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The Market Value of Knowledge and  
Academic Failure 

 

Ceyda Çavuşoğlu Devecii** , Mustafa Gündüz 
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Abstract 

As in many countries, neoliberal policies have affected the field of 
education in Turkey. The competitive school ranking system and its 
meritocratic narratives have shaped students’ aspirations and their 
understanding the sources of success and failure. This study reveals the 
resonance of these policies on individuals. Through in-depth interviews with 
high-school students in Istanbul, this phenomenological qualitative study 
engaged with 29 students intensely. It is found that individuals aspired to 
reach top positions within the neoliberal system. Which corresponds to 
entering Anatolian High Schools in the Turkish education system. Often 
influenced by parents who helped to deliver the system’s messages, 
students themselves ignore their abilities and strive for promising positions 
in the market. They viewed themselves as solely responsible for their 
academic failures. However, this article suggests that student failure results 
from an educational system that encourages all students to pursue the 
same goals while ignoring their unique talents and predispositions. 

Keywords: Academic failure, School Choice, Neoliberal Policies, Academic 
Attainment, Phenomenology 
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Introduction 

Is it possible to order knowledge sets hierarchically by their value? Political science 
professor W. Brown (2011) has expressed her concern that the humanities today are 
facing near extinction at public universities in the United States. The ever-expanding 
global dominance of the neoliberal market1—which demands rational and measurable 
indicators—has gradually reduced the financial power and demand for academic fields 
that do not promise market-based return. In this context, education has been reduced to 
a tool that serves the goals of the individual with psychological approaches that put the 
student at the center and philosophical approaches that emphasize the subject. The 
individual has the ‘freedom’ and ‘obligation’ to choose the knowledge s/he will acquire, 
weighing its benefits to her/himself. As a result, the value of education is evaluated based 
on its income potential. This situation jeopardizes all theory-based scientific fields that 
form the basis of applied sciences. 

Neoliberalism is not merely an economic model but a hegemonic ideology that reshapes 
the global order, restructuring various aspects of life, including the concept of education 
and education systems. As in many other countries, Turkey has also been significantly 
influenced by these ideological transformations. With the increasing dominance of 
neoliberal policies, education has been redefined through market-oriented principles 
that prioritize competition, individual responsibility, and measurable outcomes. This 
study reveals how neoliberal policies—particularly influential in Turkey’s education 
system since the 1980s—have shaped the ways in which students make sense of 
academic failure. By focusing on failure, the study examines how students in Turkey 
position themselves within this competitive framework and the types of knowledge they 
rely on to define success. In doing so, this research highlights the extent to which macro-
level neoliberal policies resonate at the micro level, influencing students’ perceptions of 
the individual, success, and failure in Turkey. 

Undoubtedly, all ideologies see education as a means to serve their ends. It is impossible 
to plan education without influence from ideologies (O’Neil, 1981) and all actors 
involved in education take part in political action, whether consciously or not (Apple, 
2019). With the industrial era, the necessity of mass education was understood, and 
compulsory education was introduced for efficient production. Education is designed to 
serve the objectification of the individual within the state (Hegel, 1991, pp. 113–114) 
and the rationalization of political power (Weber, 1993, pp. 221–223). With the collapse 
of both the Soviet Union and the Keynesian economy in the 1980s, neoliberalism has 
become a widely adopted ideology worldwide. Thus, the transition process from an 
industrial society to an information society has begun. Therefore, developing tools that 
provide information, establishing creative connections between different information, 

                                                        
1 The dictionary meaning of the word market is the square—a market place where buyers and sellers meet. This 
concept has been used in more abstract and inclusive meanings within discussions on neoliberal ideology. In this 
study, it is generally used in the sense of abstract authority in which the material equivalent of a product or service is 
determined on the social ground and supply-demand relations are determined. 
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entrepreneurship, lifelong learning and competitiveness has become more critical than 
acquiring the knowledge itself. The relationship between knowledge and education has 
gradually become instrumental (Güllüpınar, 2015). 

The adoption of neoliberal ideology has also affected educational systems. Notably, 
neoliberal understandings built on the principles of the free market, the individual’s 
freedom of choice, individual benefit, and competition (Harvey, 2005; Beaud, 2015) 
lead education to be evaluated as a product or sector like other fields, including health, 
agriculture, and media (Apple, 2000; Davies et al., 2006). Educational institutions have 
also turned into companies seeking profit (Connell, 2013). Education has become a 
commodity rather than a citizenship right through the increasing number of private 
education institutions or tuition fees. Neoliberal education policies have held the student 
(and sometimes the family) responsible for investing in themselves, claiming that the 
schooling system offers the right to free choice. The entrepreneurial individual, created 
by neoliberalism, has the freedom of choice and should therefore determine the 
profitable educational path for her/himself. 

Neoliberalism sees education as a means of shaping human capital. The goal of 
education is to train manpower in skills and knowledge that the market needs (Connell, 
2013). The skills and behavioral patterns an individual acquires during the education 
process should return to the market in the form of a productive workforce. The existing 
market order in the state will serve to meet the needs of individuals, and therefore the 
benefit arising from scientific advances and knowledge should serve the functioning of 
the market (Hayek, 1995, p.155). Thus, this understanding glorifies technological and 
application-based information that can revive production and be transformed into a 
product or service. Education has transformed from a system that deepens and expands 
intelligence and sensitivity and provides historical consciousness into a system intended 
to raise entrepreneurial individuals proficient in technical skills (Brown, 2011). 
Consequently, training programs and distribution of resources prioritize commercial 
concerns (Ball et al., 1994, p.19). As a result of ranking systems that categorizes schools 
according to their success, school administrators search for talented students. The 
emphasis shifted to the student’s performance rather than the student’s needs. In other 
words, what the school contributes to the student is not as important as what the student 
contributes to the school (Apple, 2001).  

In the market order—where everything is transformed into a buyable product—those 
without the means to struggle are pushed out of the system and marked as failures. 
Social groups with appropriate behavioral codes in their habitat have been able to use 
them for their own benefit by re-coding and transformation mechanisms (Bourdieu, 
1986, 1990). Thus, neoliberal policies continue to reproduce existing social divisions 
(Apple, 2001). With the influence of neoliberalism’s discourse on individuality and free 
choice, the individual is declared solely responsible for his own decisions. The individual 
is obliged to look after her/his own interests within the market conditions (Olssen, 1996). 
In this case, academic failure is understood to be due to the individual not making 
suitable investments in her/himself.  Considering the continuous re-evaluation of the 
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certificates obtained as a result of certificate inflation, the individual finds her/himself in 
a constantly intensifying race, just like the market competition (Brown, 2003). 

Although the impact of neoliberal policies on education in Turkey has become more 
noticeable in recent years, traces of neoliberal influence emerged as early as the 1980s. 
In 1986, then-President Kenan Evren questioned the education services provided by the 
state to its citizens, asking, ‘He has 12 children, 12 of whom are educated by the state 
free of charge. Is this social justice?’ (quoted in Gök, 2004, p. 101). A guide published 
by the Ministry of National Education in 1999 (Bal et al., 1999) emphasized the need to 
raise individuals who can produce marketable products using advanced technology. In 
addition to abstract goals, the state undertook many practical steps that served 
neoliberal policy. The first of these was the privatization of education.  

While private schools comprised only 7.71% of all schools in 2006–2007 (MoNE, 2007), 
that number increased to 19.02% for the years 2023–2024 (MoNE, 2024). In addition, 
the state announced a financial incentive package for families who sent their children to 
private schools, which varied according to the socioeconomic development level of the 
region and the school level (T.C. Official Journal 2014). Following curriculum reform in 
2004, the new textbooks included individual-oriented rather than society-oriented 
narratives. These textbooks evaluated the individual as a producer, consumer, and 
entrepreneur (Akkaymak, 2010, p. 101; İnal, 2006, p. 281). In his article, İnal (2006) 
drew attention to the conflict between the new curriculum and the sentimental and moral 
values of the Turkish society, such as compassion and self-sacrifice. The individual 
competition is centralized within the education system. The scarcity of schools providing 
a strong education gradually sharpened this competition in this exam-based education 
system. While the ratio of government funding allocated for education has gradually 
decreased (ERG, 2021), the household budget allocated to education by families 
struggling for their children to be placed in good schools has increased. These practices 
prioritize the individual’s economic capital in the education system, yet also encourage 
the belief that individuals are solely responsible for acquiring this capital. Therefore, a 
qualitative study that reveals students’ perceptions of academic failure and how these 
perceptions are associated with different fields of knowledge will provide a critical 
contribution to the field and complement the existing literature. This study aimed to 
reveal the relationship between the neoliberal policies especially in the field of education 
and students’ interpretation of academic failure and success.  

In the following sections, a literature review will analyze the basic principles of 
neoliberalism, its development process, and its relationship with education. The article 
will then explore the relationship between the neoliberal individual and academic failure; 
this relationship will be understood in relation to educational inequality in the context of 
Bourdieu’s theory of reproduction. After detailing the stages of qualitative research, the 
value that the market places on students’ knowledge areas will be discussed in the 
context of academic success and failure. It will be focused on two main themes: ‘the 
knowledge hierarchy message conveyed by the market’ and ‘academic failure of the 
individual through the education system’. 
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Neoliberalism and its impact on education 

The economic crisis of the late 1970s led to widespread criticism of the Keynesian 
model’s ‘strong state, strong market’ emphasis. In response, neoliberalism emerged with 
the ‘strong free market, weak state’ approach, becoming the dominant political and 
ideological structure of capitalism by the 1980s (Theodore et al., 2011). This shift 
promoted privatization, deregulation, tax cuts for capital owners, and the reduction of 
social welfare programs, arguing that economic growth depended on a self-regulating 
market and individual entrepreneurship (Uçkaç, 2019). Proponents of neoliberalism 
claim that competition drives societal progress (Friedman, 1951, as cited in Peck, 2010, 
pp. 3–4) and that private property should take precedence over the public interest. In 
this framework, the state’s primary role is to maintain market mechanisms rather than 
intervene for social welfare (Turner, 2008). As Margaret Thatcher famously stated in 
1987, "There is no such thing as society! There are male and female individuals," 
reinforcing the idea that individuals, not the state, are responsible for their own well-
being. This ideology has profoundly reshaped public services through three forms of 
privatization (Brown, 2011). First, public services are outsourced to non-profit 
organizations but operate under profit-driven rather than public-interest motives. 
Second, public goods are replaced by individualized services, as seen in the rise of toll 
roads, paid higher education programs, and privatized public transport. Finally, 
responsibility for funding and accountability is transferred to the lowest units, leaving 
teachers, students, and office workers to safeguard their own interests without regard for 
collective welfare. 

As in many areas of life, education has experienced the painful effects of the neoliberal 
worldview. In addition to privatizing educational institutions that care for social benefit, 
neoliberal policy has positioned schools as places for the production of actors to feed 
itself. Hayek (1995, p. 155) sees the money network as the mechanism that holds society 
together and argues that the benefits arising from scientific advances and knowledge 
reach humanity by feeding the market order. In this way, neoliberal education has 
recognized natural sciences, engineering sciences, and applied sciences under the 
umbrella of empirical knowledge as valid and valuable. In addition, the educational 
environment supports learning by doing and the entrepreneurship of the individual 
(Olssen & Peters, 2005, p. 334). In this case, a product or service produced through 
applied sciences can be a commodity that can be marketed and converted into money. 
In short, education is positioned as a tool that will pave the way for high-paying jobs 
(Hayek, 1978). The market values knowledge according to the degree to which it turns 
the wheels of production and consumption in the market.  

Giving the knowledge clusters in the education program the right to exist as long as they 
feed the market - like decreasing the hours of the fundamental sciences and increasing 
the hours of applied sciences instead in the curriculum -has brought many intellectual, 
moral, and sociological problems. In his article ‘The Separation of Knowledge from the 
Knower’, Bernstein (2000, p.86) stated that after about 1,000 years, knowledge has 
separated from its humane and inward orientations. The neoliberal approach does not 
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aim to raise individuals with intellectual knowledge, as the link between knowledge and 
human self-discovery has been severed and wholly secularized. The production of new 
knowledge and scientific discoveries exists within the framework of commercial 
competition (Delanty, 2001, pp. 108–109). Knowledge becomes money itself, rather 
than being like money (Bernstein, 2000, p. 86). In this case, instead of pursuing 
spiritually nourishing knowledge, the individual turns toward fields that provide him/her 
with material gain. This market-driven educational system results in the individual 
lacking the freedom to choose the knowledge she/he wants to acquire. The individual 
must instead act according to the demand of the market. While neoliberalism 
emphasizes the freedom of the individual, it also creates the problem of freedom. 

Neoliberalism also prioritizes commercial concerns within educational institutions and 
therefore necessitates that resources are allocated to meet these concerns (Ball et. al. 
1994, p.19). National and even international ranking tables for universities were 
established as quality indicators of schools. Schools have, therefore, competed to recruit 
more successful and intelligent students to develop products to feed the market. This 
prioritization of high-achieving students has led to the withdrawal of resources from 
students with special needs or learning difficulties (Apple, 2001, p. 185). The image of 
schools as ‘safe, domesticated and progressive’ has transformed into ‘threatening, 
estranged and regressive’ (McCulloch 1997, p. 80). Students who can continuously 
invest in themselves can survive in such a system. This system benefits middle-class 
families in terms of their ability to figure out the system’s rules and their social, economic, 
and cultural capital (Apple, 2001; Ball et al., 1994). 

Therefore, education in the context of neoliberal policies is far from a system with equal 
opportunity for everyone or where individuals can freely make choices, as claimed. 
Individuals with the power to access the necessary resources can use them in their own 
favor. In this case, it only deepens the existing educational inequality in society. 

 

Educational inequality, neoliberal self and academic failure 

Bourdieu (1977), who carried out important studies on educational inequality, argues 
that schools, as the transmitters of a certain culture, are essential in ensuring social 
reproduction by excluding children who are not members of the dominant culture. The 
‘habitus’ that forms the basis of Bourdieu’s theory is a system that includes all the ways 
of thought, action, and perception of a particular social group. Individuals have latently 
limited freedom in choosing the codes of behavior within this field. It is, therefore, 
unthinkable for the individual to act independently of the store of the social group in 
which he/she is located (Bourdieu, 1990, p. 91). 

In Bourdieu's theory (1977), another concept that explains the mechanism of the wheel 
of reproduction is the concept of ‘capital’, which describes how cultural transmission 
occurs. Families strengthen their children’s educational lives through cultural transfer, 
purchasing services, and utilizing human resources. Bourdieu argues that capital 
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(economic, social, and cultural) is largely inherited from the family, and therefore 
education only legitimizes the values of a certain segment of society and ensures the 
reproduction of the existing social class structure (Bourdieu, 1977). Although the 
education system seems to function based on merit, it transforms existing social 
classifications into academic classifications, thus ensuring the existing structure’s 
preservation (Lareau & Weininger, 2003). According to Bourdieu, the idea that the 
education system is an institution that develops students’ abilities stands as a ‘myth’ 
(Bourdieu, 1974, p. 32). 

In the neoliberal understanding, individuals are not only free but also responsible for 
their own actions and welfare (Harvey, 2005, p. 66). In the field of education, individuals 
are obliged to improve themselves and make the right choices in this direction. They 
must overcome the problems they encounter in this process with personal efforts. This 
perspective aligns with the concept of the neoliberal self, which is characterized as an 
agent who pursues autonomy, fulfillment, and meaning by making strategic choices 
aimed at self-improvement. As a rational competitor, the neoliberal self operates within 
an economic logic of productivity and efficiency, constantly seeking ways to optimize 
personal value (Vassallo, 2013). In this framework, the individual is expected to take full 
responsibility for his/her own life, where success or failure is seen as a direct 
consequence of personal choices and efforts (Davies et al., 2006). The neoliberal self is 
active, calculating, and continually seeking betterment, always assessing risks and 
opportunities to enhance their own capital. This ongoing process involves strategic 
control to reach the ultimate goal, shaping oneself into a more competitive and efficient 
subject in an ever-demanding market-driven society (Vassallo, 2013).  

Neoliberalism emphasizes the concepts of freedom, equality, and justice while ignoring 
economic and social inequalities. However, the equality of the individual in a free-market 
economy disappears when the ‘profit-loss system’ does not favor the unfit structures 
(Olssen & Peters, 2005, p. 318). An individual born into an environment with a lack of 
the valid resources is destined to be pushed out of the picture. In this case, failure is dealt 
with as a purely individual situation, free from explanations related to class or poverty. 
Illness, addiction, unemployment, or other abnormal conditions once perceived as a 
blow of fate are now considered the fault and responsibility of the individual as a result 
of neoliberal self understanding (Beck & Beck-Gernsheim, 2002, p.   24). An individual 
life also requires taking responsibility for unfortunate and unexpected events. 

In education, students are considered the architects of academic successes and largely 
responsible for academic failures. All students take the same courses in the classroom, 
pass the same exams, and are ranked accordingly. The only person with power over this 
situation is the student. Meyer and Rowan (1977) mention that many programs, policies, 
and practices expose students to this individualistic perspective. The most important 
practice is the constant assessment and grading of students. Exams are both central to 
the functioning of the school and emphasize the individuality of student achievement 
(Bowles & Gintis, 1976; Oakes et al., 1977; Meyer et al., 1983). These practices lead 
students to evaluate success and failure as an individual phenomenon. Even students 
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who experience failure see themselves as the sole cause of failure (Farrington, 2008; 
Meyer et al., 1983). According to Mehan et al. (1986), a student’s career options do not 
consist of a simple equation of potential and effort. Rather, these options result from the 
continuous interaction between the child’s existing or developing capacities, the ongoing 
socialization processes at school, and the way the child transforms cultural capital into 
behavior. 

This study reveals how neoliberal policies—influential in Turkey's education field since 
the 1980s—have affected the process of making sense of academic failure. Through its 
focus on failure, the study illuminates how students in Turkey evaluate themselves in this 
competitive system and through which set of knowledge they define success. In so doing, 
this study provides indicators of how neoliberal policies implemented at the macro level 
resonate at the micro level, affecting students’ perceptions of the individual and 
success/failure in Turkey.  

Method 

In the following section, details regarding the research methodology will be presented. 
The section will outline the research design, describe the participants, and explain the 
data collection process. It will also address reliability and validity considerations, along 
with the researcher’s role in conducting the study. 

1. Research Methodology 

In this study, phenomenology, one of the qualitative research designs, was employed 
within the framework of the interpretive paradigm, as the research focuses on students' 
experiences of academic failure and seeks to explore how they make sense of this 
phenomenon. Phenomenology is a systematic approach aimed at uncovering and 
explaining the essential meaning of lived experiences (Van Manen, 1990, p. 10). 

2. Participants of the Study 

This research was conducted using maximum variation sampling in Istanbul. As Turkey’s 
most populous city, Istanbul reflects Turkey's socio-cultural mosaic. Two districts—one 
with the highest quality of life index (HLQR) and another with the lowest quality of life 
index (LLQR)—were selected based on the study conducted by Şeker (2011) in which the 
researcher grouped the regions of Istanbul with reference to physical, social, economic, 
infrastructural indicators. A total of seven2 schools were selected from different types of 
secondary education institutions in these districts: one vocational high school, one 

                                                        
2 In one of the districts, Imam Hatip high school is mixed gender, while in the other, it is divided into two separate 
schools for boys and girls. 
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Anatolian high school, and one religion-based Imam Hatip high school.3 Since high 
school students experience their first central placement exam4 and are subjected to a 
national ranking system, it was predicted that they would be more likely to experience 
academic failure than those in Middle School. Schools were selected to ensure that the 
central placement exam scores were parallel across districts. After confirming the 
diversity of districts and schools, all 10th-grade students in the selected schools were 
asked to write a story of failure in their academic life and to fill out a form with their 
demographic information and 9th-grade GPA scores to ensure diversity in student 
achievement and socio-demographic status. Forms from a total of 1,085 students were 
collected, of which 1,048 were analyzed, including 494 males and 554 females. 
Students were selected for interviews based on whether they held above or below-
average GPA scores in their schools. Thus, a total of 29 students were interviewed, 15 
of whom were from HLQR and 14 of whom were from LLQR. Fourteen students were 
female and 15 were male; 12 studied in Imam Hatip high schools, 9 in Anatolian high 
schools, and 8 in vocational high schools. Fourteen students maintained above-average 
GPA scores, while 15 held below-average GPA scores. 

To make the demographic characteristics of the participants easily identifiable, ‘L-AS-
S(+)F2’ was used to code participant information. The first digit of this code represents 
the district. The letter ‘L’ represents a low life quality index while ‘H’ represents a high 
life quality indexed region. The second digit represents the type of school. The 
abbreviation ‘AS’ stands for Anatolian high school, ‘VS’ for vocational high school, and 
‘RS’ for İmam Hatip high school (religious schools). The next digit represents 
achievement status. The symbols ‘S(-)’ were used for participants with below-average 
GPAs in their schools and ‘S(+)’ for those with above-average GPAs. The last digit 
represents gender. The abbreviation ‘F’ was used for female students and ‘M’ for male 
students. Table 1 below schematically presents the coding system. 

 

  

                                                        
3 There are many types of schools in the Turkish education system’s structure of secondary education institutions. 
Science Anatolian high schools and Anatolian high schools were established to prepare students for university 
education. Vocational schools include vocational courses and apprenticeships, which means there is less mathematics 
and science in the curriculum compared to Anatolian high schools. Imam Hatip schools offer many religious courses, 
like kalam, Qur’an, fiqh, hadith. 

4 In the Turkish education system, during the transition from primary to secondary education, a centralized exam 
consisting of questions related to the primary education curriculum is held simultaneously throughout the country. In 
the years this research was conducted, this exam was compulsory for all students and students made their choices 
according to the score they received regardless of the type of school. 



 

 

 

Journal of Qualitative Research in Education  
Eğitimde Nitel Araştırmalar Dergisi

 
10 

Table 1 Participants Codes 

Code Element Symbol Description 

District 

L Low life quality index region 

H High life quality index region 

School Type 

AS Anatolian High School 

VS Vocational High School 

RS Imam Hatip High School (Religious School) 

Academic 
Performance 

S(-) Below-average GPA in school 

S(+) Above-average GPA in school 

Gender 

F Female Student 

M Male Student 

Number 
If multiple students share the same demographic characteristics, 

numbers such as '1', '2' have been used to differentiate them. 

3. Data Collection 

Semi-structured interviews were conducted with the participating students. In the semi-
structured interview form, questions were designed to explore different aspects of the 
participants' experiences. These included opinion- and value-based questions such as 
"How do you define failure?", emotion-related questions such as "How did you feel after 
experiencing failure?", past-related questions such as "What has happened in your 
educational journey so far?", and experience- and behavior-related questions such as 
"Have you ever experienced failure in your education?". The interview questions were 
reviewed and revised based on the feedback of two field experts. Before finalizing the 
form, pilot interviews were conducted with two 10th-grade students. Based on these 
interviews, revisions were made to clarify misunderstood questions, and the final version 
of the interview form was developed. 
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Data were collected after obtaining ethical approval from the university and official 
permissions from the Istanbul Provincial Directorate of National Education and the 
Governorship of Istanbul. With the approval and guidance of the school principal, the 
researcher was supported by either guidance counselors, school officers, or vice-
principals. The opinions of the school staff who assisted the researcher in selecting the 
students for one-on-one interviews were also considered. In cases where the students 
predetermined by the researcher did not want to participate, substitute selections were 
made. The total duration of the interviews was approximately 950 minutes. The data 
were transcribed, resulting in a total of 422 pages of text. After the transcription process, 
participant verification was obtained from the students who could be reached via email. 

4. Data Analysis 

After transcribing the interviews, the researcher applied thematic analysis based on Van 
Manen's (1990) 6-step data analysis. In this approach, the text is listened to and read 
multiple times, allowing for the selection of key expressions that are thought to reveal 
the phenomenon or experience (Van Manen, 1990). These expressions are then grouped 
and categorized. Once the themes emerge, they are interpreted in conjunction with the 
existing literature. Since the research was designed with a qualitative approach, the data 
is not intended to be generalizable. From an interpretive perspective, the focus was on 
how students made sense of their situations. 

5. Reliability and Validity 

To ensure validity and reliability of the research, Lincoln and Guba's (1985) approach 
was adopted, which redefined traditional notions of validity and reliability to align with 
the nature of qualitative research. Instead of using positivist terms, they introduced 
alternative concepts that better reflect the interpretive paradigm. They replaced internal 
validity with credibility, emphasizing that findings should be accurate and trustworthy 
from the perspective of participants. External validity was reconceptualized as 
transferability, suggesting that qualitative research should provide detailed contextual 
descriptions to allow applicability in similar settings. Internal reliability was substituted 
with dependability, which requires consistency in data collection and analysis despite the 
evolving nature of qualitative inquiry. Lastly, external reliability was reformulated as 
confirmability, ensuring that findings are derived from the data rather than the 
researcher’s biases or subjective interpretations. These constructs provide a framework 
for evaluating qualitative research rigor while respecting its contextual and interpretive 
nature. 

To enhance credibility, this study employed prolonged engagement, triangulation, expert 
review, and participant verification. The researcher maintained long-term interactions 
with participants to minimize biases and better understand their experiences. Data 
triangulation was achieved through multiple data sources, including document analysis, 
interviews, and observations, to ensure a well-rounded understanding of the 
phenomenon. Expert feedback was obtained from professors and field specialists 
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throughout the research process, refining the methodology and data interpretation. 
Additionally, participant verification was conducted by sharing transcribed interviews 
with students to confirm accuracy. To ensure transferability, the study utilized thick 
descriptions of the research setting, participant demographics, and data collection 
process. A maximum variation sampling strategy was employed to include a diverse 
range of participants, providing insights applicable to similar educational contexts. For 
dependability, the researcher followed standardized procedures during data collection, 
such as applying the same protocols when distributing demographic forms and 
conducting interviews. Expert opinions were also sought to validate coding and thematic 
analysis, ensuring consistency.To establish confirmability, a peer debriefing process was 
conducted with field experts to review data interpretations. Additionally, an audit trail 
was maintained, documenting all research decisions, reflections, and methodological 
choices, allowing transparency in how conclusions were reached. 

6. The Role of the Researcher 

Coming from a relatively wealthy family, I grew up in an environment where education 
and achievement were highly valued. My early understanding of success was deeply 
rooted in hard work and personal effort, believing that academic excellence alone could 
open all doors. However, over time, this perspective shifted. While pursuing my 
doctorate, I began questioning the broader social and structural factors influencing 
academic performance. My growing interest in how students perceive academic failure 
led me to choose this as my research topic. I recognized that academic failure is not 
solely an individual shortcoming but a complex phenomenon shaped by both societal 
and personal conditions. Despite my own experiences, I remained aware that others may 
interpret failure differently, which shaped my approach to interview questions and data 
analysis. I carefully designed my study to avoid imposing personal biases, ensuring that 
I allowed students to express their own unique perspectives on academic failure. 

 

Findings 

1.The market’s knowledge hierarchy messaging 

The market communicates its demands and needs to society through many channels. 
Students not only make sense of these messages themselves but are also exposed to 
more clearly articulated forms of the same message by their families. Under this theme, 
"You will be out in the cold" refers to the message conveyed by families, while "My abilities 
vs. my acceptances" and "Neither inside nor outside the circle" are sub-themes that reflect 
how students interpret this message. 

1.1. ‘You will be out in the cold’ 

The phrase 'be out in the cold' is the most common of these messages. This term is 
generally used in social life to suggest that others have filled all available positions and 
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there is no place left for the individual. This term is often used when students who did 
not achieve the exam scores required for enrollment in their preferred schools are not 
placed in a school or when they cannot find a job after graduation. The phrase 
emphasizes that the individual will not be able to find a job that will allow him/her to 
earn money. The individual who cannot find a ‘useful’ position for himself/herself is ‘out 
in the cold’. 

There exists a social consensus regarding what constitutes failure and success. Students 
learn that alternative routes to the socially accepted linear equation that leads to success 
are not even worth considering. Participant students stated that parents and close 
relatives subjected them to suggestions, warnings, and even angry reactions when 
choosing their high school department preferences. These reactions were relayed in 
more detail by students who wanted to take paths that differed from the mainstream. 
They stated that they faced objections from their families when they wanted to choose 
fields such as psychology, sociology, philosophy, or language. The most important 
reason underlying the objections of their families was economic concerns. As observed 
in Bourdieu and Passeron's (1964) study, families fear that their children will not be able 
to earn enough if they graduate from these departments. 

In this regard, L-AS-S(-)F shared her concern that her father was not yet aware of the 
last-minute change in her department preference. Although she predicted that her father 
would not react harshly, she also stated that he warned her, ‘If you study languages, you 
will be out in the cold’.  

"Honestly, I haven’t told my father yet that I chose the language track. Here’s what happened: At first, my 
father and I came here together, and since my father knew that I was going to study law—because I had 
been saying it since I was a child—he assumed that was the plan. So, we initially chose the equal-weight 
track together. Later, I thought about it at home, reflected on it, and then I went to my school teacher and 
changed my department. I only told my mother; I haven’t told my father yet. I don’t know how he will react 
when I tell him, I hope he won’t be angry. I don’t think he will be, but I still hope he won’t. I think my father 
will say, ‘It’s up to you, whichever you want, go for it,’ but also, ‘I wish you hadn’t done this because if you 
study in the language track, you will be left out in the cold.’ I mean, a lot of students from the science track, 
even engineers, are currently unemployed. For example, my cousin is a computer engineer, and he is 
jobless. And it's not even that he graduated from a bad school. He would say, ‘So you chose the language 
track? What are you planning to do with it? At which company do you plan to work?’ But for me, even 
translating books would be fine. I mean, at least, I think if I applied somewhere to translate a book, maybe 
they would hire me. I hope it works out." (L-AS-S(-)F) 

The participant student justified her decision to her father by stating that ‘even engineers 
and so on are currently out in the cold’. She also gave the example of her cousin, a 
computer engineer, who was unemployed despite graduating from a good school. The 
fact that her father said ‘you chose the language department even worse’ to her, 
implying that she was embarking on a path that could not be fought under these 
conditions, reveals the relationship between the chosen field of study and the income 
foreseen in the future. 

An academic background with no financial return in the market is a source of worry for 
the father. The father considers it essential for his child to receive an education in a field 
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that will help her stand on her own feet. The institution’s reputation and the degree must 
therefore meet social expectations. In this situation, the student is ‘free’ to choose one of 
two options: a field in which the market does not promise a material return but which 
he or she enjoys intellectually, or a field in which the market promises a material return 
but which he or she does not enjoy intellectually. As a result of rational thinking, 
individuals often choose the second option. Therefore, as Brown (2011) argues, 
neoliberalism extends its domain beyond the administration of the state to the human 
psyche. 

A few of the participant students stated that, in addition to concern over the lack of 
financial return, their families found some university departments worthless for other 
reasons. The academic reputation of these departments was equated with failure. 

A 10th-grade female student at the Imam Hatip high school conveyed her parents’ views 
as follows:   

"A person, for example, being interested in philosophy, sociology, or psychology—these kinds of things is 
just full of hot air (useless trivia).. A person is considered successful if they are a doctor, an engineer, or an 
architect. This is how they think." (H-RS-S(-)F1) 

Her parents identified social and human sciences with failure and other fields of 
knowledge with success. The social perception of success conveyed to students through 
their families leads them to choose departments they do not want or to worry about their 
future even if they choose the department they want. In the examples given, students 
expressed their families' opinions in a critical way. They positioned themselves as thinking 
differently from their families. Some students internalized these messages from the 
market and accounted for them in their academic career decisions. 

1.2.  My abilities vs. my acceptances  

Some students internalized and accepted their society’s hierarchy of knowledge at the 
expense of furthering their unique abilities. Students whose skills were appreciated by 
their community but at the bottom of the value hierarchy considered their talents ‘hobby 
activities’ or ‘obligations’. The Imam Hatip high school student, who was recognized in 
his social circle for his ability to read the Holy Quran well, explained his recognition in 
this field by saying, ‘I had to do this (Quran recitation) when I failed in mathematics and 
other numerical courses’ (L-RS-S(-) M2). The participant student, who had won degrees 
in provincial competitions in his field, said that if he had been successful in mathematics, 
he could have become ‘even a mathematics teacher’. He stressed how desirable but 
unattainable such a position was for him.  

"The subject I am successful in is the Quran side, the verbal side, so to speak. I believe I am successful in 
those areas. But even if I studied and barely passed math with a 50, that would be enough for me, let me 
put it that way. … I mean, if I had been successful in math, I could have even become a math teacher. So, 
I realized that I am unsuccessful in that area, in the numerical field. I wish I could have gone to a big 
university and eventually become something there. I mean, I could have been a lawyer; I might have had 
such an ambition." (L-RS-S(-) M2) 
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The fact that he imagined going to a ‘big university’ and becoming ‘something’ indicates 
that the success he achieved through his talent in reciting Quran did not satisfy him. The 
student wanted to be successful in mathematics not because he enjoyed the field, but 
because he aspired toward the status and prestige that being ‘something’ provides in 
society. He understood that to achieve this respect he must study at a ‘big university’ that 
ranks high in the university league table (Apple, 2001). 

Another participant student, more in tune with her abilities and interests, sought to strike 
a balance between the impositions of life and her own aspirations.  

"In 10 years, I see myself—though this keeps changing—right now, I plan to study gastronomy and do a 
minor in philosophy. … I want to do a minor in either psychology, sociology, or philosophy because, 
generally speaking, apart from psychology, philosophy and sociology are not fields with vast career 
opportunities. And I don’t want to spend my life constantly waiting for an appointment or waiting for 
something to happen. I want to be active, have a steady income, be happy, but at the same time, continue 
pursuing my dreams. The things I choose as my minor are my dreams..." (H-RS-S(-)F) 

The student stated, ‘I don’t want to wait to be appointed or to wait for something in my 
life’. This assertion underscored her concern that her dream fields of philosophy, 
sociology, and psychology would not offer her strong economic opportunities in the 
future. The student’s wish that ‘I want to have an income, I want to be happy, but at the 
same time, I want to continue my dreams’, led her to plan a dual-track education. Thus, 
she envisioned majoring in gastronomy and minoring in philosophy. The student, torn 
between ‘making a living’ and ‘achieving fulfillment’, it can be said that by choosing 
gastronomy as a major she put the priorities of the market hierarchically above her 
wishes by placing philosophy in a minor position.  

As Bernstein (2000) indicates, knowledge has been transformed into ‘money’ because it 
is valuable only if it is advantageous and efficient. By separating knowledge from people, 
the link between knowledge and the knower has been severed. From this point of view, 
it makes sense for families and students to prioritize acquiring knowledge that can bring 
them greater financial benefits in the future. The market assigns a value to professions 
and therefore disciplines in line with its needs. Students and their families who try to exist 
within the system aim to reach the ‘most valuable’ knowledge while ignoring the 
variables of their interests and abilities. 

1.3.Neither inside nor outside the circle5 

Students considered academic failures by the education system often look for alternative 
career paths. Although they see the likelihood of being academically successful as very 
low, they are wary to take the plunge and devote all their energies to an alternative 
route. They fear exiting the circle completely, although they do not think they can remain 
within the academic circle due to their unsuccessful ranking. Participant students who 
repeated a grade expressed that the success standards determined by the system may 

                                                        
5 This sub-section is named after the song "Çember"(circle), sung by Yeni Türkü (a Turkish band) and written as a 
poem by Turkish writer and poet Murathan Mungan. 



 

 

 

Journal of Qualitative Research in Education  
Eğitimde Nitel Araştırmalar Dergisi

 
16 

not fit everyone. Still, they were hesitant about their alternative career paths. A male 
student studying at a vocational high school said that having an academic career was 
good and that it was necessary to pursue one of the ‘professions that hold in this era’. 
However, he expressed how agonizing the thought of working in these professions was 
for him, asking, ‘Do I have to commute to that job every day?’. In which he meant he 
has to spend time at that job every day even though he wouldn’t experience a bit of joy. 
During the conversation, he shared, ‘Sometimes I wonder if I can come to a place other 
than education’. This statement expresses his uncertainty about whether defining success 
outside the academic channel was possible. In a hypothetical scenario where the 
participant student remains within the educational system, he took a position that 
reinforced his place in the circle, stating: 

"I mean, if I am very successful, I would do music as a hobby or something. Being a lawyer could be an 
option. Out of all the professions, only that one stands out—being a lawyer is good in a way." (H-VS-S(-
)M) 

The students stated during interviews that they did not enjoy the lessons and that getting 
up early in the morning and coming to school was a torment for them, comparing their 
schools to ‘dungeons’ and ‘prisons’. These statements are similar to the behavior of the 
student group that Willis (2003) defines as ‘lads’. Contrary to Willis' findings (2003), 
however, the participant students felt that academic success would help them access 
well-paying jobs. Here, there is a search for an alternative path that promises a future 
for the student who cannot exist within the system. However, the social acceptance of the 
relationship between academic achievement and a promising future in fields determined 
by the market has such an impact on students that they experience insecurity about 
pursuing these alternative paths. Bourdieu and Passeron (1964) help understand student 
insecurity through their thesis on the unequal distribution of information about job 
opportunities for students of different socioeconomic statuses. With the impact of 
neoliberal policies on educational programs and resources (Ball et al., 1994), the career 
paths of becoming a doctor, a teacher, or an engineer are clearly laid out through 
schools. However, gaining information about the career paths of musicianship—the 
student's field of interest—is challenging without the necessary social, cultural, and 
economic capital. This situation requires that the student risks pursuing a path without 
clear criteria for success. 

2. Academic failure of the individual through the education system 

Encouraged by neoliberal policies, the state ranked schools using centralized test scores 
to ensure standardization and efficiency control among educational institutions. Schools 
were thus held accountable for improving their performance indicators by monitoring 
their scores, which were updated every year (Apple, 2001). As a result, even schools with 
different education programs were ranked by the same standards. This system created 
a hierarchy between school types and even among schools of the same type. In Turkey, 
enrollment into schools required centralized exams with the Transition from Primary 
Education to Secondary Education (TEOG) system between 2013 and 2017. After 2017, 
only schools designated as ‘Qualified Schools’ continued to require examination. The 
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students participating in the study experienced the TEOG system in transition from 
primary to secondary education. While all students wanted to enter the schools that 
ranked highly, the centralized exam restricted their academic opportunities. Academic 
attainment mechanisms, which comprise achievement-based criteria designed to 
determine the schools students will attend (Oakes, 2005), ensure that students are 
educated in relatively homogeneous groups. The participating students were aware of 
this practice and believed that it had significant consequences for their future. Those who 
recognized the hierarchy between different school types—and the hierarchical ranking 
of schools within the same type—expressed feelings of sadness and regret about not 
being able to study at “better” schools. A female student studying at an Anatolian high 
school stated that her school ‘was not even on my list’ and that she expected to be placed 
in schools ranked much higher. In addition, she stated that:  

"This was not the place I expected; in fact, it wasn’t even on my list. I thought very poorly of this place and 
kept saying that I didn’t want to go to any school in this district. Maybe this was a prejudice, I don’t know, 
but it felt like students in other schools were happier. I would look at the appearance of other schools, and 
they seemed very beautiful, especially in other cities, but this place didn’t seem nice to me." (L-AS-S(-)F) 

Almost all the students participating in the study wanted to study at an Anatolian high 
school. The unbalanced distribution of the demand for school types can be considered 
a reflection of social structures on schools. McDermott (1974) mentioned that in the 
existing order, some people must be successful, and others must be unsuccessful. In line 
with the market’s demand, the differences in status and earnings in occupational groups 
make high-status and high-income professions more attractive. To access those 
professions, following certain routes within the education system is necessary. 
Consequently, a student who wants to become an engineer targets an Anatolian high 
school. In a society where everyone wants to be an engineer, doctor, or business 
manager, all students are expected to aim for Anatolian high schools. Therefore, since 
it is out of the question for everyone to become an ‘engineer’, the system must distinguish 
between successful and unsuccessful students.  

Students believe attending a higher-ranked high school will lead to acceptance into a 
more reputable university and profession. These student beliefs are supported by the 
findings of Alacacı and Erbaş (2010) that the type of school highly impacts student 
achievement. Similarly, Kavurgacı and Selvitopu (2022) found that school type plays a 
crucial role in shaping students’ experiences with their families, teachers, and social 
environments. Their study highlights that students encounter significantly different 
experiences based on the type of school they attend, and that school type is a major 
determinant in both their present and future opportunities. Schoville et al. (2024) further 
argue that elite public schools in Turkey establish a clear career trajectory for their 
students, steering them towards high-status professions rather than non-technical or 
lower-qualified jobs. This trajectory is reinforced through habitus, which is carefully 
shaped by familial cultural capital and a school culture that instills a sense of 
exceptionalism. By modeling expectations through peers, teachers, and administrators, 
these schools contribute to the reproduction of social and economic inequalities, 
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positioning elite students not only for academic success but also for a superior status in 
society. 

This structured trajectory is not only reinforced within elite schools but is also deeply 
embedded in societal perceptions of school hierarchy. Beyond official ranking tables, 
society also upholds and transmits the hierarchy between schools. Students are exposed 
to evaluations about schools from the adults in their lives. A female student studying at 
an Anatolian high school explained why vocational high schools were not among her 
preferences by saying, ‘In elementary school, our teachers used to tell us about 
vocational high schools in a very bad way’ (L-AS-S(-)F). According to the student, 
teachers cited as factors that make vocational high schools disadvantageous that ‘you 
cannot enter university’ and ‘you will work for a 2.5 times minimum wage at most’.   

The teacher defined vocational high school as a barrier to university admission. The 
teacher warned that, without being placed in university, students would not earn enough 
money to provide for themselves and their families. This explanation, which ignores the 
student's personal interest and ability, is a rather mechanical cause-and-effect 
relationship that is assumed to be valid for everyone. Similar to the relationship Hayek 
(1995) established between scientific developments and the market order, the teacher 
established a correlational relationship between the type of school and the earning 
potential. The consequence of attending a vocational high school is not being placed in 
a university, and the consequence of not being placed in a university is settling for 
minimum wage. The neoliberal system places academic failure into a broader string of 
concurrent failures. 

Almost all the participant students blamed themselves for their academic failure. They 
attributed their situation to not working hard enough. The Imam Hatip high school 
student explained that he went to the toilet and cried on the first day of school because 
he could not get into an Anatolian high school. He said that while crying, he thought, ‘If 
I had studied a little more, I would have gone to a school I dreamed of’ (L-RS-S(+)M). 
He asked himself, ‘Why didn't I study?’, and reminded himself of what he had lost, 
saying, ‘I could have gone to the school of my dreams’. Believing himself responsible 
for his failure, he experienced deep ‘regret’. 

However, academic failure is not solely an individual matter but is also shaped by social 
background and structural inequalities. As Akçatepe et al. (2024) and Schoville et al. 
(2024) argue, school selection is influenced by the habitus of the home, which 
determines the educational choices available to students. Yet, despite these structural 
constraints, students often interpret their failure through a neoliberal lens, seeing it as a 
result of their own shortcomings rather than external conditions. 

The fact that students hold themselves responsible for their academic failures gains 
meaning when considered in terms of neoliberal identity construction and individualism. 
According to a neoliberal understanding, an individual's success and failure stem entirely 
from himself/herself. Successes are associated with him/her being a good entrepreneur, 



 

 

 

Journal of Qualitative Research in Education  
Eğitimde Nitel Araştırmalar Dergisi

 
19 

while failure is attributed to inadequately investing in one’s education (Davies et al., 
2006). Neoliberalism produces a competitive environment between individuals, and this 
competition surfaces in education in the form of exams. Bauman (2011, 19) stated that 
only the individual himself is praised or blamed for the ‘good and bad’ in his life. In this 
case, positive exam scores were understood as a result of students’ diligence, while doing 
poorly on exams was attributed to laziness. As a natural consequence, the participant 
students were viewed as solely responsible for not being placed in the schools they 
wanted. The economic conditions, family traumas, or other abnormal situations in their 
lives are not associated with the results (Beck & Beck-Gernsheim, 2002, p. 24). An 
individual life also requires taking responsibility for unfortunate and unexpected events. 
According to the researchers, this understanding differentiates the ‘life story’ narrated by 
the individual from the ‘biography’. While biographies include fact-based personal 
history, ‘life stories’ consist of individuals' explanations of events with self-entitled values, 
such as decision-making, negligence, ability, and overcoming (Beck & Beck-Gernsheim, 
2002). The fact that students portray themselves as the source of their academic failure 
in their ‘life stories’ coheres with neoliberalism’s individualist identity construction. 

Students who did not score well enough on the exam to be placed in Anatolian high 
schools—which were established to prepare them for university education—still aim for 
professions that provide a good income and are accepted by society. Having this goal 
despite the school's curriculum means rowing against the current. Students stated that 
they were at a disadvantage compared to Anatolian high school students and that this 
represented a systematic injustice. In other words, even though they are tracked by the 
education system, they consider themselves in the same race and take the structural 
format of different types of schools as a threat to their individual success. A male student 
studying at a vocational high school mentioned that in the last two years of high school, 
they take internships and vocational courses instead of studying the subjects appearing 
in the university entrance exam. He drew attention to the fact that even though he was 
studying at a vocational high school, everyone was running the same race with the same 
goal, saying, ‘we are both taking the same exam’. He emphasized that he was in a much 
more disadvantaged position compared to students studying at Anatolian high schools, 
saying, ‘I think we should make more effort than them’ (L-VS-S(+)M). Paradoxically, the 
student perceived the fact that vocational high schools fulfilled their founding function 
by implementing their own curriculum as an ‘injustice’. 

The school’s vocational courses and internship programs were seen as barriers to 
preparing for the university entrance exam. Even though students are subjected to 
academic ranking by the education system and assigned to different tracks, they still try 
to achieve the same goal: to pursue the natural sciences, engineering, and applied 
sciences (Hayek, 1995), which the market considers valid and valuable. A similar 
situation applies to Imam Hatip high schools. L-RS-S(+)F complained about the weight 
of religious education courses in the curriculum and expressed concern about failing 
these courses, stating, ‘my GPA will drop’. She complained that when she spent time on 
these courses in order to maintain her high GPA, she could not focus on the courses that 
were within the scope of the exam, which she characterized as ‘normal courses’. As a 
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reminder that even though they are in different schools, everyone is running towards the 
same goal, she expressed, ‘After all, we will take the same exam, and the exam does 
not include siyar, fiqh, or Quran’. 

Participant students who attended another type of religiously oriented school also viewed 
religious courses as an obstacle to their success. Stating that these courses would not 
help them in the university entrance exam, a student again blamed the education system 
for their possible failure. As a result of the academic attainment mechanism of the 
education system, students could not go to a high school suitable for their goals. 
Therefore, they were not the victims of their own ‘choices’ but of an ‘allocation’ process 
(McDermott, 1977). 

Results and Discussion 

This research is based on the data obtained from interviews with 10th-grade students 
studying in two different districts of Istanbul, Turkey—one with the lowest and the other 
with the highest life quality indexes—to reveal the relationship between neoliberal 
policies and students' educational preferences and perception of academic failures. With 
the implementation of neoliberal education policies in Turkey, the competitive education 
approach has become much more visible in the education system. The ranking tables in 
all sub-units of education have led to clear distinctions between schools and fields of 
knowledge based on whether they are within the scope of the exams. These distinctions, 
in turn, have reshaped society's perception of success and failure in schooling and the 
value judgements associated with various academic fields. 

This study revealed that society’s assumptions around success affect students' academic 
failures. Families want their children to choose departments that lead to professions that 
are seen as socially successful, ignoring their predispositions and talents. Likewise, 
despite their success in other fields, students want to pursue careers considered successful 
(lawyers, engineers, doctors, etc.), determined by market demands (Bernstein, 2000). 
Monetizability determines the value of particular fields and occupations. Therefore, 
students widely desire fields and professions with high market value, aspiring toward 
identical goals regardless of their unique predispositions and abilities. This situation—
where students with different characteristics try to reach the same goal—results in the 
failure of certain groups. As stated by Bourdieu and Passeron (1964), the socioeconomic 
status of individuals is effective in orientation towards professions with high market value. 
Individuals with high economic and cultural capital can make ‘arbitrary-based’ rather 
than ‘money-based’ choices. On the other hand, individuals without this capital must 
meet the market’s demands to guarantee their future. The fact that certain career paths 
are less known than market-determined career paths discourages participants from 
pursuing alternative professions. 

This study also found that the market’s prioritization of particular fields impacts student 
career plans. Students make ‘rational’ choices by accepting their parents' warnings or 
adopting this value ranking themselves. These preferences generally direct students 
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toward knowledge areas where the market promises high income. In conclusion, this 
study confirms the concerns of Wendy Brown, mentioned at the beginning of this article. 
Participant students considered success in mathematics more valuable than in fields such 
as sports, arts, religious studies, philosophy, sociology, or linguistics. Similarly, in Smith's 
(2010) study, students associated success in mathematics with success in their future 
careers and general happiness. Rodeiro (2007) found that high school students 
considered traditional subject areas such as mathematics, chemistry, or biology more 
important than areas such as psychology or media. In the United Kingdom, students 
enrolled in an art course said they would like to continue with art in their futures, but as 
a hobby in addition to their full-time jobs (Thomson et al., 2020). 

This study’s findings elucidate the hierarchical order among school types in the Turkish 
education system. The demand for schools correlates with the income level and earning 
status they promise in the future. Almost all students, therefore, aspire to attend Anatolian 
high schools, which rank highest among Turkish high schools. As a result of academic 
attainment mechanisms, all students—except those placed in the few top-ranked 
schools—consider themselves academically unsuccessful. 

Research indicates that academic failure is explained by the family’s socioeconomic 
status by 38% (Karaağaç, 201911). Broader findings show that an individual’s social, 
economic, and cultural capital is the main determinant of access to higher education. 
Additionally, social class—shaped by parental education, profession, and income—
significantly influences students' educational trajectories and their ability to navigate the 
system effectively (Bülbül, 2021). Despite these structural constraints,  the majority of 
students in this study held themselves responsible for their academic failure. The 
education system claims to put forward a fair and impartial system based on meritocratic 
values. In this system, the scores obtained according to the evaluation criteria are 
decisive, and students are placed based on their scores. However, in this system, the 
unique circumstances of the students and the level of support they received during the 
education process are ignored. The belief that assessments are merit-based is so 
dominant that even students stated that they failed because they did not work hard 
enough. The fact that students ignored their disadvantageous situations and blamed 
themselves for academic failure underscores the widespread individualist approach in 
society. The individualistic understanding in neoliberalism places the consequences of 
all kinds of unfortunate events in life on the individual. No matter the circumstances, the 
student must make the right investment at the right time to score well on exams (Davies 
et al., 2006). With four decades of neoliberal influence, Turkey’s educational system 
provides one of the best representations of how neoliberalism has reconfigured 
understandings of education, failure, and self. 
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Recommendations 

Future research on academic failure should focus on specific student groups, such as 
male and female students who have failed a grade, to explore potential differences in 
their perceptions of failure. Additionally, ethnographic studies could provide deeper 
insights into how cultural contexts shape students’ understanding of academic success 
and failure. Since this study was conducted in public schools, it did not fully capture the 
perspectives of upper-class students. A similar study in private schools would help 
highlight differences in how academic achievement is perceived across socio-economic 
groups. Furthermore, qualitative research on parental perceptions of academic success 
across different socio-economic backgrounds would be valuable in understanding how 
family influence shapes students' attitudes toward failure. 
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Genişletilmiş Türkçe Özet 

Neoliberal politikalar, eğitimi, piyasanın ihtiyaç duyduğu beceri ve bilgiyi sağlayacak 
insan sermayesini yetiştiren bir araç olarak görmektedir. Eğitim sürecinde kazanılan 
beceriler ve davranış kalıpları, üretken bir iş gücü olarak piyasaya geri dönmelidir. Bu 
anlayış, teknolojik ve uygulamalı bilgiyi yüceltir ve eğitimi, girişimci bireyler yetiştiren bir 
sistem haline getirir. Okulların başarısını değerlendiren sıralama sistemleri, öğrencinin 
performansına odaklanmıştır. Bu sistemde, öğrencinin okula katkısı, okulun öğrenciye 
katkısından daha önemli hale gelmiştir. 

Wendy Brown (2011), bugün beşeri bilimlerin kamu üniversitelerinde yok olma 
tehlikesiyle karşı karşıya olduğunu ifade etmektedir. Neoliberal piyasa mantığı, rasyonel 
ve ölçülebilir göstergeler talep ederek, finansal gücü ve talebi olmayan akademik 
alanların değerini azaltmıştır. Bu bağlamda eğitim, bireyin amaçlarına hizmet eden bir 
araç haline gelmiştir. Neoliberal ideolojinin benimsenmesi, eğitimin bir ürün veya sektör 
olarak değerlendirilmesine yol açmıştır. Eğitim kurumları, kâr arayan şirketlere 
dönüşmüştür ve bu sistem, öğrenciyi (ve bazen aileyi) kendi kendine yatırım yapmaktan 
sorumlu tutmaktadır. 

Pierre Bourdieu, okulların belirli bir kültürü aktaran kurumlar olarak sosyal yeniden 
üretimi sağladığını ve bu süreçte çocukları dışladığını savunmaktadır. Neoliberal 
anlayışta bireyler, kendi eylemlerinden ve refahlarından sorumludur. Eğitimde, bireyler 
kendilerini geliştirmek ve doğru seçimler yapmak zorundadırlar. Başarı veya başarısızlık, 
bireyin kendisinden kaynaklanmaktadır. Bu sistem, ekonomik ve sosyal eşitsizlikleri göz 
ardı ederek bireysel sorumluluğu vurgulamaktadır. 

Dolayısıyla, öğrencilerin akademik başarısızlık algılarını ve bu algıların farklı bilgi 
alanlarıyla nasıl ilişkilendirildiğini ortaya koyan nitel bir çalışma alana önemli bir katkı 
sağlayacak ve mevcut literatürü tamamlayacaktır. Bu çalışma, özellikle eğitim alanındaki 
neoliberal politikalar ile öğrencilerin akademik başarısızlık ve başarı yorumlamaları 
arasındaki ilişkiyi ortaya koymayı amaçlamıştır.  

Bu nitel araştırma, İstanbul'un en yüksek ve en düşük yaşam kalitesi endekslerine sahip 
iki farklı ilçesindeki 10. sınıf öğrencileri ile yapılan fenomenolojik görüşmelere 
dayanmaktadır. Okul türü, ilçe, cinsiyet ve başarı puanına göre farklılaşan toplamda 24 
öğrenci ile derinlemesine görüşmeler yapılmıştır. Bu öğrenciler seçilen okullarda 10. 
Sınıfta okuyan toplam 1085 öğrenciden 1048'inin formlarında yer alan demografik 
bilgileri ve başarısızlık hikayeleri incelenerek ve maksimum çeşitlilik örneklem türü 
benimsenerek seçilmiştir.  

Araştırmanın sonucunda ortaya çıkan bulgular eğitimde uygulanan neoliberal 
politikaların öğrenciler üzerindeki etkisini pek çok açıdan ortaya koymaktadır.  

Piyasa, taleplerini ve ihtiyaçlarını topluma çeşitli kanallar aracılığıyla iletmektedir. 
Öğrenciler bu mesajları kendileri yorumlamakla kalmaz, aynı zamanda ailelerinden de 
duymaktadırlar. "Açıkta kalırsın" ifadesi, mevcut pozisyonların dolu olduğunu ve birey 



 

 

 

Journal of Qualitative Research in Education  
Eğitimde Nitel Araştırmalar Dergisi

 
27 

için fırsat kalmadığını ifade eder. Bu terim, tercih ettikleri okullara yeterli puanı alamayan 
veya mezun olduktan sonra iş bulamayan öğrenciler için sıklıkla kullanılır. Bireyin, "işe 
yarayan" bir pozisyon elde edememesi, etkili para kazanma imkanlarının olmaması 
anlamına gelir ve bireyi "açıkta" bırakır. 

Bazı öğrenciler, toplumlarının bilgi hiyerarşisini kendi benzersiz yetenekleri pahasına 
içselleştirip kabul etmişlerdir. Toplum tarafından takdir edilen ancak düşük değer verilen 
yetenekler, "hobi faaliyetleri" veya "zorunluluklar" olarak görülmüştür. Bir İmam Hatip 
lisesi öğrencisi, Kur'an okuma yeteneği ile tanınmasına rağmen, "Matematikte ve diğer 
sayısal derslerde başarısız olduğumdan bunu yapmak zorunda kaldım" demiştir. Başka 
bir öğrenci, kendi yeteneklerine ve ilgi alanlarına daha uyumlu olan bir denge kurmaya 
çalışmıştır. Bu öğrenci, hayatındaki dayatmalar ile kendi arzuları arasında bir denge 
kurma çabasını dile getirmiştir. 

Eğitim sistemi tarafından akademik başarısız olarak değerlendirilen öğrenciler, alternatif 
kariyer yolları arayışına girmektedir. Ancak, akademik başarı şanslarının düşük 
olduğunu görmelerine rağmen, alternatif bir yola tam anlamıyla adım atmaktan 
çekinmektedirler. Meslek lisesinde okuyan bir erkek öğrenci, akademik kariyerin 
önemini kabul ettiğini ancak bu mesleklerde çalışma düşüncesinden nefret ettiğini 
belirtmiştir. Bu öğrenci, eğitim sistemi içinde kalmanın önemini kabul ettiğini ve avukat 
olmayı düşündüğünü ifade etmiştir. 

Neoliberal politikaların teşvikiyle devlet, okulları merkezi test puanları kullanarak 
derecelendirmiş ve standartlaşmayı sağlamıştır. Türkiye'de TEOG sistemi ile öğrenciler 
merkezi sınav sonuçlarına göre lise tercihlerini yapıyorlardı. Bu sınav, öğrencilerin 
akademik fırsatlarını sınırlamıştır. Katılımcı öğrenciler, bu uygulamanın gelecekleri 
üzerindeki önemli etkisinin farkında olduklarını ve daha iyi okullara gidememekten 
dolayı üzüntü ve pişmanlık hissettiklerini belirtmişlerdir. 

Bu çalışma, neoliberal politikaların öğrencilerin eğitim tercihleri ve akademik başarısızlık 
algıları üzerindeki etkisini ortaya koymaktadır. Aileler, çocuklarının toplumda başarılı 
görülen mesleklere yönelmesini istemekte ve öğrencilerin kendi eğilim ve yeteneklerini 
göz ardı etmektedirler. Benzer şekilde, öğrenciler de diğer alanlarda başarılı olmalarına 
rağmen, piyasa talepleri tarafından belirlenen kariyerleri hedeflemektedirler. Bu durum, 
farklı özelliklere sahip öğrencilerin aynı hedefe ulaşmaya çalışması sonucunu 
doğurmakta ve belirli grupların başarısızlığına yol açmaktadır. Bu durumun sonucunda 
başarısızlık yaşayan öğrenciler başarısızlıklarını kişisel bir yetersizlik olarak 
değerlendirmektedirler. 
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Abstract 

This research aims to evaluate the opinions of the students participating in the 
application, their parents and the classroom teacher about the application 
process related to the teaching process carried out with the activities within 
the scope of multiple intelligences theory applications based on daily life 
problem-solving skills in the primary school fourth-grade science course, 
which was carried out with the phenomenology model, one of the qualitative 
research models. The research participants comprised 23 students attending 
the fourth grade in a public primary school in Istanbul in the 2022-2023 
academic year, their parents, and the classroom teacher. Within the scope of 
the research, a six-week implementation process was carried out with the 
students in the classroom environment, and the researcher prepared the 
lesson plans within the scope of the "Our Food" unit. After the implementation, 
the data were collected through a semi-structured interview form prepared by 
the researcher. The research data were analysed using content analysis. As a 
result of the analysis of the data obtained in the research, it was concluded 
that the implementation process positively contributed to the students' course 
achievement, attitudes towards the course and the development of daily life 
problem-solving skills. In this context, activities based on the theory of multiple 
intelligences as an effective teaching method for students' cognitive, affective 
and skill development at the primary school level and in the context of science 
courses are recommended in line with the research results. 
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Introduction 

In today's "information and technology" age, where scientific and academic knowledge 
increases exponentially, technological innovations have gained significant momentum, 
and the impact of science and technological developments is prominent in all areas of 
our lives, it can be seen that science education has a vital role in terms of the 
development of society (MEB, 2006). Educational activities related to science enable 
individuals to understand their environment better and provide them with skills related 
to creative thinking. Science education also allows individuals to recognise their world 
and make sense of it correctly. It also develops the individual's logical thinking and 
problem-solving skills. This enables students to solve the problems they encounter in 
daily life more efficiently and to control their learning processes. Thus, while increasing 
students' practical skills for daily life, the development of science skills and learning to 
learn are provided (Hançer et al., 2003). 

Intelligence is a mental ability or skill that originates from human biology and psychology 
and arises from the capacity to calculate or process information (Gardner, 2006). The 
theory of multiple intelligences is a student-centred educational approach that offers rich 
activities and materials compatible with the individual differences and dominant 
intelligence areas of students and their specific learning styles in this direction, where the 
teacher is in the position of a guide. It shows educators the differences between students 
and how they can learn (Baykal, 2005). Multiple intelligences theory is an educational 
theory developed by Howard Gardner as an alternative perspective on intelligence, who 
argues that the traditional method of testing intelligence does not capture the wide range 
of potential people have (Armstrong, 2020). Gardner first explained his theory in his 
book "Frames of Mind", published in 1983 (Nuzzi, 1997; Gardner, 1999). 

According to Gardner's theory of multiple intelligence, eight areas of intelligence are 
innate to every individual and offer options that can support the individual's 
understanding and learning styles. These include "verbal-linguistic intelligence", "logical-
mathematical intelligence", "visual-spatial intelligence", "musical intelligence", "bodily-
kinesthetic intelligence", "interpersonal intelligence", "intrapersonal intelligence", and 
naturalistic intelligence (Türkuzan, 2004). Wilson (2018) explains each intelligence as a 
transformative process for students' education. However, Gardner (1993) interpreted 
human intelligence as each student's discovery of their power in teaching. Accordingly, 
each intelligence defines how students can understand various lessons taught in the 
classroom. The fact that their strengths are different for each student and the goal of 
helping students in a group reach their maximum learning potential reveals the necessity 
for the instructor to carry out studies to diagnose students in the teaching process 
(Gardner, 2004). 

Currently, as a reflection of the student-centred education approach, studies on 
Gardner's multiple intelligences theory have increased (Kural, 2020). An examination of 
studies conducted in Turkey and abroad revealed that these studies were carried out in 
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a broad target group from the preschool period to adulthood and within the scope of 
many different courses (Çelik Özer, 2010; Koç, 2012; Ermiş, 2012; Durmuş, 2013; 
Dalbudak Pekdemir, 2014). However, studies generally focus on increasing academic 
achievement in specific courses or determining the multiple intelligences areas of the 
relevant target group. The studies carried out in Turkey are generally aimed at foreign 
language education at the high school and university levels; however, studies conducted 
within the scope of high school science courses such as physics, chemistry and biology 
have come to the fore (Yavuz, 2010; Kurt, 2012; Şakir, 2013; Pourfeiz, 2014; Tüysüz, 
2015; Hergüner, 2016; Elgün Gündüz, 2017). In addition, domestic and foreign studies 
on skills carried out with gifted, special needs or preschool children are also included in 
the literature (Çalışandemir, 2010; Şahlı, 2010; Darga, 2010; Koç, 2012; Şahin 
Zeteroğlu, 2014). The literature review observed that the number of studies carried out 
at the primary school level on the multiple intelligences theory in Turkey was more 
significant than in other countries. The fact that these studies, which were carried out 
primarily within the scope of the science course, were mainly aimed at determining the 
intelligence areas of the students and did not focus on the skills expected to be gained 
by the students in line with the objectives of the science programme, caused the 
functionality of the theory of multiple intelligences within the scope of the science 
programme to not be fully revealed. 

Problem Statement 

According to Gürkan and Gökçe (2000), students' interest in science is relatively high in 
the first stage of primary education, but this interest decreases in the following years. 
Since students' attitudes towards science are generally low in Turkey, there has been a 
decrease in their achievement in science. The emergence of this situation can be thought 
of as a problem arising from the fact that students are not handled with different 
intelligence areas (Öngören, 2007). Educators can optimise student education by 
learning a child's strengths and preferences. This situation increases the value of using 
the theory of multiple intelligences effectively in daily teaching processes (Adcock, 2014). 
Research also shows that using teaching activities based on multiple intelligences theory 
by students in science lessons is more exciting and fun than the current teaching methods 
and increases academic achievement (Altınsoy, 2011). However, within the scope of the 
research, it was inferred that evaluating the opinions of students, parents and teachers 
about the activities related to the theory of multiple intelligences within the framework of 
the relevant application will provide findings that will allow a general framework to be 
drawn for the application development process. 

Importance and Purpose of the Research 

Science includes all branches of science consisting of the knowledge acquired by human 
beings from examining themselves and their natural environment (Çilenti, 1985). With 
the rapid development of technology, the importance of science is rapidly increasing in 
the 21st century. The first aim of education is to raise well-equipped individuals who will 
keep up with age, research, and questions through critical thinking (Bökeoğlu & Yılmaz, 
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2005). Among the main objectives of the courses related to science, raising individuals 
who think, ask, and do comes to the forefront. To achieve these aims, it is necessary to 
work on teaching ways of learning and to provide the opportunity to apply what has 
been learned instead of providing students with ready-made information (Gürkan & 
Gökçe, 1999). Science education allows individuals to recognise the world they live in 
and their environment while also providing them with creative thinking skills. In this 
direction, it enables individuals to recognise their world, make sense of it correctly 
through good communication processes, and develop their logical thinking and 
problem-solving abilities. This enables students to solve the problems they encounter in 
daily life more efficiently and to control their learning processes. Thus, students' practical 
skills for daily life increase when they develop science skills and learn to learn (Hançer 
et al., 2003). 

Gardner (1983) introduced the theory of multiple intelligences to the literature. This 
theory suggests that individuals have varying intelligence at different levels and that this 
reveals individuals' learning styles, interests, skills, and tendencies. With this theory, 
educators have revealed new methods for preparing programmes that emphasise 
students' differences and strengthen them through the basic principles they use creatively. 
The theory of multiple intelligence, which enables a student-centred approach, has a 
vital role in achieving the goals of the science education process (Kurt, 2012). 
Individuals differ in mental, psychological, and social aspects as well as physical 
differences (Kuzgun, 2004). Considering that the essential tools that individuals use to 
learn and adapt to their environment in daily life are their intelligence and abilities that 
emerge specific to the individual in line with their differences, it is necessary to organise 
the teaching processes in line with these parameters (Turgut et al., 2016). Individual 
differences also play an essential role in determining educational policies. In the face of 
situations such as the economic structure of society, its goals for the future and the quality 
of the workforce planned to be trained, it becomes necessary to direct individuals 
according to their differences in the education process. (Kuzgun, 2004; Aktepe, 2005). 
The roles of teachers and students, as well as the curricula from past to present, have 
changed over time, and in this direction, the aim of creating more efficient learning 
environments has come to the fore in the teaching process. (Alkan et al., 2013; Deniz, 
2019). In this context, the course content applied within the curricula should transform 
to keep up with the age of the new perspectives gained by the programmes and the 
expectations of the students. Research shows that students have positive attitudes towards 
lessons taught in line with lesson plans developed based on the theory of multiple 
intelligences (Kural, 2020). In this direction, a multidimensional approach to the 
teaching processes related to multiple intelligences applications carried out within the 
scope of the science course will provide a better understanding of this change process. 
It is well known that in traditional learning environments, teachers do not consider 
students' prior knowledge and see students as empty structures filled with information 
about the subject to be covered (Baki, 2008). As the sole responsibility for the delivery 
of the lesson in these environments lies with the teacher, under the influence of this 
responsibility, teachers usually only know the answers to questions such as what, how 
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and why to teach and learn in the teaching process in which they are at the centre, and 
therefore, they have to be very active. The relevant objectives are generally included in 
applications related to the theory of multiple intelligences, which rejects the didactic 
transmission of objective knowledge and its unquestioning acceptance. Instead of 
teaching the subject directly, the aim is to enable students, individually or as a group, to 
make sense of their existing knowledge using the teaching tools developed. Research 
shows that with this new role of the teacher in line with the theory of multiple intelligences, 
the role of the students has also changed. However, teachers and students have 
difficulties adapting to the new situation (Gürbüz & Birgin, 2011). In addition, parental 
involvement is a factor that increases the success of implementing the theory in 
applications based on multiple intelligences theory (Erdem & Demirel, 2005). In this vein, 
the opinions of students, parents, and teachers will help us obtain in-depth information 
about the implementation of the theory. 
 
Therefore, this research will reveal students', parents', and teachers' opinions about 
applying multiple intelligences theory in primary school science courses. In line with this 
purpose, questions about the opinions of students, parents, and classroom teachers 
about the applications of multiple intelligences theory carried out within the scope of the 
research were sought. In this context, as the problem statement of this research, the 
question of what the opinions of students, parents and classroom teachers are about 
science courses carried out in the context of multiple intelligence theory was determined. 

 

Method 

Research Model 

This research focuses on the opinions of the students, their parents, and the classroom 
teacher about the implementation process within the framework of the six-week lesson 
plan prepared by the researcher based on the theory of multiple intelligences within the 
scope of the "Our Foods" unit, which is among the units of the fourth-grade science 
course of primary school. The lesson plans prepared by the researcher were designed 
to teach the relevant outcomes within the scope of the science course. They included 
creative drama, storytelling, singing, physical activities, writing activities, logical analyses, 
mutual communication processes, and internal decision-making stages. The researcher 
aimed to enable students to use different intelligence areas in teaching processes 
through these activities. According to the literature, qualitative research methods are the 
most appropriate methods for obtaining information about individuals' perspectives, 
opinions, and perceptions (Bell, 1992; Yıldırım & Şimşek, 2008). Accordingly, 
phenomenology, a qualitative research model, was used in this research. Cases can 
appear in different forms, such as experience, perception, orientation, concept, and 
situation (Yıldırım & Şimşek, 2008). The phenomenological model is defined as a 
phenomenon in terms of the experiences of individuals or a particular group 
(Christensen et al., 2014). In this context, a phenomenon is something that is accepted 
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as existing, true or realised. A phenomenon can be defined as the truth within the scope 
of the research. In this direction, in case studies, analyses are made on the reality in the 
nature of the research. Accordingly, in this research, the aim was to explain the process 
of multiple intelligences theory applications in line with the thoughts and experiences of 
the participants, including their perceptions. 

The Role of the Researcher 

In this research, the researcher is involved in more than one role. In this research, the 
researcher in the role of instructor carried out the preparation of the lesson plans in the 
background of the research, the implementation of the lesson plans prepared by the 
researcher, and thus the transfer of knowledge necessary for the acquisition of the 
relevant outcomes to the students. With the role of guide, the researcher carried out the 
guidance activities necessary for the use of the data collection tools within the scope of 
the research in accordance with the purpose of the research and to meet the feedback 
needs of the participants regarding the problems that arose during the process. The 
researcher carried out the necessary activities to obtain the findings by creating reports 
on the behaviours exhibited by the participants during the implementation, the processes 
put forward, and the implementation of the prepared lesson plans. Finally, the 
researcher was involved in the research as a participant observer in the research process. 

Participants of the Research 

Within the scope of the research, a state primary school in the Bağcılar district of Istanbul 
Province was selected as the school where the research would be conducted. Detailed 
studies were carried out to determine the school within the scope of the research. In this 
context, general statistical data were utilised to determine ideal schools. Within the scope 
of these data, it was given importance that the school where the research was carried 
out overlapped with the socio-economic and educational characteristics of the 
population. In this direction, it was aimed that the participants of the study would be 
typical members of the population. In determining this school, the nature of the research 
population, the distribution of the characteristics sought within the population and 
research opportunities were considered. In qualitative research, purposive sampling 
methods are used for in-depth investigation of situations that are thought to have rich 
information content (Yıldırım & Şimşek, 2008). In this research, the criterion sampling 
method, a purposeful sampling method, was used to identify the participants. 
Considering the purpose of the research, the criteria used to identify the students who 
participated are given below. 

 Being a 4th-grade student in primary school, 
 Volunteering to participate in the research, 
 Their families allowed them to participate in the research, 
 Having problems in line with the aims of the research. 
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In line with the criteria determined for the research participants, this research consisted 
of 23 fourth-year students attending a public primary school in the Bağcılar district of 
Istanbul Province in the autumn term of the 2022-2023 academic year, their parents 
and the teacher of the class in which they were studying. The participants of the research 
other than the students consisted of seven families and one classroom teacher. 

Data Collection Tools 

In this research, semi-structured interview forms were used to collect the data. The 
interview questions were prepared separately for the students, parents and classroom 
teachers, and corrections were made after the expert evaluation and the application 
were carried out. Patton (2014) emphasises the importance of interviews in revealing 
people's feelings, thoughts, and intentions that we cannot observe directly and in 
determining people's perspectives on a subject. The interviews revealed a mutual and 
interactive communication process by asking and answering questions per a 
predetermined purpose (Stewart & Cash, 1985). 

Maxwell (2018) emphasises that interviews focus on three types of questions: 

 Questions about the meaning of the activities and events of the people involved 
in the process, 

 Questions connected with the effects of physical and social orientation in the 
context of these events and activity processes, 

 They are process-oriented questions about the occurrence of event and activity 
processes and the resulting situations of these processes. 

Semi-structured interviews reveal a technique in which researchers prepare the questions 
they plan to ask. However, researchers can change the flow of interviews by directing 
different questions that vary depending on the interview process or obtaining more 
detailed answers from the individuals to whom the questions are directed (Türnüklü, 
2000). The continuation of semi-structured interviews based on previously prepared 
interview questions enables semi-structured interviews to reveal more systematic and 
comparable information (Yıldırım & Şimşek, 2008). 

Data Collection and Analysis 

Qualitative data were used to find a solution to the problem within the scope of the 
research. These data were collected with the participants from the school where the 
research was carried out in the autumn of the 2022-2023 academic year, with the 
activities carried out in the classroom environment within the scope of the "Our Food" 
unit in the primary school fourth-grade science course programme and the data 
collection tools used within the scope of the research. The "content analysis" method was 
used to analyse the collected data. 
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Data analysis can be defined as the process of exporting the meaning of the data to 
answer the research questions. Transferring the meaning of the data is a process of 
interpretation that combines, reduces, and interprets what the participants say with what 
the researcher sees and reads (Merriam, 2015). 

Content analysis is a data analysis method used to analyse written, verbal, and visual 
communication statements (Cole, 1988). It can produce reproducible and valid results 
for comprehending texts and providing information from texts (Krippendorff, 1980). Two 
approaches are used in content analysis: inductive and deductive (Mayring, 2000). 

Inductive content analysis enables researchers to create criteria for definitions that align 
with the answers to the research questions and the theoretical framework. Researchers 
have attempted to reveal the main themes for the problems in line with the descriptive 
and detailed data they collected to ensure that the collected data have the structural 
integrity that contains meaning and to develop a theory in line with these data (Yıldırım 
& Şimşek, 2008). In deductive content analysis, the category structure created in advance 
for researchers to provide definitions, examples, and coding rules within the scope of all 
deductive categories is revealed. In this regard, inductive content analysis was used to 
analyse the data obtained through the data collection tools used in this research. 

Within the scope of content analysis carried out within the scope of qualitative data, there 
are also two theoretical approaches. These are manifest content analysis and latent 
content analysis. In manifest content analysis, the context is derived from the apparent 
and literal meanings of words, and these meanings are accepted as they are. In latent 
content analysis, you apply a more profound, interpretive analysis to extract the 
underlying meaning from the words or phrases you have chosen to analyse. Both overt 
and covert qualitative content analysis produce phenomenological explanations that 
seek to explain people's lived experiences and how they explain these experiences. 
However, the approach to producing these explanations is different. Explicit content 
analysis is typically achieved through a deductive, top-down research approach with 
preexisting studies or theories about your research topic. On the other hand, latent 
content analysis typically results from an inductive, bottom-up analysis where you begin 
your study without preconceived categories or theories. This is often because preexisting 
theory or literature on the topic is sparse. This study utilised latent content analysis in line 
with inductive content analysis. The latent content analysis extends the explicit analysis 
to an interpretative level and reveals the implicit meaning that is implied rather than 
expressed literally. This allows going beneath the surface of the text and revealing what 
the people quoted in the text say (Catanzaro, 1988; Downe-Walbolt, 1992; Berg, 2001). 

The data obtained within the scope of the research were analysed and interpreted using 
the microanalysis method. In this method, the data are evaluated by reading the data 
line by line to the finest detail (Corbin & Strauss, 1998). In this context, the data were 
first divided into sections containing meaning; the conceptual meaning of each section 
was analysed, and the sections were named and coded. After this stage, the thematic 
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coding stage was started to reveal the findings. In the thematic coding phase, the data 
were re-evaluated to determine the similarities and differences between the codes. 

The coding process was completed by categorising the codes and identifying similar and 
different situations between the codes. In this vein, the data defined through the 
reorganised codes were used to explain the findings. 

 

Findings 

Findings Related to Semi-structured Interviews with Students 

The students who participated in the application were asked what they thought about the 
Science lesson carried out together during the six weeks. All students had positive 
thoughts about the application process when the answers were evaluated. 

 Mehmet: It was very fun; I was never bored. I wish all lessons were like this. 
 Büşra: The Science class was delightful. I wish it would never end. 

 Deniz: The activities were very nice. We had much fun. 
 Özgür: Before you came, we were not doing activities in science class. I 

understood better when we did activities. 

 Caner: It was perfect. Let us perform the activity again. 

When the students' answers are evaluated, the activities based on multiple intelligences 
attract the students' attention in the lessons, and they enjoy performing these activities; 
however, the students find it more beneficial to teach the lessons with activities in general, 
and as a result of this benefit, they think that their achievement and attitudes towards the 
course are positively affected. 

Within the scope of the six-week implementation, the students were asked to describe 
the activities carried out in the lessons and the teaching process. Most students answered 
this question in line with the relevant unit acquisitions. 

 Deniz: We learned about food families, healthy eating, and not overeating junk 
food. 

 Ayşe: We learn about healthy and balanced nutrition and the harm of smoking. 
 Mehmet: We learned what we should pay attention to when we buy something. 

We learned about the TSE certificate. 

 Ezgi: We learned that if we eat unhealthy things, we can gain much weight. 
 Büşra: We saw food groups, did drama, and sang songs. We learned that we 

must eat a balanced diet to protect our health. 

The students’ responses are primarily evaluated in relation to the relevant unit 
acquisitions and their daily life problem-solving skills.In this vein, activities based on 
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multiple types of intelligence within the scope of the application are appropriate activities 
for developing students' daily life problem-solving skills. 

The students were asked how they felt about the Science lessons we taught together. 
When the answers to this question were evaluated, it was seen that the students had a 
positive attitude towards the lessons. 

 Ayşe: It was lovely; I had much fun. 
 Deniz: I was thrilled; we learned a lot of new things. 
 Mustafa: I would not say I liked science class either, but it is good like this. 
 Özgür: I used to get bored at school. Physical education and art classes were fun, 

but we wrote in maths and science classes. I had much fun doing science lessons 
with activities. I do not get bored at school anymore. 

 Çağdaş: I did not want to come to school very much, but I want to come even if I 
am sick on the days when there is a science lesson. 

The responses of a student named Mustafa, who answered the question, revealed that 
the application could increase positive attitudes towards science courses. When the 
responses of students named Özgür and Çağdaş were evaluated, it was revealed that 
their positive attitudes towards the course also positively affected their attitudes towards 
school. When the students' responses were evaluated in general, all the students used 
positive keywords such as "fun", "beautiful", "enjoyable", and "instructive" for the 
application process. In this vein, lesson plans with activities based on multiple types of 
intelligence have positive attitudes towards the course and school. 

The students were asked to state which skills they thought they developed through the 
activities within the scope of the applications. Some students answered this question 
within the scope of teaching methods and techniques. 

 Mustafa: I could not do the lessons, but the activities are perfect; I can do them 
when there are activities. 

 Deniz: We learned how to do drama. 
 Göksu: We learned about drama and brainstorming. 

A significant portion of the students provided answers related to daily life problems. 

 Caner: When we go to the supermarket, I buy nothing without looking at the 
packaging. 

 Erdem: In the supermarket, I examine everything first. 
 Zahra: I pay attention to what I eat now. I eat more healthy and child-friendly 

foods. 

 Deniz: I warn my friends when they eat unhealthy things. 

When the students' answers are evaluated, it can be said that the teaching plan carried 
out with activities based on multiple intelligences can also improve students' skills in 
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course methods and techniques that are not included much in the lessons taught with 
traditional methods. In addition, problems in activities associated with daily life reveal a 
significant improvement in students' skills, especially in daily life problems. 

The students were asked how the activities affected their learning of the subjects within 
the scope of the "Our Food" unit. All students stated that the science lessons taught with 
activities based on multiple types of intelligence over six weeks positively affected their 
learning within the scope of the related unit. The answers given by the students, Eda, 
Ömer and Mehmet, to the questions are below. 

 Eda: It is enjoyable to teach with activities. It helped me understand the subjects 
better. 

 Ömer: I did not understand science subjects very well before. In the lessons we 
had with you, everything was straightforward. I understood very well. 

 Mehmet: I am very bored in lessons, especially science class, but your activities 
were fun. They helped me learn better. 

The student named Ezgi answered the question and stated that she thought the lesson 
taught with activities based on multiple types of intelligence was more suitable for other 
students and herself. 

 Ezgi: I think doing activities in the lesson is better for our learning. I learned the 
subjects better. 

The student named Deniz, who answered the question, revealed that he thought the 
homework assignments within the scope of the application were more valuable than the 
homework assignments given to them before. 

 Deniz: I was always sleepy while doing homework. However, the homework you 
gave me was better. I understood the subjects better. 

In line with the students' common perceptions, it can be said that the in-class and out-
of-class activities carried out in the science course, which was taught with activities based 
on multiple intelligence, enabled the students to understand the topics covered in the 
unit better. The data obtained through the evaluation forms about the students' course 
achievement also support this. However, the students used positive expressions 
intensively about the application process. This situation reveals an essential idea about 
the student's interest and attitudes towards the activities. 

The students were asked to compare the activities prepared within the scope of multiple 
intelligences theory in which they participated during the unit with the traditional teaching 
activities they performed in other lessons. All students revealed differences between the 
activities in the science course and other courses. What the students named Büşra, 
Mehmet, Eda and Deniz, who answered the question, said about this issue is given below. 



 

 

 

Journal of Qualitative Research in Education  
Eğitimde Nitel Araştırmalar Dergisi

 
40 

 Büşra: Before you came, we did not do any activities in science class. Now we do 
activities in science classes. 

 Mehmet: We were always solving tests in class, and in Turkish, we were dictating. 
It is not very interesting. 

 Eda: I wish every lesson were like this. Our teacher does not perform any activities. 
 Deniz: Our teacher reads from the book, and we write in the notebook. We 

cannot learn anything. 

Caner and Nil, like Deniz, associated the differences in the teaching of the lessons with 
course achievement. 

 Caner: There are no activities in math classes. We permanently solve tests. I do 
not understand anything. 

 Nil: Sometimes we also do activities in English class. That is why my English class 
is also good. 

The students Ezgi and Göksu explained the differences in teaching the courses, citing 
their interests and attitudes towards them. 

 Ezgi: I like Science class very much now, but I would not say I like other classes. 
Science class is enjoyable. 

 Göksu: I like science lessons very much because we do activities in them, but in 
other lessons, we always write. That is why I do not like them that much. 

The students who responded to the question stated that the previous science and other 
courses were generally taught using traditional processes. For this reason, they revealed 
that science courses taught with activities based on multiple types of intelligence differ 
from other courses. They stated that this difference affected their course achievement 
and attitudes towards the course. In this vein, conducting a science course with activities 
based on multiple types of intelligence positively affects students' academic achievement 
and attitudes towards the course in the context of their self-evaluations. 

The students were asked whether the application process we carried out within the scope 
of the science course affected their other courses. Göksu and Mehmet answered the 
question, stating that they applied the new methods and techniques they learned within 
the scope of the application in their other courses. 

 Göksu: We made a drama for our teacher in an English class; she liked it very 
much. 

 Mehmet: I did not understand how to make a concept map; now I can do it quickly. 

The student named Mustafa, who responded to the question, answered the question by 
evaluating it in terms of his attitude towards other courses. 
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 Mustafa: I was afraid to raise my finger in class before you came. Now, I raise 
my finger in every class. 

Ömer, who answered the question, evaluated it in terms of attitude and stated that they 
participated more in similar activities within the scope of other courses. 

 Ömer: I did not want to get up on the blackboard before, but if our teacher 
organises a good activity like you, I would like to participate. 

A significant portion of the students who responded to the question evaluated the 
question within the scope of activities. It stated that activities similar to those in the science 
course are not carried out in other courses. In this vein, students' expectations about 
activities in other courses are essential regarding their attitudes towards other courses. 
For this reason, it can be said that the activities carried out during the implementation 
positively affected the students' attitudes in the science course, unlike other courses. 
However, this effect was not observed in other courses due to the continued use of 
traditional teaching methods. This positive change in student attitudes could not be 
transferred to other courses. 

Students were asked to indicate whether they could transfer what they learned within the 
scope of the application to their daily lives. Students Zehra and Erdem who answered 
the question stated that they examined the nutritional value of the products while 
shopping in supermarkets. 

 Zehra: I now read all the packages at the supermarket. I wonder what is inside 
the things I buy. 

 Erdem: I look at what is in the chocolates. They are all very sweet. 

Eda and Cansu, who answered the question, also warned their families about this issue. 

 Eda: I told my mom she should not buy anything without reading the packaging. 
Sometimes, she forgets. I always remind her. 

 Cansu: Some of the articles are too small; I cannot read them. I told my mom, 
who reads them to me before I buy them, not to buy the harmful ones. 

The student named Eda also stated that she started drinking mineral water to meet her 
body's mineral needs and that she recommended this to her family. 

 Eda: Mineral water has the most minerals in the mineral family. I ask my dad for 
it. We all drink it, and my brother drinks it, too. 

Göksu, Fatma and Ezgi stated that they go to the market with their families and now pay 
more attention to the products there. 
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 Göksu: When I go to the market with my mom, I check everything we buy. We do 
not buy the rotten ones. 

 Fatma: I go to the market to help my mother. I tell her that we should ensure all 
the fruit and vegetables are fresh. 

It was also observed that the student named Ezgi expressed an opinion on food waste 
during Sunday shopping. 

 Ezgi: We should buy as much as we need in the market. I warn my mom that if 
we buy too much, it might rot at home, so we do not buy more. 

Caner is another student who expressed an opinion on food waste within the scope of 
this question. 

 Caner: I pay attention to the expiration dates of what we buy. If there is expired 
food at home, I say that we should not eat it. We should eat everything before it 
spoils. However, we should buy as much as we need so they do not spoil. 

Caner and most of the students stated that they paid more attention to the expiration 
dates of the products. 

 Eda: I check the expiry date on everything before I buy it. 
 Zahra: I pay attention to the expiration dates. 
 Mehmet: I pay attention to expiry dates in supermarkets. 

Within the scope of the question, many students expressed their opinions in line with 
their orientations about healthy and balanced nutrition. 

 Eda: I do not buy things like crisps and cola anymore. They are all very harmful. 
 Mustafa: I eat fruit in my diet but have not eaten it before. 
 Nil: I eat a small quantity of everything. If I overeat, I can become obese, and my 

health can deteriorate. 

The student named Mehmet expressed an opinion about smoking and healthy nutrition. 

 Mehmet: I tell my mom that we should eat things that are good for our health. I 
told my dad that he should not smoke because we might get sick. 

Again, Zehra and Murat also had opinions about the harm of smoking. 

 Zehra: I told mom not to smoke. She is poisoning herself and us. 
 Murat: I tell my mom and dad that smoking around children is a terrible thing. 

When the answers given to the question asked to evaluate the students' ability to 
associate what they learned within the scope of the application with their daily lives were 
evaluated, almost all of the students increased their skill levels for the problems they may 
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encounter in their daily lives within the scope of the "Our Food" unit. This situation was 
reflected in their behaviours. 

Findings Related to Semi-structured Interviews with Parents 

The parents of the students who participated in the application were asked to indicate 
whether their children shared anything about the application process carried out in 
science lessons. All parents stated that their children shared their process in the Science 
lesson with their families at home. 

 Mrs Asiye: Sometimes, she tells them what they did when she returns from school. 
However, she started to talk about the science lesson all day. She always talks 
about the activities you do. 

 Mrs Gül: He always talks about science at home. We do drama together at home. 
 Mrs Aysun: Normally, he used to talk about what he did at school all day, but 

currently, he talks more about what he did in science class. When there is 
something he likes at school, he talks about it all the time. 

 Mrs Hatice: Our son is not very talkative about his lessons. However, he has 
always started talking about science lessons. 

 Mrs Ayşegül: We review what they do at school daily. We always talk about 
science lessons. I know what is done in the classroom. 

 Mrs Emine: His father and I always ask him how he is doing at school. Ours is 
quiet. However, he currently has a particular interest in science lessons. 

 Mrs Burcu: While doing homework, we discuss what she does in class and during 
breaks. The subject always comes to science class. 

When the parents' answers are evaluated, the students constantly and mostly willingly 
share the processes carried out within the scope of the application with their families with 
positive words. This situation can be seen as an indicator of students' positive attitudes 
towards the course. 

Parents were asked to share their observations about the implementation process's 
effects on their children's daily lives. 

 Mrs Asiye: She always talks about nutrients while cooking. He told me we must 
cook with protein and not too much fat. 

 Mrs Gül: He has been cautious about what we eat. I used to tell him not to overeat 
junk food, but now I feel he is being careful, too, and he says so. 

 Mrs Aysun: These days, we read the packages of everything we buy at home, 
check the nutritional values, and start sorting our purchases according to food 
families. We constantly do quiz competitions, asking which food family this 
product belongs to. 

 Mrs Hatice: I have noticed some changes, especially since he started paying more 
attention to health. He banned smoking at home. 
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 Mrs Ayşegül: He asks market vendors questions. Questions such as: Is this fresh, 
when did it arrive? She also tells me about it. 

 Mrs Emine: She tells her brother what she learned in science class like a teacher. 
We are making a TV programme, which we are combining with a game. 

 Mrs Burcu: She is cautious about what we buy from the market and the market. 
She mentions that if we shop a lot, we might waste. He also pays more attention 
to what he eats. 

The parents' responses revealed that the students can use the daily life problem-solving 
skills they are expected to acquire within the scope of the application within the unit in 
their daily lives. 

The parents were asked how they thought that the science course we taught with their 
children affected their success in the course. 

 Mrs Asiye: I think he understands the subjects better with the activities. He does 
not have difficulty doing science homework. 

 Mrs Gül: I notice that she is more confident. She answers my questions at length. 
We also answered all the questions in the exercise book. I think his success has 
increased even more. 

 Mrs Aysun: She studies more when she likes her lessons. He started to like science 
lessons very much. This helps him understand better. 

 Mrs Hatice: I think it is positive because we do our homework with fun. Usually, 
we would have much trouble. We also talk about it in the parent group. All parents 
are delighted. 

 Mrs Ayşegül: I think her success in her lessons has increased. She does her lessons 
more willingly. Especially science lessons. He does not tire me out. 

 Mrs Emine: We have problems in lessons, but Science has improved in the last 
few weeks. The teacher also said there was improvement. 

 Mrs Burcu: I think he understood the lessons better, mainly thanks to the activities. 
He is already a brilliant student, but sometimes he cannot devote himself to the 
lessons. I saw that the activities were helpful, and it will get better. 

When the parents' responses are evaluated, the students' course achievement increases 
in a way that the parents can observe in addition to other measurement tools. 

Parents were asked how the six-week implementation process affected their children's 
interest and attitudes towards the science course. 

 Mrs Asiye: Our student is hardworking. However, he often becomes bored while 
doing homework. I think science activities increase his interest in homework. He 
starts to tell us about his science homework without us telling him. 

 Mrs Gül: I think he is more interested in science. He was not like this before, but 
I can see he likes the activities very much, which is good for us. 
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 Mrs Aysun: We had more problems with the school than with the lessons. Children 
do not like school very much. It is as if we send them to school by force. However, 
I observed that he loved science class very much. He waits all week for Wednesday 
(when weekly practices are carried out). 

 Mrs Hatice: He talks more about what was done in science class. I have never 
heard him speak badly; he always talks well. I can also see that he makes more 
effort. 

 Mrs Ayşegül: I can see the effect of the activities very well. I noticed that he started 
to like the lesson. 

 Mrs Emine: What we want the most is for him to like school more and to be 
engaged in his lessons. He is a brilliant child, but he says he does not like school 
and nothing else. Science class is not like this. I can see that he is very interested 
in science now. I hope it will continue like this. 

 Mrs Burcu: He likes his teacher and his friends, but the important thing is that he 
also likes his lessons. Since you came, I can see that he likes his lessons more. 
He goes to school more eagerly. 

The parents' answers reveal that implementing a six-week course with activities based on 
multiple intelligences positively affected the students' attitudes towards the science course. 

Findings Related to the Semi-structured Interview with the Classroom Teacher 

The teacher of the class where the implementation was carried out was asked how 
he/she thought the Science implementation affected the students' course achievement. 
The classroom teacher stated that the increase in students' course achievement could be 
evaluated with different measurement tools. 

 Classroom Teacher: It varies from student to student, but I have to say at the very 
beginning that I have seen that the students' success in the course has increased 
with this practice. I am not saying this only about exam results or exercises, which 
can sometimes make it difficult for students to reveal their achievements. In 
particular, exercise books. 

The classroom teacher explained the measurement tools on which she based her opinion 
about the increase in students' course success. 

 Classroom Teacher: The evaluation forms you use in practice are beneficial. I 
also ask such questions to the students in the lessons. However, I realised I was 
pushing myself and the students regarding exam questions. The work that 
students perform in lessons and for homework is also important. The most 
important thing is my observations of the students. As a teacher, I see that students 
have a good command of the subject covered in the lesson. All these factors 
increase course success. 
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When the classroom teacher's response was evaluated, it was revealed that the 
application increased the students' academic achievement. The classroom teacher also 
observed this situation using different methods. 

The classroom teacher was asked about the students' current attitudes towards school 
and lessons and how she thought the implementation process affected the students' 
attitudes towards the science course. The classroom teacher stated that the students 
initially had a negative attitude towards school and listed the reasons for this. 

 Classroom Teacher: Students' attitudes towards lessons vary. In addition, I can 
say that they are generally negative. There are many factors affecting this situation. 
First, students have prejudices against the school. This also negatively affects their 
attitudes towards school and lessons. We are trying to overcome this. However, 
the greatest obstacle we face is the curriculum. The curriculum allows us to 
provide students with information. It is impossible to go around this. Because there 
is not enough time for anything. Monotonous education causes students to 
become bored. This feeds their prejudices. 

The classroom teacher stated that the current curriculum did not allow them to implement 
alternative teaching practices. Thus, they could not use different methods or approaches 
with students. 

 Classroom Teacher: We cannot perform such activities in the classroom. Most of 
the time, our lessons are spent trying to keep up with the curriculum. This causes 
students to become bored. I can understand this from their looks. 

The classroom teacher stated that the six-week implementation, which included activities 
based on multiple types of intelligence, positively affected the students' attitudes towards 
the course. She thought this was due to the activities carried out during the 
implementation. 

 Classroom Teacher: Regarding the Science lessons you did, I can see that the 
students' attitudes towards the lesson improved more than I expected. Yes, I 
expected it to be better, but not this much. The most important reason for this is 
related to activities. Students were always able to be in the lesson. Instead of 
telling students to "sit down", telling them to "get up and show us" affects them. 
They can express themselves. This causes them to take ownership of the lesson. 
They can give all their attention to the lesson. 

In line with the classroom teacher's opinions, it was revealed that the current curriculum 
hurt students' interest and attitudes towards the lessons; however, the science application 
carried out with activities based on multiple types of intelligence had a positive effect on 
students' interest and attitudes towards the lessons because it allowed them to express 
themselves in different ways. 
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The classroom teacher was asked which skills she thought were developed in the students 
with the activities carried out in the science course during the implementation. The 
classroom teacher especially emphasised communication skills in this regard. 

 Classroom Teacher: I have observed an improvement in students' communication 
skills, and I think this is because they are allowed to express themselves. In the 
lessons we do in the form of question-answer, there is one correct answer to a 
question. You either know this answer correctly or incorrectly. In your activities, 
students encountered questions with more than one correct answer. I can see that 
their communication skills improve as they can express their thoughts. 

The classroom teacher stated that apart from communication skills, she also observed 
that students' skills towards classroom rules increased. 

 Classroom Teacher: They have also become better about classroom and lesson 
rules. We make much effort to help them respect each other's right to speak, obey 
orders, and clean the classroom. Instead of being rules to be obeyed, these were 
given by doing – experiencing the activities, which affected the students even more. 

In line with the classroom teacher's responses, the application positively affects students' 
classroom skills, such as communication and adaptation. 

The classroom teacher was asked whether she observed a difference in the students' 
daily lives through the implementation process and the unit outcomes. In this direction, 
the classroom teacher shared her observations about the feeding hours. 

 Classroom Teacher: I observed that they applied them one-to-one in the lesson, 
but the most important thing was that I saw examples of this outside the lesson. I 
can give nutrition as an example. Usually, they were forbidden to eat junk food, 
but no matter how much we told them, they could not follow this rule. Now I see 
that they have dialogues with each other about healthy nutrition. I also heard this 
from my parents. 

The classroom teacher stated that the students also associated these skills with other 
lessons and observed this during break times. 

 Classroom teacher: Balanced nutrition is also on the agenda in other lessons. 
Students have internalised this. Even during breaks, I saw them reading the 
nutritional value of the fruit juice they drank to each other. 

In line with the classroom teacher's opinions, it was revealed that the students could 
transform the daily life problem-solving skills that they were expected to have within the 
scope of the unit outcomes into behaviours in the school environment. 
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The classroom teacher was asked to provide feedback from the students regarding the 
applications carried out within the scope of the science course. 

 Classroom Teacher: The students always say that they have much fun. I already 
notice this, too. The lessons are very lively. 

The classroom teacher stated that the students also wanted other lessons to be taught 
with activities. 

 Classroom Teachers: They want to perform activities such as science in all lessons. 
Sometimes, they even get up and show an example of an activity. 

The responses of the classroom teachers show that the students' attitudes towards the 
course are positive. The students are interested in and have positive attitudes towards 
the activities. 

Another evaluation of the implementation process by the classroom teacher is given 
below. 

 Classroom Teacher: When I first saw the lesson plans and even when we started 
the lessons, I thought this subject might not be completed. However, I observed a 
very efficient implementation process that went in the opposite direction of my 
expectations. There was enough time for all activities. If a well-planned lesson 
process is implemented, our problems related to the curriculum will be solved. 

In line with the classroom teacher's evaluation, the lesson plans within the application's 
scope are appropriate and can help students acquire the relevant outcomes. 

 

Discussion and Conclusion 

In the teaching process carried out with activities based on multiple intelligences in the 
science course, a six-week teaching process was planned by preparing activities for 
different areas of intelligence within the scope of the "Our Food" unit, which is among 
the fourth-grade units of primary school. After the teaching process, the opinions of the 
students who participated in the application, the parents of these students and the 
classroom teacher about the application process were collected through semi-structured 
interviews. The conclusions reached within the scope of the findings obtained as a result 
of the research, the discussion within the scope of the relevant literature and the 
suggestions related to the research process are given below. 

According to the research results, it was concluded that applying multiple intelligences 
theory in primary school science courses positively affected students' success in science 
courses, their comprehension of course subjects and their practical learning experience. 
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The studies conducted by Gürçay and Eryılmaz (2005) with ninth-grade secondary 
school students in a physics course, Yıldırım and Tarım (2008) with fifth-grade primary 
school students in a mathematics course, and Gülfırat Kıbrız (2016) with fourth-grade 
primary school students in a social studies course also supported this result. According 
to the results of studies in the literature, teaching based on the theory of multiple 
intelligences and the use of activities based on multiple intelligences in lessons positively 
affect students' course achievement compared to the methods and activities in traditional 
and current programmes (Köroğlu et al., 2001; Balım et al., 2004; Işık et al., 2007; 
Alaz, 2009; Altınsoy, 2011; Gün, 2012; Aydın, 2015; Şahan, 2018; Kural, 2020). This 
situation supports the results of the research. In addition, this typical result obtained in 
studies conducted in different courses and units, as well as in different grade levels and 
age groups, reveals the importance of using multiple intelligences theory-based teaching 
and activities for all courses and all grade levels in the curriculum. In addition, the results 
related to the fact that the application of different methods, techniques, and approaches 
for student achievement supported by the theory of multiple intelligences significantly 
increases the effects of these methods, techniques, and approaches on course 
achievement, which are also considered necessary. 
Another study concluded that applying multiple intelligences theory in a primary school 
science course positively affected students' interest in and attitudes towards the science 
course. When the findings obtained within the scope of the research were evaluated, it 
was seen that the activities based on multiple types of intelligence enabled the students 
to be happy during the lesson process, to have fun in the lessons, to enjoy the lessons, 
to be excited about the lessons and to participate willingly in the activities included in the 
lessons. In addition, the implementation process effectively improved students' self-
confidence and self-efficacy perceptions. The studies conducted by Bümen (2001) with 
eighth-grade primary school students within the scope of the Citizenship and Human 
Rights course, Hamurlu (2007) with ninth-grade secondary school students within the 
scope of the English course and Atik (2010) with fourth-grade primary school students 
within the scope of the science course supported this result. According to the research 
results obtained in the literature, activities based on the theory of multiple intelligences 
positively affect students' interest and attitudes towards courses (Balım et al., 2004; 
Üngören, 2007; Yıldırım & Tarım, 2008; Kutluca et al., 2009; Beyazıt, 2009; Baş, 2010; 
Altınsoy, 2011; Gün, 2012; Aydın, 2015; Nasri et al., 2021). This situation supports the 
results of this research. In addition, this typical result obtained in studies conducted in 
different courses and units, as well as in different grade levels and age groups, reveals 
the importance of including more activities based on the theory of multiple intelligences 
in all courses and all grade levels in the curriculum. 
In this research, it was also concluded that students associated the subjects they learned 
with their daily lives and applied them in their daily lives through activities prepared 
based on daily life problem-solving skills. Research in the literature has shown that 
activities based on the theory of multiple intelligences contribute to the development of 
different types of skills for students (Talbot, 2004; Lin & Xie, 2009; Çayır, 2011; Torreon 
& Sumayang, 2021). However, no similar research in the literature investigates the effect 
of lessons carried out with activities based on the theory of multiple intelligences 
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evaluated within the scope of the research on students' daily life problem-solving skills. 
For this reason, it is thought that this research will fill an essential gap in the field. 
In this context, it is recommended that educators use activities based on the theory of 
multiple intelligences as an effective teaching method for the cognitive, affective, and 
skill development of students at the primary school level and in the context of science 
courses as well as at other grade levels, age groups, teaching levels, and courses. 
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Genişletilmiş Türkçe Özet 

Zekâ, insan biyolojisinden ve psikolojisinden kaynaklanan, hesaplama veya bilgiyi 

işleme kapasitesine yönelik olarak ortaya çıkan zihinsel yetenek veya beceriyi 

tanımlamaktadır. Çoklu zekâ kuramı, öğrenci merkezli, öğrencilerde bireysel 

farklılıklara ve baskın zekâ alanlarına ve bu doğrultuda kendilerinin özgül öğrenme 

biçimlerine uyumlu zengin aktivite ve materyaller sunan, öğretmenin rehber konumunda 

olduğu, öğrencilerin farklılıklarını ve ne şekilde öğrenebileceklerini eğitimcilere gösteren 

bir eğitim yaklaşımıdır. Gardner tarafından geliştirilmiş olan Çoklu Zekâ Kuramı'na göre, 

her bireyde doğuştan gelen, bireyin anlama ve öğrenme stillerini destekleyebilecek 

seçenekler sunan sekiz zekâ alanı vardır. Bunlar “sözel-dilsel zekâ”, “mantıksal-

matematiksel zekâ”, “görsel-uzamsal zekâ”, “müzikal-ritmik zekâ”, “bedensel-kinestetik 

zekâ”, “kişilerarası-sosyal zekâ”, “içsel-özedönük zekâ” ve doğacı zekâdır. Geçmişten 

günümüze öğretim programlarının yansıra öğretmen ve öğrenci rollerinin de zaman 

içerisinde değiştiği ve bu doğrultuda günümüzde daha verimli öğrenme ortamlarının 

oluşturulması amacının öğretim sürecinde ön plana çıktığı görülmektedir. Bu kapsamda 

öğretim programları dahilinde uygulanan ders içeriklerinin de programların kazandığı 

yeni bakış açıları ve öğrencilerin beklentileri dahilinde çağa ayak uyduracak şekilde bir 

dönüşüm sürecinden geçirilmesi gerekliliği ortaya çıkmaktadır. Bu doğrultuda fen 

bilimler dersi kapsamında gerçekleştirilen çoklu zekâ uygulamaları ile ilgili öğretim 

süreçlerinin çok boyutlu bir biçimde ele alınması bu değişim sürecinin daha iyi 

anlaşılmasını sağlayacaktır. İlkokul dördüncü sınıf fen bilimleri dersinde çoklu zekâ 

kuramı uygulamaları kapsamında gerçekleştirilen etkinlikler ile yürütülen öğretim süreci 

ile ilgili olarak uygulamaya katılan öğrencilerin, bu öğrencilerin velilerinin ve sınıf 

öğretmeninin uygulama süreci ile ilgili görüşlerini değerlendirmeyi amaçlayan bu 

araştırma nitel araştırma modellerinden olgu bilim modeliyle gerçekleştirilmiştir. 

Araştırmanın katılımcılarını İstanbul’daki bir devlet ilkokulunda 2022-2023 öğretim 

yılında dördüncü sınıfa devam eden 23 öğrenci ile onların velileri ve sınıf öğretmeni 

oluşturmuştur. Araştırma kapsamında Fen bilimleri dersinde çoklu zekâya dayalı 

etkinlikler ile yürütülen öğretim sürecinde ilkokul dördüncü sınıf üniteleri arasında yer 

alan “Besinlerimiz” ünitesi kapsamında farklı zekâ alanlarına yönelik olarak etkinlikler 

hazırlanarak altı haftalık öğretim süreci planlanmıştır. Gerçekleştirilen öğretim süreci 

sonrasında uygulamaya katılan öğrencilerin, bu öğrencilerin velilerinin ve sınıf 

öğretmeninin uygulama süreci ile ilgili düşünceleri yarı yapılandırılmış görüşmeler 

aracılığıyla toplanmıştır. Araştırmanın verileri içerik analizi ile çözümlenmiştir. 

Araştırmanın sonuçlarına göre İlkokul Fen Bilimleri dersinde çoklu zekâ kuramı 

uygulamalarının öğrencilerin Fen Bilimleri ders başarısına, ders konularını 

kavramalarına ve etkili bir öğrenme yaşantısı geçirmelerine olumlu yönde etki ettiği 

sonucuna ulaşılmıştır. Araştırmanın bir diğer sonucuna göre İlkokul Fen Bilimleri 

dersinde çoklu zekâ kuramı uygulamalarının öğrencilerin Fen Bilimleri dersine yönelik 

ilgi ve tutumlarına olumlu yönde etki ettiği sonucuna ulaşılmıştır. Araştırma kapsamında 
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elde edilen bulgular değerlendirildiğinde, çoklu zekâya dayalı etkinliklerin öğrencilerin 

ders sürecinde mutlu olmalarını, derslerde eğlenceli vakit geçirmelerini, derslerden keyif 

almalarını, dersler ile ilgili heyecan duymalarını ve derslerde yer verilen etkinliklere 

istekle katılmalarını sağladığı görülmüştür. Bununla birlikte uygulama sürecinin 

öğrencilerin öz-güven ve öz-yeterlik algılarını geliştirmede etkili olduğu anlaşılmıştır. 

Araştırmada ayrıca öğrencilerin günlük yaşam problemleri çözme becerileri temelli 

olarak hazırlanan olan etkinlikler yoluyla öğrendikleri konuları günlük yaşamlarıyla 

ilişkilendirdikleri ve günlük yaşamlarında uyguladıkları sonucuna ulaşılmıştır. Bu 

kapsamda çoklu zekâ kuramına dayalı etkinliklerin öğrencilerin gerek bilişsel gerekse 

duyuşsal ve beceri gelişimleri için ilkokul kademesinde ve fen bilimleri dersi bağlamında 

olduğu kadar diğer sınıf düzeyleri, yaş grupları, öğretim kademeleri ve derslerde de etkili 

bir öğretim yöntemi olarak kullanılması araştırma sonuçları doğrultusunda eğitimcilere 

önerilmektedir. 
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Abstract 

The aim of this study is to determine the misconceptions that may arise in 
the training of prospective primary school student teachers regarding 
Human Rights and Democratic Citizenship Education (HRDCE) and 
consider how activities that eliminate such misconceptions could be created 
and applied. This study utilizes a form of action research which was 
conducted on 31 pre-service primary class teachers. Data was collected 
through concept definition forms, student diaries, focus group interviews, 
and activity sheets. The collected data was then analyzed using content 
analysis. It was concluded from the results obtained from the research 
findings that most of the students had misconceptions about the basic 
concepts, but that the activities applied eliminated the misconceptions and 
improved the learning and teaching process. As it was determined that 
students were positive about the expressed positive opinions and found the 
applications efficient, it is recommended that such concept teaching 
techniques be utilized in the lessons and that lesson plans be prepared 
following an application-oriented system.  
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Introduction 

The purpose of teaching Life Sciences and Human Rights, Citizenship, and Democracy 
in Social Studies at primary school is for the children to learn how to be citizens in a 
democratic society, to be aware of and exercise their rights and responsibilities, to 
assimilate various values and make them part of their lives, and to recognize the 
relationship networks between societies. However, some of the concepts taught in the 
process, such as democracy, rights, freedom, equality, justice, citizenship, duty, 
responsibility, and sovereignty, may be rather abstract for the cognitive development 
level of these children. 
  
Concepts, which constitute part of the experiences gained in the interaction of emotion, 
thought, and action between people, can be defined as being various forms of 
knowledge that enable understanding of the world and the realization of 
communication between people (Ülgen, 1996). In regard to expecting classroom 
teachers to be able to teach these concepts, one prerequisite must be that the teachers 
first fully comprehend the concepts themselves. For this prerequisite to be achieved, any 
prospective teacher needs to have obtained accurate and scientific knowledge from the 
courses they take during their undergraduate education, in which the basic concepts in 
the courses are learnt and missing learning and misconceptions are identified and 
eliminated. 
Conceptual learning is an active cognitive process that occurs not through rote 
memorization, but by meaningfully integrating information into one's mental schemas. 
In this process, individuals relate new information to their pre-existing concepts, and 
meaningful learning takes place through this association (Ausubel, 1968). Bruner 
(1960) emphasized that concepts are constructed through students’ abilities to classify 
and generalize and highlighted the critical role of discovery learning in conceptual 
development. However, students' prior knowledge about concepts is often incorrect or 
incomplete, leading to the formation of misconceptions (Driver, Guesne, & Tiberghien, 
1985). According to the theory of conceptual change, individuals reconstruct such 
misconceptions by comparing them with new information, through a process of 
cognitive conflict (Vosniadou, 2002; Duit & Treagust, 2003). 

According to the literature, classroom teachers generally believe that the acquisition 
from an early age of abstract concepts such as human rights, citizenship, rights, justice, 
law, equality, reconciliation, and democracy, will contribute positively to the individual 
(Akçeşme & Kurtdede Fidan, 2021). Classroom teachers are also seen to have a 
positive attitude towards students’ learning about human rights and democracy (Merey 
& İşler, 2018). 

However, when the studies on concept teaching for pre-service teachers in the literature 
are examined, it can be seen that such training mostly focuses on science and 
mathematics (Akbaba Dağ, 2009; Başaran Uğur, 2018; Baygeldi, 2023; Demirci, 
2003; Dönmez, 2011; Eren, 2019; İhtiyar Şahin, 2023; Karakuş, 2023; Kınık Topalsan, 
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2015; Sezgin, 2020; Şemet, 2023; Uygun, 2023; Yıldırım, 2010; Zeybek, 2007). These 
studies particularly focus on the difficulties students encounter in learning advanced and 
counter-intuitive concepts. Conceptual change is not limited to the natural sciences; 
rather, it is relevant across a wide range of disciplines, from mathematics and biology 
to history and gender studies. The number of studies which focus on the teaching of 
basic concepts that is required for the teaching of the Human Rights and Democratic 
Citizenship Education (HRDCE) course for student teachers who have not yet started their 
profession is seen to be quite limited. 

When the studies in the literature on misconceptions of the basic concepts that can be 
used in the HRDCE course are examined, it is seen that student teachers often have 
a limited understanding of the concepts involved. This can lead to misconceptions, a 
tendency to use more everyday expressions instead of scientific language when defining 
concepts, and the confusion and interchangeable use of related concepts (Alkar & 
Yılmaz Derin, 2023; Ertuğrul, 2023; Kılıç, 2015). 
 
When the studies on eliminating the misconceptions identified in the basic concepts that 
can be used in the HRDCE course were examined, it was seen that the application of 
concept teaching techniques to the lessons was effective in eliminating students' 
misconceptions, improving the teaching process, increasing the retention of information, 
and ensuring that the definitions made by students after lessons structured using concept 
teaching techniques were more understandable and scientific (Akşit, 2016; Dere & 
Aktaşlı, 2019; Kılıçaslan, 2021; Kürümlüoğlu, 2019; Namlı Altıntaş & Yıldırım, 2017; 
Taşkıran, 2023). It has also been observed that students have fun in lessons supported 
by concept teaching techniques. Furthermore, not only do they tend to like and find the 
activities engaging, but they also believe that they make the lesson more efficient 
(Taşkıran, 2023; Kılıçaslan, 2021; Akpınar, 2019; Akşit, 2016).  
 
This study focuses on determining the possible misconceptions of pre-service classroom 
teachers of the HRDCE course taught in the undergraduate program of primary teaching 
at a state university, and the improving of the educational activities by the creation of 
an action plan to eliminate these misconceptions. At the same time, it is hoped that 
expressing the opinions and suggestions of pre-service primary school teachers on the 
applied action plans will allow the deficiencies and problems that may be overlooked 
in the plan to be noticed, and thus provide an opportunity to improve the process. Based 
on this aim, the following questions were asked: 
 
1. What misconceptions do student teachers have during the HRDCE course, which is a 
requirement of the undergraduate primary class teaching education program?  
2. To what extent were the misconceptions of the student teachers eliminated by the 
activities carried out within the course of research? 
3. How do primary school student teachers feel about the activities carried out within 
the course of research? 
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Method and Design 

An action research design was adopted to attain the above aims. Action research is a 
systematic, orderly, and cyclical process of defining the problem, collecting and 
analyzing data, creating an action plan, and finally implementing the action plan and 
sharing the findings (Johnson, 2019; Mcniff et al., 1996). The approach involves 
defining a problem, solving it, and then evaluating the researcher's practices, 
observations, or possible aspects of the problem in terms of how successful the results 
are (Dinkelman, 1997). Berg (2001) classifies action research into three types: 
technical/scientific/collaborative, practical/collaborative/deliberative, and 
emancipatory/developmental/critical action research. 

Since the researchers in this study were also practitioners, a fourth type, in which ‘the 
practitioner is effectively the researcher’, was employed in this research. This approach 
involves the researcher(s) collecting data on the identified problem while simultaneously 
carrying out the practice (Yıldırım & Şimşek, 2016). 

Participants and the Role of the Researcher and the Working Environment 

Criterion sampling is a purposive sampling technique chosen in accordance with the 
purpose of the research (Büyüköztürk et al., 2016). This approach was adopted due to 
the researchers taking criteria which they had previously determined as being a 
reference point in the selection of the participant group. The study group consisted of 
31 student teachers who had expressed their willingness to participate in the study while 
taking the HRDCE course during the 2022-2023 academic year of the Department of 
Classroom Teaching at the Faculty of Education in a state university in Türkiye. This 
faculty offers facilities such as technology-equipped classrooms, individual special 
education service units, modern computer laboratories with an internet connection, a 
science laboratory, an equipped reading room, seminar rooms, and conference halls. 
The research was carried out in a classroom with a smart board with an internet 
connection, a whiteboard, and a green board. A photograph of the classroom where 
the research was conducted is given in Figure 1. 
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Figure 1 

The Classroom in Which the Research Was Conducted 

 

 

The researchers participated in the research process by determining the basic concepts 
to be covered in the course and then explaining the purpose of the study to the trainee 
teachers. Two researchers were actively involved in the study. The first researcher 
designed and implemented the instructional process with the pre-service teachers, 
including planning the sessions and preparing the teaching materials. The second 
researcher participated as a non-participant observer, taking detailed field notes and 
providing supervisory support throughout the implementation. 

This dual-role structure was intentionally designed to minimize potential researcher bias 
by balancing insider facilitation with external observation. During the data analysis 
phase, both researchers independently coded the qualitative data and engaged in a 
comparison process to ensure intercoder reliability. These strategies contributed to the 
methodological transparency and trustworthiness of both the intervention and the 
overall research process. 

At the beginning of the above-mentioned semester, the researchers generated 
preliminary data which led to the preparation of teaching activities and materials before 
implementing them along with other course content and materials.  

Data Collection Tools 

A data triangulation strategy was applied in the research which involved utilizing 
various data sources to increase the quality, credibility, consistency, confirmability, and 
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dependability of the collected data (Yıldırım & Şimşek, 2016), as well as the 
transferability of the research findings. Data collection tools and other sources used in 
the research are shown in Figure 2. 

Figure 2. 

Data Collection Tools 

 

Data Analysis 

There are several stages to qualitative data analysis, including organizing, describing, 
making sense, defining and explaining the data, interpreting the preliminary findings 
from the perspective of the participants and the researcher, and presenting patterns, 
themes, and categories in an orderly and systematic manner. In the analysis of 
qualitative data, a single correct way of analyzing and presenting the data is not sought 
unless it is appropriate for the purpose (Cohen, Manion, & Morrison, 2021).   

In this study, the researchers analyzed the students' responses to the concept definition 
form, student diaries, and focus group interview data using content analysis. An 
inductive approach was adopted, beginning with open coding to identify initial codes. 
These codes were then grouped into categories and overarching themes through 
iterative analysis. This phase of data analysis was carried out collaboratively by the 
researchers, checking and controlling the developed codes and categories 
simultaneously and respectively to increase the reliability. Thus, a structured comparison 
of the codes, categories and themes was not considered necessary to ensure the 
credibility, dependability and trustworthiness of the findings. 

The Research Process 

The research process was based on teaching the subjects by following weekly lesson 
plans that taught 30 basic concepts associated with these subjects. The lectures are 
supported by question-answer techniques and presentations. The weekly structure of the 
instructional sessions, the duration of each activity, and the teaching techniques used 
(e.g., station technique) are presented in detail in Appendix 1.  
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Action activities related to the topics to be covered were prepared each week for 
implementation in the classroom. Students were asked to complete diaries from the 
first week. Before planning and creating the following week's activity, the researcher 
considered feedback from the previous week's students’ diaries before planning activities 
for the following week.  

The weekly research cycle is shown in Figure 3. 

Figure 3. 

The Weekly Research Cycle 

 

 

 

 

 

 

 

 

 

 

 

Problems Encountered in The Research Process 

 Timing Issues: Morning sessions scheduled at the beginning of the week led to late 
arrivals and reduced attendance. 

Solution: Although the schedule was adjusted to a later time, the issue partially persisted. 

 Inadequate Audio Recording: Focus group discussions were recorded only via audio, 
which posed challenges during the analysis phase. 

Solution: It was noted that keeping detailed observation notes would enhance future 
data collection processes. 

 Instances of Academic Dishonesty: Some participants used non-original content in 
their reflective diaries. 
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Solution: The importance of authentic expression and individual reflection was 
emphasized during subsequent sessions. 

 Interview Timing: Holding interviews after the instructional sessions resulted in low 
participation and engagement. 

Solution: Second-round interviews were shortened and supported with preliminary 
preparation activities to improve quality. 

 Irregular Diary Submission: Participants often failed to submit their reflective journals 
on time. 

Solution: Class time was allocated at the end of each session to facilitate immediate 
writing and submission. 

 Activity Duration Constraints: Time-intensive activities (e.g., station technique) could 
not be implemented effectively due to time limitations. 

Solution: Activities were simplified and adapted to fit the available instructional time. 

 Researcher Inexperience: The first focus group interviews lacked sufficient depth, 
likely due to the lead researcher's limited experience. 

Solution: With guidance from the second researcher, subsequent interviews were 
conducted more effectively and yielded richer data. 

 

Credibility, Dependability, Confirmability, Transferability and Ethics 

In this study, credibility, transferability, consistency, and confirmability were 
ensured by using more than one data collection tool. Different methods were used in 
combination through a data triangulation strategy. In addition, experts were 
consulted throughout the research process, and the researchers impartially explained 
the processes in detail in his report. 

More accurate and reliable data was obtained through long-term interactions in the 
research being taken, with the data collection process being determined by the research 
question. Before the research, the students were informed of their right not to 
participate, and written permission from an institutional ethics committee was 
obtained for the research. The researcher explained the purpose of the research 
throughout the process to the students and did not force the students who did not want 
to participate. Permission for audio recording of the interviews was also obtained 
beforehand.  
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Findings 

Determination of Misconceptions 

Findings related to the participants' misconceptions of the basic concepts in the HRDCE 
course are provided in Figure 4. It can be seen that before applying the action plan, 
participants confused the concepts and used every day, rather than scientific, 
descriptions.  

 

Figure 4 

Findings Related to Misconceptions 

 

It can be seen from the above that the participants used concepts interchangeably, made 
definitions by using synonyms, and used descriptions of concepts that were not scientific 
and therefore needed to be developed.  
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One response provided by a participant in the research process was: ‘Equality in every 
sense.’ (P1). As can be seen from this quote, the student tried to establish a relationship 
between the concepts of equality and justice but confused the concepts. Another 
participant defined the concept of justice as ‘The structure that ensures equality in the 
country.’ (P14). It can be seen from these definitions that the participants do not have a 
clear understanding of the concepts of equality and justice. 

Some definitions which were created from synonyms of the concept were evaluated as 
being misconceptions. For example, one participant's definition of the concept of ‘rule’ 
is ‘It is the regulation’ (P23). When this excerpt is analyzed, it can be seen that the use 
of a synonym for a definition demonstrates that the participant's knowledge of the 
concept is quite limited. Another participant suggested that a definition of ‘rule’ could 
be ‘a statute’ (P27). When these definitions are examined, it is seen that they do not fully 
explain the concept of ‘rule’ and are actually quite superficial. 

One concept where it was observed that the participants, who had not defined it before 
the action plan, did not have any knowledge of was ‘heimatlos’.  

It was observed that the participants did not fully explain most of the concepts and used 
expressions that were far from being scientific. For example, the definition given by one 
of the participants of the concept of ‘freedom’ was as follows: ‘The individual's use of 
his/her rights in the way he/she wants.’ (P23). When this excerpt is analyzed, it is seen 
that the student's understanding of the concept is limited as he/she did not mention 
considering the rights of others when acting, which is the distinguishing feature of the 
concept. Another participant expressed the concept of freedom as ‘When you close your 
eyes, there is no limit to your dreams.’ (P9). When this excerpt is analyzed, it is seen that 
the participant’s definition is subjective, rather than being scientific, and that they had 
not fully grasped the concept.  

Based on the findings, it can be interpreted that participants tended to explain the 
concept of ‘rule’ by only using synonyms of the word and by associating the concept of 
‘terrorism’ only with organizational terms. Based on the findings, it can be said that the 
participants' learning of the basic concepts in the HRDCE course should be both 
supported and improved. These conceptual confusions may stem from individuals' pre-
existing misconceptions shaped by their daily experiences (Thornberg, 2008). According 
to Vosniadou (2002), when new information contradicts an individual's existing mental 
models, it can prevent the development of a coherent understanding of the concept. 
Teachers' pedagogical practices are often shaped by concrete experiences, everyday 
language and emotional reactions, with limited reference to key concepts and 
theoretical frameworks in education. Coupled with the absence of a professional 
pedagogical language, such practices risk appearing unsystematic and lacking 
instructional coherence (Thornberg, 2008). 
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Elimination of Misconceptions 

The findings regarding the correct definitions that the participants wrote on the concept 
definition form after the implementation of the action plan are given in Figure 5.  

Figure 5 

Findings About Elimination of Misconceptions 

 

 

When Figure 5 is analyzed, it can be seen that the misconceptions of the participants 
were completely or significantly eliminated by the end of the research. Another finding 
is that misconceptions about the following five concepts: Citizenship, State, Rule, 
Responsibility, and Direct Democracy, persisted. 

When the concepts in which the misconception was eliminated are considered, the 
participants defined the concept of ‘rights’ as ‘A person is born or acquired. It is the 
totality of the privileges gained in the country in which it is located.’ (P7) and ’It is the 
fundamental privilege granted to individuals. Every human being has certain rights. Some 
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of them are innate and some are acquired later.’ (P27). It is seen that the participants 
are aware that ‘rights’ should be expressed as a set of privileges. It is seen that the 
knowledge that rights can be acquired at birth or afterward is present in the students, 
but it was observed that they did not make use of examples related to rights in the 
explanation.  

When we look at the statements of the participants about ‘equality’, another concept in 
which misconceptions were eliminated, it is seen that participants mentioned the 
economic and political areas of the concept of equality, as well as being able to define 
the concept scientifically. A sample participant definition is ‘Equality can be handled in 
more than one field: economic equality, political equality, etc. It is about having the same 
rights as other individuals.’ (P10).  

As a result of the activities, it was seen that the misconceptions of the students about the 
concept of ‘law’ were eliminated to a significant extent. The statement of a participant 
whose misconception was eliminated is as follows: ‘It is a set of rules. It is the plural form 
of the word right. It is important to ensure the integrity of society. It is binding. The state 
is necessary for its implementation.’ (P23). Based on this statement, it can be said that 
the student is aware that the concept of ‘law’ is a set of rules regulating society and they 
emphasize the importance of law. Another participant, similar to the statements of other 
participants, expressed the concept as ‘Rules that regulate the state’ (P6). As can be 
understood from the expression, it can be said that the participants of the research have 
acquired the knowledge that law is the rules that provide social order.  

After considering ‘justice’, another concept in which misconceptions were eliminated to 
a great extent, it was seen that the participants were able to make explanations such as 
‘Developing a form of behavior by considering the differences between people, being 
fair between people.’ (P20) and ‘Not giving more to those in need than they need or not 
according to status.’ (P14). When the explanations are analyzed, it is seen that the 
participants talk about the distribution of opportunities to everyone to the extent they 
deserve them, and that they can see the distinction between the concepts of ‘equality’ 
and ‘justice’. 

One of the participants had misconceptions about the concept of ‘state’, which is one 
of the concepts whose misconceptions persisted after the application. This participant 
defined ‘state’ as ‘A piece of land with certain borders in which people and communities 
live.’ (P15). Although the country is an element that constitutes the state, it is not sufficient 
to explain the concept. It can be said that the participant confused the concepts of ‘state’ 
and ‘country’. It was also determined that the concepts of ‘state’ and ‘government’ were 
being confused. Sample expressions related to this finding are ‘Administration.’ (P30) 
and ‘The structure that has the power to govern a country.’ (P21).   

Another misconception that persisted after the application was ‘citizenship’. It is seen 
that the activity related to the concept of ‘citizenship’ was not significantly effective in 
eliminating the misconceptions of the participants. Most of the participants had similar 
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misconceptions such as ‘It is the fulfillment of the duties and responsibilities of the 
individual in the state in which he/she lives’ (P10). Another misconception is shown in 
the following definition: ‘Individuals who have rights and freedoms that are bound to 
any state and who have responsibilities towards their state’ (P13).  

Citizenship rights and duties, fulfillment of citizenship duties, and citizens are related to 
the concept of citizenship, but it is difficult to consider them as being expressions which 
explain the concept. Although the concept of ‘citizenship’ brings with it various duties 
and responsibilities by its very nature, looking at the concept in terms of duties and 
responsibilities outside the bond between the state and the individual is insufficient to 
explain the concept. 

When the findings in Figure 4 are analyzed, it can be said that the students made more 
comprehensive, clearer, more comprehensible, and more accurate definitions that were 
closer to the scientific definitions of the concept after the implementation of the action 
plan. It can therefore be said that the action plan was effective.  

Participants' Views on The Research Process 

The opinions and suggestions of participants regarding the action plan were shaped by 
focus group discussions and the observations of researchers. Findings regarding student 
opinions are shown in Figure 6. 

Figure 6.  

Participants' Views on The Research Process 

 

When the positive student opinions about the research process were examined, it was 
seen that the students generally stated that they found it efficient to start the lesson with 
the repetition of the previous week's topics, and that the activities were effective in 
reminding them of previously covered concepts, increased retention, were fun and 
helped the lesson to be effective, and it was a better way of making sense of the concepts 
than memorizing them. The participants also realized that they had insufficient 
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knowledge of the concepts they frequently used in daily life and that they could see their 
deficiencies. Some positive opinions were: ‘In general, the lesson was productive. I 
learned many concepts that I did not know. With the activities at the end of the lesson, 
we both repeated what we had learned, and it provided many benefits to make the 
learning permanent. The subjects were explained clearly. It was very instructive and 
good.’ (P1) and ‘I can say that our lessons were very good. Thanks to these lessons, I 
learned the meanings of the words that I often encounter in daily life, but I didn’t know 
their exact meanings. Our lessons were very nice and fun.’ (P3)  

Considering the negative views of the students about the timing of the activities, one 
student, who did not find it useful to carry out the activities at the end of the lesson, 
wrote in his diary that ‘...I do not think that the activity papers distributed at the end of 
the lessons are very useful. At least for me. Because there is an explanation of the concept 
and it is the end of the lesson, we are constantly in our minds to finish and leave. 
Therefore, I don't think it has much effect.’ (P8). Based on participants’ reflections, the 
scheduling of activities at the end of the instructional process appears to have diminished 
their readiness and limited their active involvement. 

It was also observed that students felt there was insufficient explanation of how the 
concepts they had learned could be taught to primary school students, i.e. that the 
application part of the course was insufficient. They expressed that they were worried 
about how to reduce the concepts to the level of a primary school student and that the 
concepts should be embodied more. This situation may stem from the predominantly 
theoretical structure of the course and the participants’ limited exposure to practical 
teaching experience, as the majority had not yet taken the teaching practicum course. 
Some example student opinions about this are as follows: "The lesson was verbal and 
based on the memorization method. Even now, we know that we know these concepts, 
but we can notice the weakness of our power of expression in our conversations. I don't 
feel like I have the power of expression. Maybe something can be done for a much 
younger age, when we think about it, we can use more visual themes. He stayed a little 
in theory.” (P13) and "...We break off after a while. I'll tell you for myself. Maybe a little, 
or it could be from the subject, or the way it's told, or the scientific nature of the subject. 
As he said, I think it would be better if it was reduced to a child's level a little more. The 
concepts should be better embodied.” (P28). 

 

Results and Discussion 

The research shows that participants have misconceptions, incomplete learning, and 
limited understanding of 30 basic concepts in the course. Students were found to have 
misconceptions about concepts such as citizenship, state, responsibility, majority, 
pluralism, and justice. Similarly, in the study conducted by Kılıç (2015) to determine 
misconceptions in the course, it was found that most of the students had misconceptions 
in the related concepts.  



 

 

 

Journal of Qualitative Research in Education  
Eğitimde Nitel Araştırmalar Dergisi

 
71 

Thornberg (2008) emphasizes that such concepts are highly prone to pedagogical 
misunderstandings when acquired incidentally outside formal education. While 
concepts are taught with scientific or legal definitions in the school context, in everyday 
life they are often associated with different, and frequently distorted, meanings. This 
discrepancy creates cognitive conflict in students and hinders their ability to grasp the 
accurate structure of the concept. Vosniadou (2002) describes this phenomenon as a 
“mental model conflict.” 

Conceptual change is not only defined as an individual, internal, and cognitive process, 
but also as a social activity that occurs within a complex sociocultural World such as 
culture, media, family (Aikenhead, 1996; Caravita & Halldén, 1994; O'Loughlin, 1992; 
Vosniadou, 1994). Students tend to develop alternative understandings of the abstract 
core concepts addressed in the Human Rights, Democracy, and Citizenship Education 
(HRDCE) course, influenced by their daily life experiences and shaped by colloquial 
language. This tendency may stem from the strong sociocultural and ideological context 
surrounding the concepts used in the study. 

In the study, it was determined that a significant number of the participants could not 
define the concept of heimatlos and left the concepts related to different types, and 
principles, of democracy unanswered. This is thought to be because these concepts have 
not yet been taught. It was observed that students had an idea, albeit incomplete, of 
concepts such as freedom, equality, citizenship, compromise, law, rule of law and 
transparency in democracy.  

However, it can be said that students used superficial expressions that were far from the 
scientific definitions of the concepts. Similarly, in the studies of Kılıç (2015), Yılmaz 
(2013) and Mulhan (2007), it was observed that students more accurately understood 
the concepts they frequently use in daily life. 

It was concluded that the activities implemented within the scope of the action plan 
positively affected the learning process, significantly eliminated misconceptions, and 
lessons supported by concept teaching techniques improved learning. When 
misconceptions were analyzed, it was seen that students used more objective 
expressions that met the scientific meaning of the concept and were supported by 
examples.  

Similar to the results of the research, when the studies in the literature are examined, it 
is seen that the use of concept maps, which is one of the concept teaching techniques, 
increases student achievement and plays a role in the retention of knowledge (Koçyiğit 
et al., 2023). It was also apparent that the use of teaching methods and techniques that 
will make students active in the lessons increases motivation towards the lesson and the 
efficiency of the lesson, is beneficial in concretizing abstract concepts (Corrales Serrano, 
2023; Kılıçaslan, 2021; Namlı Altıntaş & Yıldırım, 2017; Taşkıran, 2023; Tuncel & Ayva, 
2010), and that the use of concept teaching techniques eliminates existing 
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misconceptions and ensures the retention of information (Adıgüzel, 2019; Akpınar, 
2019; Dere & Aktaşlı, 2019; Kürümlüoğlu, 2019).   

The most frequently left blank concepts at the end of the application were the ones 
related to sovereignty and types of sovereignty. The reason for students' resistance to 
misconceptions about the concepts of citizenship and sovereignty may be that these 
concepts are established concepts that are frequently used in daily life, are taught in a 
limited way from a young age and are abstract. At the same time, the fact that the 
lessons were conducted on the axis of the lecture method may have been 
disadvantageous in terms of students' active thinking and retention of information. This 
is supported by Yılmaz’s (2013) findings that students had difficulty making sense of 
concepts, such as sovereignty, that they could not experience concretely in daily life.   

The concepts to which students gave the most correct answers were the concepts related 
to heimatlos, freedom, types, and principles of democracy. For example, the reason 
why the concept of ‘heimatlos’ was learned the most may be that students found the 
word interesting because they had never heard the concept of ‘heimatlos’ before. 
Students’ accurate understanding of the concept heimatlos may be related to their first-
time exposure to the term and their perception of it as interesting due to its foreign origin. 
It has been suggested that unfamiliar or symbolically striking concepts can stimulate 
curiosity and facilitate learning (Berlyne, 1960; Ainley, Hidi, & Berndorff, 2002). This 
kind of “novelty effect” can enhance students' attention and contribute to deeper 
processing of the concept (Renninger & Hidi, 2011). Furthermore, the foreign nature of 
the term may have triggered a sense of exploration in students. 

The reason why misconceptions about the types of democracy and the principles of 
democracy were mostly eliminated may be that these concepts can be explained in a 
logical framework based on their names in the context of the lesson. At the same time, 
supporting the lessons with video, presentation, and discussion techniques in addition 
to concept teaching techniques may have been effective. 

While students found the activities productive and fun, some students stated that the fact 
that the lesson started in the morning hours caused difficulty in focusing.  Regarding the 
techniques used in the lesson, students stated that techniques such as question-answer 
and brainstorming, as well as video, presentation, and the active learning methods used 
in the lesson, increased the interest in the lesson; and that the implementation of the 
activities after the lecture was more efficient and reinforced learning.  

Students stated that even though they had an idea about the concepts, they did not have 
enough knowledge to express them properly. They were also uncertain about how to 
explain the concepts they learned at the primary school level, felt that the concepts 
remained abstract, and although the HRDCE course was theoretically useful and 
instructive, it should be taught more practically. Similar to the above-mentioned results 
of the study, it was observed in a study conducted by Akşit (2016) that students liked the 
activities carried out for concept teaching, enjoyed the lessons supported by concept 
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teaching methods, and found these lessons fun (Akpınar, 2019; Kılıçaslan, 2021). They 
also felt that supporting the subjects with concept teaching techniques attracted students' 
attention and that was useful for them (Taşkıran, 2023). 

 

Recommendations 

Based on the results of the research, it is recommended that teaching methods and 
techniques that will ensure active participation of students and enrich concept teaching 
in the HRDCE course and related courses should be used.  It can also be suggested that 
more practice-oriented studies with prospective classroom teachers be implemented. 
Furthermore, studies can be conducted on how the participants will apply the concepts 
they have learnt in their lessons in the future, and micro-teaching practices can be 
included. In terms of the misconceptions that are resistant to change which were 
revealed in the study, the reasons underlying these misconceptions can be examined in 
more depth. In addition to concept teaching techniques, technology supported activities 
can be included. Longitudinal studies can also be conducted with larger participant 
groups to evaluate the examined subject in different conditions and contexts. 
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Genişletilmiş Türkçe Özet 

Bireylerin temel eğitim düzeyinden itibaren demokratik bir toplum düzeninde yurttaş 
olmayı, hak ve sorumluluklarının farkında olmayı ve bunları kullanmayı, bir toplumun 
parçası olmayı, çeşitli değerleri özümseyerek yaşam biçimi haline getirmeyi, toplumlar 
arasındaki ilişki ağlarını fark etmeyi öğrendikleri derslerden bazıları Sosyal Bilgiler, 
Hayat Bilgisi ve İnsan Hakları, Yurttaşlık ve Demokrasi gibi derslerdir. İlgili derslerde 
öğretilmesi planlanan kavramlardan bazıları olan demokrasi, hak, özgürlük, eşitlik, 
adalet, vatandaşlık, görev, sorumluluk, egemenlik gibi kavramlar özellikle ilkokul 
düzeyindeki öğrenciler için oldukça soyut kalabilecek kavramlardır. Sınıf öğretmenleri 
tarafından öğretilmesi beklenen bu kavramlarla ilgili olarak, öğretmenlerin kavramları 
tam olarak anlamaları bir ön koşuldur. Öğretmen adayları, lisans eğitimleri sırasında 
aldıkları derslerdeki temel kavramları öğrenerek, eksik öğrenmelerini ve kavram 
yanılgılarını tespit edip gidererek dersler hakkında doğru ve bilimsel bilgiye sahip 
olabilirler. Nitekim kavramlar bireylerin dünyayı anlamayı ve insanlar arasında iletişimi 
gerçekleştirmeyi sağlayan çeşitli bilgi formları olarak ifade edilir (Ülgen, 1996). Bu 
noktada bu bilgi formlarında meydana gelebilecek düzensizlikler bireyin dünyayı 
anlamlandırma çabasının önüne geçebilmektedir. Bu noktada sınıf öğretmenlerinin 
insan hakları ve demokrasi eğitiminde geçebilecek temel kavramları doğru bir şekilde 
anlamlandırabilmeleri önemlidir. Bu önemden hareketle bu çalışma Türkiye’de bir 
devlet üniversitesinde sınıf öğretmenliği lisans programında okutulan İnsan Hakları ve 
Demokratik Vatandaşlık Eğitimi (İHDVE) dersinde sınıf öğretmeni adaylarının olası 
kavram yanılgılarının tespit edilmesi ve bu yanılgıların giderilmesine yönelik eylem planı 
oluşturularak eğitim-öğretim faaliyetlerinin iyileştirilmesine odaklanmaktadır. Aynı 
zamanda uygulanan eylem planları hakkında sınıf öğretmeni adaylarının görüş ve 
önerilerinin alınması, planda gözden kaçabilecek eksikliklerin ve sorunların fark 
edilmesini sağlayacak ve sürecin iyileştirilmesi için bir fırsat sunacaktır.  Bu odaktan 
hareketle aşağıdaki sorulara yanıt aranmıştır. 
1.Öğretmen adayları, sınıf öğretmenliği lisans programının bir gereği olarak aldıkları 
İHDVE dersinde ne gibi kavram yanılgıları yaşamaktadırlar?  
2.Araştırma kapsamında gerçekleştirilen etkinlikler sayesinde öğretmen adaylarının 
kavram yanılgıları ne ölçüde giderilmiştir? 
3.Sınıf öğretmeni adaylarının araştırma kapsamında gerçekleştirilen etkinliklere ilişkin 
görüşleri nelerdir? 
 
Araştırmanın Yöntemi 
Araştırma amaçlarına ulaşmak için bu çalışmada eylem araştırması benimsenmiştir. 
Eylem araştırması, problemi tanımlama, veri toplama, toplanan verileri analiz etme, bir 
eylem planı oluşturma ve son olarak eylem planını uygulama ve bulguları paylaşmaya 
yönelik sistematik, düzenli ve döngüsel bir süreçtir (Johnson, 2019; Mcniff vd., 1996). 
Çalışma grubunun seçiminde daha önce belirlenen ölçütler referans alındığı için 
araştırmanın amacına uygun olarak amaçlı örnekleme tekniklerinden ölçüt örnekleme 
tercih edilmiştir (Büyüköztürk vd., 2016). Çalışma grubu, Türkiye'deki bir devlet 
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üniversitesinin Eğitim Fakültesi Sınıf Öğretmenliği Bölümü'nde 2022-2023 akademik 
yılında İHDVE dersini alırken çalışmaya katılmaya istekli olduğunu ifade eden 31 
öğretmen adayından oluşmaktadır. Bu araştırmada veri çeşitleme stratejisi 
uygulanmıştır. Bu strateji, toplanan verilerin kalitesini, inandırıcılığını, tutarlılığını, teyit 
edilebilirliğini ve güvenilirliğini, araştırma bulgularının aktarılabilirliğini artırmak için 
çeşitli veri kaynaklarından yararlanmayı içermektedir (Yıldırım ve Şimşek, 2016). Elde 
edilen nitel verilerin analizi, düzenlenmesi, betimlenmesi, anlamlandırılması, 
tanımlanması ve açıklanması, ön bulguların katılımcıların ve araştırmacının bakış 
açısından yorumlanması, kod, tema ve kategorilerin düzenli ve sistematik bir şekilde 
sunulması gibi birçok gerekliliği içerir. Nitel verilerin analizinde, amaca uygun olduğu 
takdirde verileri analiz etmek ve sunmak için tek ve doğru bir yol aranmamaktadır 
(Cohen, Manion ve Morrison, 2021).  Bu çalışmada, öğrencilerin kavram tanımlama 
formuna verdikleri yanıtlar, öğrenci günlüklerine yazdıkları ifadeler ve grup 
görüşmelerinden elde edilen verileri içerik analizi ile analiz etmiştir.  
 
Araştırma Süreci 
Araştırmacı tarafından ilk hafta uygulanan kavram tanımlama formu ile katılımcıların 
mevcut durumu betimlenmiştir. Ardından her hafta işlenecek konularla ilgili etkinlikler 
hazırlanmış ve bu etkinlikler sınıfta uygulanmıştır. İlk haftadan itibaren öğrencilerden 
ders ile ilgili günlükler toplanmıştır. Bir sonraki haftanın etkinliğini planlamadan ve 
oluşturmadan önce araştırmacı bir önceki haftanın öğrenci günlüklerini analiz etmiş ve 
öğrencilerden gelen geri bildirimleri dikkate alarak bir sonraki haftanın etkinliğini 
planlamıştır. 
 
Sonuç 
Araştırmada katılımcıların kavramları birbirinin yerine kullandıkları, eş anlamlı kelimeler 
kullanarak tanımlamalar yaptıkları, kavramın bilimsel anlamından uzak ve geliştirilmesi 
gereken ifadeler kullandıkları belirlenmiştir. Uygulanan eylem planı sonunda ise 
katılımcıların kavram yanılgılarının bazılarının tamamen bazılarının ise önemli ölçüde 
giderildiği görülmüştür. Katılımcıların eylem planı sonrasında, uygulama öncesine göre 
kavramların daha kapsamlı, açık, anlaşılır ve bilimsel tanımına yakın tanımlamalar 
yaptıkları görülmüştür.  Dolayısıyla eylem planının süreci iyileştirmede etkili olduğu 
söylenebilir. Araştırma sürecine ilişkin görüşler incelendiğinde katılımcıların genel 
olarak bir önceki haftanın konularının tekrarı ile derse başlamayı verimli bulduklarını, 
etkinliklerin eski kavramları hatırlatmada etkili olduğunu, kalıcılığı artırdığını, eğlenceli 
olduğunu ve dersin etkili geçmesine yardımcı olduğunu, kavramları ezberlemekten 
ziyade daha iyi anlamlandırdıklarını, günlük hayatta sıkça kullandıkları kavramlar 
hakkında yeterli bilgiye sahip olmadıklarını fark ettiklerini ve eksikliklerini 
görebildiklerini ifade ettikleri görülmüştür.  
Aynı zamanda öğrencilerin öğrendikleri kavramları ilkokul öğrencilerine nasıl 
öğretecekleri konusunda olumsuz görüş bildirdikleri ve dersin uygulama kısmının 
yetersiz olduğu belirtilmiştir. Katılımcıların kavramların bir ilkokul öğrencisinin seviyesine 
nasıl indirgeneceği konusunda endişeli oldukları ve kavramların daha fazla 
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somutlaştırılması gerektiğini ifade ettikleri görülmüştür. Bu noktada sınıf öğretmeni 
adaylarıyla daha çok uygulamaya dönük çalışmalar yapılması önerilebilir. Aynı 
zamanda çalışmada değişime dirençli olan kavram yanılgıları ortaya çıkmıştır. Bu 
yanılgıların altında yatan sebepler daha derinlemesine incelenebilir. Kavram öğretim 
tekniklerine ek olarak teknoloji destekli etkinlikler eklenebilir. Bunun yanı sıra daha 
geniş katılımcı gruplarıyla farklı bağlamlarda boylamsal çalışmalara yer verilebilir. 
  
Etik  
Çalışmada birden fazla veri toplama aracı kullanılarak inandırıcılık, aktarılabilirlik, 
tutarlılık ve teyit edilebilirlik sağlanmıştır. Ayrıca araştırma süreci boyunca uzman 
görüşlerine başvurulmuş ve araştırmacı raporunda tarafsız bir yaklaşımla süreç detaylı 
bir şekilde açıklanmıştır. Araştırmada uzun süreli etkileşimlerle daha doğru ve güvenilir 
veriler elde edilmiştir. Veri toplama süreci araştırma sorusuna göre belirlenmiştir. 
Araştırma öncesinde öğrenciler bilgilendirilerek katılmama hakları vurgulanmış ve 
araştırma için yazılı kurumsal etik kurul izinleri alınmıştır. Araştırmacı süreç boyunca 
öğrencilere araştırmanın amacını açıklamış ve katılmak istemeyen öğrencileri 
zorlamamıştır. Görüşmelerin ses kaydı için öğrencilerin izinleri önceden alınmıştır. 
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Appendix 1  

Action Plan 

Week The Subject of The Course Related Concept Activity Time 

Introduction 
week  

Meeting the participants and applying the first CDF 

1st week  Rules Regulating Social Life law 
a concept map, a 
fishbone diagram 

120 min. 

2nd week  Citizenship Types 
citizen, citizenship, 

heimatlos, state 

concept change 
strategy, concept 

map 
120 min. 

3rd week 
 

Human Rights and 
Historical Development 

right, sovereignty, popular 
sovereignty, national 

sovereignty 
knowledge map 120 min 

4th week 
 

Current Situation of 
Human Rights in the 

World, including Türkiye, 
and Classification of 

Human Rights 

rule, equality, justice 

concept puzzle, 
station technique, 

focus group 
interviews 

120 min. 

5th week  
Definition, Principles, and 

Types of Democracy 
democracy, majority, 

pluralism 
spider map 120 min. 

6th week 
 

Classifications of 
Democracy 

immediate democracy, 
representative democracy, 

semi-direct democracy, 
referendum 

mind map 120 min. 

7th week  
Current State of 

Democracy, Criticisms and 
Problems 

freedom, accountability, 
separation of powers, 

democratic participation, 
transparency, rule of law 

principle 

concept puzzle 120 min. 

8th week  
 

Democratic Participation, 
Democratic Life and 

Democracy Education 
duty, responsibility Teacher talk 120 min. 

9th week  
Human Rights Problems in 

the World and Türkiye 
refugee, terror, compromise word association 

test 
120 min. 

End of the action plan  Applying the last CDF, focus group interviews 
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Abstract: The present study focused on the challenges, strategies and suggestions 
of a group of English for Specific Purposes (ESP) instructors employed at a School 
of Foreign Languages (SFL) in Türkiye. It employed a qualitative case approach, 
involving semi-structured interviews with nine ESP instructors. The researchers 
analyzed the data through both directed and conventional content analysis coding 
methods. The findings revealed that the primary challenge was the limited or 
diverse language proficiency of the learners, which could lead to difficulties in 
selecting and adapting resources and burdening the instructors with hefty 
workloads. Students’ low motivation was another significant challenge, and the 
absence of pre-service and in-service training and of collaboration with field 
instructors further exacerbated the situation for ESP instructors. The participating 
instructors also noted discrepancies in teaching methodologies and assessment 
procedures both within their own institution and among various universities. To 
address these issues, they used resources such as native language, artificial 
intelligence, general English materials, images, videos as translanguaging 
strategies to support comprehension and motivation. They also believed that certain 
courses and organizations should be provided at both pre- and in-service levels 
devoted specifically to ESP teaching, and certain credentials requiring clarification 
(i.e., establishing standardizations for the ESP groups of learners) should be 
designed by the Higher Education Council (HEC).Thus, the participating instructors’ 
suggestions for the design and delivery of more efficient ESP classes hold 
implications for ESP instructors, higher education institutions, instructor educators, 
coursebook providers, HEC and the researchers in the field. 

Keywords: English for Specific Purposes (ESP), undergraduate courses for ESP, in-
service training, School of Foreign Languages (SFL) 

 About the Article 

Submitted 
date :8.12.2024 

Revised Date: 8.9.2025 

Accepted Date:6.10.2025 

 

Article Type: 

Research 

© 2025 ANI Publishing. All rights reserved. 

                                                
  The corresponding author can be contacted for further details regarding this study. 

*  Corresponding Author’s: Öğr. Gör., Uşak University, School of Foreign Languages, Türkiye, E-mail: 
nurgul.dogan@usak.edu.tr. 

  Prof. Dr., Pamukkale University, Faculty of Education, Türkiye, E-mail: demety@pau.edu.tr. 



 

 

 

Journal of Qualitative Research in Education  
Eğitimde Nitel Araştırmalar Dergisi 

 
82 

 

Introduction 

The discipline of ESP is concerned with the linguistic requirements and behaviors of 
specific professional or occupational groups. It derives its strength from theoretical 
frameworks and educational studies that clarify the impact of social circumstances on 
language utilization and the means by which learners could achieve proficiency. It 
challenges the division between theory and practice and exposes academic and 
professional genres to students (Hyland, 2019). The domain of ESP is indebted, at least 
to some extent, to the widespread and enduring use of English as a common language 
in field-specific interactions (Nickerson, 2013). ESP training is included into curricula 
across specialized domains, including vocational fields like tourism and hospitality, 
professional sectors such as international law and banking, and academic pursuits like 
thesis and dissertation writing, in diverse contexts (Çelik et al., 2018). 

Currently, Hyland (2019) described some influences on ESP and some impacts it had 
on language teaching. The influences are genre analysis, ethnography, critical 
perspectives, intercultural rhetoric and social constructivist theory. The impacts include 
the examination of discourse rather than language, the teacher as a researcher, 
collaborative pedagogies, the significance of discourse variants, and language 
alongside institutional applications. He highlighted that needs analysis was at the heart 
of ESP teaching with different genres because any ESP scope may have different genres, 
independent of text type. He further concluded that ESP is interdisciplinary, and that 
institutional practices are quite crucial. Other contemporary themes addressed in ESP 
education include power issues in classrooms (Hyland, 2019) and the promotion of 
social justice (Starfield, 2013). In line with these themes, the concept of translanguaging 
is also present in ESP instruction. In recent years, scholars have increasingly emphasized 
the pedagogical value of translanguaging, particularly in multilingual classrooms where 
learners face proficiency gaps or limited exposure to English outside formal education 
(García & Wei, 2014; Makalela, 2017; Wei, 2018). Translanguaging refers to the 
strategic and dynamic use of a speaker’s full linguistic repertoire, across languages and 
modalities, for meaning-making, communication, and learning (García & Wei, 2014). 
Although not specific to ESP, such approaches inevitably offer pedagogical implications 
for ESP instruction, where students are required to access complex disciplinary content 
in a non-native language. The use of semiotic resources such as visual aids, gestures, 
and first-language scaffolding can support comprehension and engagement in these 
contexts (Canagarajah, 2019; Holliday, 2019). Admittedly, these multilingual and 
multimodal perspectives could open new possibilities for more inclusive and learner-
responsive ESP pedagogy. 

As for ESP instruction in Türkiye, English-medium instruction (EMI) is limited to a select 
few universities, as the predominant medium is Turkish. Students study English in 1-year 
preparatory programs, including English language classes in EMI universities. Non-EMI 
universities, which constitute the majority, do not offer compulsory language courses 
before the first grade, leading to heterogeneous proficiency levels among students when 
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they take ESP courses at the 2nd and 3rd grades because students having basic level 
English cannot have a chance to study a preparatory program to upgrade their English 
level to intermediate or upper levels. This may present challenges for both students and 
instructors in Türkiye. Although certain structural characteristics of ESP instruction—such 
as whether students have attended a preparatory English program or the 
elective/compulsory status of ESP courses—may vary in the Turkish context. Studies 
conducted in diverse educational systems (e.g., Chen, 2011; Suzani et al., 2011; Petraki 
& Khat, 2022) reveal that different institutional setups can still lead to similar 
pedagogical challenges. This suggests that while the configurations differ, the resulting 
difficulties in ESP implementation often converge across various contexts. 

Current literature showcases challenges in ESP teaching based upon interconnected 
themes: overcrowded classes, students’ limited engagements and various language 
proficiencies, materials design and its relevance, instructors’ beliefs on ESP teaching and 
pedagogical challenges, heavy workloads and ESP's perceived importance and 
recognition worldwide. These themes appear frequently in a wide variety of studies and 
serve as a basis for identifying persistent challenges in instruction that transcend national 
borders. 

Overcrowded classrooms are a common challenge in ESP teaching, hindering student 
concentration and complicating classroom management (Chen, 2011; Çelik et al., 
2018; Hoa & Mai, 2016; Suzani et al., 2011). Diverse language proficiencies and 
student engagement also impact instruction effectiveness (Çelik et al., 2018; Hoa & Mai, 
2016; Mede et al., 2018). In Turkish and Latvian contexts, Çelik et al. (2018) found that 
inadequate language proficiencies limit students’ ability to benefit from ESP courses, a 
concern echoed by Hoa and Mai (2016). These studies consistently emphasize that 
instructors often struggle to manage large, mixed-ability groups, which in turn affects 
the pacing, targeting, and effectiveness of ESP instruction. 

 Furthermore, students expressed dissatisfaction with traditional course materials, 
preferring more real-life activities (Mede et al., 2018; Sandal, 2019; Suzani et al., 
2011). To compensate for this, Kazar and Mede (2015) suggested focusing on practical 
language skills, while also studies in Türkiye demonstrated the effectiveness of 
alternative methodologies, such as drama (Saygılı, 2014), situational dialogues (Sezgin, 
2019), and web tools (Aslandemir, 2020; Zırhlı, 2021) in ESP instruction. Together, 
these findings underline the need for student-centered and contextually relevant 
materials that go beyond textbook-bound instruction and have the potential of reflecting 
students’ real-world and professional needs. 

 On the other hand, material design that includes authentic, relevant content remains a 
priority, though limited resources and heavy workloads often mean instructors develop 
materials independently, posing additional challenges (Baştürkmen, 2019; Petraki & 
Khat, 2022). This reinforces the idea that material development in ESP is not only a 
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pedagogical task but also an institutional challenge, particularly in under-resourced 
settings where instructors shoulder most of the responsibility. 

More directly related to the gist of the current study, studies on instructors’ beliefs 
revealed two important issues in ESP teaching: instructors’ need for training and 
pedagogical challenges involved. Johnson (2006) previously argued that language 
instructor educators should integrate tools of investigation into L2 instructor education 
programs to develop a teaching force of ‘transformative intellectuals’ who can place 
themselves as ESP professionals (p. 235). However, insufficient ESP-specific training at 
both the undergraduate and in-service levels, which includes both pedagogical and 
subject-related content knowledge for instructors, emerged as a persistent challenge 
(Hoa & Mai, 2016; Petraki & Khat, 2022; Sincer, 2017; Tao & Gao, 2018) and the 
need for training seems to be global (Bojovic, 2006; Bracaj, 2014; Sincer, 2017) 
although some studies (Çelik, et al., 2018; Petraki & Khat, 2022) have indicated that 
instructors could partially compensate for the aforementioned deficiencies through 
experience. Most recently, in a case study, the participating instructors’ views captured 
in Kaya’s study (2024) seemed to have confirmed some challenges of ESP instructors 
reflected in the literature. These were by lacking content knowledge and terminology 
expertise in specific ESP domains, insufficient professional guidance and training 
support for teaching ESP, feelings of incompetence and insufficiency in handling ESP 
course content. In another recent study, also supporting the literature, Iswati and Triastuti 
(2021) revealed instructors’ views on their challenges, such as lacking knowledge on 
students’ fields of study, a lack of ESP training, a lack of proper needs analysis, large 
classes, and various language proficiencies of students. 

According to Swales (2000), ESP has yet to attain the status of a complete profession or 
a distinct sub-discipline in language sciences. Also, Chen (2011) noted the lack of a 
theoretical framework guiding ESP instruction as a key challenge. Moreover, despite its 
importance, ESP's recognition as an academic discipline remains unclear for both 
learners and instructors (Sincer, 2017; Suzani et al., 2011; Tao & Gao, 2018). 
Participants highlighted uncertainties about course goals, with learners unsure of 
objectives and instructors debating whether to focus on content or language. While the 
content-language relationship is widely acknowledged in LSP (Davies, 2001), research 
in this area is limited, often relying on bilingual studies (Byrnes, 2008; Llosa, 2017). 
Notably, the studies in the ESP field are limited; (Kırkgöz & Dikilitaş, 2018) especially on 
‘instructors and teaching’ (Baştürkmen, 2019, p.2). Previous research on ESP revealed 
similar challenges in different contexts about ESP teaching.  Although numerous studies 
have identified pedagogical and structural challenges in ESP instruction across various 
contexts, how instructors navigate these realities, particularly in non-EMI institutions 
where support structures are limited, remains underexplored. Moreover, the practical 
insights and coping strategies that instructors employ have received comparatively little 
attention in literature, despite their potential to inform both pedagogical practices and 
institutional policies. This study addresses this gap by examining not only the challenges 
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faced by ESP instructors in Türkiye but also the strategies and suggestions they offer for 
more effective course design and delivery based on the following research questions:  

 What are the challenges that ESP instructors have? 

 What strategies do ESP instructors apply to deal with the challenges they have? 

 What are ESP instructors’ suggestions for the design and delivery of more efficient 
ESP classes? 

Methodology 

Research Design 

The current study employed a qualitative case approach which is defined as an 
approach ‘in which the investigator explores a real-life, contemporary bounded system 
or multiple bounded systems over time’ (Creswell, 2013, p. 97). This methodology was 
used because it allowed offering an in-depth analysis of the case with its boundaries 
(Creswell, 2013) in its unique context.  

Participants 

The present study utilized criterion sampling as this sampling technique allows 
researchers to focus on study participants who possess certain qualities or experiences 
that are relevant to the research objectives (Dörnyei, 2007). The participating ESP 
instructors for the current study were 1 male and 8 female (EFL) instructors who had 
been employed at the same institution, a School of Foreign Languages (SFL) for a 
minimum of 7 years. All the instructors were graduates of the English language teaching 
program and had either taught ESP classes in the past three years or were presently 
teaching them. They participated on a voluntary basis. It is important to note that we 
assumed to achieve data saturation during the interviews because after the ninth 
interview, no new themes or insights surfaced, supporting the justification for the sample 
size. Accordingly, the sample was deemed adequate for the study's exploratory and 
qualitative depth (Guest, Bunce, & Johnson, 2006). Furthermore, the results are meant 
to offer a thorough understanding of a particular institutional setting and inform 
comparable ESP environments, not to be generalizable to all contexts, as is the case with 
many qualitative case studies. Table 1 shows the participating instructors’ life histories. 
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Table 1  

Instructors’ Life Histories 

 Age Gender Years of 
Experience 

Years of 
Experience on 
ESP teaching  

Departments 
ESP taught 

Current 
Teaching Area 

Instructor 1 39 Female 17 13 Civil Aviation 
and Cabin 
Services, 
Finance, Food 
Engineering, 
Medicine, Sport 
Science 
 

ESP- Civil 
Aviation and 
ESP-Cabin 
Services, 
Finance and 
Sport Science 

Instructor 2 35 Female 11 2 Nursing, 
Logistics 
Management, 
Accounting 

General 
English 

 
Instructor 3 48 Female 10 7 Civil Aviation 

and Cabin 
Services, 
Finance, 
Logistics 
Management, 
International 
Trade and 
Finance 

ESP- Civil 
Aviation and 
Cabin Services, 
Finance, 
Logistics 
Management, 
International 
Trade 

 
Instructor 4 48 Male 11 9 Logistics 

Management, 
International 
Trade, Foreign 
Trade, Banking 
and 
Accounting, 
Office 
Management, 
Occupational 
Health and 
Safety, Tourism 
and Travelling 
Services, 
Tourism and 
Accommodatio
n Services 
 

ESP-Logistics, 
Foreign Trade, 
Office 
Managementan
d Tourism 

Instructor 5 36 Female 10 5 Tourism 
Management 
and Guidance, 
Logistics 
Management,
Occupational 
Health and 
Safety 
 

General 
English 

Instructor 6 33 Female 12 5 Logistics 
Management, 
Medicine 
 

General 
English 
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Instructor 7 44 Female 22 5 Medicine, 
Electrical and 
Electronic 
Engineering, 
International 
Trade and 
Finance, Office 
Management 
 

General 
English 

Instructor 8 36 Female 12 3 Food 
Engineering, 
Electrical and 
Electronics 
Engineering, 
Finance, Public 
Administration, 
Social Services 
 

ESP- Electrical 
and Electronics 
Engineering, 
Social Services 

Instructor 9 33 Female 12 4 Nursing 
Department 

General 
English 

 

 Data Collection Tools  

We collected the verbal data through semi-structured interviews, which are suitable for 
exploring a well-understood phenomenon while allowing open-ended responses 
(Dörnyei, 2007). We prepared the initial open-ended questions and consulted 3 ELT 
experts about the content validity of the questions. After receiving their feedback, we 
made the necessary arrangements and finalized the interview protocol. The final version 
included demographic questions and main interview questions. 

Researcher Role 

The present study holds an emic perspective by the researcher (i.e., the first author) who 
has been working at the same institution for 10 years, giving ESP courses at least for 7 
years along with the participating ESP instructors who have been working for 7 years on 
average at the same institution. Therefore, her observations and reflection on her ESP 
teaching past helped to obtain healthier data analysis, interpretation and meaning 
making over the captured data. In this way, a more immersive and sensitive approach 
was aimed for during both data collection and analysis, leading to a deeper 
understanding of the case. Both researchers took an active role in the development of 
semi-structured interview questions. The first researcher undertook the data coding as a 
whole, and the second researcher coded 20% of the data and compared the results with 
the first researcher to ensure reliability. 

Data Collection Process 

We collected the data within 10-minute interview sessions conducted in English with 
each participant at pre-scheduled times. We recorded the oral interviews for later 
verbatim transcription. 
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Data Analysis 

We transcribed and analyzed the verbal data using both directed and conventional 
content analysis methods (Hsieh & Shannon, 2005). In the directed approach, we 
derived initial analytic codes from theoretical considerations and prior research, coding 
the data for the first research question according to literature-based themes as well as 
emerging themes. For the second research question and third research question, we 
used a conventional approach, with coding categories informed directly by the texts. 

Ethical Issues and Trustworthiness 

We adhered to a set of ethical criteria during the entirety of the investigation. Initially, 
prior to the gathering of research data, we secured an ethical approval. Prior to the 
interviews, we elucidated the study's goal and substance to the participants, who 
provided both verbal and written consent separately for their participation and voluntary 
voice recording. We informed the participants about ‘confidentiality’ and their right of 
‘withdrawal’ from the research (Cresswell, 2013, pg. 89). To ensure validity, we 
consulted 3 ELT specialists regarding the validity of interview questions. We tested the 
questions in a piloting session. To assess reliability, the second researcher coded the 
same 20% of the data, and we observed a high inter-coder agreement. 

Findings 

We discussed findings in parallel to research questions. They revealed that participating 
ESP instructors have very similar challenges as those discussed in the literature, they 
appear to have some coping strategies and also suggestions for ESP instructors, 
instructor educators, Schools of Foreign Languages (SFL), ELT programs and the Higher 
Education Council (HEC) as well. 

What are the challenges that ESP instructors have?  

The findings revealed that many challenges faced by ESP instructors, such as diverse 
and limited student language proficiency, lack of ESP-specific training for teachers, 
overcrowded classes, low student engagement, and heavy workloads, are not context-
specific but common across various settings (Çelik et al., 2018; Hoa & Mai, 2016; 
Petraki & Khat, 2022). Key challenges included limited and diverse language profiles 
(n=9), lack of ESP training (n=9), low student engagement (n=6), and overcrowded 
classes (n=6), with a quote illustrating students’ limited language proficiency (see Table 
2):  

Instructor 2: “The students usually have basic or intermediate English skills, but ESP 
courses are designed for the students who have at least B2+ level students. This is the 
basic problem of these courses.” 
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Table 2 

Challenges Encountered by ESP Instructors 

Categories Themes 
Pedagogical challenges and training 
 

Lack of pre-service training on ESP teaching  
Lack of undergraduate courses for ESP teacher 
candidates 
Lack of content knowledge by instructors 
Inconsistency among instructors' practices 
Problems with testing and evaluation 
Overcrowded classes 
Heavy loads 
Lack of instructor motivation 
 

Resource and material issues Limited course hours 
Materials problems 
 

Student engagement and proficiency Lack of student motivation 
Limited language profiles among students 
Diverse language profiles 
Lack of content knowledge by students 
Lack of appreciation by students 
 

Poor planning  Lack of having units for ESP in SFLs 
Lack of cooperation with field instructors 
 

 

The issue of limited language proficiency appeared to lead to an additional challenge: 
the selection and adaptation of suitable course books and other instructional materials. 
This need for adaptation and producing suitable and efficient materials became one of 
the reasons for instructors' heavy workloads, as stated below: 

Instructor 7: “The problems with the materials are that they generally do not match the 
student profile and student level. They are too high above the student level. Students’ 
language proficiency is limited for these classes. The level of Cambridge, Oxford books 
is too high. The books are mostly concentrated on the content rather than the language. 
Other materials, too, are so difficult. There are absolutely no materials at the basic and 
intermediate levels, they start directly from B2, or even higher. So, I definitely simplify 
materials. This is a big burden for me: finding and simplifying the materials every time. I 
feel bad about it.”  

The participating ESP instructors further detailed the issues about course books. They 
reported challenges in selecting appropriate texts due to insufficient training and 
unfamiliarity with specific content areas, leading to discomfort with books that prioritize 
content over language. As one instructor remarked: 

Instructor 9: “Coursebooks are expensive and hard to find for professional areas. I lack 
familiarity with detailed technical vocabulary. When teaching Job Health and Security 
(department), for instance, I struggled with tool names, which even native speakers might 
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not know. I prefer using previous materials, as current ones are dull and lack context. 
Students often come unprepared, so I have to adapt and simplify the materials, which is 
exhausting.” 

Instructor 8: “I had problems while choosing materials because I am not an expert in the 
area. For example, I do not know the English equivalent for ‘bobin’, which is a term for 
Electronical Engineering. I even do not know the Turkish meaning.” 

Instructor 4: “I have to choose between using general English materials or ESP 
coursebooks. One is for language; the other is for the content. There is not a balance. I 
have to sacrifice either one.” 

Another common challenge reported was the need for ESP training for instructors both 
in pre- and in-service levels (n=9), although some participants (n=2) indicated that they 
could mitigate the absence of training through practical experience as indicated in the 
following:  

Instructor 5: “We learnt to teach four skills for different proficiency levels, but I only 
discovered ESP classes and their content when I started working here. It was hard, so I 
believe there should be in-service and undergraduate training for ESP teaching.” 

Instructor 2: “I graduated from a Faculty of Education focused on general English 
teaching. After starting in higher education, I realized the need for training in ESP.” 

Instructor 6: “The workload can be worth it—I have learned a lot from my students, like 
terminology in Logistics management.” 

Instructor 3: “We do not have training, but I think I gained a lot in pedagogy through my 
experience.” 

As a noteworthy finding, the participating instructors indicated that some students in 
specific disciplines can compensate for their language limitations with strong learning 
abilities and extensive field knowledge, and a high motivation level as illustrated by the 
following: 

Instructor 7: "In departments like Medicine and Electrical Engineering, students often 
have better English levels. Even if not, they can learn English alongside content due to 
their high learning ability." 

Instructor 8: "In Social Services, students may not excel in English, but their high 
motivation enables them to learn both English and content knowledge simultaneously." 

The issue of low motivation seems complex. While specific departments including Social 
Services, Medicine, Electrical and Electronics Engineering, and Nursing had some 
exceptions, all of the ESP instructors who participated in the study identified a lack of 
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motivation due to multiple varying factors in students as one of their major challenges, 
as stated in the following: 

Instructor 8: “In general, we encounter problems with general English. First of all, the 
students' belief that they can speak English is weak, there is no motivation, and they think 
that it is less important than other departmental courses.” 

Instructor 1: “In the classes, some students mention that they do not plan to pursue the 
profession in the future, even though they are currently studying in that department, these 
students make the already difficult class dynamics even more difficult and reduce 
motivation. Students who love their department and are interested in their profession are 
more participative by saying that they can use professional English in any way.” 

Instructor 3: “Some students are aware they need English for their careers, but they lack 
motivation anyway.” 

Instructor 8: “I think they do not value English classes well enough. They just perceive it 
as obligatory. A class to pass.” 

Instructor 2: “I think the students just couldn’t personalize these classes. They believe 
their main courses are more important”. 

Overcrowded classes and pre-set procedures where instructors are not the sole decision-
makers were significant challenges reported by the instructors (n=6). They noted that 
these issues were linked to various teaching and testing problems which led the 
instructors (n=7) to rely on multiple-choice tests. Additionally, some instructors (n=2) 
reported feeling isolated once assigned to these courses. Examples from participating 
instructors illustrate these challenges:  

Instructor 6: With so many students, I can’t control everyone. Those who attend benefit, 
but I can’t evaluate the rest. In crowded classes, multiple-choice assessments become 
necessary, which is not ideal. The following exemplifies the issues: 

Instructor 8:” We do not have enough communication with faculty instructors. I think it 
would be really beneficial. At least, they can check our syllabus and materials for the 
content.” 

Instructor 3: “Nobody wants these classes, but you are assigned anyway. Once placed 
in a faculty, you are isolated from the School of Foreign Languages, left to handle 
everything—syllabus, testing—on your own.” 

Instructor 4: “Sometimes these lessons are taught by field instructors and sometimes by 
EFL instructors. And so, there are different practices. So, there is an imbalance.” 

The data analysis revealed that ESP instructors faced challenges already noted in the 
literature, along with unique testing issues not previously highlighted. Additionally, the 
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findings emphasized course planning difficulties and, in some departments, the ability 
of highly motivated students to learn content and language simultaneously, contrary to 
common findings. 

What strategies do ESP instructors apply to deal with the challenges they have? 

In keeping with the findings of previous studies that highlighted the seriousness of the 
difficulties encountered in ESP teaching environments, the present study also examined 
strategies used by the participating ESP instructors to combat instructional challenges 
encountered. In terms of the strategies used, some of the participating instructors stated 
that although they made an effort, they could not develop successful strategies all the 
time because of some circumstances such as time constraints and challenging teaching 
environments. Key strategies employed included using the mother tongue (n=9), 
general English materials (n=2), artificial intelligence (AI) and some online platforms 
(n=3), videos and visuals (n=5). Some instructors (n=3) specifically linked these 
resources to enhance student motivation, particularly to address the challenge of limited 
language proficiency in learners. Example quotes from ESP instructors are provided 
below:  

Instructor 2: “I cannot apply successful strategies because the classes are too crowded 
and I am very busy.”  

Instructor 8: “I use Turkish for complex explanations—not just translation. This approach 
is crucial for motivation, as full English instruction often fails to engage students.” 

Instructor 5: “Coursebooks are so focused on the job content, and they do not realize the 
students’ needs. In these kinds of books, you hardly find a language use or language 
strategy part. If they have, it is related to professional life. Students have some difficulties. 
This time, I bring the class general English materials and give a break for ESP.” 

Instructor 4: “I first examine the unit before each class and find general English materials 
especially grammar materials. It is because I want to motivate them. However, when the 
vocational part starts, they feel a little bit discouraged. At this stage, I use technology to 
re-motivate them. I show videos/visuals related to these structures, prepare online quizzes 
via Kahoot, let them use their smart phones. I show them how to use AI. I believe this 
works a lot. Even if it does not guarantee full success, they are at least, familiar with the 
subject. When the field teacher gives them an article, they can know the terminology and 
read it with tools.” 

Instructor 7: “I motivate students with videos, using sites for basic vocabulary learning. 
For example, in the Electrical and Electronics department, we watch 10-minute videos 
and reflect on their content. I try to make them feel comfortable with English, using tools 
that facilitate communication.” 
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Some ESP instructors reported that they implemented some techniques to improve 
assessment methods when circumstances, such as class size, permitted. These include 
using various question types in exams (n=2), assigning term projects (n=2) and offering 
take-home exams (n=1). To illustrate: 

Instructor 1: “I manage language level challenges with group activities and individual 
drafts. Take-home assignments are more effective for assessment; however, in some 
classes, I have to apply multiple choice tests, so I use a lot of techniques in classes, videos, 
pictures but exams are traditional… It is not good.” 

In the category of student-centered instructional strategies and needs analysis, some ESP 
instructors (n=6) reported using group activities to enhance learning and manage 
crowded classes, as reaching every student can be challenging. Needs analysis, 
however, was less frequently employed (n=1). Examples include: 

Instructor 6: “With classes exceeding 60 students, managing individual attention is 
difficult, but group work promotes peer learning. I assign a student leader for each group, 
which has proven effective.” 

Instructor 8: “I distribute papers before each class for students to outline their 
expectations and learning goals. I also consult with their subject instructors about content 
and assign a paragraph writing task to assess language proficiency, guiding my lesson 
planning accordingly.” 

Table 3 

ESP instructors’ strategies 

Categories Themes 

Using various resources and 

materials 

 

Implementing AI tools and other technological resources 

Mother tongue use 

Supporting learning with general English materials 

Using visuals and videos 

Using a variety of testing 

methods 

 

Including different types of questions in exams 

Engaging students in term projects 

Take-home exams 

Student-centered instructional 

strategies and needs analysis 

Analyzing students’ needs  

Grouping students for in-class activities 

 

These results reflect many challenges reported in the existing literature, where diverse 
educational systems across different contexts have surprisingly produced similar 
obstacles in ESP instruction. However, this study extends the discussion by exploring how 
instructors actively respond to these challenges. One of the most noteworthy findings is 
the emergence of coping strategies that align with the concept of translanguaging, a 
topic increasingly discussed in language education. Without being prompted, instructors 
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reported using their full semiotic repertoires—such as the learners’ L1, visual aids, and 
digital tools—to compensate for the limitations observed, particularly when institutional 
conditions allowed. These findings revealed ESP instructors' efforts to transform potential 
disadvantages into pedagogical opportunities. 

What are ESP instructors’ suggestions for the design and delivery of more efficient ESP 
classes? 

In addition to the issues identified in the previous studies, the current study sought to 
incorporate ESP teachers' recommendations for the enhancement of ESP teaching and 
learning conditions. We categorized instructors’ suggestions about ESP classes around 
education and training programs, teaching practices and strategies, professional 
collaboration and cooperation, and academic research and publications (see Table 4). 
The most common suggestion was centered around the need for ESP-focused pre- and 
in-service training programs (n=9). Some instructors also suggested that if such training 
courses (n=2) were available, ESP instructors would have fewer challenges in both 
design and delivery of ESP courses, as exemplified in the following:  

Instructor 1: “I think it is difficult to give lessons to instructor candidates at university 
because there are a lot of job contents, but there can be some certificate programs for 
English instructors. It would be more practical.” 

Table 4 

ESP Instructors’ Suggestions 

Categories Themes 

Education and training programs Pre-service and in-service training 

ESP certificate programs 

Standardization for ESP classes 

Teaching practices and strategies Providing placement tests 

Increasing the number of class sections due to crowded classes 

 

Professional collaboration and 

cooperation 

Cooperation with faculty members 

Having separate ESP units  

 

Academic research and publications Writing theses and articles on ESP 

The notable findings in this section were about planning and cooperation both on an 
institutional level and within the broader context of Higher Education as illustrated 
below: 

Instructor 3: “Department lecturers and administrators need to cooperate with English 
instructors. Materials can be revised in terms of content. The number of classes can be 
decided together. They can write articles or theses together. Because I think they think of 
language teaching as lecture and make adjustments accordingly, exams or I don't know, 
conditions allow it that way, maybe, which brings some problems”.  
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Instructor 7: “I think there should be a standardized training system for ESP courses. 
There can be different practices between universities and even between instructors. 
Whether this is good or bad is debatable. There is no course on this subject in university 
programs. There is a need for a guide. YÖK (HEC) can develop a system in this regard. 
There could even be a certificate program for instructors to teach these courses.” 

Instructor 1: “I think ESP classes should be divided into groups or levels. Crowded classes 
are huge problems for these courses.  More sections are better to teach English.” 

To sum up, the participating instructors emphasized the need for a more structured and 
collaborative approach to ESP course design and delivery. Their suggestions not only 
align with previously reported concerns but also extend the discussion by proposing 
actionable steps at institutional and national levels, such as standardized training, 
certification programs, and enhanced collaboration between departments. This 
perception may serve as a resource for policymakers, curriculum developers, and higher 
education institutions aiming to enhance the quality and sustainability of ESP education. 

 

Results and Discussion 

The findings in this study revealed that many problems that the participating ESP 
instructors stated are not context specific. Basic problems that they mentioned, such as 
students’ diverse and limited language proficiencies, instructors’ lack of undergraduate 
and in-service level language teaching programs specifically on ESP instruction, 
overcrowded classes, lack of students’ engagement with class activities, and ESP 
instructors’ heavy workloads are also the main problems observed in different contexts 
(Bojovic, 2006; Bracaj, 2014; Çelik et al., 2018; Hoa & Mai, 2016; Petraki & Khat, 
2022). The study's findings, which drew from the responses provided by the participating 
instructors, elucidated the aforementioned challenges and their interconnectedness. This 
cross-contextual convergence suggests that ESP challenges may stem from structural 
aspects of higher education rather than purely local constraints.  

Current literature identifies some institutional factors that can hinder ESP instruction, 
such as a lack of a cohesive curriculum (Chen, 2011), inconsistent course quality, limited 
instructional time (Ünal, 2014), and large class sizes (Suzani et al., 2011). Building on 
previous research, this study highlighted challenges in testing and evaluation, as 
reported by participants. These challenges stemmed from overcrowded classes and pre-
set procedures that limit instructors' decision-making authority, a concern not 
emphasized in earlier studies. These constraints led many instructors to rely on multiple-
choice tests. Additionally, some instructors reported feeling isolated from SFLs once 
assigned to these courses (Baştürkmen, 2019). These findings suggest that some of the 
global challenges in ESP instruction may stem from shortcomings in institutional 
planning. One possible reason is that course planners may not fully understand or 
adequately consider the specific nature of ESP instruction, or they may be constrained 
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by other practical limitations. Therefore, institutional-level course planning in higher 
education needs to be revisited and aligned more closely with the distinctive 
requirements of ESP courses. 

Students’ low motivation levels were another basic problem reported in this study, as it 
is an issue in the literature (Çelik et al., 2018; Hoa & Mai, 2016).  However, some 
minority groups of students were reported to be highly motivated and therefore were 
able to learn both content and language simultaneously although they may have had 
limited language proficiency, which is a result that supports Dörnyei’s (1998) assertion 
that high learner motivation can compensate for challenges such as inadequate course 
materials or an unsuitable classroom environment. Although they stated that they could 
not always apply useful strategies because of physical conditions such as heavy 
workloads and overcrowded classes, some ESP instructors reported that they employed 
a range of strategies to address instructional challenges, offering insights that build on 
prior research. While studies suggested techniques like drama and Web tools can 
enhance ESP instruction (Aslandemir, 2020; Saygılı, 2014; Sezgin, 2019; Zırhlı, 2021), 
this study highlighted instructors' use of semiotic resources—such as the students' first 
language, general English, artificial intelligence, and visual aids—to facilitate 
comprehension and engagement. These findings align with the relationship between 
motivation and course materials noted by previous studies (Hoa & Mai, 2016; Mede et 
al., 2018).  

A key contribution of this study is the natural emergence of translanguaging practices in 
instructors’ coping strategies. Canagarajah (2019) claims that semiotic resources help 
us communicate and understand each other and our own knowledge. Spoken or written 
language, pictures, and gestures are some of the many modes into which semiotic 
resources fall according to him. The participating ESP instructors reported using various 
semiotic resources, including their mother tongue, and asserted that these techniques 
were effective to some extent. They stated that, although achieving complete success 
with ESP classes was challenging because of some circumstances, the instructors 
observed that at least students became familiar with the subject matter and 
demonstrated increased motivation by independently applying these tools. This suggests 
that translanguaging not only emerges as a coping mechanism but also serves as a 
pedagogical asset in ESP contexts where learners often lack the linguistic readiness to 
fully engage with field-specific content. 

Although the study was limited to a small number of participants thus not easily 
generalizable, it may have some implications for researchers, ESP instructors, instructor 
educators, SFLs, HEC and book providers considering teachers’ suggestions. All things 
considered, this study may signify that the challenges encountered in ESP courses were 
interconnected, and planning ESP courses both at institutional and broader levels may 
be at the heart of these challenges because it was observed that when optimal physical 
conditions were held, with the aid of some tools and techniques, improvement in 
instruction could be possible. Beyond that, students’ increased motivation seems to be 
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crucial to compensating for most of the challenges. Undergraduate level ESP courses 
and in-service training programs for ESP Instructors were highlighted  as central to 
addressing several challenges in ESP classes. 

 

 

Recommendations 

Ultimately, considering all the issues, the instructions provided by the participants seem 
to include several challenging and complex issues. Aligning with previous research, this 
study revealed that the lack of ESP training programs, the diversity of student language 
profiles, low student engagement, overcrowded classes, and ESP instructors’ difficulties 
in designing and finding suitable course materials are among the main challenges. 
However, some of these challenges could be mitigated when favorable conditions were 
provided. 

The present study delved into both the challenges abiding in several different ESP 
contexts around the world, and also ESP instructors’ suggestions for the amelioration of 
ESP teaching and learning realities. Although the study was carried out with a small 
number of participants, it may have some implications for several stakeholders such as 
researchers, ESP instructors, instructor educators, SFLs, HEC and book providers: 
teachers’ suggestions:  

 Further researchers should focus on these commonly experienced challenges 
embedded in ESP teaching within different contexts, 

 ESP instructors should consider equipping themselves with new trends in language 
teaching, such as using AI and translanguaging techniques for ESP instruction.  

 Especially if HEC could provide certain ESP teaching courses and organizations at 
both pre- and in-service levels of language teaching, and set certain credentials 
requiring clarification (i.e., establishing standardizations for the ESP groups of 
learners) so that ESP instructors could be empowered.   

 A lack of good planning seems to be a global problem, and it may be at the heart 
of ESP instruction. So, HEC and SFLs may consider replanning of these courses for 
the Turkish context on the basis of class sizes, establishing units, and grouping 
students according to proficiency levels.  

 Instructor educators may consider providing undergraduate courses and in-service 
training specifically devoted to the ESP teaching realities. 

 Coursebook providers may consider designing ESP books for lower language 
proficiencies rather than B2+ and higher levels. 
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Genişletilmiş Türkçe Özet 

Özel amaçlı İngilizce (ÖAİ) disiplini, belirli meslekî veya iş gruplarının dil 
gereksinimlerine ve davranışlarına odaklanır. Teorik çerçeveler ve sosyal koşulların dil 
kullanımına etkisini açıklayan eğitim çalışmaları üzerine kuruludur. ÖAİ, teori ve pratik 
arasındaki ayrımı sorgularken, öğrencilere akademik ve mesleki türleri tanıtır (Hyland, 
2019). ÖAİ eğitimi, turizm ve konaklama gibi meslekî alanlardan uluslararası hukuk ve 
bankacılık gibi profesyonel sektörlere, tez ve makale yazımı gibi akademik faaliyetlere 
kadar farklı bağlamlarda müfredata dahil edilmektedir (Çelik, Stavicka & Odina, 2018). 
Hyland (2019), ÖAİ’nin dil öğretimine etkilerini ve bu alan üzerindeki etkileyici unsurları 
tartışmıştır. Bu etkiler; tür analizi, etnografi, eleştirel bakış açıları, kültürlerarası retorik 
ve sosyal yapılandırmacı teoriyi içerirken, ÖAİ'nin etkileri arasında söylem incelemesine 
odaklanma, öğretmenin bir araştırmacı rolü üstlenmesi, iş birliğine dayalı pedagojiler 
ve söylem çeşitliliklerinin önemine dikkat çekilmiştir. Hyland (2019), ihtiyaç analizinin 
ÖAİ öğretiminde kilit rol oynadığını ve kurumsal uygulamaların önemli olduğunu 
vurgulamıştır. ÖAİ, belirli meslek gruplarının veya akademik alanların dil 
gereksinimlerine odaklanırken, hala tam anlamıyla bir uzmanlık veya dilbilim alt 
disiplini olarak tanımlanmamaktadır (Swales, 2000). Ayrıca, yeterli teorik çerçevenin 
eksikliği (Chen, 2011) ve ÖAİ’nin önemi bariz olmasına rağmen, hem öğrenciler hem 
de eğitmenler için akademik bir disiplin olarak tanınırlığı hâlâ belirsizdir (Sincer, 2017; 
Suzani et al., 2011; Tao & Gao, 2018). Öğretmenler ve öğrenciler ders hedefleri 
konusunda belirsizlik yaşayabilmekte; öğrenciler hedeflerden emin olamazken 
eğitmenler içerik mi yoksa dil odaklı bir yaklaşım mı benimseyecekleri konusunda 
tereddüt yaşayabilmektedirler. Araştırmalarda, ÖAİ eğitiminde karşılaşılan ortak 
zorluklar arasında, öğrencilerin sınırlı dil yeterliliği veya sınıflardaki heterojen dil 
seviyeleri, düşük öğrenci motivasyonu, kalabalık sınıflar, öğretmenlerin materyaller 
konusunda yaşadığı güçlükler, ve ÖAİ eğitmenlerinin hem lisans hem de hizmetiçi 
düzeyde yeterli eğitim almaması gibi sorunlar öne çıkmaktadır (Çelik ve diğerleri, 2018; 
Hoa & Mai, 2016; Kaya, 2024). Ayrıca, geleneksel ders materyalleri yerine, öğrencilerin 
gerçek yaşam aktivitelerine dayalı içerikleri tercih ettiği belirlenmiştir (Mede ve diğerleri, 
2018; Suzani et al., 2011). ÖAİ eğitiminde alternatif yöntemlerin etkili olabileceği 
bulunmuş, drama (Saygılı, 2014), durum diyalogları (Sezgin, 2019) ve web araçları 
(Aslandemir, 2020; Zırhlı, 2021) bu bağlamda öne çıkan yaklaşımlar arasında yer 
almıştır. Araştırmalar ÖAİ alanındaki çalışmaların yetersiz olduğunu (Kırkgöz & Dikilitaş, 
2018), bu durumun özellikle öğretmen ve öğretim süreçlerinde söz konusu olduğunu 
vurgulamaktadır (Baştürkmen, 2019, s.2).  

Bu çalışma, öğretim dili Türkçe olan bir Türk devlet üniversitesindeki öğretim 
görevlilerinin ÖAİ kapsamında verdikleri Meslekî İngilizce derslerinde karşılaştıkları 
zorlukları, bu zorluklarla başa çıkma stratejilerini ve bu derslerin iyileştirilmesine yönelik 
önerilerini incelemektedir. Bu çalışma, nitel bir vaka analizi yaklaşımıyla yürütülmüş ve 
gerçek hayattaki sınırlı bir sistemi derinlemesine incelemek amacıyla tasarlanmıştır 
(Creswell, 2013). Araştırma, yüksek öğretimde 7 yıldan fazla deneyime sahip 1 erkek 
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ve 8 kadın olmak üzere toplam 9 İngilizce öğretim görevlisi ile gerçekleştirilmiştir. Tüm 
katılımcılar, İngilizce öğretmenliği programı mezunlarıdır ve son 3 yılda Meslekî İngilizce 
dersleri vermiş ya da hâlâ vermektedirler.  Veriler, 10 dakikalık yarı yapılandırılmış 
görüşmeler yoluyla toplanmıştır. Yarı yapılandırılmış görüşmeler, belirli bir fenomeni 
anlamak için açık uçlu yanıtlar sunma imkânı tanımıştır (Dörnyei, 2007). Analizde, 
Hsieh ve Shannon’un (2005) yönlendirilmiş ve geleneksel içerik analizi yöntemleri 
kullanılmıştır. İlk araştırma sorusu için literatüre dayalı kodlama yapılırken, ikinci ve 
üçüncü sorular için metinlerden doğrudan çıkarılan kodlar kullanılmıştır. Verilerin geçerli 
ve güvenilir olmasını sağlamak için çeşitli önlemler alınmıştır. Görüşme sorularının 
geçerliğini artırmak amacıyla 3 İngilizce öğretim uzmanından görüş alınmış, sorular bir 
pilot çalışma ile test edilmiştir. Araştırma boyunca veri toplama ve analiz süreçlerinde 
tutarlılık sağlamak için sistematik yöntemler izlenmiştir. Araştırmacının içeriden (emic) 
perspektifinin, hem verilerin toplanması hem de analizinde bağlamsal duyarlılığı 
artırdığı düşünülmektedir.  

Araştırmanın sonuçları, öğretim görevlilerinin ifade ettiği birçok sorunun bağlama özgü 
olmadığını, literatürde rapor edilen diğer bağlamlarda da geçerli olduğunu göstermiştir. 
Farklı bağlamlardaki çalışmalara paralel olarak bu çalışmada da öğrencilerin sınırlı ve 
farklı dil seviyeleri, ÖAİ konusunda öğretim görevlilerine yönelik lisans ve hizmet içi 
eğitim eksikliği, kalabalık sınıflar, düşük öğrenci katılımı ve ağır iş yükü temel sorunlar 
olarak öne çıkmıştır (Bojovic, 2006; Bracaj, 2014; Çelik ve diğerleri, 2018; Hoa & Mai, 
2016; Kaya, 2024; Petraki & Khat, 2022).  Literatüre ek olarak bu çalışmada öğretim 
görevlilerinin stratejilerine ve derslerin iyileştirilmesine yönelik önerilerine de ağırlıklı yer 
verilmiştir.  Kurumların uygulamalarından kaynaklı problemler bazı çalışmalarda 
vurgulanmıştır (Chen, 2011; Suzani et al., 2011; Ünal, 2014). Bu çalışmada, kalabalık 
sınıfların ve bazı prosedürlerinin bir sonucu olarak öğretim görevlileri sınav ve 
değerlendirme zorluklarından özellikle bahsetmişlerdir. Öne çıkan bir bulgu olarak 
öğrenci motivasyonunun düşük olduğu vurgulanırken, azınlık bir grup öğrencinin yüksek 
motivasyon sayesinde sınırlı dil yeterliliklerine rağmen hem içerik hem de dili aynı anda 
öğrenebildiği ifade edilmiştir. Bu durum, Dörnyei'nin (1998) öğrencilerin 
motivasyonunun yetersiz materyaller ve uygunsuz sınıf ortamı gibi zorlukları telafi 
edebileceği yönündeki görüşünü desteklemekte ve öğrenci motivasyonunun önemini 
vurgulamaktadır. Öğretim görevlileri, bazı fiziksel koşullar nedeniyle (ör. büyük sınıflar, 
ağır iş yükü vb.) her zaman etkili stratejiler geliştiremediklerini ifade etmiş, ancak 
öğrencilerin anadil kullanımı, genel İngilizce, yapay zekâ ve görsel materyaller gibi 
araçlarla daha iyi anladıklarını ve motive olduklarını gözlemlemişlerdir. Çalışma ayrıca, 
translanguaging (dil geçişkenliği) ve anlam yaratmada yarı-işaret sistemlerinin 
kullanımını vurgulamıştır (Canagarajah, 2019; García & Wei, 2014; Makalela, 2017; 
Wei, 2018). Katılımcılar, bu yöntemlerin öğrencilerin konuya aşinalığını artırdığını ve 
motivasyonlarını geliştirdiğini belirtmişlerdir. 

Çalışmada ÖAİ derslerinde karşılaşılan zorlukların çözümüne yönelik bir dizi öneri 
sunulmuştur. Araştırmacıların farklı bağlamlardan daha fazla çalışma ile konuya 
odaklanması, ÖAİ öğretim görevlilerinin yapay zeka ve dil geçişkenliği gibi yenilikçi dil 


