneyimlerini, karsilastiklari zorluklari ve dersin
genel etkisini tarhigmigtir. MUlakatlardan elde edilen bulgular, ters yiz 6grenme sirecinin
farkh 6grenci gruplar Uzerindeki etkilerini anlomada benzersiz bir bakig sunmustur. Ders
programi, el kitaplar, etkinlik formlari ve degerlendirme materyalleri incelenmistir. Bu
materyaller, ters y0z 6grenme ortaminin 8gretim sistemlerine nasil entegre edildigini ve
bu sistemin nasil isledigini anlamak icin kullanmilmighr. Ozellikle, dgrencilerin ders
dncesinde izledigi cevrimici videolar da bu incelemenin bir parcasini olusturmustur.

Aragtirma  ekibi, tfers yUz 6grenme ydntemini benimsemis U¢ akademisyenden
olusmaktadir. Birinci yazar, egitim bilimleri alaninda doktora égrencisi olarak ders
gdzlemleri, saha notlari ve odak grup milakatlarini kaydetmistir. ikinci yazar, 19 yillik
arastirma deneyimi, Uc yillik ters yiz simif 6gretimi deneyimi ve istatistiksel veri analizi
uzmanhgiyla katki saglamistir. Uciinci yazar ise egitim ve okul sistemi dersi egitmeni
olarak profesyonel gelisim programlari sunmus ve ters yiz 6grenme tasarimlarinin
kalitesini  saglamigtir. Veri toplama sireci boyunca, birinci yozar degerlendirici
(gozlemci-aragtirmaci) rolG Ustlenirken, Ugincl yazar egitmen (egitmen-arastirmaci)
rolonde bulunmustur. Veriler, Aydinlatici Degerlendirme Modeli'nin 6grenim ortami (1.
ve 2. agsamalar) ve égretim sistemleri (3. asama) olmak Gzere iki boyutuna gére analiz
edilmisgtir.

Sonug

Ters yUz 6grenme surecindeki etkinlikler arasinda; ders anlatimi (%23,68), 6grenci
cevaplan (%18,42), égrenci fikirlerinin kullanilmasi (%15,79), égrenci tarafindan
baslatilan konusmalar (%10,53) yer almistir. Ogretmenin iletisiminin égrencilerle etkili
oldugu gorilmus ve sinif igi etkinliklere katiimin artmasini saglamgtir.

Mulakat verileri, ters yiz 8grenmenin grup ¢aligmasi ve aktif katilimi vurguladigini ortaya
koymustur. Katiimcailar, egitim sistemlerine iligkin farkli bakis acilari kazandiklarini
belirtmigtir. Ancak, matematik dersi icin daha fozla materyal destedi gerektigini
vurgulamustirlar. Bir 6grenci, grup ¢alismalarina 6én yargisini ashdini ve baskalarinin
fikirlerinden fayda sagladigini belirtmigtir.

Dersin sonunda dgrenciler, egitim sistemine dair SWOT analizi yaparak kendi reform
planlarini  gelistirmis ve konuya dair bilgi birikimini derinlestirmistir. Egitmen
rehberliginde kendi matematik Unitelerini ters yiz 6grenme ydntemiyle tasarlama
konusunda bilgi sahibi olmusglardir.
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