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Chapter-1

TEACHING SCIENCE CONCEPTS 
TO STUDENTS WITH 

VISUAL IMPAIRMENT: 
USING ASSISTIVE TECHNOLOGIES1

Aydın KIZILASLAN
Mustafa SÖZBİLİR

Salih ÇAKMAK

 

1  This work was produced from the doctoral dissertation entitled “Teaching concepts in 
“phases of matter and heat” unit to 8th grade visually impaired primary students” con-
ducted under the supervision of Prof Dr. Mustafa SÖZBİLİR and Assoc. Prof. Dr Salih 
ÇAKMAK.
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 Introduction 
Individuals receive, interpret, and store information from the 

environment using their different senses (Yılmazer, 2003). When 
there is a loss due to various problems that may exist or may occur 
in those senses, incomplete learning or inability to learn occurs in 
individuals (Tüfekçioğlu, 2003). Every sense undoubtedly plays 
a big role in the learning process. However, the eye is considered 
to be the most important sensory organ compared to other senses, 
as it provides very rich information (Ataman, 2003). The World 
Health Organization (WHO, 2013) defines low vision as visual 
acuity between 20/70 and 20/400 with the best possible correction 
and a visual field of 20 degrees or less, while blindness is a visual 
acuity worse than 20/400 with the best possible correction and a 
visual field less than 10 degrees.

It is estimated that 80-85% of the information obtained during 
learning is acquired through vision (Ataman, 2012; Cavkaytar 
& Diken, 2012; Özkan, 2013; Taymaz, 1997). In this case, 
it is possible to say that the sense of vision is very important 
while learning is happening in individuals and learning can be 
negatively affected in case of any deficiency in the sense of vision 
in the individual (Karacaoğlu, 2009; Şimşek, 2014). However, 
it is not possible to conclude that the individual will learn any 
concept less than the individuals who see it as “normal” due to 
visual impairment (Okcu & Sözbilir, 2016; Sözbilir, Zorluoğlu, 
& Kızılaslan, 2019). Because the senses that do not have a 
deficiency have the ability to compensate for a sensory deficit 
in terms of functional aspects. For this reason, individuals with 
visual impairment try to eliminate the deficiency in their visual 
senses by using other sensory organs effectively (Cattanco & 
Vecchi, 2011; Zorluoğlu & Kızılaslan, 2019).

However, although access to education is a constitutional right 
that encompasses every individual and every individual has the 
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same rights in education without distinction between healthy and 
disabled people. Hovewer it is not possible to say that academic 
studies on the needs of individuals who need special education 
for science education are at the desired level (Okcu, & Sözbilir, 
2016; Sözbilir, Zorluoğlu, &Kızılaslan, 2019). The science lesson, 
which is necessary for both daily life skills and academic process, 
is one of the primary lessons that visually impaired students have 
academic difficulties (Demir & Şen 2009; Mayo, 2004). Science 
education gains meaning as the information acquired in the 
process can be applied in daily life (Küçükturan, 2017). The aim 
of science education in terms of acquiring applicable knowledge 
in daily life is to create an information society that is aware of 
science in the information age we are in and to raise individuals 
who have the knowledge, skills, attitudes and behaviors required 
by the age (Ayvacı & Özbek, 2017). Science education, which 
is carried out for this purpose, contributes greatly to individual 
and social developments as well as forms the basis of scientific 
developments (Ayas, Çepni, & Akdeniz, 1993). For this reason, 
every student involved in the education process, whether 
they have visual impairment or not, should have acquired the 
knowledge, skills and attitudes of science lesson (Kızılaslan, 
Sözbilir, & Zorluoğlu, 2019). However, it is important to use 
different senses in teaching students with visual impairment 
knowledge, skills and attitudes towards science teaching (Okcu 
& Sözbilir, 2016; Zorluoğlu & Sözbilir, 2017).

The use of materials in education has a very important place 
in terms of preparing an effective educational environment, 
enabling students with visual impairment to reach the desired 
goals more easily, and achieving the success of the program 
(Kızılaslan, Sözbilir, & Zorluoğlu, 2019; Okcu & Sözbilir, 
2019). This situation is very important for an active education. 
Because the main element that gives students qualifications in 
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the education process is the acquisition of educational programs 
by students (Okcu & Sözbilir, 2016). Especially for the effective 
success of science teaching programs, the materials to be used in 
the education process are of great importance (Karamustafaoğlu, 
2006).

The image of the visually impaired individual regarding an 
object; It is based on a combination of touch, feeling and body 
movements. This is called “haptic sensation” (Van Doorn, 
Dubaj, Wuillemin, Richardson, & Symmons, 2012). The visually 
impaired individual creates a haptic image by bringing together 
the sensations obtained by touching the object repeatedly at 
different times (Withagen et al., 2009). For this, the object is 
examined by touching it piece by piece and the concept of the 
object is developed (Withagen et al., 2009). The person who sees 
realizes the concept of the object by scanning his / her eye. While 
an individual with visual impairment cannot fully comprehend 
a visual image, individuals with normal vision have difficulty 
in understanding a haptic image created by an individual with 
congenital visual impairment (Picard, Albaret, & Mazella, 
2013). In order for individuals with visual impairment to use 
their haptic sense effectively, the following premises should be 
considered (Kirby & D’Anguilli, 2011; Lederman & Klatzky, 
2009; Özyürek, 1998):

1. Students with visual impairment should be able 
to perceive classroom equipment and educational 
materials by touching them with their hands in the 
classroom environment. While introducing these tools 
and educational materials, their real names should be 
introduced by pronouncing them out loud.

2. Tasks that the student will feel by touching with his 
fingertips should be given from time to time in order to 
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improve the student’s sense of touch. For example, the 
chalk, eraser, or pencil is mixed after being given to it 
to perceive by touching it, and then the child is asked to 
touch them apart.

3. The student should be allowed to poll the objects around 
him in order to perceive the classroom environment.

4. The student should be given objects that he can perceive 
and hold by touching. In the meantime, it should be 
explained what the object is holding, what it looks like 
and for what purpose it is used.

5. The features of tactile materials should be explained in 
detail in order for the student to be able to recognize the 
items used in the classroom or during the lesson.

The Use of Hearing in the Student with Visual Impairment
Timbre discrimination, sound memory (grouping of sounds 

that are similar to many sounds) and loudness distinction in 
individuals with early, late and congenital visual impairment, 
in all cases, individuals with late visual impairment and sighted 
individuals performed the same When exhibiting, it was 
determined that the performance of distinguishing timbre and 
loudness was better in those with congenital visual impairment 
and those with early visual impairment than in the other group, 
and the sound memory feature was the same in all groups (Wan & 
Woo, 2010). This situation shows us that the level of perception 
acuity is more prominent especially in those with congenital and 
late-stage visual impairment, and that there is no difference in all 
groups in metacognitive processes such as vocal memory.

In addition, while individuals with no vision have the capacity 
to perceive 25 words per minute, the word perception capacity 
of sighted individuals is limited to 8 to 10 words per minute 
(Hertrich, et al., 2009). In determining the position and distance 
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of the sound in space, the visually impaired sometimes perform 
better than the sighted individuals, and sometimes better than 
the sighted individuals depending on how, where and at what 
complexity the stimulus is given.

There are important relationships between perfection in hearing 
capacity and higher-level processes such as verbal knowledge 
and language processing. A long list of words was read to the 
subjects in the study conducted by Hertrich et al. (2009) With 
sighted and blind individuals and asked to repeat them in order. 
As a result, it was found that sighted individuals repeat more 
words in order. This advanced degree of serial memory and serial 
learning shows that short-term memory and long-term memory 
can be improved by experience (Röder, Rösler & Neville, 2001).

In a study by Röder and friends on whether the reason for the 
advanced level of word perception capacity in blind individuals 
is syntactic or semantic system, they gave the subjects a lexical 
decision test including adjectives, nouns, prime numbers 
and meaningless words. In the study, the advanced semantic 
processing of the blind individuals shows that they have much 
more word perception capacity per second (Röder, Rösler & 
Neville, 2001).

Use of the Sense of Touch in the Student with Visual 
Impairment

It is the sense of touch, which is one of the important sensory 
channels through which data from the outside world is entered. 
The sense of touch has an important role in both daily life and 
education life in individuals with visual impairment. Sensitivity in 
touch varies depending on the density of the number of receivers 
and the area of   the sensors in the relevant region (Brown, Koerber 
& Millecchia, 2004). That is, the higher the receiver density, the 
lower the sensor field, the higher the tactile accuracy level.
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They are the most effective nerves for tactile information, 
with a dense nerve called ‘cutaneous’ covering small areas in 
the hairless skin and mouth area (Brown, Koerber & Millecchia, 
2004). It should be ensured that a material prepared for students 
affected by visual impairment is perceived especially by the 
nerves in the hairless skin and mouth areas. ‘Proprioceptive’ 
sensors, another important sensor located in muscles, tendons 
and joints and responsible for posture, movement and balance, 
provide data on the body’s rest position, position in space 
and movement (Craig, 1999). For this reason, the movement 
skills of an individual affected by visual impairment should be 
continuously developed. The development of ‘proprioceptive’ 
nerves in the muscles, which are important for posture and 
balance, is also important for the efficiency of the education and 
training process. Sensory information transmitted to Cutaneous 
and proprioceptive receptors is transferred to the relevant part 
of the brain via the dorsal column or lemniscal system, and it 
transmits detailed data on the subtleties, shapes and surface 
shapes of objects, as well as three-dimensional object recognition, 
motion perception, and postural awareness of the body in space.

It has been determined that the threshold values   are the 
same in individuals who do not see and see at all, with the 
ability to distinguish objects from the pressure difference by 
touch (Pascual-Leone & Torres, 1993) and the ability to feel the 
vibration stimulus on the skin surface. Again, in a similar study 
(Alary, et al. 2009), it was concluded that individuals with no 
vision have better surface recognition capacity.

The other two important senses, taste and smell, in individuals 
with visual impairment, concluded that the odor sensitivity, odor 
recognition and odor classification performances of individuals 
who have never seen are better than those who have seen. On 
the other hand, no significant difference was observed in the 
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odor sensitivity and odor recognition performances of sighted 
and non-sighted individuals. No scientific conclusions, positive 
or negative, have been reached regarding the effect of visual 
impairment on the development of the sense of taste.

Science Education 
Science education has a great importance in the development 

of scientific thinking skills of children, in their ability to respond 
scientifically to the problems they encounter in daily life, in the 
development of problem solving skills, and in increasing their 
experience and skills in life (Hiebert, Morris, & Glass, 2003). 
However, science teaching is mostly done through visual or 
written materials. Therefore, any loss of sight that may be 
experienced will adversely affect science teaching. Considering 
the difficulties experienced in teaching science concepts in our 
country, it is necessary to develop appropriate methods and 
strategies for students with visual impairment to learn science 
concepts better. The teaching of science concepts can be achieved 
with differentiated teaching materials and activities to reduce 
the negative effect caused by the disability caused by the loss of 
function of the eye.

Concepts are an expression of life. As soon as the individual 
encounters the outside world, he finds himself in a continuous 
process of learning concepts. According to Ülgen (2004), concept 
learning takes place in two ways: the first stage of this is the 
concept creation and the second stage is the concept acquisition 
process. Concept development is a part of the process of 
creating a coherent concept map. The sense of sight plays a very 
important role in concept learning. One of the biggest problems 
encountered in learning science concepts is that these concepts 
are either too small in the micro dimension or too large in the 
macro dimension. For individuals affected by visual impairment, 
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great importance should be given to the fact that science concepts 
can be more understandable and that the activities or materials 
prepared for concept teaching do not cause misconceptions.

Individuals affected by visual impairment often have to access 
information using their other senses. By bringing different senses 
to the forefront in the education process, it can be easier for 
individuals affected by disability to access scientific information. 
Since a standard curriculum is implemented in schools in our 
country, students’ individual needs or special needs are often 
overlooked. Therefore, various adaptations and improvements 
are needed in science teaching for individuals affected by visual 
impairment (Cavkaytar & Diken, 2012).

Studies have found that students with visual impairment 
perceive objects by touching them more successfully than their 
peers who see (Klingenberg, 2007). For example; Kohonová 
(2007) found that visually impaired students can learn concepts 
such as matter, the granular structure of matter, and the types of 
matter, like their peers, when appropriate activities and materials 
are used.

In order to learn the concepts of evaporation and condensation, 
such as basic science concepts, the concepts of particulate 
structure of matter and temperature must have meaning in the 
student’s mind (Zorluoğlu & Sözbilir, 2017). Students who do 
not have prior knowledge of these concepts may have difficulty 
in structuring the concepts of evaporation and condensation in 
their minds (Barker & Millar, 1999; Demircioğlu & Demircioğlu, 
2005). For example, students’ inability to grasp the relationship 
between the concepts of evaporation and condensation brings 
along misconceptions that evaporating substances do not 
condense (Krnel, Watson, & Glazar, 1998).
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An Activity Developed Using Assistive Technologies 
There are many studies in the literature on the teaching of the 

concepts of evaporation and condensation, and there is no study 
that will facilitate the teaching of visually impaired individuals 
on the concepts of evaporation and condensation, which is a 
frequently encountered concept in daily life. An activity plan was 
designed for visually impaired students based on the outcome 
of “discovers by experimenting that the heat required for state 
change is related to the type and mass of matter” in the science 
curriculum.

All adaptive devices or services that increase the participation, 
success or independence of a disabled student can be considered 
as assistive technology (Markiewicz & Skomorowski, 2011). 
Assistive technology helps visually impaired students improve 
their academic performance by increasing their access to the 
general curriculum. It is important to carefully consider which 
devices, tools and technologies will be appropriate to meet the 
individual and special learning needs of the student (Presley 
& D’Andrea, 2008). Assistive technologies should not provide 
an unfair advantage to students, but instead provide them with 
independence to compete effectively with their peers (Markiewicz 
& Skomorowski, 2011).

Assistive technologies also aim to promote functionality 
in terms of autonomy, independence, quality of life and social 
inclusion for visually impaired students (Kurt & Ciftci, 2012). 
In the education of visually impaired students, assistive 
technologies are generally used in note-taking, study for tests, 
research and other academic fields. Braille printer (Figure 1) and 
Braille ViewPlus SpotDot (Figure 2) assistive technologies were 
used while developing the activities for the study.
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Figure 1. Braille Printer

The Braille printer is a device that creates tactile dots on thick 
A4 size paper, making written documents accessible to blind 
individuals. While creating the activity document, Braille printer 
was used for blind students (Figure 3), Centruy Gothic typeface 
for students with low vision and the process graph document 
between 18 and 24 points (Figure 4) was prepared.

Figure 2. Braille ViewPlus SpotDot
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In addition, documents were created by using Braille ViewPlus 
SpotDot printer for blind students to perceive the state change 
graph. ViewPlus SpotDot is an assistive technology that swells 
Braille and can print a color or black and white text or graphic 
layer at the same time.

Figure 3. Temperature-time graph of water

Figure 4. Braille Temperature-time graph of water

At this stage, there are data on the application of the science 
activity developed for teaching the concepts of evaporation-
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condensation using the temperature-time graph in the school for 
the visually impaired. Data on the stages of the activity in the 
classroom with the students are included in Table 1. As can be 
seen in Table 1, after putting some water in a beaker, the mouth of 
the beaker was closed with a lid and heated in the spirit furnace. 
After a while, the lid was opened and the students were made 
to touch the water droplets concentrated on the lid. Then, by 
integrating the data in the activity over the temperature and time 
graph of the water, the students were asked why the water in the 
beaker was found in the form of droplets on the lid. In addition, 
it is aimed that students acquire analytical thinking skills and 
comprehend that students’ science subjects show continuity. 
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Table 1. Implementation of the Activity
Activity 1: Let’s condense the evaporating water
Concepts: Evaporation and condensation
First of all, after the students were informed about the goal, a little bit of cologne on 
one hand and a little water on the other hand was waited for a while to raise awareness 
at the beginning of the lesson. After a while, the cologne spilled on their hands dis-
appeared. After this simple activity, the students were asked to answer the following 
questions related to their previous learning and the activity using the brainstorming 
technique.
• Why did our cologne disappear after a while?
• How does evaporation occur?? 

   Teacher: The cologne we spilled 
disappeared earlier than the wa-
ter, I wonder why?
S (low vision): It evaporated, 
sir.
S (blind): Well, I poured it in 
water, why didn’t it evaporate?
S (blind): teacher, one of them 
evaporates better

Teacher: is he okay, so how?
S (blind): Teacher, cologne evaporated faster, mmm teacher

Teacher: The cologne we spilled disappeared earlier than the water, I wonder why?
S (low vision): It evaporated, sir.
S (blind): Well, I poured it in water, why didn’t it evaporate?
S (blind): teacher, one of them evaporates better
Teacher: is he okay, so how?
S1 (blind): Teacher, cologne evaporated faster, mmm teacher
After this initial activity and question-answer practice, activity sheets were distributed 
to the students and information was given about the activity. Before the activity start-
ed, cooperative groups were formed in which students with low vision and students 
with no vision came together. Later, the activity materials were introduced to the stu-
dents and water was placed in a beaker, covered with a lid and heated with the help of 
a heater. When the temperature of the water increases a little, the lid is removed and 
the water droplets left on the lid by condensation of the evaporating water have been 
shown to the students with low vision. The student, who had no vision, was perceived 
by touching.
Then, the concepts of evaporation and condensation were given to the students and 
the questions at the end of the activity were answered with the students. After the ac-
tivity, the activities requiring mathematical processing related to the calculation of the 
evaporation heat in the textbook were reproduced according to the visual needs of the 
students and simple calculations regarding the evaporation heat were made together 
with the students. These materials were reproduced in large font for students with low 
vision and in Braille for students with no vision.
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Activity 2: Let’s draw the graph 
of the state of water
Concepts: Warming-cooling 
curves
After the students were in-
formed about the target, the les-
son started with the following 
questions that examine the pre-
liminary information.

• How can we draw a graph of the state of water with respect to time?
 Later, activity sheets were distributed to the students and information was given to the 
students about the activity. The activity was held with the students. The state change 
graph of the water, which was prepared tactile for the students who had never seen be-
fore, and magnified for the students with low vision, was given.
In the activity, pieces of ice were placed in a beaker, a thermometer was placed inside 
and the first temperature was measured and then heated with the help of a heater. The 
value read on the thermometer at 10 second intervals was recorded together with the 
students. The collected data are compared with the state change graphs given to the 
students at the beginning of the lesson. It was helped to compare the data by dealing 
with the student who had no vision at all. The students are aimed to focus on the state 
change intervals. Finally, the lesson was ended by answering the activity questions 
with the students.

Results and Discussions
Educators often refer to the following educational definitions 

when describing visual impairment: A student who is completely 
blind receives no useful information with his eyesight and uses 
tactile and auditory senses for all learning (Çakmak, Karakoç 
& Şafak, 2016). A functionally blind student benefits primarily 
from the auditory and tactile senses in education, but their 
limited sense of vision is used to support information from other 
senses and assist with certain tasks, such as moving around in 
the classroom. Low vision uses vision as the primary way of 
learning, but complements visual information with tactile and 
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auditory input (Kumar, Ramasamy, & Stefanich, 2001).
Studies show that students learn better when the course 

subjects are interesting for them and participate actively in the 
learning process (Miller, 2002; Trowbridge, Bybee, & Powell, 
2004). In order to learn science subjects and concepts for 
visually impaired students, it is necessary to design and develop 
educational materials suitable for their individual needs, teaching 
methods that emphasize appropriate teaching strategies, and 
science activities suitable for the subject or acquisition (Karakoç, 
2016).

Assistive technologies have an important place in science 
education for visually impaired students. Assistive technology 
has several definitions. However, what is common to all of them 
is to ensure the full inclusion and integration of persons with 
disabilities in society. While traditional assistive technologies are 
classified as white canes, screen readers, walkers, modern mobile 
assistive technologies are more discrete and include a wide variety 
of mobile computing devices, including ubiquitous technologies 
such as mobile phones. Visually impaired students need assistive 
technology in science education that can focus specifically on 
(a) speech access, (b) braille access, (c) print access, (d) tactile 
communication systems, or (e) any combination of these access 
modes (Lion and Blood; 2017; Jones, Minogue, Oppewal, Cook, 
& Broadwell, 2006; Rule, 2011).

Most of the research on science teaching strategies for 
visually impaired students is about the access of these students 
to the existing science curriculum and adaptation to science 
materials (Rule, 2011; Kelly & Smith, 2011; Kumar, Ramasamy, 
& Stefanich, 2001). Preparing and applying science activity 
and activity material for visually impaired students using 
assistive technologies is not common. In this study, a science 
activity was developed to teach the concepts of evaporation and 
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condensation using assistive technologies for visually impaired 
students. Braille printers and assistive technologies such as 
Braille ViewPlus SpotDot were used while preparing the activity 
materials or documents. 

In recent years, science education studies have been increasing 
for visually impaired students. These efforts can make the 
integration of assistive technologies into teaching, learning and 
assessment more comprehensive. In addition, science educators 
must explore ways to leverage new technologies to improve the 
access of visually impaired students to science education. Braille 
generating software, scanners, Braille printers and embossers, 
screen reader software, speech synthesizers can be used as 
auxiliary technological resources that can be used in science 
education for students with visual impairment.
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Introduction
Teaching is something considered very personal. Teachers 

teach from whom they are. This is what makes each of them 
different.  Teaching is not a role in a play or a mask we can put 
on every morning before we go to school; it is just us in the 
classroom. We have to learn who we are before we can stand 
comfortably in front of the room and teach our students. Teaching 
is a lot about soul searching, discovering who we are as a person 
and then being able to discover who we are as a teacher.

Recently, teacher identity has emerged as an independent 
research area (Bullough,1997; Connelly and Clandinin, 1999; 
Knowles, 1992; Kompf, Bond, Dworet, and Boak, 1996). To 
explain what this concept means, different authors have given 
different definitions of identity used in the social sciences and 
philosophy. Of particular interest in this regard is the study of 
the symbolic interactionist Mead (1934)  and  the psychologist 
Erikson (1968). Erikson focused on identity formation in social 
contexts and on the phases people go through due to  biological 
and  psychological maturation. Each of the stages  has  its own 
features regarding the individual’s interaction  with  his or  
her  environment. He suggested a chronological and changing  
concept  of identity. He claimed that identity is not something 
one  has,  but something  that  develops  throughout our whole  
life.  

On the other hand, Mead used the notion of identity in 
relationship with the concept of self; he described elaborately how 
the self is developed through transactions with the environment.

Second Language Teacher Education
At present, what is vital and a fact of life is the English 

language skills of an adequate number of its citizens, if a country 
is to participate actively in the global economy and to have access 
to the knowledge and information that provide the basis for both 
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social and economic development. Central to this attempt are 
English teaching and English language teachers. Therefore, there 
is growing demand all over the world for competent English 
teachers and hereby for more effective approaches to their 
preparation and professional development. 

In the form it is known today, SLTE dates from the 1960s 
during which English language teaching started a great period 
of expansion worldwide. Initially, methodologies such as 
Audiolingualism and Situational Language Teaching came in 
view, following new methodologies in order to spirit up the field 
of English as a second or foreign language. The origins of specific 
approaches to teacher training for language teachers started 
with short training programmes and certificates dating from this 
period, skeletonized to give prospective teachers the practical 
classroom skills they were in need of to teach the new methods. 
The discipline of applied linguistics dates from the same period, 
and with it came a body of specialized academic knowledge 
and theory that made the foundation of the new discipline 
available. This knowledge was performed in the curricula of MA 
programmes, which began to be introduced from this period that 
typically included courses in language analysis, learning theory, 
methodology, and sometimes a teaching practicum. 

The relationship between practical teaching skills and 
academic knowledge and their representation in SLTE 
programmes has set off a debate ever since, although a much 
wider range of issues is now part of the discussion. In the 1990s 
the practice versus theory distinction was sometimes settled by 
distinguishing ‘teacher training’ from ‘teacher development’, the 
former being identified with entry-level teaching skills linked 
to a specific teaching context, and the latter to the longer-term 
gradual development of the individual teacher over time. Training 
included the development of a repertoire of teaching skills, 
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adopted through observing experienced teachers and practice-
teaching in a controlled setting, e.g. through micro-teaching or 
peer-teaching. Good teaching was regarded as the mastery of a 
set of skills or competencies. Qualifications in teacher training 
such as the CELTA (Certificate in English Language Teaching to 
Adults) were typically offered by teacher training colleges or by 
organizations such as the British Council. Teacher development, 
on the other hand, amounted to mastering the discipline of applied 
linguistics. Qualifications in teacher development, typically the 
MA degree, were given by universities, where the practical skills 
of language teaching were usually undervalued. 

Recently, the contrast between training and development 
has been replaced by a reconsideration of the nature of teacher 
training, which is perceived as a form of socialization into the 
professional thinking and practices of a community of practice. 
SLTE is now also effected by perspectives stemming from 
sociocultural theory (Lantolf, 2000) and the field of teacher 
cognition (Borg, 2006). 

Sociocultural Theory (SCT) finds its origins in the writings 
of the Russian psychologist L. S. Vygotsky and his colleagues. 
SCT maintains that human mental functioning is essentially a 
mediated process that is organized by cultural artifacts, activities, 
and concepts (Ratner, 2002). Within this framework, humans 
are understood to make use of existing cultural artifacts and to 
form new ones that allow them to arrange their biological and 
behavioral activity. Language use, organization, and structure are 
the main means of mediation. Developmental processes occur 
through participation in cultural, linguistic, and historically 
formed settings such as family life and peer group interaction, 
and in institutional contexts like schooling, organized sports 
activities, and work places, to name only a few. SCT argues that 
although human neurobiology is a necessary condition for higher 
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order thinking, the most important forms of human cognitive 
activity progress through interaction within these social and 
material environments. 

Onion Reflection Model, in philosophical sense, suggests 
the presence of a teacher’s inner world that has an important 
role in the formation of that person’s true character that could 
significantly affect his/her teaching work. On the other hand this 
model again refers to the existence of the teacher’s outside world. 
There is a strong belief in this model that the teacher’s success 
depends on the establishment of the proper relationship and the 
maintenance of healthy interaction between these two 

Teacher Identity
In Communities of Practice: Learning, Meaning, and Identity, 

Wenger (1998) wrote:
‘An identity, then, is a layering of events of participation and 

reification by which our experience and its social interpretation 
inform each other… The same way that meaning exists in its 
negotiation, identity exists—not as an object in and of itself—but 
in the constant work of negotiating the self.’ (p. 151).

According to Wenger, identity is the “nexus of multi 
membership,” the structure of who someone is based on the 
assemblage of the ways of being suggested by their membership 
in various communities of practice (Wenger, 1998, p.149). As 
it illuminates how we develop identities, Wenger’s definition is 
useful.

Wenger (1998) wrote about three ways of building identity 
that are of particular interest in the context of teaching. Initially, 
identity is a “negotiated experience” (Wenger, 1998, p. 149). 
Teacher identity appears through presenting oneself as  a  teacher  
in  communities  of  teachers  and  students  and  behaving  like  
a teacher in those same communities.

Second, identity is relational. We define ourselves relative 
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to others in the communities and in contrast to people who do 
not belong to that community. For example, teacher identity 
develops through connections with other teachers and through 
the realization of dissimilarity with non-teachers. Lastly, “We 
define who we are by where we have been and by where we 
are going”. Identity is a “learning trajectory” Within a ‘learning 
trajectory’ model, the construction of identity is related with what 
and with whom as well as on the past and on the other identities 
one already possesses (Danielewicz, 2001, p. 149).

Others have also addressed the nature of identity in the 
specific context of teaching. Hamachek (1999) talked about 
the importance of teacher identity in the professional lives of 
teachers when he wrote, “Consciously, we teach what we know; 
unconsciously we teach who we are” (Hamachek 1999, p. 209). 
Echoing this point of view, Danielewicz (2001) suggested that 
good teaching is contingent on identity rather than on ideology 
or methodology alone. Palmer (2003) agreed, expressing, “Good 
teaching cannot be reduced to technique; good teaching comes 
from the identity and integrity of  the  teacher”  (Palmer 2003, p.  
4). Lasky (2005) elaborated on  previous definitions of teacher 
identity by proposing tha teacher identity is not really a state 
of being; it is a self-definition. Furthermore, teacher identity 
evolves. It is “an answer to the repeating question: ‘Who am I 
at this moment?’ ” (Beijaard, Meijer and Verloop, 2004, p. 108), 
including definitions for others and for the self. Thus, components 
of teacher identity that rest on knowledge and practice, and 
others that stem from relationships, rapport, and connections 
with students and colleagues exist.

Others, including Day and colleagues (2005) a n d 
Barone, Berliner, Blanchard, Casanova, and McGowan (1996), 
have also categorized teacher identity as a moral construct that 
entails a teacher’s values and beliefs.
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Putting together all these definitions, teacher identity is a self-
definition as well as an assemblage of values. It is a dynamic 
construct that varies depending on personal experiences, 
relationships with others, and contexts. Finally, teacher identity 
bridges the personal and the professional, the private and 
the public, the individual and the collective, and the “out-of-
classroom place” and the “in-classroom place” (Connelly and 
Clandinin, 1999, p. 93).

As proven in the above stated discussion, many theorists have 
suggested an important connection between teacher identity 
and practice. Making this relationship more obvious, Robert 
Bullough, a prominent scholar in teacher education, argued that 
teacher identity is the foundation of teacher practice. He (2005) 
wrote, “Identity is... a framework for action and the personal 
grounding of practice” (Bullough 2005, p.144). However, 
empirical explorations of this relationship are quite scarce 
(Roeser, Marachi and Gehlbach, 2002). O’Connor (2008) and 
Oberski  and  McNally  (2007)  indicated  this  rarity  may  be  a  
result  of  current constructions  of  teacher  quality.

In her dissertation titled ‘A Holistic Investigation of Teacher 
Identity, Knowledge, and Practice’, Andrzejewski, (2008) 
presents an overview of empirical studies related to teacher 
identity (See Table 2.1). The studies are ordered chronologically. 
The first column of the table includes the authors and year of 
publication. Columns two, three, four, and five respectively 
include the purpose of the study, the data sources, the participants, 
and a summary of the major findings. Most of the studies 
reviewed were small-scale qualitative studies involving 20 or 
fewer participants. However, one larger qualitative study with 
59 participants and two survey-based studies with 80 and 109 
participants are included. 

According to Andrzejewski, although all the studies are 
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exploratory in nature, they represent a variety of purposes which 
are to describe the nature and characteristics of teacher identity, 
to investigate teacher identity development and the effect of 
contextual elements on it, and to examine the relationships 
between teachers’ identities and their classroom practices which 
in this case, is the purpose of our study. All together, these 
studies show three major themes in the findings related to teacher 
identity. The first one is that discourse, narratives, and reflection 
play a key role in teachers’ identity development. Secondly, 
teaching context profoundly impacts the way teachers see 
themselves as professionals, and lastly, there is a clear connection 
between teachers’ identities and the ways in which they conduct 
themselves in their classrooms.

Table 1 Overview Of Studies On Teacher Identity
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Table 1(continued). Overview Of Studies On Teacher Identity
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impact of con-
textual factors 
on teachers’ 
commitment 
and identity

In-depth in-
terviews, field 
notes, and doc-
uments

20 experi-
enced teach-
ers in Aus-
tralia and 
England

•Collaboration and 
professional de-
velopment support 
committed teacher 
identity.
•Lack of support and 
appreciation dimin-
ish committed teach-
er identity.
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Table 1(continued). Overview Of Studies On Teacher Identity
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Fi
nd
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La
sk

y 
(2

00
5)

Explore the ef-
fects of current 
reform contexts 
on teacher iden-
tity, agency, and 
vulnerability

Interviews, 
questionnaires, 
documents, and 
e-mail

59 teachers 
in an urban 
school in 
Canada

•Misalignment be-
tween reform move-
ment and teachers’ 
identities led to de-
creased agency and 
increased vulnera-
bility.

Fl
or

es
 &

 D
ay

(2
00

6)

Explore the (re)
construction of 
novice teachers’ 
professional 
identities during 
the first two 
years

Semi- struc-
tured (teach-
ers), grounded 
questionnaire 
(staff), student 
essays, and 
teachers’ annu-
al reports

14 new 
teachers in 
Portugal

•Researchers found 
teachers’ biographies 
and their work envi-
ronment had a strong 
influence on their 
teacher identities.

Fr
ee

se
(2

00
6)

“[Examine] the 
complexities 
of learning to 
teach, as well as 
the complexities 
of assisting pre 
service teachers 
on the journal to 
becoming teach-
ers” (p.100)

Field notes, 
journals, action 
research/self-
study paper

One pre- 
service 
teacher and 
one teacher 
educator

•Reflection is a pow-
erful tool for teacher 
identity develop-
ment.
•Fear, inability to 
accept responsibil-
ity for the class-
room, contradictions 
between beliefs 
and practices, and 
closed- mindedness 
impeded the partic-
ipant’s professional 
growth.

D
am

 &
 B

lo
om

 (2
00

6)

Explore “the 
potential of 
school-based 
teacher edu-
cation” as an 
environment in 
which teachers 
develop profes-
sional identities 

Documents, 
questionnaires, 
and group in-
terviews 

Five student 
teachers, 
three univer-
sity- based 
mentors, 
two teacher 
mentors, 
and two 
members of 
the school 
management 
team

•School-based 
teacher education 
provides opportuni-
ties to learn through 
participation.
•Learning through 
participation facil-
itates the construc-
tion of professional 
teaching identities.
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Table 1(continued). Overview Of Studies On Teacher Identity
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Sm
ith

 (2
00

7)

Examine 
how the 
knowledge, 
practice, and 
identity of 
novice pri-
mary teacher 
developed

Interviews, 
question-
naires, tests, 
lesson plans, 
and employ-
ment docu-
ments

Four 
primary 
teachers

•Teachers’ identities evolved 
along with their practice and 
Professional knowledge

A
nd

rz
ej

ew
sk

i (
20

08
)

Explore the 
relationships 
between ex-
pert second-
ary teachers’ 
identities, 
knowledge 
and practice

Field notes, 
participants’ 
sorts of 
classroom 
practices, 
and inter-
views

Four ex-
pert high 
school
teachers

•Expert teachers saw a clear 
and salient connection between 
their teacher identities and their 
classroom practice.
•They share five core identities: 
advocate for students, challeng-
er, classroom manager, learner, 
and teacher leader and mentor.

A
nd

rz
ej

ew
sk

i&
 D

av
is

 (2
00

8) “Explore 
practicing 
teachers’ un-
derstandings 
of human 
contact, and 
specifical-
ly the role 
of touch, in 
their teach-
ing.

Interviews Four 
prac-
ticing 
teachers

• Their identity priorities and 
practices were well aligned.
• Teachers’ identities, including 
their posture toward the risk 
of touching students and their 
personal boundaries, shaped 
the decisions they made about 
making contact with students.

C
oh

en
 (2

00
8)

Explore 
“how explicit 
and implicit 
meanings in 
teachers’ talk 
functioned” 
in relation to 
teacher iden-
tity (p. 80).

Participant 
observations 
and focus 
group inter-
views

Three 
high 
school 
human-
ities 
teachers

•Teachers used a range of dis-
course strategies to construct 
and enact identity claims asso-
ciated with their professional 
identities as teachers.
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Core Reflection
Core reflection pays attention to the core qualities within 

people. This is a subject that has received inadequate attention 
from both educators and researchers up until now. Tickle (1999, p. 
123) mentions about this insufficient attention as: “In policy and 
practice the identification and development of personal qualities, 
at the interface between aspects of one’s personal virtues and one’s 
professional life, between personhood and teacher hood, if you 
will, has had scant attention.” He continues and talks about what 
these core qualities are: Empathy, Compassion, Love, Flexibility, 
Courage, Creativity, Sensitivity, Decisiveness and Spontaneity.  
Despite the significance of these qualities for teachers, they are 
rarely mentioned or given place on lists of basic competencies. 

Hereby, the focus on core qualities can be connected to a 
current development in psychology called positive psychology 
advocated by Seligman and Csikzentmihalyi (2000, p. 7). They 
argue that treatment is not just mending what is broken but also 
nurturing what is best. Therefore, they focus on the significance 
of positive features in individuals, which they prefer to call 
character strength.

Peterson and Seligman (2003) emphasize that these strengths 
in character can be valued morally as they fulfill an individual. 
Hence, these strengths can be situated on the levels of identity 
and mission (Levels of reflection). Ofman (2000) expresses the 
difference between qualities and competencies in that qualities 
come from the inside, whereas competencies are acquired from 
the outside. This is in accordance with the Onion Model which 
will be explained in detail below.

Background of the Onion Model
While the notion of reflection in and on practice is examined 

extensively in the literature, the model of core reflection was more 
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recently developed by Korthagen and Vasalos as an extension 
of Korthagen’s earlier reflective model, known as the ALACT 
model (Korthagen, 2001). (See Fig. 1).

Figure 1. The ALACT model showing the reflection process

In the ALACT model, Korthagen proposed that teachers 
follow a five stage, cyclical model when they reflect on their 
practice. This began with stage one: Action, and was followed 
by (2) Looking back on the action; (3) Awareness of essential 
aspects; (4) Creating alternative methods of action; and (5) Trial 
of new practices. This leads back to a new Action phase, and 
carries on. While believing in the value of this specific way to 
reflect on teaching experiences, Korthagen reconceptualised his 
earlier model, claiming that the original ALACT model paid too 
much attention on how teachers think about their experiences 
and not enough on how they feel about these experiences and 
their responses to them. The core reflection model incorporates 
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much deeper levels of reflection that indicate the teacher’s sense 
of mission in their work, and how they perceive professional 
identity. Korthagen argued that this approach develops a bigger 
awareness of the “less rational sources of teacher behaviour” 
(Korthagen and Vasalos, 2005, p.5) and provides a more holistic 
approach to teachers’ reflective practice. To illustrate the levels 
on which reflection can take place, Korthagen and Vasalos (2005) 
provided the analogy of an onion. (See Fig. 2). In this model the 
inter bedded circles or layers of the onion represent the various 
depths of a person’s qualities, starting with the more ‘superficial’ 
layers of behaviours and competencies, followed by beliefs, 
identity and mission.

Figure 2. The Onion modelshowing the reflection process

Korthagen and Vasalos claimed that most of the teacher 
reflection involves the outer layers of behaviour and competencies, 
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and it is at this level that teachers are usually evaluated in respect 
to their teaching ‘quality.’ Korthagen and Vasalos (2004), 
however, expressed that it is at the deeper levels, especially those 
of identity and mission that the true ‘essence’ of a teacher resides. 
Core reflection has the purpose of exploring and examining a 
teacher’s/teacher educator’s practice both at the outer level and 
at these deeper levels. Korthagen and Vasalos (2005) also put 
forth that by formulating the ideal situation, together with the 
factors experienced as inhibiting the realization of that condition, 
the individual has become aware of a deep and inner tension or 
discrepancy. The essential thing here to bear in mind is for the 
teacher to take a step backward, and to become aware of the fact 
that she has an option to choose as to whether or not to allow 
these limiting factors to determine her behaviour. (Korthagen 
and Vasalos, 2005, p. 10). According to Korthagen and Vasalos 
(2005), awareness of such a choice contributes greatly to a 
person’s professional and personal growth and autonomy. Core 
reflection aims to bring the teacher’s core qualities to the fore, 
in order to identify and utilize them to overcome obstacles and 
to obtain their ideal teaching situation. They continue to say that 
core qualities can be made up of  blends or intersections of three 
elements which are thinking (for example, clarity, creativity, 
objectivity); feeling (openness, sensitivity, care, compassion); 
and wanting (strength, commitment, intention, initiative), and 
can be used to explore the authentic self, or the ‘real me,’ that 
teachers embark in their work.

The Onion Model (Korthagen)
Trying to put  the  essential  qualities  of a good teacher  

into  words  is something very   difficult. Nowadays,  all  over  
the  world,  a lot of  attempts   are being made to describe such 
qualities through lists of competencies,  something  that  seems to 
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be strongly supported by policy-makers  (Becker, Kennedy  and 
Hundersmarck, 2003). However, doubts    have   arose   about    
the   validity, reliability and practicality  of these lists, and many 
researchers  question  whether it is actually possible to describe 
the qualities  of good teachers  in terms of competencies (Barnett, 
1994; Hyland, 1994). It is quite remarkable in this respect that 
history is repeating  itself. When looked back, around   the middle  
of  the  20th century,  the ‘performance-based’  or ‘competency- 
based’ model in teacher  education  started  to gain popularity.  
The  idea  was  that  concrete,  observable behavioral  criteria  
could be served as a basis  for  the training  of  novice teachers.  
For  the following few  years,  so called process-product studies 
were acted out with the intention of  identifying  the  teaching  
behaviors  which displayed the highest correlation with the 
learning results  of students. This was later  translated into the 
concrete competencies that  should be acquired by teachers.

However, this development, led to serious problems.   In  order   
to  ensure  adequate validity and  reliability  in the assessment  of 
teachers,  long and very detailed lists of skills were formulated, 
which gradually  resulted  in a kind  of fragmentation of the  
teacher’s  role. Practically,   these  long  lists proved  highly 
unwieldy. Furthermore,  it was becoming increasingly obvious 
that this view of teaching took  insufficient  account  of the  fact  
that  a good teacher  cannot   just be  described  in  terms  of 
certain    isolated    competencies,    which   can   be learned in a 
number  of training  sessions:

In 1970, a contrasting view presenting the way teachers should 
be educated turned up known as Humanistic  Based Teacher 
Education (HBTE),  in which more attention was given to the 
person    of   the   teacher.    HBTE    originated    in humanistic 
psychology, a movement  whose  well- known  representatives  
were Rogers  and  Maslow. It was promoted, amongst  others, by 
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Combs et al. (1974) at the University  of Florida  in Gainesville, 
and by the University of California School of Education at Santa 
Barbara, where George Brown and his colleagues pursued the 
notion of ‘confluent education’,  in which thinking  and  feeling 
‘‘flow’’ together  in the learning process (Shapiro,   1998).  Joyce 
(1975,  p.  130) notes that HBTE, above all, emphasizes the unity 
and dignity of the individual. This view of education reserves 
a central role for  personal   growth (Maslow,1968, uses the  
term  self-actualization). As Joyce (1975, p. 132) maintains,  the 
viewpoint  of HBTE cannot be reconciled with the laying down 
of standardized teaching competencies.

HBTE failed to obtain the expected support.  However, the 
fact that  this movement  focused  attention on the person of the 
teacher seemed to enlighten the further development of teacher 
education. For example, Combs   et al.  (1974)  spare  an  entire 
chapter  to ‘the self’ of the effective teacher.

The controversy   between  a  competency-based  view of 
teachers  and  the teacher’s self-emphasis is still met in recent 
discussions  on  teaching   and  teacher   education. In these 
discussions, policy-makers generally focus on the importance  of 
outcomes in terms of competencies, whereas, many researchers 
emphasize the more personal characteristics of teachers (Tickle, 
1999), such as enthusiasm,  flexibility, or love of children. 

However, narrowing down the discussion to this classical 
dichotomy is not enough because  more  factors  seem to be 
involved.  At this point, the  above mentioned model called ‘onion 
model’ can be of help. It is an adaptation of what is known in the 
literature  as Bateson’s model (Dilts, 1990). It shows that there 
are various levels in people  that  can  be influenced. This model 
takes its name from its shape. There are circles within each other 
from the centre to the outside which looks just like an onion cut 
into half from the middle. It describes different levels on which 
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reflection can take place. This model of reflection is associated 
with professional identity, in this case the main concern of our 
study, because it has 6 layers one of which is identity. The layers 
of the onion model from the outside to the centre are Environment, 
Behaviour, Competencies, Beliefs, Identity and Mission. 

According to the model, only the outer levels (environment 
and  behavior)  can be directly observed by others. Each of the 
levels can be seen as different perspectives from which we can 
look at how teachers function.  From  each  perspective,  there  
is a different answer to the question of the essential qualities 
of a good teacher, while it is also possible to employ various 
perspectives parallel to one another.

The outermost levels are environment (the class, the students, 
the school) and behaviour. These are the levels that seem to be 
attracted most  by  student   teachers since they often  focus on 
problems  in their  classes, and  how to overcome these problems.

Very effective  to  the  level of behavior  is the next inner level,  
the  level  of  competencies  (the  latter including  knowledge,  
for  example  subject  matter knowledge). In order to make a 
clear distinction  between the levels  of   behavior   and   of  
competencies,   it   is important to emphasize that competencies 
are usually perceived as an integrated  body of knowledge, 
skills,   and   attitudes   (Stoof,   Martens and Van Merrienboer,  
2000).  Hereby, they  represent   a potential  for behavior,  and 
not the behavior  itself. It   depends   on   the   circumstances   
whether   the competencies   are actually   put   into   practice,   
i.e. expressed in behavior or not (Caprara and Cervone, 2003). 
An important assumption behind the model is namely that the 
outer levels can influence the inner levels: the environment  can 
influence a teacher’s behavior (a difficult class may trigger  very 
different  reactions  from  the  teacher  than  a friendly   one),  and   
through  behavior one can develop  the  competency also to use 
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in  other  circumstances. An opposite  influence,  however,  also  
exists, i.e., from the  inside  to   the  outside.   For   example,   
one’s behaviour  may have an impact  on the environment (a 
teacher  who praises a child, may affect this child),   and   one’s   
competencies   determine   the behavior  one is able to reveal.

Initially, it is realized that a teacher’s competencies are  
determined   by  his  or  her  beliefs.  For example,  if  a  teacher  
believes  that   attention to students’  feelings is just ‘‘soft’’ 
and  unnecessary,  he or she will most probably  not  develop 
the competency to  show  empathy towards them. The  level  of 
belief has begun  to  draw  international attention since about  
1980, under  the  influence  of the  so- called cognitive shift 
in psychology. Researchers studying  the  teacher behaviour 
and their  training,  keynoted that  it is important to know what 
teachers think, what their beliefs are (Clark,  1986; Pajares,  
1992). The beliefs teachers hold regarding learning and teaching 
determine  their  actions,  a point  often  overlooked in the more 
behaviorist  approach. Various authors (Feiman-Nemser,  1983)  
state  that   teachers have  spent  many  years  as students  in 
schools themselves,  during  which  time  they  have  enhanced 
their  own  beliefs about  teaching,  many  of which are  
diametrically  opposed  to  those  offered  to them during their 
teacher education.  For example, they may have developed the 
belief that teaching is the transmission of knowledge, and most 
teacher educators  find this belief not very fruitful to becoming 
a good teacher (Richardson, 1997). However, in most cases, it is 
these old beliefs that prevail (Wubbels, 1992).

Conclusion
 “By three methods we may learn wisdom: First, by reflection, 

which is noblest; Second, by imitation, which is easiest; and third 
by experience, which is the bitterest.” – Confucius
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Teachers spend so much time and energy focused on their 
students’ progress that they often forget to consider their own 
performance. Self-reflection here is a very valuable tool that 
helps make the teacher aware of how s/he is teaching, which in 
turn makes him/her a better teacher. Teaching without reflection 
is teaching blind – without any knowledge of effectiveness. It is 
commonly held that good teachers are enthusiastic and willing, 
strict but fair, inspiring, well organized, know what they are doing 
and pay attention to the welfare of their students. However, the 
question is how often do we, as teachers, reflect upon the above 
stated factors and try to self-perceive ourselves. At what times 
in our career have we thought of what kind of a teacher we are 
and what we are doing in order to be better? How often have we 
asked ourselves the following questions: How do I see myself as a 
teacher? How do others see me as a teacher? Or what impacts will 
this have on those I teach?

It can be difficult and time consuming for teachers to scrutinize 
their performance, however, just like any other profession, it is 
crucial for improvement. Asking deliberate questions, reflecting 
on the answers, then applying changes on how you approach your 
teaching based on your reflection differs decent teachers from 
great teachers. 

How you see yourself as a teacher indicates your identity in 
profession. In other words, your professional identity. Teachers 
need to become aware of themselves, who they are as teachers by 
reflecting upon what they are doing in the classroom. They need 
to recognize their strengths and weaknesses and act accordingly. 
Unfortunately, the problem is that most English Instructors are not 
aware of their strengths and weaknesses, thus their core qualities, 
Tickle (1999).
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Introduction
I first fell under the spell of the bibliotherapy technique when 

I used it during group work with six gifted and talented students. 
The common feature of these students, all of whom were at pri-
mary school, was the fact that they derived a great deal of pleas-
ure from reading, having read each of the books in the Harry 
Potter series (which were then in vogue) in one sitting, and dis-
cussed them with each other. They had become fully involved 
with the characters, and spoke of Harry Potter and his adventures 
as if they themeslves had experienced them. It was this that en-
couraged me to carry out reading activities with gifted students. 
I did not want to concentrate solely on the literary qualities of 
the books used for bibliotherapy, however, as to some extent the 
children were capable of doing this by themselves. What I real-
ly wanted to do was enter their inner world and create activities 
that would lead to discussions on the subject of what they might 
do to cope with the problems they currently faced, and had en-
countered in the past. During the course of my literature review, I 
came across a sub-heading in ‘Counseling the Gifted’, a book by 
L. K. Silverman (1993). This sub-heading was ‘Bibliotherapy’, 
and it opened up a new world for me. 

What is bibliotherapy? 
The word ‘bibliotherapy’ is derived from two Greek words 

– ‘biblos’ and ‘therapia’ – and thus means therapy by means of 
books. The fact that this compound word contains the term ‘ther-
apy’ has led many experts to believe that it is a technique that can 
only be used by psychologists and psychological counselors. In 
Ancient Greece, bibliotherapy was used with patients with psy-
chological problems, and was first used as a term in the literature 
by Crothers (1916). In time, it came to be used in a more expand-
ed sense: in librarianship, in social services and (most recently) 
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in education (Jack & Ronan, 2008).
While it may be thought that as it is part of a therapeutic pro-

cess, bibliotherapy has relevance mostly to psychology (Amer, 
1999), its historical development has been studied by Jack and 
Ronan (2008), who stated that its entry into the field of education 
had been observed by the educational psychologists Zaccaria and 
Moses (1968) in a work entitled ‘Facilitating Human Develop-
ment Through Reading: The Use of Bibliotherapy in Teaching 
and Counseling’. Later, other experts used this observation as a 
starting point, and bibliotherapy was examined as a means of in-
creasing motivation for reading (Alden, Linquist, & Lubkeman, 
2003), as a way of getting across to the student as an individual 
within the class (Cook, Earles-Vollrath, & Ganz, 2006) and as a 
technique of general use in the classroom (Rizza, 1997).   

  Bibliotherapy, in its simplest form, is using books in order 
to help people solve their problems (Cornett & Cornett, 1980). 
According to another definition, it is a subjective evaluation of 
the relationship between a work of literature and the personal-
ity of the reader – a dynamic interaction which can be used to 
achieve successful adaptation and development (Cornett & Cor-
nett, 1980). For Pardeck (1994), it is a way of using literature that 
allows the individual to identify the problems of the character in 
the book with the her/his own. In addition, it assists in the devel-
opment of a healthy mental state (Davis & Wilson, 1992b).  

According to McTague (1998), bibliotherapy encourages the 
individual’s emotional and social development; it also helps the 
individual to understand her or himself and others. Another ad-
vantage it brings is that it allows one to see things from a number 
of different perspectives, providing clues as to how one can deal 
effectively with difficult situations.  Ciancola (1969) maintains 
that the books children read help them to cope with life, arguing 
that familiarity with the way a character deals with a situation in 
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a book one has read enables one to approach similar situations in 
real life with a deeper level of awareness. 

According to Stamps (2003), bibliotherapy:

·  helps the student to develop her/his self-perception and 
increase self-esteem; 

·  enhances the student’s ability to understand the self and 
others; 

·  helps the student to find new areas of interest; 
· enables the student to cope more effectively with 

emotional problems; 
· shows the student that she/he is not the only person 

who has ever encountered problems of the kind she/he 
experiences; 

·  helps the student to see that there is more than one way of 
solving a problem;

·  creates an opportunity to discuss the problem that she/he 
is facing; and

·  helps her/him to face the problem that is currently 
troubling her/him and to find a suitable way of solving it. 

In order for all these advantages to be derived from bibliotherapy, 
several conditions need to be ensured. Bibliotherapy should not be 
seen as a ‘free reading’ activity: the book(s) to be used must be 
chosen carefully, with regard for the specific problem(s) that the 
individual(s) concerned is/are encountering. Moreover, it must be 
borne in mind that bibliotherapy is not only a lengthy process but 
also a challenging one when we take into account the various steps 
of implementation, the activities involved and the characteristics 
the practitioner needs to possess (Cornett & Cornett, 1980).

Halsted (2002) asserts that clinical bibliotherapy is a four-
stage process. These stages are as follows:
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1. Identification: At this stage, the goal to is to ensure that the 
individual identifies her or himself with the main charac-
ter in the book. An individual of any age can identify with 
this character. Children are easily able to see the simi-
larities between the situations and characters in the book 
and those in their own lives, whereas adults identify more 
readily with emotions and emotional needs that are famil-
iar to them. 

2. Catharsis: The individual evaluates the whole process un-
dergone vis-à-vis the difficulty encountered by the char-
acter in the book and sees it as a whole, paying special 
attention to the way in which the issue is resolved. At this 
stage, children generally describe their feelings to each 
other, while adults tend to laugh or cry.

3. Insight: The individual identifies the character’s experienc-
es with her/his own. This may happen either while the 
book is being read, or afterwards. One important feature 
of the insight stage is that it enables positive changes to 
take place in the reader’s attitude and behavior.

4. Generalization: While this stage may be a little difficult for 
young children, it is achievable by students at primary and 
middle school, and by teenagers and adults. At this stage, 
the individual is frequently able to put her/himself in the 
place of another, and to understand that she/he is not the 
only person to experience a difficulty of this kind.  

In addition, when we come to examine developmental biblio-
therapy, we see that although it is not actually obligatory for it to 
be practiced by an expert, there are certain steps that always need 
to be taken when the technique is used in the classroom. Pardeck 
(1993) lists these steps as follows:
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1. Identification of the desired skill, behavior, situation or 
problem;

2. Choosing a literary text or book that is suitable for the in-
tended purpose;

3. Asking the students to read this text or book;
4. Organizing a post-reading discussion.

The pre-reading activities, the nature of the reading process 
itself, and the post-reading activities that are to be carried out 
during the process of bibliotherapy, must all be planned in ad-
vance: this planning must include identification of the strategies 
to be applied while the book is being read, the literature graphic 
organizers that are to be used, and the post-questions that are to 
be asked to stimulate discussion. 

Uses of bibliotherapy
It is useful to classify the books that are to be used in bibli-

otherapy according to their subject matter and the purpose for 
which they can be used. It should be borne in mind that the same 
book may be used for different purposes when approached from 
different points of view.  

1. Preventative guidance: Books of this kind ensure that stu-
dents are informed about a subject before they encounter 
a problem in that area in real life. Books that deal with 
the difficulties that may be encountered during puberty 
are suitable for use with students who are about to change 
schools. Books that are to be read and discussed prior to 
the birth of a sibling – in order to nip sibling rivalry in the 
bud – also fall into this category.

2. Problem-solving: The most common type of book used in 
bibliotherapy is that which shows the reader how to over-
come difficult situations that may be experienced in life. 
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Those that concern themselves with students’ physical 
and emotional problems may be included in this catego-
ry. Subjects treated may be the problems encountered by 
children whose parents have divorced, who have suffered 
chronic illness, or who have faced difficulties in relation-
ships with friends, been victims of abuse, or had to cope 
with loss, fear or stress. 

3. Understanding the ‘other’: Books of this kind are those 
that have been written in order to enable individuals who 
have experienced problems of various kinds to better un-
derstand themselves, and to enable others to understand 
them. Subjects may be, for example, learning difficulties, 
developmental disabilities, physical impairments, atten-
tional problems and the difficulties encountered by the 
gifted and talented; books of this type are generally writ-
ten from the point of view of the ‘different’ individual, 
and aim to raise awareness of such difficulties in the read-
er McTague (1998). The use of such books with classes 
containing inclusion students will facilitate acceptance by 
their peers, and will encourage the other students to give 
them support. 

Why should bibliotherapy be used in schools?
T.  Hebert and Kent (2000) strongly recommend the use of 

bibliotherapy in schools as a means of providing a solution for 
students’ anxieties, preventing socio-emotional problems, and 
informing them about difficulties they may encounter in the fu-
ture. Teachers and guidance counselors are better able to under-
stand students’ needs if bibliotherapy is used in class (K. Davis & 
Wilson, 1992). In addition, T. Hebert and Furner (1997) maintain 
that bibliotherapy has longer-lasting results as compared with a 
structured lesson plan.  
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One of the chief benefits of the use of bibliotherapy in class is 
that it ensures the inclusion of students of different kinds in the 
educational environment, and their acceptance by other students. 
The book entitled ‘Wonder’ (Palacio, 2012), which remained on 
the international best-seller list for a long time, is one of the best 
examples of a book that can be used in bibliotherapy in schools 
for the purpose of creating empathy. 

The technique may be used with confidence by teachers wish-
ing to talk to their students about problems such as fear, stigma-
tization and low self-esteem. The characters in the book may act 
as a catalyzer, making it easier for students to talk about their 
difficulties. Using this technique with students who are encoun-
tering stressful situations, whose parents have divorced, who are 
adopted, have moved house or have lost a near relative through 
death, may help students to feel that they are not alone (Bruneau 
& Protivnak, 2012).

Bibliotherapy also has relevance in the context of preventative 
guidance that is intended to deal with more serious problems such 
as substance abuse, violence or suicidal tendencies (K. Davis & 
Wilson, 1992). However, while serious matters of this kind are be-
ing discussed, due attention must be paid to students’ attitude: as 
soon as the teacher sees that certain students are having unusually 
strong difficulties with a particular subject, it is vital for her/him to 
refer these students to a psychologist or a psychiatrist.

Goleman (1995)claims that one of the benefits of bibliotherapy 
is that it brings about a reduction in physical violence, name-call-
ing and put-downs in the classroom; at the same time, it results in 
improved conflict resolution skills, while at the same time increas-
ing sensitivity to peers and the ability to listen to them. In this way, 
it supports the creation of a positive classroom environment. In 
addition, it helps students to discover their abilities, as well as con-
tributing to the development of their reading skills.



74

Some characteristics that bibliotherapy practitioners need 
to possess

The question of who should structure the bibliotherapy ses-
sion has been a matter of constant debate. As with all other thera-
pies, the bibliotherapy technique needs to be applied by a trained 
practitioner (Yusuf & Taharrem, 2008): this may be a teacher, a 
librarian or a social services official. However, in order for the 
practitioner to carry out a successful session and cope effectively 
with the resulting catharsis, it will be useful for her/him to have 
received special training (Yusuf & Taharrem, 2008).   

In view of the fact that it has the potential to create a height-
ened emotional atmosphere, leading to highly-charged discus-
sions, bibliotherapy should not be used without first giving seri-
ous thought to the matter (Cook et al., 2006). It is also obligatory 
for any use of the technique to be preceded by thorough planning. 
The questions asked should be appropriate in terms of students’ 
level of mental development; also, the time of silent waiting dur-
ing which students reflect on the answer they will give should be 
effectively utilized (Cornett & Cornett, 1980). In addition, the 
practitioner needs to be able to use positive reinforcement and 
non-judgemental questioning techniques that encourage students 
to ask questions (Cook et al., 2006); she/he must also be of sound 
mind, have good listening skills, and show that she/he is taking a 
sincere interest in students while working with them (Cornett & 
Cornett, 1980).

It is an absolute necessity that the practitioner should read the 
book chosen beforehand, and that she/he should be aware that 
far from being just ‘story time’, bibliotherapy is a process that 
requires planning, and one that includes an opening discussion 
and a closing phase (Cook et al., 2006). The practitioner must 
possess a number of personal characteristics: the ability to show 
tolerance, based on an acceptance of the uniqueness of every in-
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dividual; the ability to empathize; flexibility; a sense of responsi-
bility; organizational ability; objectivity; friendliness; the ability 
to cope with stress; and emotional stability, common sense and 
enthusiasm for reading (Cornett & Cornett, 1980).    

Bibliotherapy achieves the best results when practiced with 
groups – ideally, with groups of 6 to 8 individuals. If the materi-
al to be read is short enough, it can be read during the session; if 
it is long, however, it should be given as homework beforehand 
(Yusuf & Taharrem, 2008). Group activities have a special dy-
namic of their own: the practitioner should therefore have a thor-
ough knowledge of how to manage groups. In fact, experience is 
an essential attribute for the practitioner.

The characteristics of gifted readers and the use of biblio-
therapy

It is stated in a number of sources that being an early reader is 
one of the basic characteristics of giftedness (Gross, 2002). The 
possession of a strong memory, unflagging interest and the abili-
ty to understand complex ideas combine to enable gifted and tal-
ented students to exhibit reading skills that are 2 years in advance 
of their contemporaries (Dooley, 1993).  

When gifted and talented students first encounter the letters of 
the alphabet, they do not learn to read: instead, they begin to read 
in order to understand (Catron & Wingebach, 1986). This prob-
ably constitutes the most important motivation for them to start 
reading. The use of the bibliotherapy technique with children of 
this kind is, in fact, even more essential than is its use with others 
as gifted and talented students’ enjoyment of reading presents an 
invaluable opportunity to enter their inner world and guide them 
towards solutions to their problems. 

In one study, significant differences with regard to reading 
habits were found in certain areas between gifted and talented 
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students (37 individuals, x=130.35; sd=9.54) on the one hand, 
and average students (33 individuals, x=104.51; sd=5.52) on the 
other. According to the results of this study, no differences were 
found between gifted and average individuals in areas such as 
whether or not they enjoyed reading books, and whether or not 
they thought reading books was important. However, the answers 
to questions such as ‘How often do you buy books?’, ‘How many 
days a week do you read?’, ‘Do you have a favourite author?’, 
‘How many books have you got?’ and ‘Do you draw any conclu-
sions from the books you read?’ that were given by gifted and 
average students showed significant differences in favor of the 
gifted group (Leana-Taşcılar, 2017). The differences between the 
two groups’ answers to these last two questions, in particular, are 
yet another indication of the fact that bibliotherapy is especially 
suitable for gifted and talented students.

For gifted and talented students, reading is an easy and enjoy-
able activity (Anderson, Tollefson, & Gilbert, 1985). Students of 
this kind do, however, have several needs that must be met. Clark 
(2002) states that some of these needs are as follows: acquiring 
new areas of interest; achieving flexibility in the matter of adding 
new ideas to their currently-held ones; and being exposed to new 
ideas in parallel with their learning speed. 

L.K. Silverman (1993) and Piechowski (1997), explored the 
emotional dimensions of these needs, placing special emphasis 
on being aware of one’s own emotions, self-regulation, self-ab-
straction, and coping with being ‘labeled’. Frank and McBee 
(2003) meanwhile, maintain that gifted and talented students 
need support in the matter of rejection by the other students in 
the class. In addition, they maintain that the development of a 
healthy self-respect is also a need that must be met.

 Bibliotherapy is one of the ways in which all the aforemen-
tioned emotional needs of gifted and talented students can be 
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met. T.P. Hebert (1991) pioneered the use of bibliotherapy with 
students of this kind. He and his colleagues carried out successful 
bibliotherapy sessions with gifted and talented students designed 
to help them cope with being ‘labeled’, anxiety over mathemat-
ics, examination phobia, the difficulties brought on by puberty, 
and other social and academic problems (Hebert & Furner, 1997; 
Hebert & Kent, 2000).

Criteria to be used when choosing a book for bibliotherapy
Not every book is suitable for use in bibliotherapy. One of 

the most important criteria is the book’s subject: this must be 
chosen in accordance with the kind of bibliotherapy that is to be 
carried out. If the book is about a subject that is not relevant to 
students’ needs, it may not appeal to them, and they may there-
fore not wish to read it. A second criterion to be taken into con-
sideration is its suitability for the students’ age group and their 
level of ability. Young children, in particular, need books that are 
written in simple, easily comprehensible language and contain 
large, colourful illustrations. Moreover, Bruneau, Bubenzer, and 
McGlothlin (2010)state that the language used in the book cho-
sen must be of a kind to engage the reader.

K. Davis and Wilson (1992) claim that books that have re-
ceived awards may be used in bibliotherapy sessions on the 
grounds that such books meet essential criteria. They say that 
when choosing a book, the practitioner or teacher should seek the 
answers to the following questions: 

a) Is the book sufficiently easy to understand, short enough, 
and free of unnecessary repetition?

b) Is it suitable for the relevant cognitive level?
c) Are the emotions and areas of interest treated in the book 

suited to students’ needs?
d) Does it bring up subjects such as cultural and gender dif-



78

ferences, the concept of the ’other’, sensitivity towards 
aggression, etc., etc.?

e) Do the characters in it use their problem-solving skills, 
and are they successful in this? (Iaquinta & Hipsky, 2006).

f) Is the book witty in the way it uses language? (Stamps, 
2003)

Various other researchers have suggested the following as cri-
teria that should be used when selecting books to be used in bib-
liotherapy sessions with gifted and talented individuals:

1. The language in the books selected should be expressive, 
original, varied and exciting.

2. The books selected should be open-ended, inspiring the 
reader to think what the outcome of the story might be. 

3. The actions of the characters should not be too complex, 
and should be well-defined enough to allow the reader to 
interpret and evaluate them.

4. The books should contribute to the development of prob-
lem-solving skills and creative thinking.

5. The characters should be suitable for adoption as 
role-models.

6. A wide range of book types should be selected – from 
comics to mythological stories and real-life dramas, and 
from biography to science fiction – and these should em-
body a variety of styles of writing. 

It should not be forgotten that even if a book meets all the 
above criteria, it may not produce the same effect in every stu-
dent. While a specific book may present the solution to the diffi-
culties encountered by some students, for others it may play only 
a preventative role. It is therefore necessary for the practitioner 
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in charge of the session to show sensitivity, in the knowledge that 
the book chosen may not produce the same effect on every mem-
ber of the class.

A book selected for bibliotherapy should possess the follow-
ing characteristics: Has a protagonist with gifted / talented char-
acteristics, encourages problem-solving skills, treats the subject 
of acceptance, has characters suitable for identification, encour-
ages critical thinking, Is suitable for preventative guidance, Fa-
cilitates an understanding of the ‘other’, Encourages the mak-
ing of generalizations, is enjoyable, Meets the general criteria 
for children’s literature, Has received a literary award of some 
kind, Includes areas of over-excitability (mental, imaginational, 
emotional), Has the specific features displayed by gifted reades 
(inclusion of new ideas, encourages critical and creative thinking 
and questioning) (Halsted, 1990; L. Silverman, 1993; McTague, 
1998)

A proposed model for the use of bibliotherapy with the gifted
Leana-Taşcılar (2012) proposed a model designed to show 

how bibliotherapy may be used. According to this model, the first 
step to be taken is the pre-reading stage. Here, the subject to be 
addressed by the bibliotherapy session needs to be identified. If 
there is a specific problem in the class, it should be given priority, 
and a book that meets the previously-determined criteria should 
be chosen – bearing in mind the needs of gifted and talented stu-
dents and their specific reading characteristics.

In the second step, which is described as a ‘process’, it is ex-
pected that the first four stages of the bibliotherapy technique 
(identification, catharsis, insight and generalization) will take 
place. In order for the book or literary text chosen to be proper-
ly understood, the teacher may use the strategies recommended 
by Outzs and Brown (2000). These strategies are: discussing the 
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unknown words that occur in the text; forming sociograms about 
the characters; visualizing the text by means of Venn diagrams; 
discussing causes and effects, etc., etc.

In the third and final stage (the post-reading phase), it is ex-
pected that insight and generalization will occur. In order for this 
to take place, the teacher – who should have achieved sufficient 
progress in the bibliotherapy technique to be able to ensure that 
the post-reading discussion is productive, and that insight and 
generalization are achieved – should carry out advance planning 
with regard to the type of discussion that is to be encouraged 
when the reading process is over. In this way, the above-men-
tioned cognitive and emotional needs of all students in the class 
will be met.  

Recent experimental studies in bibliotherapy with gifted 
and talented students

Issues in gifted and talented students for which bibliother-
apy may be used

D.  Sisk (1987) claims that bibliotherapy is a very useful way 
of understanding the thoughts and feelings of gifted and talented 
students. However, the number of studies that have been carried 
out into the use of bibliotherapy with gifted individuals is very 
limited. As stated above, the expert who has conducted the larg-
est number of studies in this field is Hebert. Some of these studies 
concern gifted children’s anxiety over mathematics (Hebert and 
Furner, 1997); their friendships (Hebert and Kent, 2000); their ex-
pectations, relationship issues, and attitudes towards the instanc-
es of achievement and under-achievement that are described in 
the biographies they read (T. Hebert, Long, & Neumeister, 2001). 
The aforementioned studies are not of an experimental nature, 
however. During a study of how the gifted cope with perfection-
ism, (Mofield & Chakraborti-Ghosh, 2010)carried out partial 
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bibliotherapy training with 153 students. In the current section, 
three studies that explore the issues of self-esteem, perfectionism 
and empathy in gifted and talented children will be described, 
and the results of these studies will be discussed.

Self-Esteem
No experimental studies involving the use of bibliotherapy in 

the development of self-esteem have been found in the literature. 
Therefore, the aim of the study carried out by Leana-Taşcılar 
(2017) was to supply the deficiency in this area. Lack of self-es-
teem is one of the problems frequently encountered by gifted 
children (Silverman, 1993). However, some studies have found 
levels of self-esteem in gifted individuals to be high, while oth-
ers have found the exact opposite to be the case. It is easier for 
students to fulfil their potential when they reform their attitude 
towards self-esteem, and acquire a healthier and more realistic 
level of this quality.

In reviewing the literature, we see that the effect of biblio-
therapy on the development of self-esteem in gifted children has 
been the subject of a study by Spear (1996); however, his con-
clusion was that bibliotherapy had no effect on their levels of 
self-esteem. While postulating possible reasons for this, he spec-
ulated that the difficulty gifted children encountered in identify-
ing with the characters in the science fiction books chosen might 
have been responsible. Another possible reason may have been 
that the questions asked during post-reading discussions were in-
adequate for the successful application of bibliotherapy. 

Thus, in the study carried out by Leana-Taşcılar in 2017, the 
books selected – unlike those in the study conducted by Spear 
(1996) – were not science fiction: they had characters that stu-
dents found it easy to identify with, and were chosen in accord-
ance with the criteria for the selection of books suitable for use 
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with gifted and talented children. It is thought that in order to 
overcome the self-esteem issues that gifted and talented chil-
dren may encounter, it is important to organize reading activities 
– this being something that children enjoy. In this context, the 
fundamental aim of the current study is to enquire into the ques-
tion of whether a training program based on bibliotherapy has 
an effect on levels of self-esteem in gifted and talented students. 

A total of 16 gifted students (10 girls and 6 boys), all in the 4th 
grade, took part in the study. Of these, 8 (5 girls and 3 boys) were 
gifted and talented students who had volunteered to participate 
in bibliotherapy training; the control group, meanwhile, consist-
ed of 8 students (5 girls and 3 boys), and was identical in terms 
of sex and intelligence (U=30.50, p>.05). Pre-test Mann-Whit-
ney U analysis showed that there was no disparity between the 
two groups as regards levels of self-esteem. In this study, Wisc-R 
was used to measure levels of intelligence, while Culture Free 
Self-Esteem Inventories (CFSEI-2) Form A for Children  Battle 
(1992) was used to measure levels of self-esteem.

The Bibliotherapy Training Program: the group of 8 (5 girls 
and 3 boys) that had volunteered to take part in the study received 
the ‘Bibliotherapy Training Program’ over a period of 5 weeks. 
The books used had been selected in accordance with the criteria 
listed in Table 1, and consisted of ‘Jonathan Livingstone Seagull’ 
Bach (2010), ‘Matilda’ Dahl (1998), ‘Momo’ Ende (1999), ‘The 
Little Prince’ Saint-Exupery (2000) and ‘The Little Black Fish’ 
Behrengi (2010). One week was devoted to each book. Students’ 
families were informed about the program and were asked to ob-
tain the books and ensure that they were read. Each session lasted 
for 90 minutes – two lesson hours.

Significant differences were found between pre-test and post-
test self-esteem inventory subscales in the experimental group. 
Pre-test and post-test results showed the following differences: 
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general self-esteem (z =-2.52, p≤ .05), social self-esteem (z=-
2.40, p≤.05), academic self-esteem (z=-2.58, p<.01) and parental 
self-esteem (z=-2.15, p≤.05). When the sum of ranks is taken into 
consideration, it will be seen that this difference is in favour of 
the post-test scores. 

No significnt difference was found, however, between pre-
test and post-test self-esteem inventory subscales for the con-
trol group. Pre-test and post-test results were as follows: general 
self-esteem (z =-1.41, p> .05), social self-esteem (z=.000, p>.05), 
academic self-esteem (z=-1.73, p>.05) and parental self-esteem 
(z=-1.00, p>.05).

It was observed that with the exception of parental self-es-
teem (U=14.00, p>.05), all sub-scales of post-test results for Cul-
ture Free Self-Esteem Inventories (CFSEI-2) Form A for Chil-
dren showed significant differences for the experimental and 
control groups. Thus, it will be seen that the 5-week bibliother-
apy training program given to the gifted and talented students 
who took part in the study was effective in raising their levels of 
self-esteem. 

The books that the gifted and talented children were asked to 
read had a positive effect on their levels of general, social and ac-
ademic self-esteem. An examination of the contents of all these 
books will show that they provide opportunities for the foregoing 
subjects to be raised. It is thought that the gifted and talented stu-
dents who were able to idenitfy with the heroes and heroines of 
the books experienced an increase in their levels of self-esteem 
as a result of an enhanced ability to understand themselves and 
others. It is recommended that this bibliotherapy training pro-
gram, which lends itself to preventative guidance, should be used 
with students who are experiencing academic, social and person-
al issues.  
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Perfectionism
It was Hollingworth (1926) who first – in the 1920s, follow-

ing her studies of gifted children – recognized that perfectionism 
is an emotional feature of giftedness. According to Clark (2002), 
perfectionism (in addition to a number of other features) is one of 
the basic characteristics of giftedness. Silverman (1993), mean-
while, sees it as an energy requiring direction rather than as a 
negative characteristic; she lists the following 6 reasons for per-
fectionism in gifted children: 

1. Perfectionism is an abstract concept, and abstract intelli-
gence is required in order to understand it. The ability to 
conceive of abstractions is an essential condition of gift-
edness. 

2. Perfectionism is a function of asynchronous development. 
3. Gifted children set standards according to the mental age 

of their peers, rather than their chronological age. 
4. Thanks to their greater capacity for forethought, gifted 

children are more frequently successful, and come to ex-
pect success. 

5. When schoolwork is easy, the only challenge is to accom-
plish it perfectly. 

6. Perfectionism is a distortion of the desire for self-perfec-
tion, which is a positive evolutionary drive (Silverman, 
2007). 

Other educators and researchers have lent their support to the 
belief that perfectionism has both positive and negative aspects 
(Roedell, 1984). In addition, its role in the emotional wellbeing 
of gifted children and adolescents has been investigated from the 
point of view of pathology (Schuler, 2000). It is believed that 
perfectionism is by nature a negative characteristic that needs 
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to be treated, and that it can lead to a number of psychological 
problems ranging in severity from anxiety to suicidal tendencies 
(D. Sisk, 2005). When seen from these three viewpoints, perfec-
tionism is an obstacle that needs to be overcome if the talents of 
gifted children are to be developed (Schuler, 2000). 

Roedell (1984) maintains that most gifted children make a 
secret effort to set impossible goals for themselves in order to 
achieve perfection. Hearing parents and teachers compliment 
them (‘Great job!’) for success in tasks that are not particularly 
difficult leads to a lack of self-confidence on the part of gifted 
children, reducing in their estimation the value of praise for suc-
cess in more difficult matters. 

Some studies involving gifted children have included com-
parisons between them and their more ‘average’ peers (Kanlı, 
2011; LoCicero & Ashby, 2000); others, meanwhile, have con-
centrated on gender differences in gifted children (Kline & Short, 
1991). Of these latter studies, some have attempted to identify 
the dimensions of perfectionism (Siegle & Schuler, 2000) while 
some have investigated the factors affecting the development of 
perfectionism (Neumeister, 2004). The great majority of such 
studies have focused on adolescents; however, as the founda-
tions of perfectionism are laid during childhood, the phenome-
non really needs to be addressed at an earlier stage of the child’s 
development. 

When the various studies that have been conducted into per-
fectionism are examined, it will be seen that the techniques most 
often used to cope with perfectionism are cognitive ones (Kearns, 
Forbes, & Gardiner, 2007; Kutlesa & Arthur, 2008). However, 
in recent years there has been increasing interest in a number 
of therapeutic approaches used in psychology, as well as in as-
sistive techniques. Bibliotherapy is one of these assistive tech-
niques, and its use as a tool during the process of coping with 
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perfectionism has been advised (Hebert, 1991; Leana-Taşcılar, 
2012; Silverman, 1993). 

In a very recent study conducted by İlter et al. (2018), the ef-
fects of the bibliotherapy training program developed by these 
three researchers on perfectionism levels in gifted students were 
examined. 14 gifted and talented students participated in the 
study. Of these 14, 7 who had received high scores in Reading 
Attitude Scale (RAS) (Ünal, 2006) were placed in the experi-
mental group. 7 students who were keen to participate and had 
promised to continue until the end were chosen for the experi-
mental group; meanwhile, another 7 students whose RAS scores 
were again above average but who had not acquired the habit of 
reading were selected for the control group. The experimental 
and control groups were formed on the basis of the absence of 
any significant difference between their scores in the Multide-
mensional Perfectionism Scale (MPS) (Özbay & Mısırlı-Tasde-
mir, 2003). When equivalence between the two groups had been 
obtained, a 7-session bibliotherapy-based training program was 
given to the experimental group.

This program, which was applied over seven sessions, was 
developed by one of the researchers under the supervision of 
the second researcher. The main aim of the program was to raise 
awareness of the factors contributing to the development of per-
fectionism, and the identification of new ways of dealing with it. 
All the sessions were based on a previously-chosen book, which 
was given to participants to read as homework (Pardeck, 1993). 
Care was taken to ensure that the books chosen met the two cri-
teria of suitability for the need and embodiment of strategies for 
dealing with perfectionism as defined by the five subscales of 
MPS (excessive concern over making mistakes, parental criti-
cism, parental expectations, personal standards, doubting the 
quality of one’s actions and preference for order) (Frost, Marten, 
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Lahart, & Rosenblate, 1990). 
A list of the books to be used in the sessions was given to the 

participants and their families, and a period of one week was 
allotted for the reading of each book. During the first and third 
sessions, the researcher read the books to participants from the 
smartboard in the classroom, while the students followed the 
text. The sessions usually began with pre-reading activities, fol-
lowing which the researcher elicited an account of the story. Af-
terwards, a list of questions on the story (prepared in advance by 
the researcher) was distributed to the class, and written answers 
to these questions were produced by the students. Then, after a 
short break, a class discussion on the questions was initiated. 
This phase was supplemented by a variety of activities, and the 
total length of each session was 80-90 minutes. 

During the first session, the researcher used ‘Eliza is Afraid 
of Being Unsuccessful’ (Noreau & Masse, 2016), which takes 
as its theme failure and the fear of making mistakes, and is short 
enough to be finished in one session. As this was the initial ses-
sion, it began with an introduction game; then, after an explana-
tion of classroom rules, the book was read out by the research-
er. Finally, the class answered the questions in writing, and as a 
post-reading activity, students were asked to make up a slogan 
that would boost confidence in situations where they were afraid 
of failure. 

The second session was designed to raise awareness of the 
negative effects of extreme orderliness and over-organization, 
and to this end ‘Puldan Taştan Lahanadan’ (‘Of Stamps, Stones 
and Cabbages’) (Ak, 2016) was selected. In order to direct atten-
tion towards the post-reading discussion questions, the research-
er asked participants to draw a symmetrical picture, and a class 
discussion was then held on the difficulties involved. 

The third session began with a discussion focusing on a list of 
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quotations on the subject of fear of failure that had been displayed 
on the classroom wall. The book chosen for this session, ‘The Girl 
Who Never Made Mistakes’ (Pett & Rubinstein, 2011), was read 
out by the researcher. As a monitoring activity, participants were 
asked to write down five mistakes that they had made during their 
lives up to that point, and what they had learned from them. 

The focus of the fourth session was a book called ‘The Report 
Card’ (Clements, 2006). This book, in which the main character 
is a gifted child, shows the reader the negative effects of inflated 
parental expectations, pressure applied by them on their children, 
and the making of unfavourable comparisons – the aim being to 
demonstrate that high grades are not the sole criterion of success. 
Following the discussion phase, participants were asked to devel-
op a new grading system, and to design a new report card. 

The subject matter of the fifth session was the negative effects 
of inflated expectations and over-critical attitudes on the part of 
parents. The book chosen for this session was ‘Annem Babam 
Okul 1.incisi’ (‘Both My Mother and My Father Were the Most 
Successful Students In Their Schools’) (Güneş, 2007). One of the 
things participants were asked to do during the written post-read-
ing activity was to hold a brain-storming session in groups of three 
in which they brought forward various solutions to the problem 
described above. This was followed by a general class discussion. 

The theme of the sixth session was the fact that making mis-
takes is a part of the learning process, and the book chosen – ‘The 
Value of Creativity: The Story of Thomas Edison’ –(Johnson, 
1981) was again one in which the main character was a gifted 
person. Following a discussion of the written questions, the re-
searcher explained that perfectionist individuals have no liking 
for group activities; ‘tetriso’ (a group game) was then played in 
order to illustrate this fact and to teach students how co-operation 
leads to success. 
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In the seventh and last session, ‘Ramona’s World’ (Clearly, 
2013) was used to raise awareness of the negative effects of ‘per-
fect performance’ – that is, of extreme effort. In order to develop 
problem-solving skills, the post-reading discussion ended with 
the researcher asking the class to suggest solutions to the prob-
lem posed in the book. 

The results of the study showed that the bibliotherapy tech-
nique was effective in decreasing perfectionism levels in the stu-
dents in the experimental group. Wilcoxon Marked Order Test 
revealed the following significant differences (.05) in favour of 
post-test subscales between pre-test and post-test results for the 
experimental group in MPS: excessive concern over making mis-
takes (z=-2.197 p <.05), parental expectations (z=-2.214 p <.05), 
personal standards (z=-2.201 p <.05), doubting the quality of 
one’s actions (z=-2.384 p <.05), and preference for order (z=-
2.214 p <.05). At the end of the process, all MPS subscales for 
students in the experimental group except those for parental crit-
icism were found to have decreased. The findings of the current 
study support those of Mofield and Chakraborti-Ghosh (2010), 
who created a program that investigated the effects of emotional 
development on perfectionism in gifted children. In this context, 
it appears that levels of perfectionism are not static, but may be 
changed by means of various programs of this nature. 

Empathy
Empathy is defined as the individual’s ability to understand 

and share the feelings of others (M. Davis, 1980). According to 
Adler, meanwhile, empathy is seeing with the eyes of another, 
listening with the ears of another, and feeling with the heart of 
another (Demetriou, 2018). It can also be viewed as an impor-
tant part of communication (Barnett, 1990). Lack of empathy is 
associated with antisocial behavior, bullying, autism, personality 
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disorders and psychopathology (Gini, Albiero, Benelli, & Altoe, 
2007; Lombardo, Barnes, Wheelwright, & Baron-Cohen, 2007). 
Goleman (2000) states that empathy is an important component 
of emotional intelligence. When seen in an educational context, 
the taking of empathy research into account acquires even great-
er importance.

Empathy is an important concept to take into consideration if 
we are to completely and accurately understand gifted and talent-
ed children (Bal & Bilge, 2016).  Such children show sensitivity 
in ethical matters from a young age: they give importance to oth-
ers, wish to relieve others’ pain, and exhibit an advanced ability 
to think about ideas such as justice and impartiality (Lovecky, 
2005). They also have a greater level of sensitivity towards oth-
ers’ emotional difficulties; it is not surprising, therefore, that they 
should possess a well-developed capacity to understand oth-
ers’ points of view (Berkowitz & Hoppe, 2009). In contrast to 
all these positive characteristics, however, Tannenbaum (1991) 
maintains that a low level of empathy in gifted and talented chil-
dren (who exhibit asynchronous development) may lead to self-
ishness and destructive aims.  

A bibliotherapy-based training program designed to devel-
op empathy skills in gifted and talented children was carried out 
with 2nd-grade primary school students by Kurt (2018). A total of 
17 gifted and talented students (9 boys and 8 girls) took part in 
the study, and they were divided into experimental and control 
groups following determination of their scores in the intelligence 
test and KEDS empathy scale developed by Reid et al. (2012)  
and adapted for Turkish by Leana-Taşcılar, Biber, and Kurt 
(2018). At the end of the study, significant increases were found 
in KEDS sub-scales for cognitive dimension (U=.000, p<.01), 
behavioral dimension (U=.000, p<.01) and emotional dimension 
(U=14.500, p<.05) in the experimental group. The results of this 
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study show that the bibliotherapy technique is an effective way 
of increasing levels of empathy in gifted and talented children. 

The aforementioned training program consisted of 8 sessions. 
These sessions, and the aims towards which they were directed, 
were as follows:  

In the first session, the primary aim was to discuss the sub-
ject of ‘anger’, the secondary aim being to initiate a discussion 
on bullying by peers and rejection. A book entitled ‘Anais voit 
rouge’ (‘Anais is Very Angry’) (Martel, 2017) was chosen in 
order to facilitate discussions on the following subjects: seeing 
things from the other person’s point of view so that we can better 
understand them, taking a respectful and understanding attitude 
towards differences, recognizing and expressing various emo-
tions, understanding that anger is a natural emotion, and devel-
oping ways of expressing anger in a suitable manner and of con-
trolling it. Discussions on these subjects as reflected in the book 
were carried out, and were followed by a variety of activities.

The focus of attention in the second session was rejection, bul-
lying by peers and ‘spoil-sport’ behaviour. Two books suggesting 
these themes were used – ‘Rougejaunenoireblanche’ (‘Redyel-
lowblackwhite’) (Minnie & Cneut, 2013) and ‘Carlo Castlec-
rusher’ (Montanari, 2016) – with the aim of raising awareness in 
the following areas: the importance of listening, ways of coping 
with rejection, how to express thoughts and feelings, interper-
sonal communication, the importance of friendships, and coping 
with obstacles to communication.  

The subject focused on in the third session was sharing, and 
discussions were initiated on the general themes of co-operation 
and mutual support, specific topics being the importance of shar-
ing and of friendship, mutual support in the context of friendship, 
and peaceful living. The book used in this session was ‘Sidney, 
Stella and the Moon’ (Yarlett, 2017).
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Happiness formed the main subject of the fourth session, the 
secondary theme being that of seeking happiness. Topics focused 
on were the importance of love in human life, accepting people 
as they are, being flexible and tolerant, seeing other people’s suc-
cess as something positive, developing the feeling of happiness, 
and observing the behavior of happy people. To this end, ‘Die 
Baby Hummel Bommel’ (Sabbag, Kelly, & Tourlonias, 2017) was 
read and discussed. 

The themes of the fifth session were loneliness and rejection, 
the feelings of sadness evoked in such situations, and the various 
reactions people have to them. In order to initiate discussions on 
these subjects, ‘Eyvah Kalbim Kırıldı!’ (‘Oh, dear! This has Bro-
ken My Heart!’) (Yemenici, 2017) was used. Discussions were 
held on the importance of love in human life, accepting people 
just as they are, and recognizing and coping with the feeling of 
sadness.  

The book used in the sixth session, which focused on feelings 
of fear and anxiety, was ‘Canavarlar Gece Gelir’ (‘The Mon-
sters Come at Night’) (Taşyürek, 2017). Discussions and other 
activities were organized on the subjects of recognizing the feel-
ing of fear, understanding both its useful and its harmful quali-
ties, finding rational explanations for fear, and coping with this 
emotion. 

The main theme of the seventh session was feelings of shock 
and ways of coping with them. To this end, ‘I Will Never Get 
Lost!’ (Geisler, 2017) was used. Students were encouraged to re-
flect on feelings of shock and on the way these are reflected in a 
person’s behavior, to understand that shock is a natural feeling, 
and to analyze the reactions it provokes.

In the eighth and final session, a book entitled ‘Sırası mı 
Şimdi!’ (‘Is This the Right Time for Something Like That!’) 
(Kozikoğlu, 2017) was read and discussed, and the main topic 
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was the feeling of relief. The focus was on recognizing and ex-
pressing various feelings, perceiving and expressing the feeling 
of relief, various behavioral reactions to this feeling, and the im-
portance of the feeling of relief from the point of view of physi-
cal and mental health.

It will thus be seen that the bibliotherapy-based program de-
veloped by Kurt (2018) for the encouragement of empathy skills 
in gifted and talented children is an effective one: an increase was 
observed in the emotional, cognitive and behavioral sub-scales 
of KEDS in the students in the experimental group. In addition, 
it may be thought that post-reading activities such as watching 
videos, drama, finger puppets, etc., have a useful role in increas-
ing empathy levels.  

In this chapter, three experimental studies in the development 
of self-esteem, the encouragement of empathy and the reduction 
of levels of perfectionism have been outlined, and their results 
described. In all three of these areas, a bibliotherapy-based train-
ing program has been found to be effective with gifted and tal-
ented students. 
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INTRODUCTION
The flipped classroom approach has been used in various 

areas of higher education for years (Brame, 2013), but recent 
efforts to define and promote practice have led to increased 
awareness and private research. The flipped classroom approach, 
rather than a single model, contains a fundamental idea to reverse 
lecture-based classroom instruction and use pre-recorded videos 
and reading assignments before class (Tucker, 2012; Kayalar and 
Kayalar(a), 2020). Course hours are used to engage students in 
problem-based, collaborative learning and progressive concepts. 
Most important here is the control of the speed and time required 
for the student to learn the material.

In flipped learning, some courses are taught outside of the 
classroom setting using video or other presentation modes, 
such as screen video recording, so students can access content 
whenever, wherever and as often as they want.

Flipped classroom environments
With the spread of internet technology, virtual communication 

and learning management systems, many educators are interested 
in an inverted classroom (Berrett, 2012). Language education in 
particular at the university level faces many challenges. These 
challenges arise at a time when students believe they will need 
more language skills than ever to compete in the workforce. 
Many students are unprepared for college-level classes, and a lot 
of effort goes into finding better ways to help all students achieve 
their educational and professional goals and to learn the lessons 
they need (Brewer & Movahedazarhouligh, 2009).

Traditionally, the training of college courses has been built 
around the lesson model. In this teacher-centered approach, 
the instructor spends most of the classroom time lecturing, 
answering homework questions, explaining the rules for lesson 
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content, and working on a large number of examples. This 
method has gained its present importance due to the nature and 
amount of course content covered in the classroom. However, 
due to the high failure rates of the traditional approach, other 
pedagogical methods are being explored. Because it encourages 
a more student-centered approach, more student participation is 
provided (Huba & Freed, 2000). An important study comparing 
face-to-face online learning is a meta-analysis conducted by 
the US Department of Education. In this frequently cited meta-
analysis, 45 studies were synthesized comparing face-to-face 
online learning. Online learning can include blended learning that 
includes both online and face-to-face training. Although online 
learning had a slightly higher impact than traditional teaching, 
nine out of eleven individual studies with significant implications 
supporting the online situation used a blended learning approach 
(U.S. Department of Education, 2010). Although the flipped 
classroom model is not an explicit term used in the study, it 
shares many features of blended learning.

Flipped Classroom and History of Learning
The concept of flipped classroom or inverted learning is not 

new (Baker, 2000). Before flipped classroom, educational videos 
were used to present content in distance education. The idea that 
new technologies such as television and radio could be used to 
provide education appeared as long ago as the 1920s. The Open 
University was the first and most successful full-scale study to 
use video to deliver educational content. The Open University 
began in the 1960s in the UK to prevent people from low-income 
groups from missing out on higher education. Originally it was 
“Air University”, a daily distance education television program 
seen in the early morning hours of the Open University, in the 
UK, Canada and Australia (The Open University, 2013). Over 
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the years, the Open University has advanced with technology 
to meet the needs of its students. In 2013, more than 200,000 
students were studying with the Open University, most of whom 
had access to course materials on smartphones and tablets. 
Similarly, the Open University has a network of more than 
5,000 teachers who support students via e-mail or computer 
conferencing (The Open University, 2013). Teachers also held 
face-to-face interviews with students to create active learning 
experiences beyond the lesson (Tait, 2008). While the Open 
University successfully used video instructions to deliver 
content, Baker had the idea to use electronic tools to handle rote 
material outside of the classroom (Baker, 2000). However, by 
1995, with the advent of an online content management system, 
Baker was able to upload lecture notes online, expand classroom 
discussions, and use online quizzes (Strayer, 2007). Later, lesson 
hours were opened for the students to work on the applications 
of the content and to answer the questions. Baker presented the 
concept at conferences between 1996 and 1998 and began to 
call this method the “Class Cycle” (Baker, 2011). Around the 
same time, Lage, Platt, and Treglia designed and implemented a 
similar procedure. They referred to the concept as the “Flipped 
Classroom” and similarly, they created an environment where 
students would watch the lectures before the lesson and then 
spend time in the classroom to clarify difficult concepts and 
work in small groups (Lage, Platt, & Treglia, 2000). It provided 
a variety of tools for students to use for the first time in outside 
classroom materials, including textbook readings, lecture videos, 
and printable instructional slides (Johnson & Renner, 2012). The 
modern use of online videos to support face-to-face education 
is often attributed to two high school teachers in Colorado, 
Bergmann and Sams (Pink, 2010). Likewise, the current 
approach to the inverted classroom is thus attributed to Jonathan 
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Bergmann and Aaron Sams (Bergmann et al., 2011; Tucker, 
2012). They used basic video recording software that annotated 
and annotated PowerPoint slide show presentations accessed via 
electronic and online media for lesson compensation for students 
who missed classes. Bergmann and Sams first called the method 
the prevodcasting model. Pre means that watching video takes 
place before class and take the concept of “vodcasting” as an 
acronym for video podcasting. After providing and developing 
professional development to other teachers, they changed the 
name to reverse the teaching to dispel the fear expressed by the 
teachers as technology-driven. A 2010 article in The Telegraph 
(UK) attributed Bergmann and Sams’ concepts to Karl Fisch, 
a Denver high school teacher who blogged about the “inverted 
classroom” model (Pink, 2010). As the term became popular 
both domestically and abroad, Bergmann and Sams used the 
flipped class name and ended their efforts with the publication 
of a book in 2012. The title of the book: Turn Your Classroom: 
Reach Every Student in Every Class, Every Day.

In the years since its inception, Bergmann and Sams have 
continued to provide professional development on flipped 
classroom methodology through coordination of a national 
dialogue through consulting services, annual conferences, and 
the Flipped Learning Network. The credibility of the inverted 
classroom methodology has been further expanded, especially 
with the creation and expansion of additional resources for 
flexible learning: Khan Academy, Coursera, TED-ED, and other 
massive open online course providers. In higher education, 
the terminology used for practice still ranges from blended 
learning, flipped classroom and inverted learning; However, the 
call to redesign the lesson to model the principles of the flipped 
classroom is within the scope of the literature.
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Theoretical Basics of Flipped Learning
Various types of literature have shown that teachers need to 

understand its theoretical foundations to understand the concept 
of flipped learning; because this will enable the approach to be 
applied effectively in the classroom. Cheryl and Stephen (2013) 
created two frameworks, Blended Learning Theory and Project 
Based Learning Theory, in their study on the relevant theoretical 
foundations that form the basis of the application of flipped 
learning.

Blended Learning Theory
Blended Learning Theory is a pedagogical approach to 

classroom teaching that combines face-to-face activities with 
computer-mediated activities and online learning (Alajmi, 
2011; Kayalar and Kayalar(b), 2020). Blended Learning Theory 
advocates argue that complete online teaching minimizes its 
weaknesses by allowing face-to-face contact with teachers, 
students, peers, and provides an opportunity for clarity of difficult 
assignments or concepts. Similarly, most researchers, including 
Donohue, Fox, and Torrence (2009), suggested that teachers 
should have sufficient knowledge of Blended Learning Theory as 
it is an integral component of the flipped classroom. Specifically, 
these researchers investigated the effect of modified flipped 
learning on students learning in a basic chemistry course, using 
podcasts and other multimedia methods to teach both online and 
in person, as suggested in the Blended Learning Theory model. 
Their work also included a control group of students who were 
taught using only face-to-face interaction. Donohue, Fox, and 
Torrence (2009), when comparing the findings from the two 
groups, found that students in the modified flipped classroom 
performed better than students in the traditional classroom 
format (face-to-face) on some academic criteria. In this context, 
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the researcher suggested that teachers who aim to fully benefit 
from flipped learning in the classroom should have sufficient 
knowledge about Blended Learning Theory as it is an integral 
part of the flipped learning model.

Project Based Learning Theory
Project-Based Learning is a student-centered pedagogy that 

focuses on problems or projects undertaken by students as a 
teaching tool. Project Based Learning involves the initiative of 
students or groups of students and requires a variety of educational 
activities. Cheryl and Stephen (2013) found that the learning goals 
of students in Project-Based Learning were aimed at helping 
them develop intrinsic motivation, flexible and effective problem 
solving skills, cooperative skills, and self-learning. Additionally, 
Del Valle and Duffy (2009) stated in their study that in order 
to have sufficient knowledge about flipped learning, teachers 
should learn to see it through the lens of Project-Based Learning. 
They also found that students in high enrolment classes would 
likely be more satisfied and engaged when their teachers applied 
flipped learning with the Project Based Learning design. Another 
notable example of Project Based Learning in flipped learning 
research emerged in a study by Corey and Bower (2015) who 
used flipped classroom pedagogy to teach pharmacotherapy in 
an 8-week course. They found that the students both performed 
better than the traditional lesson-based class and also viewed the 
classroom positively.

CONCLUSION
When trying to change a paradigm, especially one that might 

work for us as students, it is important to consider the future - 
what will be the rising career of our students, what skills and 
knowledge are required to engage with their professionals, what 
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paradigms they may encounter? Our teaching behaviors, the 
expectations we set for our students, and the learning behaviors 
of our students must evolve to suit the future of our students. 
So why should we turn our traditional learning environment? 
Flipped Learning provides:

• student access to educational tools and technologies
• student participation in intensive content
• the student’s immersion in a variety of learning
• student collaboration with peers
• support for the learning process
• instant student access to expert feedback.
Flipped Learning in the classroom;
• promotes student understanding
• provides differentiation
• provides access to expert support
• provides student participation
• creates a supportive learning environment
• provides opportunities for collaboration
Flipped Learning with homework;
• promotes student accountability
• promotes purposeful homework
• provides a reason to learn the content
• minimizes distractions
• engages students and prepares them to learn.
Because of all these advantages, Flipped Learning needs to be 

applied at every stage of education as it meets all the requirements 
of 21st century modern education.
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