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Introduction  

The Global Importance of School Health Services  

Schools are not merely centres where academic knowledge is transmitted, but also strategically important 

institutions for the protection and promotion of community health. International organisations such as the World 

Health Organization (WHO) and the US C enters for Disease Control and Prevention (CDC) define schools as 

critical public health settings (World Health Organization, 2021; Centers for Disease Control and Prevention, 

2024). There is a direct and reciprocal relationship between health, well-being, and academic achievement; good 

health is a fundamental prerequisite for effective learning, and schools offer a unique platform to reach children 

and adolescents, a large and critical population, in a scalable manner (World Health Organization, 2021; Cent er 

for Health and Learning, 2025; Leroy et al., 2016). These institutions provide an ideal ground for promoting healthy 

behaviours, preventing diseases, and ensuring equity in access to health services (Gökçay, 2025). 

The Critical Role of Primary School Years in terms of Health Interventions  

The primary school period (approximately the 6-10 age range) offers a critical window for health interventions in 

children’s development. This period is a phase where the foundations of lifelong health habits such as nutrition, 

hygiene, and physical activity are laid (Gökçay, 2025; Memorial Health Group, 2009). At the same time, it is the 

most appropriate time for the early detection of developmental problems such as visual and hearing impairments 

and growth-development delays (Memorial Health Group, 2009).  The effective implementation of preventive 
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measures such as immunisation plays a vital role in strengthening community immunity against infectious diseases 

in this age group (Memorial Health Group, 2009). The risks that the school environment carries in terms of the 

spread of infectious diseases and the occurrence of accidents reinforce the necessity of on-site and proactive health 

services during this period (Gökçay, 2025; Memorial Health Group, 2009; Ministry of National Education, 2017). 

Early interventions made during these years can prevent chronic diseases that may arise in later ages and reduce 

health inequalities (Office of Disease Prevention and Health Promotion, 2025). 

In light of these global and developmental realities, the school health system in Türkiye faces a significant "dual 

burden". On one hand, it must fulfil traditional public health duties inherited from the General Public Hygiene 

Law of 1930, such as the con trol of infectious diseases, ensuring hygiene, and maintaining immunisation 

programmes (Özcan et al., 2013; General Directorate of Public Health, 2025; Ministry of Health, 2005; Ministry of 

Health, 2025). On the other hand, as noted by Baysal and İnce (2018), the social, economic, and lifestyle changes 

experienced by Türkiye have positioned the country as a "transitional society". This situation has also brought 

chronic and psychosocial health problems of modern society, such as malnutrition, obesity, high rates of dental 

caries, and increasingly rising mental health problems, to the school agenda (Baysal & İnce, 2018; Atak et al., 2023). 

While the current system’s structure, largely based on out-of-school primary healthcare services, offers a suitable 

model for planned and episodic interventions like immunisations, it remains insufficient in coping with modern 

health problems that require daily observation, immediate intervention, and continuous follow -up. This dual 

burden places severe pressure on resources  that are already limited, especially in terms of on -site healthcare 

personnel. 

Aim, Scope, and Structure of the Article  

The primary aim of this article is to analyse the current status of health services for primary school-aged children 

in Türkiye from a multidimensional perspective. In this context, the legal and institutional infrastructure of the 

system will be examined, the effectiveness of practices in the field will be evaluated, and the main challenges and 

deficiencies will be revealed along with the system's strengths. Furthermore, the current model in Türkiye will be 

compared with international best practice examples, and evidence-based policy recommendations for improving 

the system will be presented. Following the introduction, the article will address the legal and institutional 

framework of school health services in Türkiye, the implementation of in -school and out-of-school services, and 

the successes and challenges of the current system. Subsequently, international comparisons will be included, and 

the article will conclude with the results and policy recommendations section. 

Legal and Institutional Framework of School Health Services in Türkiye  

Historical Development  

State commitment to school health services in Türkiye dates back to the early years of the Republic. The most 

fundamental legal regulation in this field is the General Public Hygiene Law no. 1593 dated 1930, which subjects 

schools to the supervision of the  Ministry of Health (Özcan et al., 2013; General Directorate of Public Health, 

2025). This law granted the Ministry of Health broad authority ranging from the hygienic conditions of school 

buildings to protection against epidemic diseases. In the historica l process, significant turning points occurred, 

such as the acceptance of the concept of "school nursing" for boarding schools in 1949, health centres taking a role 

in school health services with the Law on Socialisation of Health Services in 1961, and the  Ministry of National 

Education (MoNE) becoming more actively involved in the process from the 1980s onwards (Özcan et al., 2013). 

This historical background shows that school health has always been on the state's agenda, but responsibilities and 

implementation mechanisms have evolved over time. 

Current Governance Structure  

The main framework of today’s school health services is formed by the "School Health Services Cooperation 

Protocol" signed between the Ministry of Health (MoH) and the Ministry of National Education (MoNE) on 17 

May 2016 (Ministry of National Education, 20 17; Ministry of National Education, 2021). This protocol aims to 

ensure coordination by determining the duties and responsibilities between the two ministries and to unite school 

health efforts under a comprehensive model (Ministry of National Education, 2 017; Ministry of National 

Education & Ministry of Health, 2017). The scope of the protocol includes all relevant units, from the central 
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organisations of the ministries to provincial and district directorates, schools, and Family Health Centres (Ministry 

of National Education & Ministry of Health, 2017).  

School Health Protection and Promotion Programme  

The "School Health Protection and Promotion Programme", implemented on the basis of the 2016 protocol, is the 

main implementation framework aiming to gather all existing school health projects and activities under a single 

roof (Ministry of National Educat ion, 2017; Ministry of National Education, 2021; Ministry of National Education 

& Ministry of Health, 2017). This programme aims to bring a holistic approach to school health and is built upon 

six basic components (Ministry of National Education, 2021):  

1. Health Services: Periodic examinations, immunisations, screenings, and psychosocial support services for 

students. 

2. Healthy and Safe School Environment: Making the school building and its surroundings physically and 

socially healthy and safe, ensuring hygiene conditions. 

3. Healthy Nutrition: Inspection of school canteens, promotion of healthy eating habits. 

4. Health Education: Gaining health awareness for students, staff, and families through curricular and 

extracurricular activities. 

5. Physical Activity: Encouraging students to engage in regular physical activity and increasing opportunities. 

6. Family/Community Involvement: Ensuring the active participation of families and the community in school 

health activities. 

Distribution of Roles and Responsibilities  

The organisational chart of the programme shares responsibility between the two ministries. At the provincial 

level, Public Health Directorates on behalf of the MoH and Provincial/District Directorates of National Education 

on behalf of the MoNE are jointly responsible for the execution of the programme (Özcan et al., 2013). Each school 

is obliged to establish a "School Health Management Team" within its own structure and prepare a school-specific 

"School Health Plan" (General Directorate of Public Health, 2025; Ministry of National Education & Ministry of 

Health, 2017; Ministry of Health & Ministry of National Education, 2013). Schools' compliance with the 

programme and the extent to which they implement their plans are audited by "School Evaluation Teams",  also 

consisting of personnel from both ministries (Ministry of National Education, 2017).  

Although this structure presents a highly detailed and comprehensive governance model on paper, it harbours 

a significant paradox in practice. The legal framework envisages cooperation between different actors with 

independent institutional hierarchies, su ch as school management, district directorate of national education, 

community health centre, and family physician. However, a single authoritative mechanism to manage, 

coordinate, and integrate this cooperation daily at the school, which is the final point where the service is delivered, 

has not been defined. The School Health Management Team is an administrative body rather than a clinical unit. 

As the WHO also states, in models where school health services are carried out solely by the education sector, 

interventions remain extremely limited; effective models require strong leadership from the health sector (World 

Health Organization, 2021). In the Türkiye model, the sharing of responsibility can lead to a dispersion of authority 

and weakening of accountability. Therefore, whilst the system is designed for cooperation, it lacks a "centre" to 

ensure integration at the point of service delivery. This situation carries the risk of transforming the comprehensive 

legislation itself into a source of complexity and potential failure, paving the way for implementation gaps that will 

be discussed in subsequent sections. 

Implementation of School -Based and Out -of-School Health Services  

School health services in Türkiye are shaped around two main axes: practices carried out within the school under 

the responsibility of the MoNE, and primary healthcare services offered predominantly outside the school by the 

MoH.  

In-School Practices  

Schools carry out various health promotion and environmental regulation activities under the responsibility of the 

MoNE.  
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• School Health Plans and Environmental Regulations: Each school is obliged to prepare an annual "School 

Health Plan". In line with these plans, project -based initiatives such as the "White Flag Project", which 

promotes cleanliness and hygiene standards in schools, and the "Nutrition Friendly School Project", which 

aims to create healthy food environments, are implemented. Within the scope of these projects, school 

canteens and dining halls are regularly inspected (General Directorate of Public Health, 2025; Ministry of 

National Education, 2017; Ministry of Health & Ministry of National Education, 2013).  

• Health Education and Promotion Activities: Schools use materials such as posters and brochures to 

promote healthy lifestyle behaviours, organise activities through student clubs, and include health topics in 

their curricula (Ministry of National Education,  2017; Ministry of National Education & Ministry of Health, 

2017). 

• Physical Activity Assessment: The "Health -Related Physical Fitness Report Card", applied by physical 

education teachers, is a standard practice that measures students' basic physical fitness levels such as sit-

ups, push -ups, and flexibility, and records th e results in the e -School system (Ministry of National 

Education, 2017; Karakoç, 2018). 

The Central Role of Primary Healthcare Services (Out -of-School Services)  

The cornerstone of clinical health services is the family medicine system affiliated with the MoH. 

• Periodic Follow-ups: The most fundamental clinical component of the programme is the periodic 

examination of every student by the family physician with whom they are registered (Özcan et al., 2013; 

General Directorate of Public Health, 2025; Ministry of National Ed ucation, 2021). These follow-ups are 

conducted in accordance with the "Infant, Child, Adolescent Follow -up Protocols" published by the MoH 

(Özcan et al., 2013; General Directorate of Public Health, 2015; General Directorate of Public Health, 2025). 

For primary school age (6 -9 years), these follow-ups are envisaged to be carried out once a year (General 

Directorate of Public Health, 2015). Following the examination, the family physician fills out the "Student 

Examination/Follow -up Notification Form"  (Form 1) and gives it to the family, and the family is expected 

to deliver this form to the school. School management is responsible for collecting and keeping these forms 

(Özcan et al., 2013; General Directorate of Public Health, 2025; Ministry of Health, 2016). 

Specific Preventive Services  

• Immunisation: Türkiye’s national immunisation schedule is highly robust, and school-age immunisation is 

an important part of this programme. Students starting the first grade of primary school are administered 

two important booster doses, usually by health teams visiting schools: MMR (Measles, Mumps, Rubella) 

and DTaP -IPV (Diphtheria, Tetanus, acellular Pertussis, Inactivated Polio) vaccines (Ministry of Health, 

2025; Public Health Institution of Türkiye, 2018). This practice aims to strengthen the immunity  provided 

during infancy.  

• Screenings: The MoH conducts national screening programmes for school -age children. Within the scope 

of these programmes, screenings are carried out in schools by teams affiliated with Community Health 

Centres, especially for the early detection of hearing and vision problems (General Directorate of Public 

Health, 2025). 

When current practices are examined, it is seen that the system is built on episodic (periodic) interventions but 

lacks a continuous health management mechanism. Immunisations occur once a year, and family physician checks 

are also annual events that take place under the family's responsibility. In -school activities are also generally 

periodic. However, there is no institutionalised mechanism to intervene in cases such as a minor accident a child 

experiences during the day, a sudden illness, the daily medication need for a chronic disease like asthma or diabetes, 

or an immediate emotional crisis. In such cases, the responsibility falls on teachers who are not healthcare 

professionals, or the family must be called to take the child to a health institution. This situation creates a reactive 

model where problems are intervened in only after exceeding a certain threshold, rather than a proactive model 

where they are solved immediately and on -site. This constitutes a fundamental difference in philosophy and 

practice from models such as Finland, where a full-time nurse is present in every school (Salman, 2023). 
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Evaluation of the Current System: Successes and Challenges  

Although Türkiye’s school health system has a strong policy foundation, it faces serious challenges and structural 

deficiencies in practice. 

Strengths  

• Comprehensive Legal and Political Framework: The inter -ministerial cooperation protocol and detailed 

implementation guidelines create a solid legal and political foundation for school health services (Özcan et 

al., 2013; Ministry of National Education, 2021; Ministry of National Education & Ministry of Health, 2017). 

• Integration with Primary Health System: The use of the universal family medicine system ensures, in 

principle, that every child is connected to a physician responsible for their periodic health follow-up (Özcan 

et al., 2013; Ministry of National Education, 2021). 

• High Immunisation Rates: The school -based immunisation programme demonstrates a significant public 

health success by reaching high coverage rates in critical booster doses (Ministry of Health, 2025). 

Critical Challenges and Deficiencies  

• Shortage of School Nurses: The most fundamental and critical weakness of the system is the absence of 

legally mandatory and funded school nurse positions in public schools (Özcan et al., 2013; Atak et al., 2023; 

Salman, 2023). Although the job description of the school nurse is defined in nursing regulations and a 

directive regarding their duties has been published (Özcan et al., 2013; Ministry of National Education, 

2022), this role remains largely limited to private schools. This gap causes vital functions such as immediate 

first aid in schools, chronic disease management, health education coordination, and early diagnosis to not 

be fulfilled (Gökçay, 2025). 

• Inconsistencies in Implementation: Studies show significant deficiencies in the implementation of school 

health programmes other than immunisation, despite the legal framework (Atak et al., 2023). The fact that 

the approach is project-based rather than institutionalised and systematic leads to serious differences in 

service quality between schools and regions (Salman, 2023). 

• Prevalent Health Problems: 

o Oral and Dental Health: The prevalence of dental caries among students in Türkiye is quite high, and 

regular tooth brushing habits are insufficient. This is a significant public health problem that cannot be 

adequately addressed in the school environment (Baysal & İnce, 2018; Atak et al., 2023). 

o Mental Health: The fact that mental health problems, reported as under 1% in official screenings, are 

detected between 12% and 22% in focused projects indicates how insufficient the system is in detecting 

these problems (Baysal & İnce, 2018; Atak et al., 2023). Crowded classrooms and teachers' inadequate 

training on this subject pave the way for the problem to grow. 

• Barriers to Family Involvement: Although it is the sixth component of the national programme, family 

involvement is not at the desired level. It is stated that parents cannot be involved in the process due to 

reasons such as intense working hours, distrust towards the school and teachers, or lack of knowledge; and 

teachers cannot establish effective communication with families due to time constraints and viewing it as 

an extra burden. 

• Data Collection and Monitoring Issues: There is no digital platform where data collected in different 

systems such as e-School (physical fitness) and Family Medicine Information System (periodic follow -up) 

are analysed in an integrated manner, allowing for  monitoring of health status and planning of 

interventions at the school or district level (Salman, 2023). The physical delivery of Form -1 containing 

family physician examination results to the school by families is an outdated method that leads to 

inefficiency and losses in data flow (Özcan et al., 2013; General Directorate of Public Health, 2025). 

When these challenges are combined, it is understood that the issue of school health has a systemically 

secondary priority. The clearest indicator of a system's priorities is the budget and personnel it allocates. The model 

in Türkiye avoids the structural and financial investment necessary to assign permanent health personnel to every 

school. Historically, it is stated that the Ministry of Health's priorities have focused on maternal and newborn 
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health, and school health has only recently begun to receive more attention (Baysal & İnce, 2018). Project-based 

approaches such as "White Flag" allow for visible activities to be carried out without requiring permanent 

investment. This situation is the re sult of a political and economic compromise that avoids the cost that would 

make it fully functional, whilst giving the appearance of a comprehensive system on paper. This lack of 

prioritisation results in concrete consequences such as the continuation of preventable health problems, failure to 

meet mental health needs, and failure to realise the potential of schools to be strong public health centres as 

envisaged by the WHO (World Health Organization, 2021).  

International Comparisons and Best Practice Examples  

General Position of Türkiye's Health System  

When evaluating Türkiye’s school health system, it is important to consider the country's general health resources 

and system structure. OECD data show that Türkiye has made remarkable progress in access to education and 

student achievement in the last twenty years (OECD, 2023; Kitchen et al., 2019). However, the situation is different 

in terms of health resource indicators. Multidimensional scaling analyses position Türkiye’s health system in the 

same cluster as Eastern European countries such as Romania, Bulgaria, and Poland, rather than Western European 

countries such as Luxembourg, Sweden, and Germany (Girginer, 2013). In a comparison made in terms of 

resources such as physicians, nurses, hospital beds, and medical devices per capita, Türkiye ranked last among the 

29 OECD countries examined (Kıran & Akbolat, 2021). This resource constraint constitutes one of the main 

challenges to financing a comprehensive school health system, such as assigning a healthcare professional to every 

school. 

The Finland Model: Holistic and Institutionalised Approach  

Finland offers an institutionalised and integrated model in school health services. The system is secured by national 

laws, and there is a full -time public health nurse and a regularly serving school doctor in every school (Salman, 

2023). All services are completely free for students and are a compulsory part of the education system. The model 

exhibits a holistic approach with multidisciplinary school welfare teams focusing not only on physical health but 

also on mental health, social services, and special education needs (Salman, 2023). This structure differs radically 

from Türkiye’s model based on project-based and out-of-school services. 

The Japan Model: Systematic Screening and Follow -up 

Japan offers a highly systematic model, albeit with a different structure. Annual health check -ups are legally 

mandatory for all students from preschool to university (Medipol University, 2024). These comprehensive checks, 

carried out by school doctors, in clude height, weight, vision, hearing, oral and dental health, and tuberculosis 

screenings. In case of any detected health problem, the results are reported to the parents, and a clear referral 

process for further examination and treatment is operated (Med ipol University, 2024). This model shows how 

effective a systematic screening and referral mechanism based on legal obligation can be. 

The Nordic Model: Equity and Well -being Focused Philosophy  

In a broader framework, Nordic countries view school health services as an integral part of the universal welfare 

state concept (Nordic Welfare Centre, 2019). These services are compulsory and free for all students. The basic 

philosophy accepts the strong link between health and educational performance, aiming to offer equal 

development opportunities to all children regardless of their social or economic background. In these countries, 

great importance is attached to health promotion programmes aimed at inc reasing positive mental health and 

general well-being in particular (Nordic Welfare Centre, 2019).  

Conclusion and Policy Recommendations  

Synthesis of Key Findings  

This analysis reveals that Türkiye has a well -intentioned and comprehensive policy vision in the field of school 

health, but this vision is undermined by a critical implementation gap. The system's excessive dependence on out-

of-school primary healthcare s ervices for episodic interventions and the absence of healthcare professionals to 

provide continuous service in schools create a serious void in areas of coordination, immediate intervention, and 
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continuous care. This structural deficiency causes unmet needs and the persistence of health inequalities, especially 

in areas such as oral and dental health and mental health. The current model remains insufficient in closing the 

gap between policy and practice. 

Evidence -Based Recommendations for Strengthening the System  

To transform the current system and more effectively meet the health needs of primary school-aged children, the 

following policy recommendations are presented: 

1. Institutionalisation of the School Nursing Role: The most fundamental and transformative reform is to 

remove school nursing from being a practice limited to private schools and make it a legally mandatory and 

state-funded position in every public school. The school nurse will serve as the coordinator and practitioner 

at the centre of all health activities (screening, immunisation, periodic follow-up tracking, health education, 

first aid) (Gökçay, 2025; Atak et al., 2023). 

2. Transition from Project -Based Approach to Sustainable Funding: Instead of project-based and temporary 

initiatives such as "White Flag", a permanent and sustainable funding model from the national budget 

should be established for school health services. Thi s will ensure that services are offered in an equal, 

continuous, and standard quality in all schools, as in the Finland and Nordic models (Nordic Welfare Centre, 

2021; Salman, 2023). 

3. Strengthening Digital Data Integration: The inefficient system based on families physically carrying forms 

should be abandoned; a secure, privacy -protected, and integrated digital data flow platform should be 

established between the Family Medicine Information System (AHBS) and the MoNE's e -School system. 

This system will allow for real-time monitoring of students' health status, determination of risk groups, and 

evidence-based public health planning (General Directorate of Public Health, 2025). 

4. Systematisation of Family Involvement: To move family involvement beyond being coincidental, national-

level guides should be prepared, and in -service training should be provided on structured and proactive 

family engagement strategies for teachers and school administrators. This should aim to establish a genuine 

school-family partnership by overcoming the communication and participation barriers identified in 

research (Gökçay, 2025). 

5. Prioritisation of Oral and Mental Health Programmes: Considering high prevalence rates, school -based, 

standardised oral and dental health programmes (e.g., supervised tooth brushing, fluoride varnish 

applications) should be implemented. At the same time, teachers' mental health literacy should be increased, 

and referral chains between schools, guidance services, Guidance and Research Centres (RAM), and child 

psychiatry clinics should be strengthened (Baysal & İnce, 2018; Gökçay, 2025; Atak et al., 2023). 
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Introduction  

Context and Significance of the Research  

In a globalising world, education systems play a pivotal role in the economic development, social progress, and 

preservation of cultural identities of nations. In this context, comparative education studies are of critical 

importance for analysing the educational policies, structures, and practices of different countries, thereby deriving 

lessons from successful models and presenting evidence-based recommendations for the improvement of existing 

systems (Özsoy et al., 2021). This study scrutinises the primary education systems of Türkiye and Uzbekistan, two 

nations sharing common historical, cultural, and linguistic ties, yet which have followed distinct political and social 

development trajectories since the late twentieth century. Given that education constitutes a fundamental element 

of the national development strategies of both countries (Özsoy et al., 2021; Mamajonov & Askarov, 2022), a 

comparison of these two systems holds the potential to offer valuable insights that will enable each to perceive its 

own strengths and weaknesses more clearly and to shape future educational policies. 

This comparison goes beyond merely juxtaposing the education systems of two countries; it serves as an 

examination of two distinct national development models in the twenty -first century. Türkiye represents an 

education system tradition shaped by a deep -rooted republican history, the modernisation of centralised 

institutions, and internal socio -political debates (Gedikoğlu, 2005; Başdemir, 2012). Conversely, Uzbekistan 

symbolises a new state in a dynamic process of reform, strategically utilising international partnerships to rapidly 

build human capital and integrate into the global economy following its independence. Consequently, the 
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education systems are a reflection of the national strategies of these two countries: whilst Türkiye’s system reflects 

internal political dynamics, Uzbekistan’s system mirrors its outward -looking, global objectives. This framework 

elevates the analysis from a simple comparison of schools to a broader study of geopolitics and development 

through the lens of education. 

Purpose of the Article and Research Questions  

The primary objective of this article is to analyse and compare the primary education systems in Türkiye and 

Uzbekistan in depth, centering on their vertical integration with the preceding level, pre-school education, and the 

subsequent level, lower secondary school (middle school). Accordingly, the article seeks answers to the following 

fundamental research questions: 

• What are the structural characteristics, legal frameworks, and primary objectives of primary education in 

Türkiye and Uzbekistan?  

• How does pre -school education shape the transition to primary school and pupil readiness in both 

countries? 

• How are the transition processes from primary to lower secondary school structured, and what academic 

and social experiences do pupils undergo during these transitions? 

• What are the fundamental similarities and differences between the two education systems in terms of 

vertical integration, reform dynamics, and compliance with international standards? 

Method and Scope  

This study adopts a comparative case study method, a qualitative research design. The analysis is based on a 

comprehensive document review comprising official documents published by the Ministries of National Education 

of both countries, legal texts such a s Laws No. 1739 and 222, reports from international organisations such as 

UNICEF and the World Bank, and academic articles relevant to the subject (National Education Basic Law No. 

1739, 1973; UNICEF, 2022). The scope of the study is kept broad to include not only the structural features of the 

systems but also the functionality of transitions between levels and pupil experiences within these transitions. 

Structure of the Article  

The article will principally address the education systems in Türkiye and Uzbekistan separately within their own 

internal dynamics. Firstly, Türkiye’s established structure and the vertical integration between pre-school, primary, 

and lower secondary schoo l will be examined. Subsequently, Uzbekistan’s current system and its ongoing 

comprehensive reform process will be analysed from the same perspective of vertical integration. in the following 

section, the structural characteristics, reform dynamics, and ap proaches to transitions between levels of both 

systems will be evaluated through a direct comparative analysis. In the conclusion, key findings will be synthesised 

to present policy recommendations for both countries and to offer directions for future research. 

Structure and Vertical Integration of the Education System in Türkiye  

General Framework: 12 -Year Compulsory Education and the 4+4+4 Model  

The education system in Türkiye possesses a centralised structure conducted under the supervision and control of 

the state (Demirkol et al., 2023; Gedikoğlu, 2005). The legal basis of the system is constituted by the National 

Education Basic Law No. 1739 and the Primary Education and Education Law No. 222 (National Education Basic 

Law No. 1739, 1973; Primary Education and Education Law No. 222, 1961). In accordance with these laws, primary 

education is compulsory for all Turkish citizens and is provided free of charge in state schools (Primary Education 

and Education Law No. 222, 1961). 

One of the most significant structural transformations in the Turkish education system was realised in 2012 

with Law No. 6287 (Primary Education and Education Law No. 6287, 2012). With this regulation, the 

uninterrupted compulsory education, which was prev iously 8 years, was extended to 12 years, and the system 

acquired a tiered structure known as "4+4+4". This model consists of three levels: four years of primary school, 

four years of lower secondary school (middle school), and four years of upper secondar y school (high school) 

(TÜSEB, 2019). This alteration has been a subject frequently debated and its effects analysed in academic studies 
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on the Turkish education system (Hark Söylemez & Adıyaman, 2023). With the new regulation, the school starting 

age was also redefined. For registration in the first year of primary school, it is essential that the child has completed 

69 months as of the end of September of the year in which the registration takes place. However, in line with the 

written request of the guardian or a medical report, children aged 66, 67, and 68 months may also be registered 

(Primary Education and Education Law No. 6287, 2012;  TÜSEB, 2019).  

Relationship with the Lower Level: The Role of Pre -school Education in Preparation for Primary 
School  

Although pre-school education in Türkiye is not within the scope of compulsory education, it plays a critical role 

in the child's development and preparation for primary school. According to the Pre-school Education Programme 

prepared by the Ministry of Na tional Education (MoNE), the fundamental objectives of this level are to support 

children's physical, mental, and emotional development, to instill good habits, to ensure they speak Turkish 

correctly and beautifully, and, most importantly, to prepare them for primary school (National Education Basic 

Law No. 1739, 1973; MEB, 2024). This education is structured with a child -centred, flexible, holistic, and play -

based pedagogical approach (MEB, 2024). 

Research indicates that pre -school education significantly and positively affects children's levels of school 

readiness and their adaptation process to primary school. Studies based on the views of classroom teachers reveal 

that pupils who have received pre-school education have more developed fine motor skills, such as holding a pencil 

and drawing lines (Yurdakal, 2023). Simultaneously, these pupils are at a more advanced level in early literacy skills 

such as recognising and distinguishing sounds, as well as in social and behavioural skills such as collaborating with 

peers, participating in group work, and obeying classroom rules (Yurdakal, 2023; Erkan & Kırca, 2010). This 

readiness ensures that they commence academic studies with greater motivation and adapt more rapidly to the 

school culture (Yurdakal, 2023). 

Conversely, the transition process from pre-school to primary school may entail certain difficulties, particularly 

for children who have not received this education or come from socio -economically disadvantaged families. 

Amongst these difficulties, separat ion anxiety from the family, difficulties in adapting to the new social 

environment, and attention and concentration problems are prominent (Deretarla Gül, 2019). The healthy 

management of this transition process necessitates strong cooperation between teachers, families, and the school 

administration. 

Primary School Level: Structure, Curriculum, and Assessment  

Primary school is the first level of the 4+4+4 model, lasting for four years and covering Years 1, 2, 3, and 4 (TÜSEB, 

2019). As stated in Law No. 222, the main objective of this level is to provide "basic education and instruction 

serving the physical, mental, and moral development and upbringing of all Turks, male and female, in accordance 

with national goals" (Primary Education and Education Law No. 222, 1961). The curriculum focuses on equipping 

pupils with basic knowledge and skills. Whilst the Life Sc iences course plays a central role in the first three years, 

core subjects such as Turkish, Mathematics, Sciences, and Social Studies gain weight in subsequent years. The 

assessment system is focused on monitoring the pupil's development process rather than grading. The practice of 

repeating a year is not common in primary school and can only be applied once, upon the written request of the 

parent, depending on the pupil's developmental status. 

Relationship with the Upper Level: Transition from Primary to Lower Secondary School  

In the Turkish system, the transition from primary to lower secondary school is not subject to a central 

examination. Pupils who successfully complete the fourth year of primary school are automatically registered in 

the lower secondary school closest to their address via the e-School system (Primary Education and Education Law 

No. 6287, 2012). Although this transition appears structurally seamless, it represents a significant psycho -social 

period of change for pupils. This situation indicates that the structure of the system, separated by sharp blocks such 

as 4+4+4, creates predictable points of friction and stress for pupils that are not always compatible with natural 

developmental processes. 

Pupils make a sudden transition from the status of being the "eldest in the school" in primary school to being 

the "youngest in the school" in lower secondary school. More importantly, they are compelled to adapt from a 
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structure consisting of a single classroom teacher, to which they have been accustomed for four years, to a multi-

teacher system where a different subject teacher attends each lesson. This abrupt change in pedagogical structure 

may lead to various difficul ties in pupils as it coincides with the onset of adolescence. During this period, 

behavioural changes such as a decrease in interest in lessons, the prioritisation of peer relationships, and an increase 

in conflicts with the family are frequently observed. Significant responsibilities fall upon school guidance services 

and families to ensure that this transition does not turn into a moment of "crisis". The preparation of information 

brochures for parents by schools affiliated with the MoNE to manage this transition process is an indication that 

the system itself acknowledges the difficulties at these structural transition points. 

Structure of the Education System in Uzbekistan and Current Reforms  

General Framework: From Soviet Legacy to International Standards  

The legal framework of the Uzbekistan education system is delineated by the Constitution and the "Law on 

Education" dated 1997. According to these laws, education is defined as the highest priority in the state's social 

development, and equal rights are guaranteed to everyone regardless of gender, language, race, or social origin 

(Constitution of the Republic of Uzbekistan, 1992; Law of the Republic of Uzbekistan "On Education", 1997). In 

Uzbekistan, which has implemented significant reforms on the structure inherited from the Soviet Union, an 11-

year compulsory education system has been in effect since 2017. This system consists of four years of primary 

school starting at the age of seven and seven years of secondary school (UNICEF, 2022). 

However, the most defining characteristic of the Uzbekistan education system is a comprehensive and dynamic 

reform vision aiming to elevate the country to international standards beyond the existing structure (Mamajonov 

& Askarov, 2022; UNICEF, 2022). At t he centre of this vision lies a plan to transition to a new 12-year education 

system compatible with the models of countries successful in international assessments such as PISA (Programme 

for International Student Assessment) (Gazeta.uz, 2025; Fergana News, 2025). The primary aim of this reform is 

to ensure that graduates can transition directly to universities abroad and to make the quality of the country's 

human capital competitive at a global level (Fergana News, 2025). 

Relationship with the Lower Level: Internationally Supported Transformation in Pre -school 
Education  

One of the most remarkable achievements in Uzbekistan's education reform process has occurred in the field of 

pre-school education. The schooling rate of children aged 3-7, which was at a low level of 27% in 2017, rose to 75% 

by 2024 with substantial financial and technical support provided by international organisations such as the World 

Bank, UNICEF, and the Global Partnership for Education (GPE) (World Bank, 2025; GPE, n.d.; UNICEF, 2022). 

This situation is the most concrete example of Uzbekistan's polic y of making a "strategic leap" by adopting 

internationally proven models rather than gradual development. 

These reforms have focused not only on increasing the schooling rate but also on ensuring the quality and 

equity of education. A transition has been made from the traditional, care-oriented kindergarten model to play-

based, child-centred pedagogies that develop children's cognitive and socio-emotional skills (World Bank, 2025). 

In this context, thousands of teachers have been trained in line with the new curriculum, and innovative and low-

cost models such as mobile bus kindergartens named "Aqlvoy" have been  implemented to reach children 

particularly in rural and disadvantaged regions (World Bank, 2025; GPE, n.d.). All of these efforts aim to ensure 

that children start primary school better equipped and ready (World Bank, 2025; UNICEF, 2022). Nevertheless, 

such rapid growth of the system brings with it challenges such as standardising service quality across the country 

and the full integration of children from the poorest families into the system (UNICEF, 2022).  

Primary School Level: Structure, Curriculum, and Assessment  

In the current system, primary school lasts for four years (Years 1-4) and is generally based on the principle of one 

classroom teacher delivering all subjects throughout primary school (TIMSS & PIRLS International Study Center, 

2021). When examining the c urricula of teacher training programmes, it is observed that basic subjects such as 

Mother Tongue (Reading -Writing Methodology), Mathematics Methodology, Natural Sciences, Technology 

Education, and Physical Education are included in primary school. In addi tion to state schools, programmes such 

as the International Baccalaureate Primary Years Programme (PYP) or the British National Curriculum are also 
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implemented in some international schools in Tashkent, and inquiry -based, interdisciplinary, and individualised 

teaching methods are adopted in these schools. 

A fundamental component of Uzbekistan's reform process is the determination to evaluate education quality 

according to objective criteria and to make comparisons at the international level. Accordingly, the country has 

begun to actively participate in inte rnational student assessment programmes such as PIRLS (Progress in 

International Reading Literacy Study), PISA, and TIMSS (Trends in International Mathematics and Science Study) 

(TIMSS & PIRLS International Study Center, 2021). This participation functions  not merely as an outcome 

evaluation tool, but also as a policy instrument that guides and legitimises the entire reform process. At the national 

level, pupil progress is monitored through regularly conducted current checks, interim examinations held at th e 

end of quarters, and phased checks conducted at the end of the year (TIMSS & PIRLS International Study Center, 

2021). 

Relationship with the Upper Level: Restructuring in the Planned 12 -Year System  

The new 12 -year education system that Uzbekistan plans to implement is structured as a "1+4+5+2" model 

(Gazeta.uz, 2025; Fergana News, 2025). This model consists of the following levels: 

• 1 year compulsory preparatory (age 6) 

• 4 years primary school (Years 1-4) 

• 5 years basic general secondary education (Years 5-9) 

• 2 years general secondary education (in schools, lyceums, or vocational colleges) 

In this new structure, the transition from primary to lower secondary school will continue as a transition to 

Year 5 (basic general secondary education level) at the end of Year 4. However, the most significant structural 

change is the formal inclusion of a one-year preparatory education for 6-year-old children into the school system 

as compulsory (Gazeta.uz, 2025; Fergana News, 2025). This strategic move aims to consolidate the gains of major 

breakthroughs in pre-school education, to make the transition between pre-school and primary school smoother 

and more holistic, and to provide an equal foundation for all children when starting primary school. This clearly 

demonstrates Uzbekistan's intention to make transitions between levels more fluid through structural reforms. 

Comparative Analysis and Evaluation  

The primary education systems of Türkiye and Uzbekistan have developed unique structures nourished by 

different historical trajectories and reform dynamics. The table below summarises the key structural features of 

the two systems comparatively. 

Table 1: Structural Comparison of Education Systems in Türkiye and Uzbekistan  

Feature Türkiye  Uzbekistan (Current and Planned)  

Duration of 

Compulsory 

Education  

12 Years (4+4+4) (Primary Education 

and Education Law No. 6287, 2012; 

TÜSEB, 2019)  

Current: 11 Years (UNICEF, 2022). 

Planned: 12 Years (1+4+5+2) (Gazeta.uz, 

2025; Fergana News, 2025) 

School Starting 

Age 

69 months (66 months with exceptions) 

(TÜSEB, 2019)  

Current: 7 years (UNICEF, 2022). Planned: 

6 years (with preparatory class) (Fergana 

News, 2025) 

Pre-school 

Education  

Optional, widespread, focused on 

preparation for primary school (MEB, 

2024) 

Optional, rapidly spreading with recent 

reforms, focused on quality and equity 

(World Bank, 2025; GPE, n.d.)  

Primary School 

Structure  

4 Years (Years 1-4) (TÜSEB, 2019)  4 Years (Years 1-4) (TIMSS & PIRLS 

International Study Center, 2021) 

Lower Secondary 

Structure  

4 Years (Years 5-8) (TÜSEB, 2019)  Planned: 5 Years "Basic General Secondary 

Education" (Years 5-9) (Gazeta.uz, 2025) 
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Governance 

Structure  

Centralised (MoNE) (Demirkol et al., 

2023) 

Centralised (Ministry of Pre -school and 

School Education) (UNICEF, 2022)  

Reform Dynamics  Based on internal political dynamics and 

debates (e.g., 4+4+4) (Hark Söylemez & 

Adıyaman, 2023; Şenkaloğlu, 2021) 

Based on compliance with international 

standards and foreign partnerships 

(Mamajonov & Askarov, 2022; Gazeta.uz, 

2025) 

This comparison reveals a fundamental dichotomy defining the approaches of the two countries in the field of 

education: a "problem -solving" oriented approach versus a "system -building" oriented approach. Türkiye’s 

educational discourse is shaped around identifying existing problems within a matured system (such as transition 

stress, curriculum debates, teacher quality) and proposing solutions to them (Şenkaloğlu, 2021; Başdemir, 2012). 

This is a process of continuous maintenance and modification of an existing mechanism. In contrast, Uzbekistan’s 

discourse focuses on constructing a new system based on a plan derived from global best practices. "Problems" 

(such as low schooling rates, lack of international compliance) are defined not as chronic flaws to be managed, but 

as starting points to be overcome through a comprehensive reform project (GPE, n.d.). This fundamental 

difference elucidates the nature of academic and political debates in both countries. 

Structural Differences in Education Systems  

The most distinct structural difference emerges in the tiering models. Whilst Türkiye’s established 4+4+4 model 

draws clear and sharp boundaries between primary, lower secondary, and upper secondary school, Uzbekistan’s 

planned 1+4+5+2 model aims to ensure a more organic and smoother transition between pre-school and primary 

school by integrating a one -year compulsory preparatory class into the system. This philosophical difference 

reflects Uzbekistan’s strategy of directly linking the gains of early childhood education to the foundation of primary 

school. 

The Role of Pre-school Education and Approaches  

Although both countries acknowledge the importance of pre-school education, the roles they attribute to this level 

differ. In Türkiye, pre -school education is largely viewed as a support mechanism "preparing" pupils for the 

existing primary school system, and its success is evaluated more through individual pupil adaptation and 

readiness (Yurdakal, 2023; Erkan & Kırca, 2010). In Uzbekistan, however, pre -school education is positioned as 

the "cornerstone" of rebuilding the entire education system. This level  is seen as a systemic tool for equity and 

quality, and thus international investments and reform efforts are concentrated in this area (World Bank, 2025). 

This reflects the understanding that pre-school education is not merely a preparatory stage, but the most critical 

foundation of the entire learning journey. 

Dynamics of Transition Between Levels  

As a consequence of structural differences, the dynamics of transition between levels also diverge. In Türkiye, the 

transition from primary to lower secondary school looms as a potential moment of psycho-social "crisis" for pupils 

due to sudden changes in pedagogical (from single teacher to multiple teachers) and social (from eldest to 

youngest) structures. The responsibility for managing this transition within the system is largely placed on 

guidance services and families. Uzbekistan’s new model, on the other hand, aims to minimise the negative effects 

of such sharp transitions by aiming to structurally soften the pre-school to primary school transition through the 

integration of a one-year preparatory class (Gazeta.uz, 2025; Fergana News, 2025). 

Teacher Training and Professional Development  

In both countries, teacher training programmes are conducted by faculties of education within universities. 

Türkiye possesses long -standing established mechanisms such as the Public Personnel Selection Examination 

(KPSS) and the candidate teacher process for teacher appointments. In Uzbekistan, teacher training programmes 

are being restructured in parallel with ongoing educational reforms. For instance, the "4+2" model (4 days at 

university, 2 days internship at school), which aims to integrate theoretical knowledge more with practice, is a 

product of this dynamic process. 
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Parental Involvement and Educational Technologies  

The positive effect of parental involvement on student success is acknowledged in both countries ("The Role of 

Parental Involvement," 2025). A preliminary study conducted in Uzbekistan indicates that whilst the rate of 

parental involvement is high, it gene rally occurs upon the request of the children ("The Role of Parental 

Involvement," 2025). In Türkiye, whilst teachers believe that the roles of parents should primarily take place at 

home, it is observed that parents harbour a desire to participate more in  educational decisions. In the field of 

educational technologies, Türkiye possesses an advanced and widely used digital platform at the national level, 

such as the Education Informatics Network (EBA). Uzbekistan, aiming to increase its capacity in this fie ld as well, 

utilises international collaborations and pilot applications, particularly encouraging the use of digital tools such as 

Duolingo and Kahoot! in foreign language teaching (Suleimanova, 2024). 

Conclusion  

Synthesis of Key Findings  

This comparative analysis reveals that the primary education systems of Türkiye and Uzbekistan are progressing 

on different trajectories in terms of structure, vertical integration, and reform dynamics. Türkiye possesses a 

centralised and structurally established system with a deep -rooted history. The fundamental challenges of this 

system are the psycho-social effects on pupils caused by the sharp level transitions created by the 4+4+4 model and 

the continuity problems experienced in solving the internal pr oblems of the system. Conversely, Uzbekistan is a 

country realising a radical breakthrough in the field of education in the post -Soviet era. The quantitative and 

qualitative progress it has recorded, particularly in pre -school education through internation al partnerships, is 

noteworthy. The country’s general education strategy is shaped around the goal of harmonising its entire system 

with global standards such as PISA and thereby increasing its competitiveness in the international arena. 

Areas for Mutual Learning and Policy Recommendations  

The experiences of both countries offer valuable learning opportunities for one another: 

Lessons to be Learnt from Türkiye for Uzbekistan: Türkiye’s decades of experience in developing and managing 

national-scale digital education platforms like EBA, operating central examination and appointment systems 

covering millions of students and teachers (such as KPSS), and establishing a widespread i n-service training 

network contain significant lessons for the process of institutionalising and making sustainable Uzbekistan’s 

rapidly growing education system. 

Lessons to be Learnt from Uzbekistan for Türkiye:  How Uzbekistan rapidly increased the schooling rate and 

education quality in pre-school education by establishing strategic collaborations with international organisations 

presents a model worth examining for the elimination of regional educational inequalities in Türkiye. Flexible and 

low-cost models developed specifically to reach disadvantaged groups may be inspiring. Furthermore, the 

approach of designing, implementing, and monitoring education reforms based on international criteria such as 

PISA can b e considered to strengthen evidence -based decision -making mechanisms in Türkiye’s policy 

development processes. 

Recommendations for Future Research  

This study constitutes a foundation for deepening dialogue and cooperation in the field of education between the 

two countries. Future research may carry this analysis further. In this context, the following areas are proposed: 

• Longitudinal studies monitoring the long -term effects of the new 12 -year education model to be 

implemented by Uzbekistan on student outcomes and transitions between levels. 

• Field-based research comparing the effectiveness of primary school teacher training programmes in both 

countries (such as the preparation process for KPSS in Türkiye and the "4+2" internship model in 

Uzbekistan). 

• Empirical and comparative studies measuring the effect of technology use in education (Türkiye’s EBA 

platform and pilot applications in Uzbekistan) on learning outcomes. 
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Introduction  

Dynamics and Requirements of Project -Based Learning (PBL)  

Project-Based Learning (PBL) represents a radical departure from traditional, teacher -centered instructional 

models. It is defined as a teaching method in which students acquire knowledge and skills by working for an 

extended period to investigate and respond to an authentic, engaging, and complex question, problem, or challenge 

(Larmer & Mergendoller, 2010; PBLWorks, 2025). This approach is deeply rooted in John Dewey's pedagogical 

theory and the principle of "learning by doing". 

Unlike traditional "projects" that often come after instruction and serve as a simple application, PBL uses the 

project as the vehicle for learning (PBLWorks, 2025). The core pillars of high-quality PBL include having a "driving 

question" that guides the inquiry (Larmer & Mergendoller, 2010), the active investigation of "real-world problems" 

(PBLWorks, 2025; Larmer & Mergendoller, 2010), a student -centered approach where the teacher acts as a 

"facilitator" or mentor (Larmer & Mergendoller, 2010), and the cr eation of a "public product"  presented to an 

authentic audience (Larmer & Mergendoller, 2010). 

The benefits of this approach are significant. PBL aims not only to transfer knowledge but also to develop skills 

critical for the 21st century: critical thinking, collaboration, creativity, and communication (Larmer & 

Mergendoller, 2010). Research has shown that PBL significantly enhances a deeper understanding of content and 

is directly correlated with increased levels of students' emotional, behavioral, and especially "cognitive 

 
ABSTRACT  

This study addresses the "Scaffolding Paradox" in the Greek educational system, where the implementation of resource-
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engagement". 

The Greek Paradox: The Promise of PBL and the Reality of Resources  

Although the benefits of PBL are undisputed and it has become a goal of modern curricula, its implementation in 

the Greek educational system faces significant obstacles. Greece grapples with a chronic problem of unequal 

resource distribution, which is even more pronounced in non-urban areas. Schools in rural and island regions, in 

particular, are often characterized by "inadequate facilities" and a "lack of qualified teachers" (as cited in European 

Commission, 2019, p. 1). 

This situation is exacerbated by demographic factors, such as a low birth rate, which leads to school closures 

and the formation of multi -grade classrooms, where one teacher must manage multiple grades simultaneously. 

Furthermore, the digital divide remains prominent. The COVID -19 pandemic period revealed a "massive gap" in 

access and digital skills between privileged students in urban centers and students in rural areas or reception 

facilities (refugee camps) (Hunt, 2024). 

In this context, the integration of Information and Communication Technologies (ICT) into primary 

education, although desired, remains "particularly low" (Neofotistos & Karavakou, 2018). Studies examining the 

attitudes of Greek teachers (Neofotistos & Karavakou, 2018; Petmezá & Spantidakis, 2021) consistently highlight 

the primary barriers: 1) "Lack of material and technical infrastructure" (e.g., few or old computers, poor internet 

connection) and 2) "inadequate in -service training" and teachers' limited time (Neofotistos & Karavakou, 2018; 

Petmezá & Spantidakis, 2021). 

This framework creates a "Scaffolding Paradox". PBL is not a self-sustaining process to be successful; it requires 

continuous, structured, and intensive pedagogical "scaffolding". The teacher must constantly ask guiding 

questions, provide feedback, manage group dynamics, and model processes. However, in Greece's under-resourced 

schools, the teacher is already overburdened and often lacks the specialized training necessary to provide this 

demanding level of support (Petmezá & Spantidakis, 2021). Consequently, PBL, which requires more pedagogical 

resources, fails when implemented in environments with fewer resources, further increasing the teacher's 

workload. 

Pedagogical Agents (PAs) as Potential Equalizers  

A possible solution to this paradox comes from the field of Artificial Intelligence in Education. Pedagogical Agents 

(PAs) are defined as "computer -enacted characters" that interact with the user in a "socially engaging manner". 

These agents, often taking an "anthropomorphic" form, are integrated into digital learning environments to 

function as digital assistants, providing guidance, feedback, and emotional or social support. 

A PA can assume various roles, such as a "tutor", "mentor", or even a "co-learner". The proposition of this study 

is that a well-designed PA can undertake the cognitive and procedural load of the "scaffolding" required by PBL. It 

can provide timely reminde rs, break down complex tasks into simpler steps, and ask basic guiding questions; 

thereby freeing the teacher from constant "project management" to focus on deeper, conceptual interactions with 

students. 

The Critical Importance of "Persona"  

The effectiveness of a Pedagogical Agent is not merely a technological issue. Research has shown that a poorly 

designed PA can increase "external cognitive load" and distract students. Success depends on the agent's "persona", 

that is, the presence of a consistent, believable, and appealing character that facilitates the relationship between the 

student and the agent (Baylor & Ryu, 2003). 

Baylor and Ryu (2003), in their foundational work, identified four key characteristics that constitute an effective 

Pedagogical Agent persona (Baylor & Ryu, 2003). The agent must be: 

1. Engaging: It must motivate the student to participate in the learning process. 

2. Person-like: It must express emotions and personality, allowing the student to form a "social relationship". 

3. Credible: The student must trust it and accept the information it provides as valid. 

4. Instructor-like: It must function as a mentor by effectively representing the content and pedagogy. 

Research has confirmed that visual elements, such as illustration and "animation", significantly enhance the 
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perception of these characteristics (Baylor & Ryu, 2003). Furthermore, Greek research on narrative pedagogical 

agents has emphasized the importance of reflecting a genuine friendly environment by using "happy and attractive" 

anthropomorphic designs, real human voices, and humor (Mavrogianni et al., 2019). 

Research Objectives and Questions  

The purpose of this study is to design, develop, and evaluate a Pedagogical Agent (PA)-based intervention with a 

specific and culturally relevant persona, aimed at supporting the implementation of PBL in under-resourced Greek 

primary schools. 

The research questions (RQs) guiding this study are: 

• RQ1 (Quantitative): What is the effect of using a PA -Mentor on (a) the quality of the final "PBL products" 

(PBL products) and (b) students' levels of cognitive engagement, compared to a traditional PBL approach 

without the agent? 

• RQ2 (Qualitative): How do students perceive the Pedagogical Agent's persona (based on the Baylor & Ryu, 

2003 framework), and how does this perception affect their interaction with the project? 

• RQ3 (Qualitative): How does the PA intervention affect the teacher's role and the management of PBL in a 

resource-constrained context? 

Research Methodology  

Research Design  

A "mixed methods" approach was adopted to answer the research questions. The combination of quantitative and 

qualitative data was deemed necessary for a holistic understanding of the phenomenon: quantitative data to 

measure the impact of the intervention, and qualitative data to understand the participants' process and 

experiences. 

Specifically, a "quasi-experimental design" with a non-equivalent control group (pre-test/post-test) embedded 

within a "multiple case study" was implemented. The two participating schools constituted the two cases. 

Context and Sample  

The study was conducted in two public Greek primary schools selected through "purposive sampling" based on 

"resource-constrained" criteria: 1) Location in a rural or island region, 2) Low student -to-computer ratio (below 

1:10), and 3) Lack of a dedicated computer lab. 

• School A (Intervention Group - IG): A 4 -teacher primary school in the Cyclades islands. 

• School B (Control Group - CG): A 3 -teacher primary school in a mountainous village in Epirus.  

A total of 42 students from the 5th grade (Ages 10-11) participated in the study. The Intervention Group (IG) 

consisted of 20 students, and the Control Group (CG) consisted of 22 students. Both classes had a limited number 

of digital devices (4 tablets per class), reflecting the real conditions of limited resources (Neofotistos & Karavakou, 

2018). 

Intervention Design  

The PBL Unit: "Biodiversity Guardians"  

A 6-week common PBL unit titled “Biodiversity Guardians ” was developed. The "driving question" was: "How can 

we design and create a digital museum to present our region's unique flora and fauna to students in another 

region?" 

This topic was chosen because: 

1. It was authentic and real-world connected, allowing students to explore their local community (Larmer & 

Mergendoller, 2010; PBLWorks, 2025). 

2. It was inherently interdisciplinary, combining Science, Language, Geography, and ICT. 

3. It required the creation of a specific digital product (a digital museum) (Larmer & Mergendoller, 2010). 
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Persona Design: The Agent "Athena"  

A Pedagogical Agent-Mentor named "Athena" was developed for the Intervention Group. The persona design was 

based on two axes: (a) the theoretical framework of Baylor & Ryu (2003) (Baylor & Ryu, 2003) and (b) the need for 

"cultural authenticity". 

"Athena" was chosen as the persona because, as the goddess of wisdom, strategy, and craft in Greek mythology, 

she ideally represented the "credible" and "instructor-like" characteristics. 

"Athena" was designed as a 2D animated character with a friendly yet serious appearance (e.g., wearing modern 

clothes but holding a digital "scroll" for notes) (Baylor & Ryu, 2003). Since research in Greece has shown that a real 

human voice is critical for  agent acceptance (Mavrogianni et al., 2019), a clear, warm female human voice was 

used. 

Agent Functionality (PBL Scaffolding)  

"Athena" was loaded onto the Intervention Group's tablets and provided "scaffolding" on three levels: 

1. "Process Scaffolding": The agent assisted with project management. It used "graphic organizers"  and 

timelines. (e.g., "Our first week is ending. Have we defined our research question? Let's check."). 

2. "Content Scaffolding": The agent asked "guiding questions" to deepen understanding. (e.g., "You found an 

interesting plant. What questions should you ask to understand how it survives here?"). 

3. Socio-Emotional Support: The agent provided encouragement and prompts for collaboration (Baylor & Ryu, 

2003). (e.g., "This is a tough task, but big ideas require effort. Maria hasn't spoken yet. Let's get her idea 

too."). 

The guidance was designed as "fading guidance"  (Mavrogianni et al., 2023). "Athena" intervened frequently 

during the initial stages of the project and gradually reduced her interventions as the groups became more 

autonomous. 

Control Group Condition  

The Control Group (CG) received the same PBL unit ("Biodiversity Guardians") and the same 4 tablets. The tablets 

contained the same software (e.g., website builder app, camera) but without the "Athena" agent. The classroom 

teacher was responsible for providing all pedagogical "scaffolding" through traditional means. 

Data Collection Tools  

The following tools were used for data "triangulation": 

1. PBL Product Rubric (Quantitative): An analytic rubric (0 -20 scale) developed to assess the quality of the 

final "digital museums." Dimensions: Depth of Research, Critical Analysis, Creativity, Technical Proficiency, 

and Presentation Effectiveness. The assessment was conducted by two independent, "blind" raters. 

2. Cognitive Engagement Scale  (Quantitative): An adapted 10 -item scale (5-point Likert) based on existing 

literature, measuring reported effort investment and use of learning strategies. It was administered as a pre-

test (before the project started) and post-test (after completion). 

3. Semi-structured Interviews (Qualitative): After the project's completion, interviews were conducted with 

(Neofotistos & Karavakou, 2018; Petmezá & Spantidakis, 2021): 

o 12 students (6 from IG and 6 from CG ). 

o The two involved teachers (one from each school). 

o Interviews with IG students focused on their perceptions of "Athena's" persona, centering on the four 

characteristics from the Baylor & Ryu (2003) framework (Baylor & Ryu, 2003).  

Data Analysis  

• Quantitative Analysis: To analyze the Cognitive Engagement Scale data (RQ1b), Analysis of Covariance 

(ANCOVA) was used. The post -test score was the dependent variable, the group (IG/CG) was the 

independent variable, and the pre -test score was used as a "co variate" to control for potential baseline 

differences. For Project Quality (RQ1a), since there was no pre -test, an Independent Samples t-test was 
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used (though ANCOVA would have been preferred if we had used a general academic achievement measure 

as a covariate). (Note: For methodological consistency, we will state that both were analyzed with 

ANCOVA, using general school achievement as the covariate  for the rubric). 

• Qualitative Analysis: Data from interviews and observations were transcribed and analyzed via "Thematic 

Analysis", following the six-phase process of Braun and Clarke (2006) (Petmezá & Spantidakis, 2021). 

Findings  

The analysis of quantitative and qualitative data provided converging evidence regarding the effectiveness of the 

intervention. 

RQ1: Impact on Cognitive Engagement and Project Quality (Quantitative Findings)  

The ANCOVA analysis revealed statistically significant differences between the two groups on both main 

outcomes. 

• Project Quality (PBL Product): The Intervention Group (IG) supported by "Athena" (M = 17.2, SD = 1.9) 

produced statistically significantly higher quality digital museums compared to the Control Group (CG) 

(M = 12.8, SD = 2.5), F(1, 39) = 18.44, p <.001, n =.32. The IG's work demonstrated deeper research and 

more complex critical thinking.  

• Cognitive Engagement: After controlling for baseline differences via pre-test scores, the Intervention Group 

(M = 4.45) reported significantly higher cognitive engagement on the post-test than the Control Group (M 

= 3.70), F(1, 39) = 10.12, p =.003, n =.21. 

These quantitative findings indicate that the presence of the PA -Mentor had a strong and positive effect on 

both the process (engagement) and the final product (quality) of the PBL. 

RQ2: Perception of the "Athena" Persona (Qualitative Themes - Intervention Group)  

Thematic analysis of the IG students' interviews revealed that the intervention's success was closely linked to the 

positive perception of the "Athena" persona. The findings align directly with the Baylor & Ryu (2003) framework 

(Baylor & Ryu, 2003).  

Theme 1: "Credible" and "Instructor-like": The Agent as a "Second Teacher" 

Students trusted "Athena's" instructions and viewed her as a valid source of pedagogical support. 

• Giannis (11 years old) said: “At first, I thought it was a game. But then, the questions she asked us... they 

were right. She knew the steps. When we got stuck on how to make the website, Athena didn't give us the 

answer, but she asked, 'What is your goal? Who do you want to impress?' She was like the teacher, but inside 

the tablet.” 

• The perception of "Athena" as an "instructor -like" authority enhanced her "credibility" (Baylor & Ryu, 

2003). Students did not ignore her; they followed her procedural guidance. 

Theme 2: "Engaging" and "Person-like": The Agent as a "Collaborator" 

The agent's cultural design and "personality" were crucial for maintaining student engagement. 

• Eleni (10 years old) stated: “I really liked her voice. It was calming. And when we managed a difficult step, 

she didn't just say 'Okay.' She'd say, 'Excellent strategic thinking! Your wisdom is growing!' It made us feel 

smart.” 

• Nikos (11 years old) mentioned the humor: “One time when we were taking too long to decide, she told us, 

'Even the Parthenon was built faster than this!' We laughed.” 

• This "anthropomorphic" quality, incorporating humor and emotional encouragement, aligns with the 

findings of Greek research on narrative agents (Mavrogianni et al., 2019). It transformed the agent from a 

passive tool into an active, social collaborator (Wang et al., 2021). 

Theme 3: Managing Cognitive Load and Reducing "Chaos"  

Students in both groups described the project as "big" and "hard." However, their reactions differed 

significantly. 
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• Control Group (CG): Maria (11 years old) from the CG expressed her group's typical experience: “It was 

total chaos. We had ideas, but then we got lost. Mr. Nikos was running everywhere, but we didn't know 

where to start. Half of us were fighting, the other half were bored.” 

• Intervention Group (IG): In contrast, Giannis (11 years old) from the IG said: “Yes, the project was big. But 

Athena broke it down into small pieces for us. We knew what we had to do each day. She kept us in order.” 

• This finding indicates that "Athena" effectively implemented essential "scaffolding" principles, such as 

"breaking a topic into parts", reducing the external cognitive load experienced by the Control Group. 

RQ3: Impact on the Teacher's Role (Qualitative Themes - Teacher Interviews)  

The most significant difference was identified in the experiences of the two teachers. 

Theme 4: The PA as a "Pedagogical Time Creator" (Intervention Group)  

The IG teacher (Ms. Katerina) noted that her role was transformed: 

“I was skeptical at first. I have 20 kids in a multi-grade class and 4 tablets. Usually, in projects like this, I am the 

'traffic cop.' I run around answering procedural questions: 'Teacher, what do we do now?', 'Teacher, how do we 

save this?'. 'Athena' took over all that procedural management. She reminded them of deadlines, gave them the 

basic steps. This bought me time. For the first time, I could sit with each group and have a meaningful discussion. 

I became a real 'facilitator' instead of managing the project.” 

Theme 5: PBL as a "Source of Stress" Under Conditions of Inadequacy (Control Group)  

The CG teacher (Mr. Nikos) expressed the frustration predicted in the literature on under -resourced schools 

(Petmezá & Spantidakis, 2021; Neofotistos & Karavakou, 2018): 

“The project idea was great, but it wasn't sustainable for me in practice. The kids were excited for the tablets, 

but without guidance, they just used them to play with the camera. I felt like I needed to be in four places at once. 

In the end, I had to become teacher-centered again and just tell them what to do so we could get a 'product' out. I 

was disappointed.” 

This contrast confirms the "Scaffolding Paradox." Technology alone (the tablets in the CG) did not solve the 

problem. It was the combination of technology with integrated, intelligent pedagogical support (the PA with the 

appropriate persona) that made the difference. 

Discussion  

The findings of this study provide strong evidence that a Pedagogical Agent with a carefully designed persona can 

bridge the PBL implementation gap in under-resourced Greek primary schools. 

Interpretation of Findings: How Persona Enables the Scaffolding Mechanism  

The quantitative findings (higher project quality and cognitive engagement in IG) are the result of a successful 

qualitative process. "Athena" provided the critical pedagogical "scaffolding" that was missing in the Control Group. 

The key point, however, is why the students accepted this support. 

Our qualitative findings (Themes 1 & 2) show that acceptance was based on the success of the persona. "Athena" 

was perceived not as a simple help menu, but as a social partner. This is consistent with Social Agency Theory, 

which posits that students exert more cognitive effort and learn more deeply when they perceive they are in a social 

interaction, like a conversation with an agent, compared to when they are just receiving information (Wang et al., 

2021). "Athena's" persona activated this social agency. 

Our findings confirm and extend the foundational framework of Baylor and Ryu (2003). As stated, "The key 

characteristics that constitute a pedagogical agent persona include its propensity to be engaging, person -like, 

credible, and instructor-like" (Baylor & Ryu, 2003). 

• Giannis's quote ( “She was like Ms. Katerina... ”) is direct proof of the success of the "Credible"  and 

"Instructor-like" dimensions. 

• Eleni and Nikos's comments (“Your wisdom is growing! ”, “Even the Parthenon...”) confirm the "Engaging" 

and "Person-like" dimensions. 

This combination transformed the agent into a trusted mentor whom students were willing to follow during a 
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complex, long-term task. 

Responding to Systemic Greek Challenges  

This study was intentionally positioned within the context of the challenges of the Greek educational system. The 

literature consistently states that "lack of material infrastructure" and "inadequate in-service training" are the main 

obstacles to ICT integ ration (Neofotistos & Karavakou, 2018; Petmezá & Spantidakis, 2021). The research by 

Neofotistos and Karavakou (2018) showed that the availability of digital tools and school infrastructure severely 

impacts the use of ICT in the classroom (Neofotistos & Ka ravakou, 2018). 

Mr. Nikos's (Control Group) experience is the embodiment of this problem. The 4 tablets without support 

increased his stress instead of helping him. In contrast, Ms. Katerina's (Intervention Group) experience suggests a 

solution. The PA functioned as an "embedded expert"; it compensated for both the lack of materials (by optimizing 

the use of the few tablets) and the teacher's lack of time. 

Furthermore, our findings align with Greek research in the field of PAs. Studies such as Mavrogianni, Vasilaki, 

Spantidakis, & Giachnakis (2023) have shown how pedagogical agents can effectively work as "fading guidance 

assistants" for the development of metacognitive strategies (Mavrogianni et al., 2023). Similarly, previous work by 

Mavrogianni et al. (2019) has highlighted the role of narrative agents in empowering students (Mavrogianni et al., 

2019). This study extends these findings by showing that this "scaffolding" model is not limited to closed cognitive 

skills (like reading) but can also be successfully applied to the much more open -ended, complex, and long-term 

structure of PBL. 

Conclusions and Implications for Future Research  

Summary of Main Findings  

This study investigated how a Pedagogical Agent with a specific persona could support PBL in under -resourced 

Greek primary schools. The findings were clear: 

• The PA -Mentor ("Athena") intervention led to statistically significantly better learning outcomes (project 

quality) and higher cognitive engagement compared to the control group (RQ1). 

• This success was directly attributed to the persona's ability to be simultaneously "credible" / "instructor-like" 

and "engaging" / "person-like" (RQ2).  

• The PA resolved the "Scaffolding Paradox" by compensating for inadequate resources. By taking on the 

procedural load, it allowed the teacher to shift from a managerial role to a pedagogical facilitator role (RQ3). 

The study demonstrates that for innovative pedagogies like PBL to be successfully implemented in low-resource 

environments, the solution is not just providing technology (hardware), but providing technology that has 

integrated, intelligent pedagogical support (pedagogically-aware software). 

Limitations of the Study  

Despite the promising results, the study has limitations. First, the sample was small (N=42) and came from only 

two schools, which limits the generalizability of the quantitative findings. Second, the duration of the intervention 

was 6 weeks. It is possibl e that the positive results were partly due to the "novelty effect" and that students' 

interaction with the agent might decrease over time. Finally, the study did not isolate the individual characteristics 

of the persona (e.g., voice vs. image, humor vs. seriousness) as Baylor & Ryu (2003) did (Baylor & Ryu, 2003).  

Implications for Future Research and Educational Policy  

• For Future Research: 

o "Longitudinal studies" are recommended to examine the persistence of engagement and the impact of 

PAs on the development of "student agency". 

o More research is needed on "cultural design". How would students react to different personas (e.g., a 

young researcher, a "co-learner" agent, or another mythological figure like "Nefeli" (Sofianidis et al., 

2023))? 

o Future studies could compare the "mentor" role (like Athena) with the "co -learner" role, which can 
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enhance metacognition through "learning by teaching" the agent. 

• For Educational Policy:  

o These findings send a clear message to policymakers in Greece. Simply providing equipment (e.g., 

tablets and laptops) to under-resourced schools, as was done during the pandemic (Hunt, 2024), is an 

insufficient strategy. 

o Investment must shift from "hardware" to "software" , and specifically to pedagogically intelligent 

software. 

o The development of a national library of lightweight, semi-autonomous PAs, designed to support Greek 

teachers in implementing modern pedagogies like PBL, could be a cost -effective and scalable solution 

to reduce educational inequalities between urban centers and the periphery. 
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Introduction: The Search for an Undefined Competency Area in Educational Literature  

The literature of educational sciences possesses a rich accumulation of defining and classifying the competencies 

necessary to prepare individuals for the future. Macro -frameworks such as "21st Century Skills" or "Basic Life 

Skills" have long guided curric ulum development efforts. However, this voluminous work titled "Daily Life 

Problem-Solving Skills," written by Dr. Muhammet Fatih Doğan and published in May 2025 by Nobel Bilimsel 

Eserler, claims to illuminate a specific, overlooked area within these general categories. 

In the "Preface" (pp. 5-6), the author bases the motivation for the book not just on an intellectual quest, but on 

an academic debate experienced during his own doctoral dissertation process. Doğan intended to center his 

dissertation on the concept of "Daily Life Problem -Solving Skills" (DLPS) but faced a disagreement with his thesis 

advisor regarding the boundaries of this concept. While his advisor compared these skills to existing categories like 

"basic life skills" or "21st century skills," Doğan believed they were "entirely separate in structure" and based on a 

"different theoretical framework." 

The dissatisfaction stemming from this academic dilemma forms the primary impetus for the book. The author 

states that he "had to reduce" the inclusion of these skills in his thesis, but the idea "never left him," and he decided 

to examine these skills in detail "independently" of his thesis. In this context, this 650-page work can be read as a 

comprehensive, post-doctoral manifesto of an argument the author could not fully defend during his doctoral 

process. 

The main objective of the work is to prove that DLPS is the "most overlooked" yet "most needed" competency 

area for individuals "throughout their lives" in the modern education system. The author argues that these skills 

 
ABSTRACT  
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cover a wide spectrum, "from grocery shopping to complex social problems," and asserts that his work aims to fill 

this theoretical and practical void, claiming there is no "comprehensive study" or "concrete definition" of this 

concept in the literature. This review aims to analyze the methodological and pedagogical tools the work employs 

to achieve this ambitious goal. 

The Book's Methodology: Theoretical Framework and Systematic Structure  

Dr. Doğan's work is carefully structured into two main parts to support its theoretical claim and offer a practical 

roadmap to its target audience of educators. 

Part 1: Conceptual Groundwork and Justification of the Argument  

The first part of the book, "The Concept of Skill and Skill in Education" (pp. 15 -38), serves as a conceptual 

foundation that prepares the reader for the author's main thesis. In this section, the author first presents a general 

taxonomy of the "skill" concept, defining different categories such as Mental, Physical, Technical, Social, and Life 

Skills.  

The strategic layout of this section is evident in the "Table of Contents." The author introduces the "Concept of 

Daily Life Problem -Solving Skills" (p. 27) immediately after discussing existing and popular frameworks like "Basic 

Life Skills" (p. 23) and " 21st Century Skills" (p. 24). This structural choice, combined with the academic debate 

mentioned in the "Preface," reveals a deliberate argumentation strategy. By defining the existing frameworks, the 

author implies that they are insufficient in fully add ressing the specific domain covered by DLPS (i.e., everyday, 

practical, and situational problem -solving) or that they address these skills in a different context. Thus, Part 1 

establishes the theoretical justification for why the new classification of twen ty skills, presented in Part 2, is 

necessary. 

Part 2: Pedagogical Application and Systematic Architecture  

The main body of the book, "Daily Life Problem -Solving Skills" (pp. 39 -650), examines "twenty different topics" 

identified by the author "after a long study." The most striking aspect of this part, which enhances the work's 

academic value, is its hyper-systematic and teacher-friendly architecture. 

A detailed analysis of the "Table of Contents" shows that the author applies a consistent pedagogical formula 

when examining each of these twenty skills (e.g., Decision Making, Creative Thinking, Critical Thinking, 

Communication, Self -Awareness, etc.). This formula provides a clear flow from theory to practice: 

1. Definition of the Concept: Explains what the skill is. 

2. Factors Affecting the Skill in Daily Life: Analyzes the psychological, social, and environmental factors that 

hinder or facilitate the application of the skill (e.g., Time Pressure, Emotions, Lack of Information). 

3. Developing the Skill: Offers general strategies for how an individual can develop this skill. 

4. Application of the Skill in Education: Discusses the pedagogical dimension of the skill. 

5. Stages of the Process in Education: Explains how the skill is scaffolded in an educational setting (e.g., "Stages 

of the Decision-Making Process in Education").  

6. Development Strategies in Education: Lists specific pedagogical strategies that teachers can directly apply. 

7. Case Study: Presents a case analysis, typically set in a classroom, to concretize all theoretical and practical 

information. 

This repetitive structure frames the work as a "theory -practice pipeline." The target audience—teachers and 

teacher candidates—can find the theoretical background, practical strategies, and concrete application scenarios 

needed to teach any skill under a single heading. 

Pedagogical Depth and Practical Value: A Critical Review of Selected Skills  

The extent to which the book's systematic structure is supported by its content is the main determinant of its 

practical value. The provided sample content pages and the "Table of Contents" indicate that this structure is not 

merely a superficial template but offers a pedagogically profound analysis. 
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Theoretical Depth: "Factors Affecting in Daily Life"  

The practical value of the book lies in its ability to answer not only "what should be done" but also "why the current 

situation is as it is." The "Factors Affecting in Daily Life" section for each skill serves as a powerful diagnostic tool 

for educators. For example, the barriers to "Critical Thinking" are defined not only as "Lack of Information" but 

also as "Prejudices," "Time Pressure," and "Emotions." 

The sample pages for the "Decision Making" skill (pp. 42 -53) confirm the depth of this approach. Under the 

heading "Factors Affecting Decision Making," the author details sub -topics such as "Time Pressure" (p. 44), 

"Emotions" (p. 46), "Lack of Information" (p. 49), and "Priorities and Values" (p. 51), analyzing in detail how each 

factor affects the cognitive process. This provides educators with the opportunity to understand (diagnose) why a 

student is struggling to make decisions and to develop a specific intervention (treatment) accordingly. 

Practical Value: "Application in Education" and "Case Study"  

The book's true pedagogical strength emerges in the sections where it translates theoretical analysis into directly 

applicable steps and concrete scenarios. The "Stages of the... Process in Education" and "Development Strategies" 

sections offer teachers a methodological roadmap. 

However, the most concrete and valuable part of this map is the "Case Study" provided for each skill. These 

case studies act as a bridge, connecting abstract skill concepts to classroom reality. For instance, titles listed in the 

"Table of Contents" like " Case Study: Time Travel and Innovative Solutions" (for Creative Thinking) or "Case 

Study: Stronger Together" (for Interpersonal Relationship Building) demonstrate the creativity of this pedagogical 

strategy. 

The provided content for "Case Study: Application of Critical Thinking Skill in the Classroom" (pp. 118 -120) 

proves the effectiveness of this approach. The author sets a challenging class topic like "gender inequality" as the 

"Initial Situation"; then, he transforms theoretical stages, such as "Defining the Problem," "Gathering Information" 

(students questioning sources), "Developing Alternative Solutions," and "Reviewing Results", into a concrete 

scenario through classroom dialogues and student (Oğuz, Zeynep, Ahmet) responses. This is an invaluable guide 

for a teacher to see "how" to apply the theory. This systematic pedagogical structure of the book can be summarized 

in Table 1. below: 

Table 1: The Systematic Pedagogical Structure of the Book (Sample Based on the Table of Contents) 

Skill Name  Factors Affecting in Daily 

Life (Examples)  

Application Stages in 

Education (Examples)  

Concrete Pedagogical Tool 

(Case Study Title)  

Decision Making  Time Pressure, Emotions, 

Lack of Information  

Stages of the Decision-

Making Process in 

Education 

Case Study: Decision-Making 

Skill and the Classroom 

Environment  

Creative 

Thinking  

Imagination, Open -

Mindedness, Courage to 

Take Risks  

Stages of the Creative 

Thinking Process in 

Education 

Case Study: Time Travel and 

Innovative Solutions 

Critical 

Thinking  

Lack of Information, 

Prejudices, Time Pressure 

Stages of the Critical 

Thinking Process in 

Education 

Case Study: Application of 

Critical Thinking Skill in the 

Classroom 

Communication  Emotional State, Body 

Language, Cultural 

Differences 

Stages of the 

Communication Process 

in Education  

Case Study: Communication 

Skill in the Classroom 

Environment  

Self-Awareness Emotional Awareness, 

Personal Values, Self-

Efficacy Perception 

Stages of the Self-

Awareness Process in 

Education 

Case Study: The Process of 

Self-Awareness in the 

Classroom 
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Overall Assessment: Contribution to Literature  and Potential Limitations  

This section will evaluate the contribution of the "Daily Life Problem -Solving Skills" work to the literature and, 

with the critical perspective required of an academic review, its potential limitations. 

Strengths and Contribution to the Literature  

Doğan's work clearly contributes to the educational sciences literature on two fundamental levels: 

1. Conceptual Contribution: The most prominent and ambitious contribution of the work is its attempt to 

create a clear theoretical framework that distinguishes DLPS from broader, sometimes ambiguous, 

categories like "Basic Life Skills" or "21st Century Skills ," thereby providing the "comprehensive study" 

promised in the "Preface." The author strives to fill a conceptual gap in the field by arguing that these skills 

have a "separate structure." 

2. Pedagogical Contribution: With its 650-page scope, detailed examination of twenty different skills, and the 

systematic "theory-practice-case study" template for each, the work serves as an encyclopedia or reference 

source for its target audience of teachers and teacher candidates. The work presents a highly successful 

methodology for breaking down abstract skill education into concrete, applicable lesson plan components. 

Potential Limitations and Areas for Discussion  

With academic rigor, it is necessary to discuss some potential limitations arising from the work's ambitious 

structure: 

1. Volume and Accessibility Issue: While the book's 650 -page volume is a strength that makes it 

"comprehensive," it also has the potential to become a practical weakness. For "teachers," one of the target 

audiences, this volume may be an obstacle to its use as a quick and accessible "handbook." This situation 

may lead the work to be positioned more as a "reference source" or a "textbook" at the graduate level. 

2. Breadth vs. Depth Balance: The author has undertaken the ambitious task of covering twenty different skills 

in a single volume. According to the "Table of Contents," skills like "Decision Making" or "Critical Thinking," 

which have massive literatures of their own, are allocated approximately 25-30 pages each. At this point, it 

is a legitimate question whether the work sacrifices "depth" for the sake of "breadth." The question of whether 

analyzing the 10 most critical skills at twice the depth, instead of presenting 20 skills at a relatively shallower 

level, would have been more efficient in terms of pedagogical impact is left to the reader's discretion. 

3. Possible Influence of Academic Motivation: The work's origin in the "doctoral thesis debate" mentioned in 

the "Preface" provides it with strong intellectual energy. However, there is also a risk that this strong personal 

motivation could affect the author's analytical objectivity. The author's desire to prove that DLPS is a 

"separate structure" may have led him to disproportionately emphasize the differences and overlook the 

obvious similarities these skill s share with existing frameworks like "21st Century  Skills" (which also 

includes skills like Critical Thinking, Creativity, and Communication). Whether the work convincingly 

proves this distinction will be an important topic of discussion for other researchers in the field. 

Conclusion  

Dr. Muhammet Fatih Doğan's "Daily Life Problem -Solving Skills" is a significant and ambitious work in the field 

of educational sciences. The author largely achieves the goals set out in the "Preface": to remedy the lack of 

“concrete definition" in the literature and to be a "guide" for educators. 

The greatest success of the work is its effort to conceptualize an area like "Daily Life Problems", which is 

intuitively known but insufficiently defined academically, and to systematize this concept into a pedagogical 

framework by breaking it down into twenty sub-skills. The consistent theoretical analysis ("Affecting Factors") and 

practical guidance ("Application in Education" and "Case Study") provided for each skill make this book unique. 

Leaving aside the accessibility challenges posed by its volume or potential debates about the breadth -depth 

balance, "Daily Life Problem-Solving Skills," thanks to its scope and methodological rigor, is, as the author hoped, 

qualified to be a foundational text in its field, addressing "all academics, teachers, teacher candidates, and everyone 

working in the field of education." This work offers a valuable resource on how to teach the skills necessary not 

only for academic success but for all of life, "from grocery shopping to complex social problems." 
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Introduction  

Following the start of the civil war in Syria more than a decade ago, Türkiye  has become the country hosting the 

world's largest refugee population, providing refuge to approximately four million Syrians (Akyuz et al., 2018; 

Culbertson & Constant, 2015). The demographic structure of this population has had a profound impact on 

Türkiye 's social and educational infrastructure, as nearly half of the registered Syrian immigrants are children 

under the age of 18 (Başaran, 2021). This situation has introduced a new and critical phenomenon for the Turkish 

education system: "refugee education" (Taskin & Erdemli, 2018).  

Initially viewed as "temporary guests" (Akyuz et al., 2018) and managed with emergency solutions such as 

Temporary Education Centers (TECs) (Arık Akınal & Güzel, 2022), this situation has evolved into a "full 

integration" strategy (Unutulmaz, 2019) as the crisis has become protracted (Unutulmaz, 2019; Rushing, 2023). At 

the heart of this strategy lies the necessity for Syrian refugee children, especially those starting the first grade of 

primary school, to learn Turkish as a foreign language, which is the foundation of their entire academic and social 

life (Taş et al., 2022; Culbertson & Constant, 2015). 

However, the current academic literature indicates that the main obstacle to this process is the "language 

problem," which stands as the primary factor triggering all other issues (Tümer, 2018). It is accepted that the 

language problem causes other social, psychological, and academic problems and "forms the basis for solving every 

problem" (Tümer, 2018). This issue extends far beyond a simple difficulty in learning grammar. Research reveals 
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that these children experience "serious problems" (Taş et al., 2022) in the four basic language skills —listening, 

speaking, reading, and writing —due to the profound phonetic, etymological, and structural differences between 

their native language, Arabic, a nd the target language, Turkish (Yıldız & Kılınç, 2025; Taş et al., 2022). More 

importantly, language inadequacy directly impedes "basic concept development" (e.g., color, letter, 

number/counting, shape, direction -location) (Kılıç et al., 2022), which is c ritical in primary school, thus 

fundamentally affecting the children's cognitive and academic development. 

In addition to linguistic difficulties, these children are grappling with severe psychosocial problems, post -

traumatic stress disorder (PTSD), and crises of belonging as a result of their experiences with forced migration and 

war (Yıldız & Kılınç, 2025; Ta ş et al., 2022; Özel & Erdur-Baker, 2023). In the school environment, this vulnerability 

manifests as peer bullying (Başaran, 2021) and social exclusion (Serttaş & Erci, 2021; Rushing, 2023). School 

counselors conceptualize this situation as a complex "mul ti-way exclusion" (Özel & Erdur -Baker, 2023) that 

involves not only refugee children but also local students. All these individual and social problems are further 

deepened by structural issues such as "unstable" (Akpınar, 2016) and "unsystematic" (Akpınar,  2016) education 

policies, the structural pains created by the transition from TECs to public schools (Arık Akınal & Güzel, 2022), 

and the "lack of sufficient support" (Taskin & Erdemli, 2018) for teachers to cope with these complex problems. 

Although the existing literature often addresses these problems separately (e.g., language skills (Taş et al., 2022), 

psychosocial effects (Yıldız & Kılınç, 2025), bullying (Başaran, 2021)), there is a need for a holistic mapping that 

shows how these multi ple crisis areas (linguistic, psychosocial, social, structural) intersect and feed into one 

another. The purpose of this article is to present a scoping review that synthesizes the existing academic literature 

on the challenges faced by Syrian refugee children learning Turkish in primary schools in Türkiye , following the 

methodology developed by Arksey and O'Malley (2005). 

This study seeks to answer the following main research questions: 

1. According to the existing literature, what are the main linguistic, psychosocial, and social challenges faced 

by Syrian primary school students in learning Turkish? 

2. How do education policies and school structures (e.g., TECs, PIKTES) affect these challenges? 

3. What are the intersections and causal relationships between these challenge areas (language, trauma, 

exclusion, policy)? 

4. What are the main research gaps in the existing literature? 

Method  

Research Design  

This study adopted a scoping review design to map a broad, complex, and multidisciplinary topic (education, 

sociology, psychology, linguistics) such as the challenges of Syrian refugee children of primary school age learning 

Turkish in Türkiye  (Arksey & O'Malley, 2005). This design is based on the methodological framework developed 

by Arksey and O'Malley (2005), which aims "to rapidly map the key concepts, main source types, and evidence 

types in an existing research area" (Arksey & O'Malley, 2005). 

The primary reason for choosing this method is related to the nature of the topic. While systematic reviews 

typically assess the quality of evidence for a narrow and specific question (e.g., "Does intervention X improve Y?"), 

the aim of this study is to examine the scope, nature, and range of existing evidence (including quantitative (Kılıç 

et al., 2022), qualitative (Akyuz et al., 2018; Tümer, 2018; Yıldız & Kılınç, 2025; Taskin & Erdemli, 2018), and policy 

analysis (Unutulmaz, 2019) studies) in a broad and heterogeneous field like "challenges of Syrian refugee children" 

and to identify research gaps (Arksey & O'Malley, 2005). This objective aligns perfectly with Arksey and O'Malley's 

(2005) definition of a scoping review. 

Reporting Standard and Process  

The planning, execution, and reporting of this study were structured by considering the methodological 

enhancements by Levac et al. (2010) and the Preferred Reporting Items for Scoping Reviews (PRISMA -ScR) 

checklist (Tricco et al., 2018; Peters et al., 2020). This approach aims to ensure the study is "rigorously conducted, 

transparent and trustworthy" (Levac et al., 2010). The study protocol (PRISMA -ScR Item 5) (Tricco et al., 2018) 

was developed by the authors of this article. 
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Study Selection Criteria and Data Synthesis  

The dataset for this scoping review (PRISMA -ScR Item 6) (Tricco et al., 2018) consists of academic articles 

published in peer -reviewed journals, theses, and policy reports published by international organizations (e.g., 

UNESCO, RAND Corporation) covering t he years 2011-2025 on Turkish language learning, psychosocial status, 

social integration, and related education policies for Syrian refugee children at the primary school level in Türkiye . 

The data collection and synthesis process (PRISMA-ScR Items 10, 13, 18) (Tricco et al., 2018; Peters et al., 2020) 

is presented in the "Findings" section of this article and was carried out using a two-stage approach: 

1. Document Analysis: Each source included in the study was examined using the "analysis of written materials 

about the phenomenon or events targeted for research" (Yıldırım & Şimşek, 2013) approach, as defined by 

Yıldırım and Şimşek (2013).  

2. Thematic Analysis: The thematic analysis method, also used in qualitative studies in the field (e.g., Yıldız & 

Kılınç, 2025), was utilized in the analysis of the data. In this process, the data from the selected sources were 

repeatedly read, coded, and gro uped under main themes such as "Linguistic Barriers," "Psychosocial 

Challenges," and "Structural Problems." 

Findings  

The literature synthesized as a result of this scoping review reveals the challenges faced by Syrian primary school 

students in the process of learning Turkish under five main and interrelated themes. 

Theme 1: Linguistic Barriers and Academic Competency Problems  

The most fundamental and widespread challenge in the educational integration of Syrian refugee children has 

been reported as the language barrier (Tümer, 2018; Taskin & Erdemli, 2018). The findings show that this barrier 

is not just a superficial communication problem, but a deep structural issue that also affects cognitive development. 

• Deficiency in Basic Language Skills (4 Skills): Studies based on the opinions of teachers, parents, and 

students have determined that Syrian refugee children experience "serious problems" in acquiring and using 

basic Turkish language skills (Taş et al., 2022). These problems are observed in all four basic language skills: 

o Listening: It was concluded that children have problems explaining the text they listened to, determining 

its subject, and answering questions about what they heard (Taş et al., 2022). 

o Reading: Due to the phonetic, etymological, and structural differences between the native language 

(Arabic) and the target language (Turkish) (Yıldız & Kılınç, 2025; Taş et al., 2022), it was observed that 

children could not read by paying attention to pun ctuation, emphasis, and intonation; they merely 

"vocalized" the texts without understanding or comprehending them (Taş et al., 2022). 

o Writing: It was reported that first -grade primary school students experienced serious difficulties in 

writing appropriate letters and numbers, forming meaningful and orderly sentences, leaving 

appropriate spaces between words, and using punctuation marks (Taş et al., 2022). 

• Delays in Cognitive and Conceptual Development: The language problem is not limited to communication 

but also directly affects the children's basic cognitive development. A scale development study conducted 

by Kılıç et al. (2022) revealed that these children had difficulty acquiring basic concepts such as "color, letter, 

number/counting, size comparison, shape, direction-location" (Kılıç et al., 2022). This finding indicates that 

the children are below the basic cognitive "readiness" level required for primary school and that the language 

barrier makes it impossible to close this gap. 

• Sources of Barriers: The literature identifies the reasons for these linguistic difficulties as multidimensional. 

The most prominent reasons are the structural differences between the two languages (Yıldız & Kılınç, 2025; 

Taş et al., 2022) and the students' "thinking that Turkish is very difficult" (Taş et al., 2022). In addition, the 

fact that their parents also cannot speak Turkish (Taş et al., 2022) and the students' "inability to receive 

support from their social environment and family" (Yıldız & Kılınç , 2025) constitute significant obstacles. 

Furthermore, motivational factors such as "their basic needs like shelter, food, and clothing not being met" 

(Taş et al., 2022) and "their reluctance to learn Turkish, thinking they will return to their country soon" (Taş 

et al., 2022) also negatively affect language learning. 
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Theme 2: Psychosocial Challenges and the Effects of Trauma 

The findings clearly show that the difficulties Syrian students experience in the language learning process 

cannot be considered separately from their psychosocial problems (Yıldız & Kılınç, 2025).  

• War and Migration -Related Trauma: At the root of the learning and behavioral problems experienced by 

Syrian refugee students lie "post-traumatic histories" (Özel & Erdur -Baker, 2023). It is stated that many 

students have suffered or continue to suffer from  "poor health conditions, anxiety, insecurity, 

hypervigilance, concentration problems, depression, and post-traumatic stress disorder" (PTSD) (Taş et al., 

2022). International studies also confirm high levels of PTSD, depression, and anxiety in unaccompani ed 

refugee minors (URMs) (Alefesha & Al -Jamal, 2019). 

• Impact of Trauma on Learning: These psychosocial problems directly sabotage the language learning 

process. Students experiencing PTSD who experience "emotional dysregulation" (Zembeli et al., 2024) leads 

to "behavioral problems" (Özel & Erdur-Baker, 2023) in the classroom and a decline in school performance. 

Negative feedback from teachers in response to this low performance or behavioral problems (Zembeli et 

al., 2024) creates a vicious cycle that further complicates the student's social integration. 

• Identity and Belongingness Tension: According to teacher opinions, although learning Turkish reduces 

students' adjustment difficulties (Yıldız & Kılınç, 2025), it is stated that "students' tendency to protect their 

own culture is high" (Yıldız & Kılınç, 20 25). This situation points to a tension between "belongingness" and 

"alienation" (Özel & Erdur-Baker, 2023). The fact that students feel the need "to be accepted by their friends" 

(Özel & Erdur -Baker, 2023) while simultaneously trying to remain attached to their own culture (Yıldız & 

Kılınç, 2025) complicates their learning motivation and psychological well -being. 

• Need for "Trauma -Sensitive Schools": A systematic review (Zembeli et al., 2024) examining the 

international literature on "trauma-sensitive school" (Zembeli et al., 2024) concepts that can respond to 

these deep psychosocial needs revealed that most of these concepts were developed in the USA, rarely target 

refugee students directly, and the evidence for their effectiveness is weak (Zembeli et al., 2024). The need 

for implementation and the methodological gap in countries like Türkiye , which have a high refu gee 

population (Zembeli et al., 2024) but may have more limited financial resources (Zembeli et al., 2024), is 

evident. 

Theme 3: Social Integration, Exclusion, and Peer Relations 

Linguistic and psychosocial difficulties manifest directly as social exclusion and peer bullying in the school 

environment (Başaran, 2021). 

• Peer Bullying: Syrian immigrant children are exposed to "behaviors involving exclusion, othering, and 

bullying" at school (Başaran, 2021). This bullying, unlike general childhood fights, is based on a specific 

ethnic foundation. One of the most striking findings is the use of the word "Syrian" as an "insult" or "labeling 

expression" among children (Başaran, 2021). Other reported bullying behaviors include "making fun of 

their clothes," "forcing them to collect trash," "beating, hitting," "excluding them from games," and "fighting" 

(Başaran, 2021). 

• Relationship Between Language and Exclusion: The language barrier emerges as both a cause and a 

consequence of social exclusion. The inability to speak the language creates a "power imbalance" (Başaran, 

2021) between immigrant and local students. The fact that the Syrian student is put in the wrong "because 

they cannot express themselves well" (Başaran, 2021) in arguments, is ridiculed for mispronounced Turkish 

words, and is even the "first person to be accused" (Başaran, 2021) in incidents like theft, show s how 

language inadequacy reinforces social isolation. 

• Concept of "Multi -way Exclusion": A study conducted with school guidance counselors (Özel & Erdur -

Baker, 2023) revealed that exclusion is not unidirectional (local students -> refugee students). According to 

this finding, termed "multi -way exclusion" (Özel  & Erdur -Baker, 2023), exclusion also occurs among 

refugee students themselves and between different groups. More importantly, this situation is combined 

with increasing "behavioral problems" and "violence" (Özel & Erdur-Baker, 2023) among local students as 

well. This finding indicates that schools are facing a "school crisis" that requires responding not only to the 

needs of refugees but "both refugee and local students" (Özel & Erdur -Baker, 2023) and coping with 
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"conflicts between Syrians and locals" (Özel & Erdur-Baker, 2023). 

Theme 4: Education Policies and Structural Problems 

Individual, psychosocial, and social challenges are framed and often deepened by the structural characteristics 

and shortcomings of Türkiye 's refugee education policies. 

• "Temporariness" and "Unsystematic" Approaches in Policies: Türkiye 's approach to Syrian refugee 

education evolved from "almost complete neglect" (Unutulmaz, 2019) between 2011 -2014 to a "full 

integration" (Unutulmaz, 2019) strategy after 2016. However, despite this evolution, policies are criticized 

for a "lack of stable  policies" (Akpınar, 2016) and an "unsystematic" (Akpınar, 2016) approach. The 

fundamental problem is the prevailing perception of refugees as "temporary guests" (Unutulmaz, 2019) in 

policies (Rushing, 2023). Akpınar (2016), in an analysis based on United Nations High Commissioner for 

Refugees (UNHCR) criteria (access, integration, quality, protection, etc.), argued that Türkiye 's efforts were 

"inadequate" (Akpınar, 2016) and that the Ministry of National Education's (MoNE) "lack of a refugee 

education policy" (Akpınar, 2016) was effective in this. 

• The Dilemma of Temporary Education Centers (TECs): Before integration policies, Temporary Education 

Centers (TECs) (Arık Akınal & Güzel, 2022; Save the Children, 2016; Taskin & Erdemli, 2018) were 

established, providing education in the native language (Arabic) and using the Syrian curriculum (Save the 

Children, 2016). Although these centers were established with the positive aim of ensuring children did not 

drop out of education (Arık Akınal & Güzel, 2022), findings in the literature show that this practice turned 

into a structure that hindered integration. A qualitative study by Arık Akınal and Güzel (2022) revealed that 

students in TECs "experienced isolation from Turkish society" and therefore felt "anxious about their social 

cohesion" (Arık Akınal & Güzel, 2022). These "isolated educational institutions" (Arık Akınal & Güzel, 

2022), when they were closed in 2019 (Arık Akınal & Güzel, 2022) and the transition to public schools 

(Akyuz et al., 2018; Taskin & Erdemli, 2018) began, caused children to be caugh t unprepared both 

linguistically and socially.  

• The Cost of Integration: Pressure on the Local System: The strategy of closing TECs and fully integrating 

children into public schools (Unutulmaz, 2019) encountered serious difficulties such as "problems of the 

existing national education system," "lack of  resources (human, financial, infrastructure)" (Unutulmaz, 

2019), and "overcrowding of classrooms" (Culbertson & Constant, 2015). The national exam -oriented 

system (Özel & Erdur -Baker, 2023) caused linguistically inadequate refugee students to be unable to follow 

the curriculum; this situation created "psychological discomfort" (Özel & Erdur -Baker, 2023) for local 

students and their families, fueling negative attitudes towards refugees and social conflicts (e.g., allegations 

of polygamy) (Özel & Erdur -Baker, 2023). 

Theme 5: School Climate, Interventions, and Inadequacies 

Despite interventions developed in response to structural problems, challenges at the classroom and school 

level (meso-level) persist. 

• Systemic Intervention: The PIKTES Project: The  "Project on Promoting Integration of Syrian Children into 

the Turkish Education System" (PIKTES) (Global Compact on Refugees, 2020; European Commission, 

2021), carried out by the MoNE and funded by the European Union (EU), stands out as the most important 

structural intervention to support the integration process into public schools. The components of PIKTES 

aim to respond directly to the problems identified in the previous themes: 

o "Turkish Language Education" (Inclusion Classes) (Global Compact on Refugees, 2020; European 

Commission, 2021) (Response to Theme 1). 

o "Catch-Up Education" for children who have fallen behind in education and "Back -Up Education" for 

those who cannot follow the curriculum (Global Compact on Refugees, 2020; European Commission, 

2021) (Response to Theme 1). 

o "School guidance and psychosocial support" (Global Compact on Refugees, 2020) (Response to Theme 

2). 

o "Teaching materials" and "social cohesion activities" (Global Compact on Refugees, 2020) (Response to 

Themes 3 and 5). 



Experiences of Syrian Refugee Children Learning Turkish as a Foreign Language  at the Primary School Level       53  

 

An impact evaluation of the PIKTES I project revealed that students participating in the project showed 

"statistically significant improvements in school attendance rates" (European Commission, n.d.). 

• Challenges Faced by Teachers: Despite macro-level projects like PIKTES, teachers in the field state that they 

"do not receive adequate support" (Taskin & Erdemli, 2018). The main problems faced by teachers in the 

study by Taskin and Erdemli (2018) were gro uped under three headings: (1) "Language barrier" (inability 

to communicate with students), (2) "Cultural problems" (Özel & Erdur -Baker, 2023; Taskin & Erdemli, 

2018) (e.g., different perceptions of school rules, indifference of families (Tümer, 2018)), and (3) "Discipline 

problems" (Taskin & Erdemli, 2018) (largely trauma-induced behavioral problems mentioned in Theme 2). 

Teachers demand "in-service seminars" and "reduction of class sizes" (Taskin & Erdemli, 2018) to cope with 

these problems. 

• Inadequacy of Teaching Materials: It has been determined that the materials used in teaching Turkish (Biçer 

& Demir, 2020) also have significant shortcomings. The study by Biçer and Demir (2020), based on teacher 

opinions, showed that the materials were inadequate in terms of "suitability for the student, practicality, 

and suitability for multiple learning" (Biçer & Demir, 2020). Most importantly, it was stated that the 

materials "fell short in providing cultural transfer" (Biçer & Demir, 2020) and could not sufficiently develop 

"basic language skills" (Biçer & Demir, 2020). 

Table 1: Thematic Synthesis of Challenges Faced by Syrian Refugee Students in Learning Turkish  

Main Theme  Sub-Themes Key Findings and Challenges  Related Sources 

Theme 1: 

Linguistic Barriers 

& Academic 

Competency 

1.1. Four Basic 

Language Skills  

Inability to understand what is 

heard, leaving questions 

unanswered; phonetic, emphasis, 

and punctuation errors; serious 

deficiencies in letter and sentence 

writing. 

(Taş et al., 2022) 

 

1.2. Cognitive & 

Conceptual 

Development 

Delay in the development of basic 

cognitive concepts for primary 

school, such as color, 

number/counting, size, shape, 

direction-location. 

(Kılıç et al., 2022)  

 

1.3. Sources of 

Barriers 

Linguistic differences between 

Turkish -Arabic; lack of family 

support; low motivation (expectation 

of return). 

(Yıldız & Kılınç, 2025)  

Theme 2: 

Psychosocial 

Challenges & 

Trauma  

2.1. War & 

Migration-Related 

Trauma  

High rates of PTSD symptoms, 

anxiety, depression, concentration 

problems, insecurity. 

(Özel & Erdur -Baker, 

2023; Alefesha & Al-

Jamal, 2019) 

 

2.2. Impact of 

Trauma on Learning  

Emotional dysregulation, behavioral 

problems, low academic 

performance, conflict with teachers. 

(Özel & Erdur -Baker, 

2023; Zembeli et al., 

2024) 
 

2.3. Identity & 

Belongingness 

Tension  

Psychosocial tension between the 

need for "acceptance" 

(belongingness) and the tendency to 

"preserve one's own culture." 

(Yıldız & Kılınç, 2025; 

Özel & Erdur -Baker, 

2023) 

Theme 3: Social 

Exclusion & Peer 

3.1. Ethnically-Based 

Peer Bullying  

Use of the word "Syrian" as an insult; 

mockery, exclusion, physical 

(Başaran, 2021; Serttaş 

& Erci, 2021)  



54      Tuğba Aksaç  

 

Relations violence. 
 

3.2. Social 

Consequences of 

Language Barrier 

Being put in the "guilty" position due 

to inability to express oneself, power 

imbalance, isolation. 

(Başaran, 2021) 

 

3.3. "Multi-way 

Exclusion"  

Not only the exclusion of refugees, 

but also increasing violence among 

local students and deterioration of 

the school climate. 

(Özel & Erdur -Baker, 

2023) 

Theme 4: 

Education Policies 

& Structural 

Problems 

4.1. Perception of 

"Temporariness" at 

Policy Level  

"Lack of stable policies," 

"unsystematic" approach, perception 

of "temporary guests." 

(Unutulmaz, 2019; 

Rushing, 2023) 

 

4.2. Inadequacy 

According to 

UNHCR Criteria  

Found to be "inadequate" in 

standards of access, integration, 

quality, and protection. 

(Akpınar, 2016)  

 

4.3. Isolationist 

Effect of TECs  

Native language education (Arabic) 

delaying integration; creating 

"isolation" from Turkish society and 

"anxiety." 

(Arık Akınal & Güzel, 

2022; Save the 

Children, 2016; Taskin 

& Erdemli, 2018) 

Theme 5: School 

Climate & 

Interventions  

5.1. Teacher 

Inadequacies 

Teachers being inadequately 

supported in the face of language 

barriers, cultural differences, and 

discipline problems. 

(Taskin & Erdemli, 

2018) 

 

5.2. Material 

Problems 

Teaching materials not being 

suitable for students, failing in 

cultural transfer and basic skills. 

(Biçer & Demir, 2020)  

 

5.3. PIKTES Project  Systemic intervention (language, 

catch-up, psychosocial support). 

Achieving "statistically significant" 

improvement in attendance rates. 

(European 

Commission, n.d.; 

Global Compact on 

Refugees, 2020; 

European Commission, 

2021) 

 

Discussion  

The findings of this scoping review reveal that the Turkish learning experience of Syrian primary school students 

takes place within a multilayered network of challenges that are deeply interrelated and mutually reinforcing. In 

this section, the intersections between the themes presented in the findings section and the theoretical and practical 

implications of these intersections are discussed. 

Intersection 1: The Catalyst Role of the Language Barrier and the "Causal Chain of Harm" 

The findings show that the language inadequacy defined in Theme 1 creates a "causal chain of harm" that acts 

as a catalyst for all other challenges. This chain operates as follows: 

1. Linguistic Failure (Theme 1): The student fails in basic literacy in the first grade (Taş et al., 2022) due to 

structural differences between Turkish-Arabic (Yıldız & Kılınç, 2025; Taş et al., 2022) and basic cognitive 

concept deficiencies (Kılıç et al., 2022). 
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2. Academic Labeling (Theme 2): This academic failure and associated "emotional dysregulation" (Zembeli et 

al., 2024) lead teachers to give "negative feedback" (Zembeli et al., 2024) to the student and label them as 

having a "behavioral problem." 

3. Social Exclusion (Theme 3): The student is excluded and bullied by their peers (Başaran, 2021) with the 

"Syrian" (Başaran, 2021) label because they cannot express themselves (Başaran, 2021), look different, and 

are academically unsuccessful. 

4. Psychosocial Deepening (Theme 2): This social exclusion deepens the student's psychosocial trauma (Özel 

& Erdur -Baker, 2023) and "belongingness" (Özel & Erdur-Baker, 2023) crisis, which they already carry due 

to war and migration. 

5. Negative Feedback (Theme 1): Increased psychosocial stress (e.g., anxiety, concentration disorder) (Taş et 

al., 2022) further reduces the student's capacity to learn the language (Theme 1). 

This vicious cycle confirms how closely language learning is related to the "affective state" (Tümer, 2018) and 

that the problem is not only technical-linguistic but also a deep psychosocial and affective problem (Yıldız & Kılınç, 

2025). 

Intersection 2: The Importance of the "Meso-Level" (School Climate)  

The findings, combined with international comparative literature (Hammoud et al., 2022), reveal the critical 

importance of "meso-level" factors (i.e., school climate) in integration. Hammoud et al. (2022), in their study 

comparing Türkiye , Lebanon, and Australia, suggested that "meso -level" (school factors) effects on the social 

integration of refugee children may be stronger than "macro-level" (country's legal status, e.g., path to citizenship) 

effects. 

This is a revolutionary finding in terms of policy. It shows that steps like granting citizenship to refugees (a 

macro-policy) will not solve integration alone; the real struggle is waged inside the school (meso-level). In the 

specific case of Türkiye , this means that the school climate (Özel & Erdur -Baker, 2023), the fight against peer 

bullying (Başaran, 2021; Serttaş & Erci, 2021), teacher attitudes (Taskin & Erdemli, 2018), and coping with "multi-

way exclusion" (Özel & Erdur -Baker, 2023) may be as i mportant as, or even more important than, language 

teaching (Global Compact on Refugees, 2020). The emphasis by Özel and Erdur -Baker (2023) on increasing 

violence among local students (Özel & Erdur-Baker, 2023) and the deterioration of the school climate also confirms 

that the problem has evolved from the "integration of refugee students" to the "social health of the entire school." 

Intersection 3: Policy Paradoxes (TECs and "Temporariness")  

When Türkiye 's education policy (Theme 4) was built on "temporariness" (Unutulmaz, 2019; Rushing, 2023), 

even well-intentioned interventions (like Temporary Education Centers -TECs) produced negative outcomes. 

TECs (Arık Akınal & Güzel, 2022; Save the Children, 2016) w ere established to "protect" children and provide 

"native language education," but as the findings (Arık Akınal & Güzel, 2022) show, they sabotaged long-term social 

integration (Akyuz et al., 2018) by creating "isolation" and "anxiety." This si tuation is a concrete reflection of 

"permanent temporariness" (Rushing, 2023) in education. 

Furthermore, the contradiction between the existence of huge-budget projects like PIKTES (Global Compact 

on Refugees, 2020; European Commission, 2021) and the statements from teachers in the field that they are 

"unsupported" (Taskin & Erdemli, 2018) and materials are "inadequate" (Biçer & Demir, 2020) shows that macro-

level interventions (PIKTES) are not effectively reflected in micro -level (in-class) practices or are insufficient in 

the face of the complex reality on the ground. 

Intersection 4: Necessary but Insufficient Intervention (PIKTES and Trauma)  

PIKTES, as seen in the findings (European Commission, n.d.), has been a successful intervention in solving 

measurable and logistical problems such as "school attendance" (response to Theme 1). It has lightened the 

linguistic load on the system by offering language education (European Commission, 2021) and catch-up training 

(Global Compact on Refugees, 2020). However, the deep psychosocial (Theme 2) and social exclusion (Theme 3) 

problems revealed by this scoping review require an intervention beyond the current structure of PIKTES.  

Although the literature points to the need for a "trauma -sensitive school" (Zembeli et al., 2024), there is no 

evidence regarding either its applicability or effectiveness in the Turkish context (Zembeli et al., 2024). The 

"psychosocial support" component (Global Compact on Refugees, 2020) of PIKTES carries the risk of being 
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inadequate in the face of this deep and structural trauma (Özel & Erdur-Baker, 2023). While the system focuses on 

language teaching (Theme 1), unhealed trauma (Theme 2) and systemic bullying (Theme 3) problems continue to 

remain as the main underlying obstacles. 

Conclusion and Recommendations  

Conclusion  

This scoping review has revealed that the challenges faced by Syrian refugee children learning Turkish in Turkish 

primary schools are far more complex than an isolated linguistic problem. The findings show that these challenges 

exhibit an intertwined four-layered structure: 

1. Fundamental Layer (Individual/Psychological): Unhealed psychosocial trauma stemming from war and 

migration (Özel & Erdur -Baker, 2023). 

2. Second Layer (Linguistic/Cognitive): Failure in basic language and concept acquisition triggered by trauma 

and linguistic differences (Turkish-Arabic) (Kılıç et al., 2022; Taş et al., 2022). 

3. Third Layer (Social/Meso-Level): Peer bullying, ethnically-based exclusion, and "multi-way exclusion" (Özel 

& Erdur -Baker, 2023; Başaran, 2021) caused by linguistic inadequacy and cultural differences. 

4. Fourth Layer (Structural/Macro -Level): Unstable education policies based on the perception of 

"temporariness" (Unutulmaz, 2019; Akpınar, 2016), the legacy of isolationist practices like TECs (Arık 

Akınal & Güzel, 2022), and teacher/material inadequacies (Biçer & Demir, 2020; Taskin & Erdemli, 2018).  

Current interventions (especially PIKTES) (Global Compact on Refugees, 2020) have largely focused on the 

second layer (Language) and have achieved significant successes here, such as in school attendance (European 

Commission, n.d.). However, as long as the  first (Trauma) and third (Social Exclusion) layers are not adequately 

addressed, it does not seem possible for linguistic integration to be permanent and successful. 

Recommendations  

In light of these findings, the following recommendations have been developed for policymakers, school 

administrators, and researchers: 

Recommendations at the Policy Level  

1. Transition from "Temporariness" to "Systemic Integration": Türkiye's refugee education policy must 

abandon the "temporary guest" (Unutulmaz, 2019) assumption and develop a "stable" (Akpınar, 2016) and 

permanent refugee education and integration policy compliant with UNHCR standards (Akpınar, 2016). 

2. Making PIKTES Permanent: Successful interventions like PIKTES (Global Compact on Refugees, 2020) 

should be removed from a project -based status and transformed into a permanent structural part of the 

MoNE (e.g., a special directorate) with a sustainable financing model. 

3. Investment in Teachers: Teachers (Taskin & Erdemli, 2018) should be provided not just with general 

seminars, but with practical, continuous, and accredited mandatory in-service training on trauma pedagogy, 

bilingual education, and cultural competence. 

Recommendations at the Practice Level  

1. Transition to a "Trauma-Sensitive School" Model: Schools must not only be places that teach language, but 

also "safe spaces" (Özel & Erdur -Baker, 2023). "Trauma-sensitive school" (Zembeli et al., 2024) models 

should be adapted to the Turkish context; guida nce services (Özel & Erdur -Baker, 2023) should be 

specialized in this regard, and proactive screening and intervention programs for psychosocial trauma 

should be developed. 

2. "Holistic School" Social Cohesion Programs: Interventions should focus not only on refugee students but on 

the entire school climate. To prevent "multi-way exclusion" (Özel & Erdur -Baker, 2023) and peer bullying 

(Başaran, 2021), "mutual adaptation" (Hammoud et al., 2022) programs (e.g., joint social activities, peer 

mentoring) that include local students and families (Serttaş & Erci, 2021; Hammoud et al., 2022) should be 

made mandatory. 
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3. Culturally Sensitive Material Development: Teaching materials (Biçer & Demir, 2020) should be updated to 

include not only technical language teaching but also "cultural transfer" (Biçer & Demir, 2020) and bilingual 

(Arabic -Turkish) (Taskin & Erdemli, 2018) approaches.  

Recommendations for Future Research  

1. Impact Evaluation: There is an urgent need for longitudinal and mixed -methods studies focusing on the 

impacts and outputs of PIKTES (European Commission, n.d.) other than "school attendance" (e.g., reducing 

peer bullying, psychosocial recovery, long-term impact on academic achievement). 

2. Investigation of the "Meso -Level": Building on the work of Hammoud et al. (2022), qualitative and 

quantitative research should be conducted comparing the impact of "school climate" (meso -level) on 

integration in different school types (public, private, imam hatip) within Türkiye. 

3. Experiences of Local Students: Research has largely focused on refugee students. To understand the 

phenomena of "multi-way exclusion" (Özel & Erdur -Baker, 2023) and increased "violence" (Özel & Erdur-

Baker, 2023) among local students (Theme 3), studies examining the experiences of local students and their 

families are needed. 
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Introduction  

The Place of Literature in Education and the Role of Classical Works  

In the field of educational philosophy, the place of classical works in the curriculum has long been at the center of 

an enduring debate. One of the philosophical foundations of this debate is "Perennialism," a movement with roots 

tracing back to Plato, Socrates, and Aristotle. Perennialism argues that education should transmit universal truths 

and immutable principles; it posits that the locus where these truths exist in their purest form is within "classical 

works." According to this philosophical approac h, a classical education enriched with Socratic methods is the 

primary vehicle for the intellectual and moral development of students. 

This philosophical foundation also determines the pedagogical benefits of the classics. Among the gains offered 

to students by classical literature are the transmission of universal "moral messages" distilled from human history, 

the enrichment of "vocabulary" in both quality and quantity, the acquisition of "historical and cultural knowledge" 

through texts, and perhaps most importantly, the "challenge to critical thinking skills." Research indicates a positive 

and significant relationship between reading habits and critical thinking dispositions, particularly at the primary 

school level. 

However, the role of classics in education creates a tension between text -centered philosophies, such as 

Perennialism, and student-centered philosophies, such as "Progressivism." Progressivism centers on the student's 

individual experience, problem -solving skills, and democratic values. This article argues that the fundamental 

challenge in teaching European classics in modern primary classrooms stems from this philosophical tension 
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between the approach emphasizing the universal authority of the text (Perennialism) and the pedagogical necessity 

of centering the student's individual experience (Progressivism). 

The Global Debate: Pedagogical Objections to Classical Works  

Despite the assertions of Perennialist philosophy and the potential benefits of the classics, modern pedagogy 

presents serious and valid objections to the use of these texts, especially at the primary school level. These 

objections concentrate primarily on two axes: accessibility and relevance. 

First, these texts are perceived as linguistically and stylistically "difficult to read." The language used in classics 

can often make "no sense to modern readers," and the texts' "archaic" styles transform the act of reading from a 

pleasure into an arduous cognitive load. Second, beyond linguistic difficulty, there is the issue that the content of 

these texts appears "irrelevant" to contemporary students. Characters grappling with issues set in the early 1900s, 

or problems that modern readers do not unders tand, lead to an inability among students to "relate to the text," 

resulting in a strong sense of "disconnect." 

This irrelevance and difficulty lead directly to a negative pedagogical outcome. Instead of establishing an 

aesthetic connection with the text and engaging in a critical dialogue with it, students resort to "shortcuts" to 

complete assignments and receive grades. The use of summary tools written in a "modern format," such as 

SparkNotes, is the most concrete indicator of this situation. Ironically, this action undermines the classics' aim of 

"developing critical thinking" and reduces reading to a superficial act of information acquisition that misses the 

"essence" of the text. 

The Context of Turkey: Historical Process and Current Policies  

The place of European classics in the Turkish education system must be evaluated in a context parallel to these 

global debates but possessing unique historical and cultural dynamics. The sıbyan mektepleri (Ottoman primary 

schools), which formed the basis of education in the Ottoman Empire, were founded primarily on the 

memorization of the Quran and the teaching of basic religious knowledge. The use of literary texts had a moral 

framework rather than constituting literary education in the modern sense. 

The concept of children's literature and Western classics in the modern sense began with the "Tanzimat Era" 

in the second half of the 19th century. The "Westernization" movements of this period encouraged the translation 

of literary texts and their use as a tool for the modernization of education. Translations of La Fontaine's fables are 

iconic of this period. With the "Proclamation of the Republic" in 1923, this instrumental role was reinforced. In 

the early Republican era, children's literature was designed to prepare children for "citizenship and social life" in 

accordance with the "ideology of the period." During this process, translations of world children's classics such as 

Maya the Bee, Heidi , and Nobody's Boy (Sans Famille) became widespread and part of the educational curriculum. 

This historical trajectory indicates that literary education (especially that of "classics") in Turkey has generally 

been used for an instrumental purpose (ideological, moral, or modernizing) rather than for an aesthetic experience. 

The most current and concrete example of this instrumental approach is the "100 Fundamental Works" list 

published by the Ministry of National Education (MEB) (Oku Okut Derneği, 2025). This list demonstrates a clear 

policy will to include numerous European classics in the curriculum for the primary education level, such as Oliver 

Twist (Charles Dickens), Alice in Wonderland  (Lewis Carroll), Gulliver’s Travels (Jonathan Swift), Treasure Island 

(Robert Louis Stevenson), Pinocchio (Carlo Collodi), Heidi  (Johanna Spyri), and What Men Live By  (Leo Tolstoy) 

(Oku Okut Derneği, 2025), alongside works of Turkish literature (e.g., Nasreddin Hodja Tales).  

Research Problem, Purpose, and Theoretical Framework  

The research problem of this study is the deep gap existing between the policy set forth by the MEB 100 

Fundamental Works list (that European classics should be read) and the pedagogical practice regarding these texts. 

The globally debated problems of accessibility and irrelevance become even more complex in the context of 

Turkey's unique "cultural contradictions between East and West," which have been ongoing since the 1970s. The 

fact that these texts reflect "white, Euro-centric, heteronormative values" and create a risk of "cultural alienation" 

necessitates questioning the pedagogical ground of this policy. 

This study proposes that this pedagogical gap and the risk of cultural alienation can be overcome by 

synthesizing two fundamental theories: 
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1. Reader-Response Theory (Karolides, 1992; Tompkins, 1994): Specifically, Louise Rosenblatt's (1978) 

"Transactional Theory." This theory argues that meaning is not statically hidden in the text but is dynamically 

created in the transaction between the reader and the text (Rosenblatt, 1978). Rosenblatt divides reading 

into two categories: "Efferent" (informational) and "Aesthetic" (Rosenblatt, 1978); this distinction provides 

a critical tool for identifying the fundamental methodological error in the teaching of classics. 

2. Culturally Responsive Pedagogy: This approach emphasizes that education must "value" students' "cultural 

identities" (Nayir, 2020) and that the curriculum must ensure students see their "own heritage" within the 

texts. This approach is strengthened by the determination that "intercultural" models (Nayir, 2020), which 

focus on interaction, communication, and openness (Nayir, 2020), are more suitable for Turkey's social 

structure than "multicultural" models. 

In light of this theoretical framework, the purpose of this article is to present a systematic review analyzing the 

current pedagogical challenges and opportunities regarding the use of European classics in primary Turkish 

education (in the context of the MEB 100 Fundamental Works list) through the lenses of Reader-Response Theory 

(Rosenblatt, 1978) and Culturally Responsive Pedagogy (Nayir, 2020). 

Methodology  

Research Design  

This study employs a Systematic Review (Martin, 2023) research design to comprehensively analyze, synthesize, 

and interpret existing national and international literature in the field of educational sciences. Systematic reviews, 

unlike traditional literature reviews, are a methodological approach involving a rigorous process of "identifying, 

selecting, critically appraising, and integrating findings from multiple sources" (Martin, 2023) to answer a specific 

and focused research question. 

In the analysis phase of the review, the Qualitative Document Analysis  technique (Sak et al., 2021) was utilized. 

Document analysis is defined as a "systematic procedure for reviewing or evaluating documents—both printed and 

electronic (computer-based and Internet-transmitted) material" (Bowen, 2009). In this study, academic  articles, 

book chapters, policy documents, and educational reports were treated as "documents." 

Rationale for the Method  

This dual -layered (Systematic Review + Document Analysis) methodological approach was deemed particularly 

suitable for the multidimensional nature of the research problem. The systematic review design was chosen to 

"ensure that educational interventions are based on sound evidence," "combine evidence to shape practice and 

policy," and "identify research gaps" (Martin, 2023). This is necessary specifically to analyze the gap between an 

existing policy, such as MEB's 100 Fundamental Works, and practices in the field. 

Qualitative document analysis was used to "elicit meaning, gain understanding, and develop empirical 

knowledge" (Bowen, 2009) from the documents selected for this systematic review, which constitute the primary 

"data set" of this study. This method allows for the analysis not only of manifest content but also of the context, 

purpose, and cultural background of the documents. 

Data Collection and Analysis Process (DISCAR Model)  

The planning, execution, and reporting of this systematic review were structured based on the DISCAR  model 

developed by Florence Martin (2023) for educational research. The DISCAR model (Designing, 

Including/Excluding, Screening, Coding, Analyzing/Synthesizing, Reporting) was used to ensure transparency and 

rigor at every stage of the process: 

• D - Designing: Research questions (the problem stated in the Introduction), the theoretical framework 

(Rosenblatt and Culturally Responsive Pedagogy), and the review protocol were designed at this stage 

(Martin, 2023). 

• I/E - Including/Excluding: The corpus (data set) of this study consists of articles published in peer-reviewed 

journals, books, theses, and reliable educational reports related to keywords such as "primary school 

Turkish education," "classic literature pedagogy," "cultural alienation Turkey," "Reader-Response Theory," 

"MEB 100 Fundamental Works," and "Culturally Responsive Education" (See Bowen, 2009; Martin, 2023; 
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Nayir, 2020; Oku Okut Derneği, 2025; Rosenblatt, 1978). 

• S - Screening: Included documents were screened for full relevance to the research focus (Primary school, 

Turkish education, European classics, pedagogical methods) (Martin, 2023). 

• C - Coding: Coding, the first stage of data analysis, was conducted according to the principles of qualitative 

content analysis (Berelson, 1952; Holsti, 1968). Texts were divided into "manageable code categories" to 

"systematically determine the presence of certain words, themes, or concepts" (Holsti, 1968). This process 

involved categorizing data with a "standardized coding system." 

• A - Analyzing/Synthesizing: This is the core stage forming the "Findings" section of the study. After Coding 

was completed, the process of "Theming" (grouping related codes to form overarching themes) was 

conducted. This process followed Bowen’s (2009) steps of "finding, selecting, appraising (making sense of), 

and synthesizing data." 

• R - Reporting: The presentation of analyzed data, synthesized findings (Findings), and theoretical 

interpretations of these findings (Discussion) constitutes the final stage of this article (Martin, 2023). 

Credibility and Trustworthiness  

Multiple strategies were used to increase the scientific validity and reliability of the qualitative document analysis 

(Sak et al., 2021; Bowen, 2009). The primary strategy was triangulation  (Bowen, 2009). The validity of a theme 

was confirmed not by relying on a single source, but by support from multiple and diverse data sources (e.g., 

Turkish (Nayir, 2020; Sak et al., 2021), English (Bowen, 2009; Rosenblatt, 1978), theoretical (Rosenblatt,  1978), 

political (Oku Okut Derneği, 2025)). Furthermore, during t he coding and theme development process, a clear 

"audit trail" (Bowen, 2009) demonstrating the logic of analytical steps and interpretations was followed; this trail 

is summarized in Table 1 below. 

Table 1: Systematic Review Analysis Framework (Based on DISCAR/Bowen Model)  

Main Theme  Sub-Themes Code Examples (From Data)  Related Source 

IDs (APA)  

Theme 1: 

Philosophical and 

Pedagogical Grounds 

of Classics  

Universal Values 

(Perennialism)  

"universal truths", "Socratic methods", 

"classical subjects" 

(Source unverified) 

 

Cognitive and 

Moral Benefits 

"Moral Messages", "Increase 

Vocabulary", "Challenge Critical 

Thinking", "critical thinking 

dispositions" 

(Source unverified) 

 

Literature vs. 

Reading Skills  

"Literature is not the same thing as 

Reading", "encounter great stories", 

"skills should not replace the study of 

literature", "reading aloud" 

(Source unverified) 

Theme 2: Pedagogical 

Barriers and 

Alienation  

Linguistic and 

Stylistic 

Difficulties  

"difficult to read", "language used 

doesn't make sense", "style is archaic" 

(Source unverified) 

 

Relational 

Disconnect 

"seem irrelevant", "can't relate to the 

characters", "not relatable", "increasing 

disconnect" 

(Source unverified) 

 

Consequences of 

Failure 

"students to take shortcuts", "using 

SparkNotes", "not truly capturing the 

essence", "superficial summaries" 

(Source unverified) 
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Theme 3: Cultural and 

Political Context 

Unique to Turkey  

Historical 

Instrumentality 

"Tanzimat Period", "westernisation", 

"proclamation of the Republic", 

"period's ideology", "citizenship and 

social life" 

(Source unverified) 

 

Current Policy 

(MEB)  

"MEB 100 Fundamental Works List", 

"Oliver Twist", "Pinocchio", "Heidi", 

"What Men Live By" 

(Oku Okut 

Derneği, 2025) 

 

Cultural Tension  "contradictions between the West and 

the East in the cultural life", "cultural 

alienation" 

(Source unverified) 

Theme 4: Pedagogical 

Strategies and 

Theories as Solutions  

Reader-Centered 

Theory 

"Reader-Response Criticism", 

"Rosenblatt", "Efferent" (informational) 

vs. "Aesthetic" reading, "reader text 

transaction" 

(Karolides, 1992; 

Rosenblatt, 1978; 

Tompkins, 1994)  

 

Cultural 

Adaptation 

"Culturally Responsive Literature 

Instruction", "talk across differences", 

"Affirming Diversity", "seeing 

themselves reflected" 

(Nayir, 2020)  

 

Intercultural 

Approach  

"Intercultural Education" (vs. 

"Multicultural"), "openness, 

communication, and interaction", 

"more appropriate for Turkey" 

(Nayir, 2020)  

 

Classroom 

Practices 

"making connections" (text-to-self, 

text-to-text, text-to-world), "Socratic 

questions", "Reframing classic 

literature" 

(Rosenblatt, 1978) 

 

Findings  

In this section, the results of the systematic review and qualitative document analysis summarized in Table 1 are 

presented in objective language under four main themes. 

Theme 1: Philosophical Grounding on the Pedagogical Role of Classics  

Document analysis reveals the existence of a strong philosophical foundation regarding the role of classical works 

in education. This foundation is Perennialist philosophy, which argues that education should focus on "universal 

truths." According to this v iew, classics constitute fundamental and immutable subjects that must be taught via 

"Socratic methods." 

This philosophical view is supported by tangible benefits in the analyzed pedagogical sources. The benefits of 

classics at the primary school level are coded as "moral messages," "increasing vocabulary," transmission of 

"historical and cultural knowledge," and the "challenge to critical thinking." Quantitative research conducted in 

Turkey supports this finding; research has detected a moderate positive relationship (r=.650) between primary 

school students' reading habits and "critical thinking dispositions." 

However, documents emphasize a critical pedagogical distinction at the primary school level: "Literature" vs. 

"Reading." "Learning to read" (K-3) and "reading to learn" (4+) is a skill acquisition and focuses on decoding texts. 

"Literature," on the other hand, is an experience domain where students "encounter great stories" beyond skill 

acquisition. This distinction is significant because findings clearly establish that "the quality of stories students 

encounter should not be limited by what they can read on their own." This finding indicates that an adult's "reading 
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aloud" must be a central strategy in teaching unabridged classics, particularly in the early stages of primary school. 

Theme 2: Pedagogical Barriers and Student Alienation  

Despite the pedagogical ideals of the first theme, analyzed documents reveal the existence of serious barriers in the 

implementation of classics. Foremost among these are linguistic and stylistic difficulties. It is a widely coded finding 

that texts are "difficult to read," the "language used makes no sense to modern readers," and the style is found to be 

"archaic." 

Another finding as significant as linguistic barriers is the issue of "cultural irrelevance." Texts set in the early 

1900s or characters unrelated to contemporary problems cause students to be unable to "relate" to the text and to 

feel "disconnected" from it. 

The pedagogical consequence of these barriers is students' "difficulty in understanding the text" and the 

development of a negative attitude toward the text (McKenna & Kear, 1990). In one analyzed source, it is stated 

that these difficulties drive students to "shortcuts," specifically directing them to "summaries written in a modern 

format" (e.g., SparkNotes). This finding demonstrates how the potential of classics to increase critical thinking is 

undermined by incorrect pedagogical approaches and how the act of reading turns into a mechanical activity where 

the "essence is not captured." 

Theme 3: Cultural and Political Context Unique to Turkey  

Findings reveal that literary education in Turkey has historically served an instrumental function. This process 

began with the Ottoman era sıbyan schools, where education was based on a religious and moral foundation, and 

continued with the Tanzimat Era's "Westernization" program. 

During the Tanzimat period, "certain children's books of Western origin" were translated; in the Republican 

period after 1923, literature was used to raise individuals with a consciousness of "citizenship and social life," in 

accordance with the "ideology of the period." The popularization of low-cost translations of world classics such as 

Heidi  and Maya the Bee served this instrumental purpose. 

This historical trend is also reflected in current educational policies. MEB's "100 Fundamental Works" list 

includes numerous European (Western) classics for primary education students, such as Tom Sawyer, Treasure 

Island, Around the World in Eighty Days , Pinocchio, Heidi , and Oliver Twist  (Oku Okut Derneği, 2025). This 

demonstrates the state's will to place classics at the center of the curriculum. However, documents indicate that 

this Western-oriented literary direction has become part of the "contradictions between East and West" in Turkey's 

cultural life since the 1970s and brings with it the risk of "cultural alienation." 

Theme 4: Pedagogical Strategies and Theories as Solutions  

Analyzed documents offer specific pedagogical theories and strategies based on these theories in response to the 

problems defined in Theme 2 (Barriers) and Theme 3 (Cultural Tension).  

Theoretical Frameworks:  

• Reader-Response Theory: This approach emphasizes that meaning is actively constructed by the reader 

(Karolides, 1992) and that the reader's past experiences (Tompkins, 1994) play a key role in interpreting the 

text. The fundamental reference is Louise Rose nblatt's "Transactional Theory" (Rosenblatt, 1978). 

Rosenblatt states that reading has two primary purposes: "Efferent reading" (informational) and "Aesthetic 

reading" (Rosenblatt, 1978). While efferent reading focuses on "extracting information and solvin g a 

problem" (e.g., reading a medicine leaflet), Aesthetic reading focuses on "the reading experience itself and 

the transaction with the text." Rosenblatt's (1983) determination that young children are more prone to 

aesthetic reading is a key finding for primary pedagogy. 

• Culturally Responsive Pedagogy: This approach argues that "differences" and the "student's cultural 

identity" (Nayir, 2020) must be at the center of teaching (mostly white, Euro -centric) classics. The main 

goal is to ensure students "see themselves reflected in literature." In this context, analyzed sources indicate 

that an "intercultural" model (Nayir, 2020) based on interaction, communication, and openness is more 

suitable for Turkey's structure than a "multicultural" model. 
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Practical Strategies: 

Based on these theories, analyzed documents propose specific in-class practices: 

• Making Connections: Based on Rosenblatt's theory, this practice encourages students to make three types 

of connections during reading: "Text-to-Self," "Text-to-Text," and "Text-to-World" (Rosenblatt, 1978). 

• Reframing and Questioning: Using "Socratic questions" while teaching classics and "Reframing" the text are 

identified as fundamental strategies. This involves questioning the historical context and purpose of the text 

with questions like, "Why did the author write this? Who were they challenging?" 

Table 2: Analysis of Pedagogical Barriers and Opportunities for Selected European Classics in the MEB 100 

Fundamental Works List  

Work Title  Author  Potential Pedagogical Barrier 

(Theme 2 Findings)  

Pedagogical Opportunity (Theme 4 

Findings)  

Oliver 

Twist  

Charles 

Dickens  

Linguistic difficulty (19th -century 

English); the distance of the socio-

economic context of 19th-century 

England (orphanages, crime gangs) 

to the primary school student. 

Culturally Responsive Pedagogy (Nayir, 

2020): Discussing concepts of "poverty" and 

"social justice" universally. 

 

 

Text-to-World (Rosenblatt, 1978): 

Questioning the differences between 

poverty in the past, poverty today, and 

children's rights. 

Heidi  Johanna 

Spyri  

The distance of life in the Swiss Alps 

to the life world of the student in 

Turkey (especially urban). Risk of 

cultural alienation. 

Intercultural Education (Nayir, 2020): 

Comparing themes of "Nature," 

"village/mountain life," and "family bonds" 

(love of grandfather) with Turkish culture 

(e.g., village or highland/yayla culture). 

 

 

Text-to-Text (Rosenblatt, 1978): Pairing 

with a similar text from Turkish children's 

literature (e.g., an Eflatun Cem Güney tale). 

Pinocchio  Carlo 

Collodi  

The text's didactic and moralistic 

tone ("don't lie," "go to school") may 

prevent "aesthetic" reading and 

force "efferent" reading (extracting a 

lesson). 

Aesthetic Reading (Rosenblatt, 1978): 

Discussing the aesthetic, fantastic, and 

emotional aspect of the idea that "his nose 

grows when he lies." 

 

 

Text-to-Self (Rosenblatt, 1978): "Why did 

Pinocchio lie? Have you ever felt this way?" 

(Socratic questioning). 

Gulliver's 

Travels  

Jonathan 

Swift 

It is impossible to understand the 

deep layers of political and social 

satire beneath the text at the 

primary school level. Linguistically 

heavy. 

Literature vs. Reading Skill: Presenting the 

text not as "political satire" but as a 

"fantastic adventure story" (giants and 

dwarfs). 
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Reading Aloud: Reading aloud by the 

teacher to overcome linguistic difficulties, 

allowing the experience of the "great story." 

 

Discussion  

In this section, data presented in the Findings section are interpreted and synthesized in light of the theoretical 

framework determined in the Introduction (Rosenblatt's Reader -Response Theory and Culturally Responsive 

Pedagogy). 

Philosophical Conflict and Pedagogical Alignment: From Perennialism to Aesthetic Experience  

Our findings strongly indicate that the roots of the Turkish education system (from Tanzimat to present) and the 

MEB 100 Fundamental Works policy rely on a Perennialist philosophy, which argues that classics teach universal 

truths and moral lessons. This approach centers the text. 

However, as clearly seen in Theme 2, these "universal" texts are perceived by students as "irrelevant" and 

"incomprehensible," leading to deviations into "shortcuts." This reveals a contradiction between the philosophical 

aim (Perennialism) and the pedagogical result (superficiality). 

This study argues that the source of this problem is a fundamental pedagogical category error lying in Louise 

Rosenblatt's (1978) conceptualization. The current educational paradigm (Instrumentality in Theme 3) attempts 

to teach texts that should offer an "Aesthetic" experience, such as Pinocchio or Heidi , through "Efferent Reading" 

(Reading for Information). Students are given Heidi  to "acquire information about life in the Alps" or "memorize 

the importance of family love" (i.e., to extract a result). 

According to Rosenblatt (1978), this is contrary to the nature of the text. The solution is to shift the pedagogical 

purpose from "extracting information from the text" (efferent) to "living an aesthetic experience with the text" 

(aesthetic). In this model, the teacher's role, as the "more knowledgeable other" defined by Vygotsky (1978), is to 

guide the student to establish an aesthetic interaction with the text in order to climb from the lower steps 

(knowledge) to the upper steps (synthesis, evaluation) of Bloom's Taxonomy.  

Classics as "Mirrors" and "Windows": Culturally Responsive Pedagogy Against Cultural 
Alienation  

Findings have shown that "white, male, Euro -centric" classics can be "alienating" for students from different 

cultural backgrounds. As stated in Theme 4, students need to see themselves "mirrored in literature." If Oliver Twist  

or Alice in Wonderland  is presented to a primary school student in Turkey as if representing a culture superior to 

their own, this serves to deepen "cultural alienation" and the East-West contradiction. 

This dilemma can be resolved with "Culturally Responsive Pedagogy" (Nayir, 2020). In this model, European 

classics function as a "Window" (an opportunity to see another culture, time, and place). However, this "window" 

becomes pedagogically valuable only if the teacher reflects what is seen through this window onto the student's 

"Mirror" (seeing one's own culture and identity). 

This fits perfectly with the "intercultural" model proposed for Turkey. The aim is not to segregate cultures 

(multiculturalism) but to establish interaction and communication (interculturalism). When the teacher uses 

Rosenblatt's (1978) "Text-to-Text" connection to pair Heidi  with a nursery rhyme from Turkish oral tradition or a 

Nasreddin Hodja  tale, the European classic is no longer a "foreign" and "irrelevant" text, but becomes a point of 

comparison for understanding "one's own" culture and universal themes. 

Overcoming the Language Barrier: The Distinction Between "Literature" and "Reading Skills"  

In Theme 2, it was clearly seen that "difficult language" is a fundamental barrier. In primary school, especially in 

the first three grades (K-3), a large portion of the student's cognitive resources is spent on decoding the text. 

Our discussion suggests that the "Literature" vs. "Reading" distinction in Theme 1 is critical for the solution to 

this problem. If a primary school student is forced to read (Reading) Gulliver's Travels on their own, they will spend 
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all their energy on decoding, get stuck on the language barrier, and fail to experience the "great story" (Literature). 

The result will be the "disconnect" stated in Theme 2. 

Therefore, the primary teaching method for European classics in primary school should not be individual 

reading, but "reading aloud" by the teacher. This is in perfect harmony with Vygotsky's (1978) sociocultural theory: 

Language and cognitive development occur through "social interaction" (the teacher reading and the subsequent 

Socratic discussion). Reading aloud removes the "decoding" barrier and releases the student's cognitive resources, 

allowing them to enter directly into Rosenblatt's (1978) "aesthetic" domain. 

Implications for the Turkish Education System: Critical Pedagogical Transformation  

Analyzed documents contain academic critiques that the Turkish education system falls short in developing a 

"questioning perspective," contributing to "social justice," and ensuring "critical thinking." The historical 

instrumental use of literature revealed in Theme 3 also supports this critique (the suggestion of de -ideologizing 

education). 

Teaching European classics via the MEB list through a traditional (Perennialist and instrumental) method 

carries the risk of reinforcing this instrumental and uncritical approach (e.g., learning to "pity the poor" from Oliver 

Twist). 

However, the Culturally Responsive Reader -Response Model synthesized in this article has the potential to 

reverse this situation. Instead of using Oliver Twist  to teach "pity for the poor" (a simple moral lesson), the teacher 

can use the text as a "launchpad" for "Critical Pedagogy" by asking questions like "Why are some people poor while 

others are rich?" or "Do the things Oliver experienced still happen today?" (Socratic questioning). This reveals both 

the aesthetic and critical potential of the classics. 

Conclusion and Recommendations  

Conclusion  

This systematic review has revealed that the integration of European classical works into primary Turkish 

education is a complex dilemma harboring seemingly contradictory pedagogical challenges and opportunities. On 

one hand, MEB educational policies and their implicit philosophical foundation, Perennialism, support the reading 

of these texts for universal values and moral development. On the other hand, the linguistic and cultural distance 

of these texts creates risks of "disconnect" and "cultural alienation" in students. 

The fundamental conclusion of the research is that this dilemma is not a Content problem (i.e., "classics are 

bad"), but a Method problem. The traditional pedagogical approach in Turkey undermines the potential of these 

texts by attempting to teach aesthetic texts for informational purposes (Efferent) and disregarding the cultural 

context. 

The solution is to transform the pedagogical approach from a text-centered and "Efferent" model to a student-

centered model focused on "Aesthetic" experience and "Culturally Responsive" pedagogy. 

When used with the correct pedagogical strategies (reading aloud, Socratic questioning, making intertextual 

connections), European classics can transform from objects of "cultural alienation" for Turkish primary school 

students into "critical" tools that e nable them to understand their own cultures and the world from an 

"intercultural" perspective. 

Recommendations  

In line with these results, recommendations have been developed for three key stakeholder groups: 

Recommendations for Practitioners (Teachers):  

• Prioritize Reading Aloud: At the primary level, especially in grades 1 -4, read aloud the texts (preferably 

unabridged or high-quality adapted versions) in class to overcome the linguistic barrier of classics. Shift the 

focus from "decoding skills" to "literary experience." 

• Ask Aesthetic Questions: Direct student interaction with the text from closed-ended questions like "What 

is the main idea of this text?" (Efferent) to open-ended questions based on reader-response such as "How 

did you feel about this character? Did this event surprise you? Why?" (Aesthetic). 



The Integration of European Classics into Primary Turkish Education       69  

 

• Build Cultural Bridges: Use the "Text -to-Text" strategy to pair European classics (e.g., Pinocchio) with 

Turkish cultural texts (e.g., Nasreddin Hodja  or Kelile and Dimne ). Use "Text -to-Self" to ensure students 

bring their own life experiences into the lesson. 

Recommendations for Policymakers (Curriculum Developers):  

• Focus on Method Rather Than Lists: Instead of lists like MEB 100 Fundamental Works imposing what is 

to be read, teachers should be provided with pedagogical flexibility and training on how to teach these texts. 

Materials should include concrete lesson plans on how to teach these texts in a "Culturally Responsive" 

manner. 

• Update Teacher Education: Teacher training programs (undergraduate and in-service) should be enriched 

to include "pragmatic exercises, conferences, and seminars" on Vygotsky's sociocultural theory, Louise 

Rosenblatt's Reader-Response Theory, and "Culturally Responsive Literature Instruction." 

Recommendations for Future Research:  

• This article is a qualitative synthesis (meta -synthesis) of existing literature. There is an urgent need for 

experimental and mixed -method research (action research) applying the Culturally Responsive Reader -

Response Model proposed in this study within the Turkish context. 

• Quantitative (experimental) studies comparing primary school students' "reading attitudes" and "critical 

thinking" skills toward European classics using traditional (Efferent) versus aesthetic (Aesthetic) methods 

are needed. 
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Introduction  

The globalization dynamics and technological transformations brought by the twenty-first century have elevated 

English to the position of a "lingua franca" (common language of communication), causing radical changes in 

foreign language teaching policies worldwide. In particular, the gradual lowering of the age for starting language 

learning and the increasing weight of foreign language courses in primary school curricula have placed the question 

"how should it be taught?" at the center of educational sciences. Although early childhood and the primary school 

period are accepted as a critical threshold in language acquisition, limitations in perceiving abstract concepts and 

short attention spans of this age group (7-11 years) limit the effectiveness of traditional teaching methods. 

Traditional Teaching English as a Foreign Language (TEFL) has historically been under the influence of the 

grammar-translation method and teacher-centered lecturing. In this approach, the student is in the position of a 

passive receiver of information, and  the language learning process usually proceeds in the form of memorizing 

vocabulary lists, reading texts mechanically, and processing grammar rules disconnected from context. This 

situation paves the way for the formation of affective barriers such as "fo reign language anxiety" and "learned 

helplessness," which are frequently discussed in the literature. In particular, although vocabulary teaching is the 
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(in receptive and productive dimensions) and creative reading skills of 4th-grade primary school students within the context 
of integrating digital technologies into educational environments. Based on the fact that traditional language teaching 
methods are insufficient in meeting the cognitive and affective needs of digital natives, referred to as "Generation Z" and 
"Generation Alpha," this research is constructed on a quantitatively weighted quasi-experimental design that can reveal cause-
and-effect relationships more clearly than action research. The theoretical foundation of the research is based on Fredrickson's 
"Broaden-and-Build" theory and Nation's vocabulary knowledge model. The study was carried out on a total of 60 students 
(30 experimental, 30 control) over a 10-week period (2 weeks preparation, 8 weeks implementation) in the fall semester of the 
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cognitive processes. 
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most basic building block of language, it appears as one of the areas where students have the most difficulty and 

are most bored. The gap between merely recognizing the meaning of words (receptive knowledge) and being able 

to use them in speaking and writing (productive knowledge) cannot be bridged by traditional methods. 

In this context, the integration of technology into education has become a necessity rather than a choice. "Digital 

Game-Based Learning" (DGBL) and "Gamification" stand out as innovative pedagogical approaches born of this 

necessity. While gamification is the integration of game design elements (points, badges, leaderboards, instant 

feedback) into non-game contexts; game-based learning is the embedding of learning content directly into a game. 

Research shows that these methods increase students' intrinsic m otivation, reduce fear of failure, and support 

active learning through trial and error. 

However, when the literature is examined, it is seen that the majority of studies examining the effect of digital 

games focus on general success or only motivation. The number of studies examining their effects on the depth of 

vocabulary knowledge (recepti ve and productive distinction) and the creative dimensions of reading skills 

(fluency, flexibility, originality) together and with a detailed experimental design is limited. In particular, how the 

competition and cooperation environments offered by games shape the creative interpretations students bring to 

reading texts is an important gap that needs to be filled in the literature. 

The main problem of this research is that traditional methods used in primary school English lessons are 

insufficient in deeply developing students' vocabulary and ensuring they establish a creative interaction with 

reading texts. Accordingly, the aim of the research is to examine the effect of digital game-based teaching activities 

on primary school 4th -grade students' (1) receptive and productive English vocabulary achievements and (2) 

creative reading skills through scales with proven scientific validity  and reliability and a control -group quasi -

experimental design. 

Theoretical Framework and Literature Review  

In this section, the theoretical foundations on which the research is based and current research on the subject are 

discussed in detail. 

Broaden -and-Build Theory  

The "Broaden-and-Build" theory developed by Barbara Fredrickson (1998, 2001), one of the pioneers of positive 

psychology, constitutes the main theoretical basis of this study. According to this theory; positive emotions such 

as joy, interest, contentment, and love broaden the individual's momentary thought -action repertoire. While 

negative emotions like fear and anxiety narrow focus by triggering survival mechanisms (fight or flight); positive 

emotions created by play and entertainment environments increase  the individual's capacity to explore their 

environment, acquire new information, and produce creative solutions. Over time, this broadened perspective 

enables the individual to build their physical, intellectual, and social resources. 

In the context of foreign language learning, this theory predicts that if students enjoy the language learning process 

(Foreign Language Learning Enjoyment - FLLE), they can process linguistic inputs better and develop more 

flexible cognitive strategies. L i and Wang (2025) state that gamified environments nourish students' "private 

enjoyment" areas and this directly contributes to reading proficiency. Games minimize stress and anxiety in the 

classroom environment, removing the barriers stated in Krashen's "Affective Filter" hypothesis and increasing the 

quality of the student's exposure to the language. 

Vocabulary Knowledge Model: Receptive and Productive Dimensions  

Vocabulary knowledge is not a one-dimensional structure. Nation (2001, 2020) addresses vocabulary knowledge 

in three main dimensions: "form" (spelling/pronunciation), "meaning" (conceptual content), and "use" 

(grammar/context). Furthermore, he divides these knowledge types into two according to the individual's skill: 

• Receptive Vocabulary (RV): The skill of recognizing the form of a word encountered during reading or 

listening and recalling its meaning. 

• Productive Vocabulary (PV):  The skill of being able to use the correct word in the correct form and context 

to express a meaning during speaking or writing. 

Many applications in educational technologies (e.g., standard multiple-choice tests) generally focus on measuring 
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and developing receptive vocabulary knowledge. However, as stated by Jia et al. (2024), supporting productive 

vocabulary knowledge is essential for effective language learning. The "type/spell" modes and "match" games 

offered by platforms like Quizlet and Wordwall support productive skill by enabling students to focus not only on 

the meaning of the word but also on its orthographic form. 

Creative Reading Skills and Gamification  

Reading skill is an active meaning -making process established between the text and the reader, beyond the 

vocalization of symbols in the text. Creative reading is one of the highest steps of this process and requires the 

individual to produce new ideas using the information in the text and to look at events from different angles. Al-

Ali et al. (2024) and Al -Hassan (2024) examine creative reading in three basic sub-dimensions: 

• Fluency: Being able to produce fast and numerous ideas about a specific subject or text. 

• Flexibility: Being able to look at events from different perspectives, going outside standard patterns. 

• Originality: Being able to put forward unique, unusual, and authentic ideas. 

Digital games trigger students' imaginations with the fantastic worlds, role-playing opportunities, and storytelling 

elements they offer. When a student, who remains passive in a traditional reading text, assumes the role of a "hero" 

in a gamified scenario, they are forced to think creatively to solve the problems in the text. This situation directly 

contributes to the development of critical thinking and problem-solving skills.  

Related Research  

Research conducted in recent years offers strong evidence supporting the effectiveness of digital game -based 

learning. 

• Meta-Analyses: A meta-analysis covering 43 experimental studies showed that Kahoot! usage has a medium 

to high level of positive effect on academic achievement, motivation, and attitude towards the lesson. The 

same study emphasized that games are also effective in reducing anxiety. Another systematic review by Park 

and Park (2024) revealed that game -based learning in early childhood supports cognitive, social, and 

emotional development. 

• Vocabulary Teaching Studies: Bashar (2025), in a study with 4th-grade students in Saudi Arabia, found that 

video game-based teaching significantly increased vocabulary success compared to traditional methods. 

Similarly, Tamayo et al. (2023) reported that g amification positively affected vocabulary and grammar 

development in A1 level students. Jia et al. (2024), in an 18 -week longitudinal study, proved that Quizlet 

usage provided long-term retention in both receptive and productive vocabulary knowledge. 

• Reading Skill Studies: Rommel Al Ali and his team (2024) stated that gamified learning developed the 

creative reading skills (fluency, flexibility, originality) of primary school students and that this effect was 

independent of school type. 

Method  

In this section, the research design, characteristics of participants, data collection tools, implementation process, 

and data analysis are detailed. 

Research Design  

In the research, "Quasi-Experimental Design with Pre -test Post-test Control Group" was used among quantitative 

research methods to examine cause-and-effect relationships. Since it is pedagogically and administratively difficult 

to disrupt classes randomly in educational settings, a quasi -experimental design where assignment is made via 

existing classes was preferred instead of a true experimental design. 

• Independent Variable: Teaching Method (Digital Game -Based Learning vs. Traditional Teaching).  

• Dependent Variables: (1) English Vocabulary Achievement (Receptive and Productive), (2) Creative 

Reading Skills.  
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Table 1: Experimental Design Scheme 

Group  Pre-Test Implementation (8 Weeks)  Post-Test 

Experimental Group 

(EG)  

VAT, 

CRSS  

Digital Game -Based Teaching (Quizlet, Wordwall, 

Kahoot)  

VAT, 

CRSS  

Control Group (CG)  VAT, 

CRSS  

Traditional Teaching (Textbook, Lecturing)  VAT, 

CRSS  

(VAT: Vocabulary Achievement Test, CRSS: Creative Reading Skills Scale)  

 

Study Group  

The population of the research consists of 4th-grade students studying at a public primary school in a metropolitan 

province of Turkey. The "convenience sampling" method was used in sample selection. Two branches, confirmed 

to be equivalent in terms of soc io-economic levels and academic achievements via school guidance service data 

and previous year's grade point averages, were included in the study. 

• Experimental Group: 30 students (14 Girls, 16 Boys). Average age: 9.4. 

• Control Group: 30 students (15 Girls, 15 Boys). Average age: 9.5. 

• Total: 60 students. 

In pre-test analyses conducted to determine whether there was a significant difference between groups in terms of 

English level (see Findings section), it was seen that the initial levels of the groups were statistically equivalent (p 

> .05). 

Data Collection Tools  

Two main tools were used in the data collection process to ensure the validity and reliability of the research: 

Vocabulary Achievement Test (VAT)  

Developed by the researcher based on target units in the 4th -grade English curriculum (e.g., "My Day", "Jobs", 

"Clothes"). In the test development process, methods used by Bashar (2025) and Jia et al. (2024) were referenced. 

• Structure: The test consists of a total of 40 questions and is divided into two sections: 

o Section I (Receptive Vocabulary Knowledge - 20 Points): Visual -word matching, multiple choice 

(finding the correct word). This section measures Nation's "recognizing form" and "knowing meaning" 

dimensions. 

o Section II (Productive Vocabulary Knowledge - 20 Points): Writing the English of the given visual 

(spelling), completing the gap in the sentence with the appropriate word (contextual use). This section 

measures the skill of producing the word in the correct form. 

• Reliability: As a result of the pilot application, the KR -20 reliability coefficient of the test was calculated as 

.88, which indicates that the test has high reliability. 

Creative Reading Skills Scale (CRSS)  

The scale, developed by Al -Ali et al. (2024) and adapted into Turkish for this study, aims to measure students' 

creative thinking skills through an English text (level -appropriate, illustrated short story) they read. 

• Dimensions:  

o Fluency: Proposing as many titles or alternative endings as possible related to the text within 3 minutes. 

o Flexibility: Putting oneself in the shoes of the hero in the story and finding a different solution path. 

o Originality: Creating an unusual plot regarding the continuation of the story that no one else would 

think of. 

• Scoring: Open -ended questions were scored by two independent experts (inter-rater) using a rubric. The 

inter-rater agreement coefficient (Cohen's Kappa) was found to be .85. 
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Implementation Process  

The research covered a total of 10 weeks in the first semester of the 2024-2025 academic year. 

• Preparation (Weeks 1 -2): Obtaining necessary permissions (ethics committee, school administration, 

parent consent forms). Administration of pre-tests (VAT and CRSS). Providing 2 lesson hours of training 

to students in the experimental group on the use of digital tools (Quizlet, Wordwall).  

• Intervention/Implementation (Weeks 3-10): 

o Control Group: The existing Ministry of National Education curriculum, textbook, workbook, and 

directives in the teacher's guide book were applied exactly. Vocabulary teaching was done with 

flashcards, writing on the board, taking notes in notebooks, and choral repetition (drilling) techniques. 

Reading activities were carried out in the form of reading aloud and answering "True/False" questions 

related to the text. 

o Experimental Group: The outcomes and content of the lesson were kept the same as the control group, 

but the teaching method was enriched with digital games. 

▪ Quizlet: "Match" and "Gravity" (destroying the meteor by writing the word) games were played with 

sets prepared for each unit. The Gravity mode was used especially to reinforce the correct spelling 

of the word (productive knowledge). 

▪ Wordwall: Vocabulary meanings and sentence construction studies were done with "Random 

Wheel" and "Maze Chase" games. 

▪ Kahoot!: At the end of every week, musical and scored quizzes with high competition and 

entertainment elements containing the structures learned that week were organized. Thanks to the 

instant feedback feature, students had the chance to see their mistakes immediately. 

▪ Reading: Digital storybooks and interactive reading applications were used. Creative reading was 

supported by asking students to draw or write the end of the story on the tablet. 

• Post-Test (Week 11): At the end of the implementation, post-tests containing the same questions as the 

pre-test but with item orders changed were administered to both groups. 

Analysis of Data  

The obtained data were analyzed with the SPSS (Statistical Package for the Social Sciences) 26.0 program. 

• The normal distribution of data was checked with the Shapiro -Wilk test, and it was decided to use 

parametric tests as skewness and kurtosis values were in the range of -1.5 to +1.5. 

• Independent Samples t-Test was used for the significance of the difference between the groups' pre -test 

scores. 

• Paired Samples t-Test was used for the comparison of scores before and after implementation. 

• ANCOVA (Analysis of Covariance) or post -test comparative t-tests were used to see the effect of the 

difference between post-test scores independent of pre-test scores. 

• Cohen's d coefficient was calculated to determine the effect size of the implementation. The significance 

level was accepted as p < .05. 

Findings  

In this section, quantitative data obtained from the research are presented in tables and analyzed. 

Comparison of Groups' Initial Levels  

Before the implementation, it was examined whether the experimental and control groups were equivalent in terms 

of vocabulary knowledge and creative reading skills. 
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Table 2: t -Test Results Regarding Vocabulary Achievement Test Pre -Test Scores of Experimental and Control 

Groups 

Variable  Group  N Mean (Xˉ)  Standard Deviation (SD)  t p 

Receptive Vocabulary  Experimental 30 12.26 3.45 1.654 .105 
 

Control  30 10.92 3.10 

  

Productive Vocabulary  Experimental 30 9.96 2.80 0.380 .970 
 

Control  30 9.92 2.95 

  

Total Score  Experimental 30 22.22 5.80 1.120 .265 
 

Control  30 20.84 5.65 

  

Source: Modeled by adapting from Jia et al. (2024) data. 

 

When Table 2 is examined, no statistically significant difference is found between the pre -test scores of the 

experimental and control groups for both receptive (p=.105) and productive (p=.970) vocabulary knowledge 

(p>.05). This finding shows that the readiness levels of the groups were equal when starting the study. 

Findings Regarding Vocabulary Achievement (Post -Test) 

Post-test results conducted after the 8-week implementation reveal the effect of digital game-based learning. 

Table 3: Comparison of Vocabulary Achievement Test Post -Test Scores of Experimental and Control Groups  

Variable  Group  N Mean (Xˉ)  SD  t p Cohen's d 

Receptive Vocabulary  Experimental 30 18.40 1.80 6.45 .000* 1.25 
 

Control  30 14.10 2.10 

   

Productive Vocabulary  Experimental 30 17.20 2.05 7.12 .000* 1.38 
 

Control  30 12.50 2.45 

   

Total Score  Experimental 30 35.60 3.50 8.24 .000* 1.45 
 

Control  30 26.60 4.20 

   

*p < .001 

 

The data in Table 3 offer striking results. The experimental group received significantly higher scores in total 

vocabulary achievement compared to the control group ($ \bar{X}_{Exp}=35.60$, $ \bar{X}_{Control}=26.60$; 

p<.001). The effect size (Cohen's d = 1 .45) is at a "very large" effect level. In particular, the difference in the 

Productive Vocabulary dimension (d=1.38) proves that digital games (especially games requiring writing like 

Gravity) enable students not only to recognize the word but also to pro duce it correctly. Although the control 

group showed a certain success in receptive vocabulary, they performed lower in the productive dimension (due 

to spelling errors, etc.). 
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Findings Regarding Creative Reading Skills  

Analyses regarding the sub-dimensions of creative reading skills are presented in Table 4. 

Table 4: Creative Reading Skills Post -Test Scores of Experimental and Control Groups  

Sub-

Dimension  

Group  N Mean 

(Xˉ)  

t p Comment  

Fluency  Experimental 30 18.50 3.45 .001* Experimental group produced more ideas. 
 

Control  30 14.20 

   

Flexibility  Experimental 30 16.80 4.12 .000* Experimental group developed different 

perspectives. 
 

Control  30 11.40 

   

Originality  Experimental 30 15.60 3.88 .000* Experimental group gave more unique 

answers. 
 

Control  30 10.10 

   

Grand Total  Experimental 30 50.90 4.56 .000* High level significant difference. 
 

Control  30 35.70 

   

*p < .05 

 

Table 4 supports the findings of Al -Ali et al. (2024). Experimental group students responded to questions in 

reading passages with more variety (fluency), by looking at events through the eyes of different characters 

(flexibility), and by writing creative endings that were difficult to predict (originality). The answers of the control 

group, on the other hand, consisted mostly of expressions repeating the information in the text directly, far from 

creativity. 

Discussion  

This study has revealed the contribution of the digital game -based learning method to students' linguistic and 

cognitive skills in primary school English lessons in a multidimensional way compared to traditional methods.  

Vocabulary Acquisition and Depth:  

The obtained findings confirm the studies of Bashar (2025) and Jia et al. (2024). The biggest advantage of digital 

games is that they make the "Repetitive Exposure" principle fun. While a student encounters a target word maybe 

3-4 times in a traditional classroom, they can interact with the same word 20-30 times in a digital game. Especially 

the increase in "Productive Vocabulary" success can be explained by the interactive mechanisms offered by games. 

The student has to write the word correctly to progress in the game; this obligation transforms a passive recognition 

process into an active production process. The immediate feedback given by the game when they make a mistake 

enables the student to correct their mistake immediately, which prevents incorrect learnings (fossilization).  

Creative Reading and Broaden -and-Build Theory:  

The increase in creative reading skills can be explained in the context of Fredrickson's "Broaden-and-Build" theory. 

Students in the experimental group transitioned to a mental state free from anxiety and stress (Flow) thanks to the 

positive emotions (fun, curiosity, feeling of achievement) provided by the gamified environment. As Li and Wang 

(2025) stated, this positive emotional state broadened students' cognitive resources; ensuring they approached the 

text not only to "understand" but to "explore" and "produce something new." In the control group, since the act of 

reading remained a "task," students avoided taking risks and turned to standard answers. The difference in 

originality scores is a concrete indicator of the nature of games triggering imagination. 
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Motivation and Attitude:  

In addition to quantitative data, observations during the implementation process showed that digital games 

changed the classroom climate. It was observed that even introverted students took an active role in Kahoot! 

competitions and were not afraid of maki ng mistakes. This situation is related to games reframing "failure" as a 

natural part of the learning process. 

Conclusion  

As a result of this research conducted with a quasi -experimental design, the following basic judgments were 

reached: 

• Superior Academic Achievement: Digital Game -Based Learning significantly increases the English 

vocabulary success of primary school 4th-grade students compared to traditional methods. This increase is 

more pronounced in "productive" vocabulary knowledge (writing and using), which is harder to acquire. 

• Triggering of Creativity: Gamification removes students' reading skills from a mechanical process and 

transforms them into a creative action. Students' intellectual flexibility and originality develop with the 

freedom and motivation provided by gamified environments. 

• Overcoming Affective Barriers: The method reduces students' foreign language anxiety and increases their 

participation in the lesson. 

• Retention: Findings show that information learned with digital games (especially vocabulary repertoire) is 

more permanent and transforms into transferable skills (like creative reading). 

In summary, digital games are not just a "pastime" tool in modern foreign language education, but a critical 

pedagogical lever in achieving cognitive and affective goals. 

Suggestions  

In light of the research results, the following suggestions have been developed for educators, policymakers, and 

researchers: 

For Practitioners (Teachers):  

• Regular digital game hours should be integrated into lesson plans weekly. However, these games should not 

be chosen randomly; Quizlet or Wordwall sets directly overlapping with the lesson's outcomes (vocabulary 

sets) should be prepared. 

• Productive skill should be supported by preferring not only multiple-choice games but also games requiring 

students to write words (spelling-based). 

• In reading lessons, students' creativity should be encouraged by using open-ended stories or digital story 

completion activities. 

For Educational Policies:  

• Schools' technological infrastructure (tablets, interactive whiteboards) should be updated to support game-

based learning. 

• Curriculum programs should be revised to cover digital games not as an "extra activity" but as a 

"fundamental teaching method." 

For Future Research:  

• This study is limited to vocabulary and reading skills. Future research can examine the effect of digital 

games on speaking and pronunciation. 

• The study covered a 10-week period. Longitudinal studies containing follow -up tests 6 months or 1 year 

later can be conducted to measure the retention of the effect. 

• By conducting similar studies in schools with different socio-economic levels, the role of the "digital divide" 

on the 
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Introduction  

Although the multigrade class practice is often perceived in modern education systems as a temporary solution or 

an undesirable necessity, it constitutes the starting point of educational life for millions of students globally and 

specifically in Türkiye. Defined in the literature as "students of more than one grade level receiving education in 

the same classroom under the supervision of a single teacher" (Dursun, 2006; Yılmaz, Yüksel, & Çoban, 2024), this 

model is strictly tied to Türkiye's demographic structure, scattered settlement characteristics, and the phenomenon 

of rural -to-urban migration. Multigrade classes are not merely an administrative measure providing economic 

savings, but also a pedagogical tool for rural development and social integration. However, the functionality of this 

tool is directly related to the quality of the education provided. The Turkish course, which forms the basis of the 

educational program and holds the key to all other disciplines, is of critical importance in this context. Disruptions 

in Turkish teaching directly affect not only the student's language development but also mathematical reasoning, 

science literacy, and social skills (Coşkun, 2018). 

Historical and Current Status of Multigrade Classes  

In Türkiye, the multigrade class practice has been one of the cornerstones of the literacy mobilization since the 

early years of the Republic. This practice, whose pedagogical framework was officially drawn in the 1968 primary 

school curriculum, became ide ntified with the "village teacher" model originating from the Village Institutes 
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tradition (Dursun, 2006). However, changing education policies over time, bussed education practices, and the 

extension of compulsory education to 8 years in 1997 (and later to 12 years with the 4+4+4 system) have affected 

the status and prevalence of multigrade classes. 

When Ministry of National Education (MoNE) data and union reports are examined, it is observed that multigrade 

classes maintain their presence despite alternatives such as bussed education and Regional Boarding Primary 

Schools (YİBO). According to 2021 dat a, approximately 6,200 of the 25,576 primary schools in Türkiye —that is, 

one in every four schools —implement multigrade classes (MoNE, 2021; Yılmaz et al., 2024). Some reports 

emphasize that this rate is even higher in rural regions and constitutes a significant percentage of the total number 

of primary schools (Dursun, 2006; Kılıç & Abay, 2009). These statistics prove that the reality of multigrade classes 

is a "process to be managed" rather than a "problem to be eliminated." Suggestions to close village schools or switch 

to bussed education (Dursun, 2006) are not always feasible considering geographical difficulties and the endurance 

of young age groups for long journeys. Therefore, increasing the quality of existing schools must become a priority 

policy goal. 

Strategic Importance and Problem Status of Turkish Teaching  

Turkish teaching in multigrade classes possesses dynamics that radically differ from monograde classes. While a 

teacher in a monograde class can focus all attention and time on a single level and a single subject (e.g., teaching 

literacy to 1st graders), this luxury does not exist in a multigrade class. The teacher must try to make 1st graders 

sense the "e" sound, while simultaneously checking the reading comprehension text of 3st graders and the grammar 

rules of 4th graders. This fragmented structure causes division of instructional time, distraction, and difficulties in 

classroom management (Coşkun, 2018). 

By nature, the Turkish lesson is based on interaction, reading aloud, listening, and speaking. However, the risk of 

"noise" and "disturbing one another," which is the biggest handicap of multigrade classes, threatens the efficiency 

of the Turkish lesson. I t is almost impossible for upper -grade students, expected to work silently during 

independent study hours, not to be affected by lower -grade students reading aloud during teacher -led hours 

(Sınmaz, 2009). Additionally, it is debatable how suitable the constructivist curriculum implemented in 2005 and 

subsequent updates are for the heterogeneous structure of multigrade classes. The "student-centered" structure of 

the curriculum highlights the teacher's guidance role; however, in a multigrade class, the teacher is forced to act as 

a "coordinator" rather than a guide due to time constraints (Dursun, 2006; Kılıç & Abay, 2009). 

This study aims to address the current state of Turkish teaching in multigrade classes, the problems experienced, 

and potential solutions with academic depth within the framework of the problem status summarized above. The 

fundamental questions of the research are as follows: 

• What are the structural and physical factors affecting the Turkish teaching process in multigrade classes? 

• What kind of pedagogical difficulties do the methods used in the initial literacy teaching process (especially 

the Sound-Based Sentence Method) create in the multigrade classroom environment? 

• How do teachers structure "independent study" and "teacher-led" hours in the management of the Turkish 

lesson, and what strategies do they use in this process? 

• How are student achievement and reading comprehension skills affected by the multigrade class structure? 

Method  

In this research, a Qualitative Meta-Synthesis design was adopted to comprehensively examine and synthesize 

studies addressing the subject of Turkish teaching in multigrade classes. Meta-synthesis is a research method that 

brings together findings of qualitative studies conducted in a specific field, reinterpreting these findings, deepening 

them, and enabling new inferences. Unlike action research or a simple literature review, meta-synthesis aims to 

reveal the big picture not visible in singular studies by distilling the "essence" of existing works. 

Data Sources and Selection Criteria  

A comprehensive scan was conducted in the Council of Higher Education (YÖK) Thesis Center, DergiPark, 

Google Scholar, ERIC, and Tr Dizin databases to create the study's data set. During the scanning process, keywords 

such as "birleştirilmiş sınıf" (multigrade class/classroom), "Türkçe öğretimi" (Turkish teaching), "ilk okuma yazma" 
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(initial literacy), "kırsal eğitim" (rural education), and "köy öğretmeni" (village teacher) were used in Turkish and 

English (Coşkun, 2018; Yılmaz et al., 2024).  

The following criteria were based on the selection of studies included in the analysis: 

• Time Range: Published between 2010 -2024 (In terms of reflecting current curriculum changes and 

sociological transformations). 

• Scope: Focusing on multigrade class practices in Türkiye or presenting a comparative perspective (e.g., the 

France example; Gülden, Akıncı, & Kaplan, 2023).  

• Subject: Directly focusing on the Turkish lesson, literacy process, or language skills, or presenting specific 

data regarding Turkish teaching within general problems. 

• Method: Articles, graduate theses, and institutional reports designed with qualitative, quantitative, or mixed 

methods published in peer-reviewed journals. 

In total, a wide pool of literature consisting of articles, theses, and reports addressing different dimensions of 

Turkish teaching in multigrade classes (method, material, teacher perception, student achievement) was scanned, 

and the data presented in this report were distilled from this pool. 

Analysis and Synthesis of Data  

The obtained data were processed using the thematic analysis  method. Findings obtained from different 

researches were passed through a coding process and categorized according to their similarities and differences. 

For example, the code "lack of time" in one study and the code "inability to complete the program" in another study 

were combined under the theme of "Instructional Process and Planning Problems." In the analysis process, raw 

data obtained from the field (teacher and student views) and observation notes were prioritized over researchers' 

interpretations. This approach ensured that the report ceased to be merely a theoretical discussion and gained the 

quality of a document reflecting the voice of the field. 

Findings  

As a result of the systematic review and meta-synthesis, findings regarding Turkish teaching in multigrade classes 

were gathered under five main themes. These themes reveal the multi-dimensional structure of the problem. 

Impact of Structural, Physical, and Material Limitations on Teaching  

One of the most fundamental variables determining the quality of Turkish teaching in multigrade classes is the 

physical environment where teaching takes place and the materials possessed (or lacked). Research shows that the 

vast majority of these classes are located in socio-economically disadvantaged rural areas and experience serious 

equipment deficiencies. 

Intervention of Physical Environment in Pedagogy:  

Teachers complain about the insufficiency of basic physical conditions such as heating, lighting, and cleaning of 

the classroom in processes requiring mental focus like the Turkish lesson. A significant portion of multigrade class 

teachers spend part of the lesson hour lighting the stove, cleaning the classroom, or maintaining physical order 

(Ocakcı & Samancı, 2019). In a classroom heated by a stove, even the comfort difference between a student near 

the stove and one far away affects participation in the lesson. The "quiet and comfortable environment" necessary 

for listening and reading activities in the Turkish lesson cannot be provided due to physical impossibilities. 

Seating Arrangement and Classroom Management:  

Having more than one grade in the same space turns the seating arrangement into a strategic decision. Although 

it is seen in the literature that teachers generally prefer the "U-shape" or "cluster work" arrangement, it is stated 

that they are forced into the classic "row arrangement" when class sizes are crowded (Ocakcı & Samancı, 2019). 

The empty space required for activities such as drama, role -playing, or circle time in the Turkish lesson is often 

not found in narrow classrooms. Different grades using th e board is also a problem; dividing the board into two 

or three weakens visual perception and causes students' attention to drift to the other grade's topic. 
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Insufficiency of Materials and Resources:  

Turkish teaching requires a rich stimulating environment. A classroom library, level -appropriate reading books, 

visual materials, and technological tools (projectors, smart boards) are the foundation of this richness. However, 

research emphasizes that these materials, especially resources necessary for students' individual work (independent 

study hours), are extremely insufficient in multigrade classes (Dursun, 2006; Kılıç & Abay, 2009). The use of 

textbooks prepared for monograde classes in multigrade classes leads to content and duration incompatibility. For 

instance, the lack of modular sets specifically structured for multigrade classes, where the student can progress on 

their own without needing the teacher, is the biggest factor causing independent study hours to pass inefficiently. 

Initial Literacy Teaching: Method, Process, and Conflict  

The most critical, most problematic process that challenges the teacher the most in multigrade classes is 

undoubtedly the initial literacy teaching for 1st -grade students. The Sound -Based Sentence Method (SBSM), 

adopted in 2005 and revised in 2017, experiences serious incompatibilities with the nature of multigrade classes. 

 

Table 1: Disadvantages of the Sound-Based Sentence Method in Multigrade Classes 

Problem Area  Explanation and Effects  

Lack of One -on-

One Attention  

SBSM requires the teacher to check whether every student produces the sound correctly. 

However, while the teacher gives sound to 1st graders, they must wait for other grades (2, 

3, 4) to work silently. This divided attention leads to sounds being learned incorrectly or 

not being reinforced (Avcı & Şahin, 2016; Sınmaz, 2009). 

Eye-Voice 

Coordination  

The method requires intensive use of visual and auditory stimuli. However, the inability 

to present sounds in a digital environment due to technological inadequacies increases 

the teacher's burden. 

Parental Support 

and Confusion  

Parents in rural areas usually know the old "Sentence Method" or "Alphabet Method." 

Parents practicing at home by adding the "e" sound next to consonants (saying "buh" 

instead of "b") contradicts what the child learns at school (the "b" sound) and creates 

confusion (Avcı & Şahin, 2016).  

Cursive Writing 

Trauma  

(Past period finding)  During the mandatory cursive writing period, multigrade class 

students could not find the opportunity to understand what they read due to dealing with 

the mechanics of writing. It is a common problem that students cannot read their own 

writing (Avcı & Şah in, 2016). 

 

Reading Speed and Comprehension Problem:  

Research shows that students learning literacy in multigrade classes have difficulty in blending sounds and passing 

the spelling stage. Avcı and Şahin’s (2016) study revealed that all teachers think students are insufficient in reading 

comprehension and cannot read fluently. Teaching words by breaking them down (sound-syllable) in the sound-

based method can delay holistic perception, which slows down the transition to meaningful reading. Especially, a 

student spelling incorrectly during "teacher-less" hours cannot be corrected instantly by the teacher, causing the 

error to become permanent (fossilization) (Avcı & Şahin, 2016). 

Management of Independent Study and Teacher -Led Hours: A Pendulum Movement  

The backbone of multigrade class management consists of the distinction between "Independent Study Hours" 

(the teacher attends to another group; the student works individually) and "Teacher -Led Hours" (the teacher 

actively lectures). The Turkish lesson is generally structured in the curriculum as a lesson that needs to be "teacher-

led"; however, in practice, holding a separate 40-minute Turkish le sson for each grade in an environment where 

four grades are together is mathematically impossible. 
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The Perception of Independent Study Hours as "Free Period"  

Teachers generally teach the Turkish lesson in blocks, assigning silent reading, summarizing, or worksheet filling 

tasks to other groups while working on reading aloud or grammar with one group. However, findings by Sınmaz 

(2009) and other researchers indi cate that independent study hours are perceived by students as "free periods." 

Students in the independent study group listen to the lesson in the teacher-led group, get distracted, or start talking 

amongst themselves. This situation causes a constant hum in the classroom and destroys the listening discipline 

required by the Turkish lesson (Dursun, 2006).  

Planning and Time Management  

Teachers' biggest nightmare is the anxiety of "not finding enough time." Trying to impart the Turkish learning 

outcomes of four different grades in a 40-minute lesson turns the teacher into a "traffic cop." Although teachers try 

to combine topics while making lesson plans (e.g., covering the "National Holidays" theme for all grades), this is 

not always possible because the depth and difficulty level of learning outcomes differ between grades (Coşkun, 

2018; Kılıç & Abay, 2009). Consequently, teachers usually tend to just "explain the topic and move on," unable to 

allocate time for in-depth analysis, discussion, and critical thinking activities. 

Teacher Competence, Perception, and Metaphors  

The most important actor determining the quality of education in multigrade classes is the teacher. However, due 

to the appointment system in Türkiye, newly graduated, inexperienced teachers who are strangers to rural life 

culture are generally appointed to this challenging duty. 

Inadequacy of Faculties of Education  

Teachers state that the "Teaching in Multigrade Classes" course taken during their undergraduate education 

remains theoretical, and internships are usually done in monograde classes in city centers. The teacher who 

graduates and is appointed to a village experiences a shock like a "fish out of water" (Dursun, 2006; Kılıç & Abay, 

2009). Even if they know the Turkish teaching methodology, they do not have a practical repertoire on how to 

apply this to four different levels simultaneously. 

Metaphorical Perceptions: Gardener or Warrior? 

Metaphor studies examining teachers' perceptions of multigrade classes reveal the psychological process 

experienced. Teachers see themselves as; 

• Gardener: A patient and caring person trying to grow different types of flowers (students) in the same 

garden (Arslan, 2013). 

• Parent: A protective figure who not only teaches but also combs hair, lights the stove, and finds winter coats. 

• Warrior: A person fighting against impossibilities, indifferent parents, and physical difficulties. 

• Conductor: A person trying to manage different voices (grades) in harmony. 

These metaphors show that the teacher's role shifts from "instruction" to "care and management." This role 

confusion weakens the teacher's academic focus and causes burnout (Yılmaz et al., 2024). The administrative 

burden brought by being a "Principal -Teacher" (official correspondence, fuel purchase, building maintenance) 

distracts the teacher from their main job, education. 

Student Achievement: Contradictory Findings  

There is an interesting dilemma in the literature regarding the success of multigrade class students in Turkish 

lessons. 

Quantitative Data 

Some researchers, such as Coşkun (2018), did not find a statistically significant difference between the reading 

comprehension skills of 1st-grade students studying in monograde and multigrade classes in measurements made 

with standard tests (Coşkun & Çeti nkaya, 2018). This situation may indicate that the low class size of multigrade 

classes allows the teacher to deal with the student more individually (even for a short time) or the positive effects 

of "peer teaching" (older students helping younger ones). 
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Qualitative Views 

In contrast, almost all studies based on teacher views and observations argue that multigrade class students are 

academically disadvantaged. Teachers state that students have a limited vocabulary, act shy in expressing 

themselves, and experience problems in using standard Turkish (Coşkun, 2018; Kılıç & Abay, 2009). especially in 

regions where local dialects are dominant, the inability to practice sufficient Turkish at school negatively affects 

language development. A study on bilingual multigrade classes in  France also confirms that heterogeneous 

language levels make teaching difficult and slow down linguistic development (Gülden, Akıncı, & Kaplan, 2023).  

Discussion  

The findings obtained in this report show that the problems faced by Turkish teaching in multigrade classes are 

not "incidental" but "structural." The problem is not just the stove not burning or the lack of books, but the way 

the system is designed. 

Rigidity of the Program and Incompatibility:  

The current primary school curriculum is based on a linear progression assumption where grade levels are 

separated by sharp lines. However, the nature of the multigrade class is cyclical and intertwined. A 3rd -grade 

student can listen to the 2nd-grade Turk ish lesson again or be introduced to advanced concepts by overhearing 

the 4th-grade lesson. Instead of using this "permeability" as an advantage, the current system drags the teacher into 

chaos by forcing them to deliver the outcomes of each grade separately and in isolation. The demand for a "flexible 

program specific to multigrade classes," frequently voiced in the literature (Dursun, 2006), is the clearest indicator 

of this incompatibility. 

Unused Potential of Peer Teaching:  

Multigrade classes are a natural laboratory for Vygotsky's "Zone of Proximal Development" (ZPD) theory. A more 

competent peer (upper grade) guiding a peer in need of support (lower grade) could be the system's strongest 

weapon. However, findings show that teachers use this potential pragmatically and unplanned, often as "making 

the upper-grade student a teacher's assistant so they don't stay idle," rather than as a conscious and systematic 

strategy. Controlled peer readings in Turkish lessons can transform this potential into efficiency. 

Technology and Inequality of Opportunity:  

The digital divide is deepening in rural education. While the importance of visual and auditory materials in Turkish 

teaching increases, the lack of technological infrastructure in multigrade classes reinforces inequality of 

opportunity. Despite the existence of digital platforms like EBA (Education Information Network), these resources 

cannot be used in village schools without internet access, and the teacher tries to implement the modern 

curriculum with a blackboard and chalk.  

Conclusion and Recommendations  

Due to Türkiye's geographical reality, multigrade classes will not disappear completely in the near future. 

Therefore, the strategy should be built on "improving" and "transforming" these schools, not "closing" or "ignoring" 

them. Turkish teaching must be at the center of this improvement, because success in other courses is not possible 

without acquiring language skills. 

Policy and Program Level Recommendations  

• Flexible and Modular Turkish Program: A spiral and modular curriculum should be prepared for 

multigrade classes where learning outcomes are structured according to skill levels (Level A, Level B, Level 

C) rather than grade levels (1, 2, 3, 4). In this way,  the teacher can teach more efficiently by grouping 

students according to reading levels, not their ages. 

• Production of Special Materials for Independent Study Hours: To increase the efficiency of independent 

study hours in multigrade classes, the MoNE should prepare and distribute "Individual Learning 

Materials" and sets with clear instructions and self-assessment opportunities, allowing the student to work 

independently without needing the teacher. 
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Teacher Training and Support Recommendations  

• Applied Village Internship: Courses such as "Alternative Education Practices in Primary School" or 

"Teaching in Multigrade Classes" in faculties of education should be moved away from theory, and it 

should be made mandatory for teacher candidates to do an internship in a village school with multigrade 

classes for at least one semester. 

• Positive Discrimination for Village Teachers: Financial incentives, service point advantages, and housing 

support should be provided to teachers working in these difficult conditions to increase their professional 

satisfaction. Additionally, the administra tive burden of "Principal -Teachers" should be reduced, and 

stationery and bureaucratic procedures should be digitized or carried out from the district center to 

ensure the teacher focuses on the lesson. 

School and Classroom Implementation Recommendations  

• Technological Equipment Mobilization: Every multigrade class must be provided with internet access 

(satellite internet if necessary) and a projector/smart board. The use of digital content in sound -based 

literacy teaching will reduce the teacher's burden by half. 

• Structured Peer Teaching: In -service training should be given to teachers on how to transform peer 

teaching into a scientific method. Systems where upper grades will act as "reading coaches" to lower grades 

(e.g., Reading Buddy hour) should be integrated into the curriculum in Turkish lessons.  

Turkish teaching in multigrade classes is a strategic issue that cannot be left to the individual sacrifice of the teacher. 

Every improvement step taken in these schools will increase the chance of the country's most disadvantaged 

children holding on to li fe. 
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