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ABSTRACT 

 

SOCIAL AND EMOTIONAL FOREIGN LANGUAGE LEARNING 

PERCEPTIONS OF STUDENTS IN RURAL SCHOOLS 

 

Eyyüp Can AVCI 

 

Master Thesis, Department of English Language Education 

Supervisor: Dr. Senem ZAİMOĞLU 

July 2023, 134 pages 

 

 

 

In the 21st century, it is aimed to provide students with social and emotional skills 

as well as to increase their academic success. On the other hand, it could be seen that 

there is still not enough study to examine the Social and Emotional Learning perceptions 

of students in the rural context. In this study, the Social and Emotional Foreign Language 

Learning perceptions of secondary school students studying in rural schools and the rural 

challenges that affect students socially and emotionally were investigated. The “Social 

and Emotional Foreign Language Learning Scale” developed by Zaimoğlu (2018) was 

used to measure students' social and emotional language learning competencies. 

Additionally, semi-structured interviews were conducted to collect data about the 

challenging situations affecting the participants. The research was carried out in schools 

located in the 4th, 5th, and 6th compulsory service areas in the province of Niğde, and 

the sample of this study consisted of 768 secondary school students. The results of the 

study indicated that students in rural schools had moderate SEFLL competencies. It was 

also determined that these competencies showed significant differences according to 

factors such as gender, family attitude, family education level, family income level, 

perceptions of academic success, and service area. Moreover, the qualitative results of 

the study present the social and financial challenges experienced by students studying in 

rural schools and the emotional and mental effects of these challenges. 

 

Keywords: Social and Emotional Learning, Social and Emotional Foreign Language 

Learning, Social and Emotional Competencies, Rural Schools, Rural Students 
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ÖZET 

 

KIRSAL OKULLARDAKİ ÖĞRENCİLERİN SOSYAL VE DUYGUSAL 

YABANCI DİL ÖĞRENME ALGILARI 

 

Eyyüp Can AVCI 

 

Yüksek Lisans Tezi, İngiliz Dili Eğitimi Anabilim Dalı 

Tez Danışmanı: Dr. Öğr. Üyesi Senem ZAİMOĞLU 

Temmuz 2023, 134 sayfa 

 

 

21. yüzyılda, akademik başarıyı artırmanın yanı sıra öğrencilerin Sosyal ve 

Duygusal becerilerin kazandırılması hedeflenmektedir. Bu doğrultuda, Sosyal ve 

Duygusal Öğrenme adına yapılan çalışmalar gün geçtikçe artmaktadır. Öte yandan, 

Sosyal ve Duygusal Öğrenme algısını kırsal bağlamda inceleme konusunda gereken 

değerin verilmediği görülmektedir. Dolayısıyla, bu çalışmada kırsal okullarda öğrenim 

gören ortaokul öğrencilerinin Sosyal ve Duygusal Yabancı Dil Öğrenimi algıları ve 

öğrencileri sosyal ve duygusal olarak etkileyen kırsal bölge zorlukları araştırılmıştır. 

Öğrencilerin sosyal ve duygusal dil öğrenme yeterliliklerini ölçmek için Zaimoğlu 

(2018) tarafından geliştirilen “Sosyal ve Duygusal Yabancı Dil Öğrenme Ölçeği” 

kullanılmıştır. Ek olarak, katılımcıları etkileyen olumsuz şartlar durumlar veri toplamak 

için yarı yapılandırılmış görüşmeler yürütülmüştür. Çalışma Niğde ilinde bulunan, 4., 5. 

Ve 6. zorunlu hizmet bölgelerinde yer alan okullarda yürütülmüştür ve çalışmanın 

örneklemi 768 ortaokul öğrencisinden oluşmaktadır.  Çalışmanın sonuçları, kırsal 

okullardaki öğrencilerin SEFLL algılarının orta düzeyde olduğunu göstermiştir. Bu 

yeterliliklerin cinsiyet, aile tutumu, ailenin eğitim seviyesi, aile gelir düzeyi, akademik 

başarı algısı ve hizmet bölgesi gibi faktörlere göre anlamlı farklılıklar gösterdiği de tespit 

edilmiştir. Dahası, çalışmanın nitel sonuçları kırsal bölgedeki okullarda eğitim gören 

öğrencilerin yaşadığı sosyal ve finansal zorlukları ve bu zorlukların duygusal ve mental 

etkilerini de sunmaktadır. 

 

Anahtar Kelimeler: Sosyal ve Duygusal Öğrenme, Sosyal ve Duygusal Yabancı Dil 

Öğrenme, Sosyal ve Duygusal Yetkinlikler, Kırsal Okullar, Kırsal Öğrenciler 
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CHAPTER I 

INTRODUCTION 

 

Background of the study 

  

 The first education a child receives from birth begins in the family (Çankırlı, 

2008). In this process, the cultural and moral education given by the parents could be 

considered an important start for the steps that children will take in social life. In addition, 

family is the first stage of the socialization context for a child, and it is the first place 

where they can experience the “feeling, relating and doing” toolset to experience Social-

Emotional Learning (Dworkin & Serido, 2017). It is very important to experience this 

set of tools because it is very critical for children to be able to express their feelings, 

control their emotions and be in harmony with their environment to ensure their Social-

Emotional development (Kandır & Alpan, 2008). On the other hand, it should be taken 

into account that every family has different cultures, different moral values, different 

customs and traditions, or different financial situations. Therefore, each family educates 

their child under different values and frameworks. For this reason, it could be thought 

that the social and emotional development of each child is different from each other. In 

short, it could be thought that the differences in families during the first education process 

may have different positive or negative effects on the social and emotional development 

of children. 

Moreover, in the next phase of the education and support given by the family, the 

development of the child is supported by school education. A qualified education is the 

legal right of every student at school age. For instance, education was made compulsory 

for 4+4+4 years (12 years in total) for each Turkish student with the decision taken by 

the Ministry of National Education (MEB), in 2012-2013. In this compulsory education 

process, students receive at least one foreign language education. This foreign language 

in schools starts at the 2nd grade level of primary school and continues until the last year 

of high school. During this process, the Ministry of National Education aims to offer 

equal opportunities in education to all students, regardless of language, religion, race, 

gender, and disability (Milli Eğitim Temel Kanunu, 1973).  On the other hand, despite 

these principles of the Ministry of National Education, there is a large imbalance in the 

quality of education (including language education) in rural schools compared to urban 

schools. Many children living in rural areas are still deprived of most of their legal rights 
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to language learning because of this imbalance. Rural schools face more socioeconomic, 

sociopolitical and sociocultural problems compared to urban schools. For instance, rural 

school students have financial problems, educational source problems, transportation 

problems and technological deficiencies. Therefore, such problems cause them to be 

deprived of their legal rights.  

Therefore, just like familial differences, differences and inequalities in 

educational institutions may cause positive or negative differences in the academic and 

social-emotional development of children. For instance, students studying in rural areas 

have faced various educational difficulties that may negatively affect their academic 

development and social-emotional development due to sociocultural, socioeconomic, 

and sociopolitical reasons. If these difficulties are briefly mentioned, especially early 

marriages could be expressed. According to research conducted by Malhotra et al. 

(2021), children in rural areas are forced to get married at an early age and leave their 

education life. In addition, based on a belief from the past, it is considered to be a 

shameful situation for girls to be educated and be employed in any formal job. Alongside 

sociocultural reasons, some socioeconomic and political reasons are also effective in 

reducing the quality of education in rural schools. Students in rural areas experience 

many difficulties, such as access to school, economic inability to access necessary 

materials for education, and the different responsibilities that come with being an 

individual living in a rural area. In addition to all these difficulties, it could be also 

mentioned that the schools in these rural areas experience a lack of education personnel 

and educational resources (Çelikdemir, 2020).  

Furthermore, inequalities in access to technology and the use of technological 

devices also negatively affect the academic and social-emotional development of 

students studying in rural schools. The low budget in these areas has had a direct negative 

impact on the technology acquisition of rural schools (Sunden & Sunden, 2013). Students 

who live in urban areas can easily use technological instruments and find more 

information about what they are interested in. For instance, they can find some 

applications to develop their language proficiency and they can easily find ways to 

communicate with people all around the world via various social media applications and 

sites such as Facebook, Instagram, and Twitter or they can develop their language 

proficiency by watching films or TV series in some foreign languages. It is known that 

the use of social media in language learning contributes to improving student motivation 

(Castrillo, 2013) and improving social relations and communication skills (Boaru et al., 
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2009). Considering the opportunities of rural schools compared to urban schools, it 

becomes very difficult for students studying in these schools to reach such opportunities 

and therefore develop a new language due to some socioeconomic and sociocultural 

reasons. That is why; it is too hard for students to access authentic materials in the process 

of language learning. 

Additionally, another deficiency in language learning of students who are 

studying in rural areas can be considered as inadequacy in social interaction and meeting 

new people. As well as various materials, while learning a new language, communication 

with people who speak the target language can be seen as a factor that contributes 

positively to language development. Günday (2018) states that thanks to a foreign 

language or languages, the person who learns a foreign language can communicate with 

more people from different nations of the world and perform collaborative actions, and 

develop his/her language learning better through communicating with people from the 

culture to which that language belongs. From the rural area point of view, there may be 

a deficiency in this situation. Since the number of people living in rural areas is less 

compared to urban areas, people living in these areas know each other well and have a 

lot of common features and sociocultural backgrounds. So, people living in these areas 

may experience various deficiencies in the process of meeting new people since they 

already know each other very well and their need to meet new people is generally very 

low, and so the opportunities to meet new people are less than in urban areas. Thus, while 

people living in urban areas and having a sufficient level of culture may have the ability 

to communicate with people from all over the world, people in rural areas may have 

various difficulties and anxieties about these issues. 

Due to the reasons given above, as Yakut (2011) states, the rate of participation 

in education is low in places where education is not achieved at the desired level in 

Turkey. Moreover, most schools in rural areas give education to students in multigrade 

classes, because of the factors such as low student participation and insufficient teaching 

staff. Therefore, such reasons negatively affect students both socially and emotionally. 

While this situation affects the academic success of the students, it also causes them to 

fail in their social relations with their environment.  

In light of such considerations, Social-Emotional Learning (SEL) in schools has 

become increasingly important. According to Zins and Ellias (2006), SEL is the ability 

to recognize and manage one’s feelings, solve problems effectively, and develop healthy 

relationships with others. Moreover, based on multiple sources and analysis of hundreds 
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of studies, CASEL (2022) mentions that SEL bolsters students’ academic success by 

supporting positive attitudes and positive skills and reducing negative behavior. Thus, it 

could be thought that solutions could be brought to the unique problems of students 

studying in rural areas through SEL. Moreover, students are able to develop positive 

feelings and attitudes towards education through Social and Emotional Learning 

(Zaimoğlu, 2018).  

For instance, students who are self-aware (conscious of their own capacity), and 

self-confident insist on doing better despite the difficulties they experience and show 

resistance against these difficulties (Aronson, 2002). Zins and Elias (2006) stated that 

students who had problem-solving skills, which is one of the social-emotional 

competencies, were more competent in overcoming the difficulties that they experienced 

by making responsible decisions. In addition, students who have self-discipline can 

motivate themselves better in their learning path and organize their learning effectively 

(Duckworth & Seligman, 2005).  Mitchell (2021) also shares the idea that despite all the 

difficulties and inadequacies brought by rural school conditions, the implementation of 

an organized SEL program is effective in creating a positive school climate where 

students can make responsible decisions and be successful in interpersonal interaction. 

Therefore, it could be said that these students will be more successful in their academic 

processes and can get higher grades. 

On the other hand, while it is known that social-emotional learning reduces 

problems and increases students' academic success and positive behavior in the 

classroom, this type of learning is still not applied systematically in schools (Zolkoski et. 

al., 2020). It can even be said that this practice is weaker due to the conditions in rural 

schools. According to an analysis of rural schools in 16 counties conducted by Bain et 

al. (2011), all school counselors expressed a desire to have more resources for students' 

social and emotional learning and their need to find more diverse programs to meet 

students' mental health needs.  

 

Statement of the problem 

 

In general, SEL supports the development of students both emotionally and 

socially by coping with their problems and enabling them to control their emotions. Thus, 

it is aimed to raise highly successful individuals in both social and academic life. Gillies 

(2019) supports the view that students who have healthy social and emotional capacities 
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are more successful in academic life and have stronger learning goals than those who 

have negative social and emotional capacities. On the other hand, students who are 

studying at rural schools have more problems in both other lessons and foreign language 

learning than students studying in urban schools. These problems are based on many 

reasons such as sociopolitical, sociocultural, and socioeconomic reasons. Therefore, 

students studying in such schools need more specifically organized social-emotional 

learning to overcome these problems. In order to organize such learning, it is first 

necessary to investigate students' SEL competencies and SEL perceptions in rural school 

contexts. 

 

Purpose of the study 

 

Considering the issues above, this study aims to investigate students’ perceptions of 

Social-Emotional Foreign Language Learning regarding to the rural school context. It is 

the researcher’s goal to understand Social- Emotional Foreign Language Learning 

(SEFLL) perceptions of students who are educated in rural schools regarding SEFLL 

competencies and examine whether SEFLL perceptions of students vary according to 

some factors such as gender, age, students' perceptions of parental attitudes, education 

level of mother, education level of father, income level of parents, perceptions of 

academic success, and service area of the rural school. 

 

Research Questions 

 

In the light of purpose of the research, this study answers the following research 

questions to achieve these objectives; 

1. What are participant students’ perceptions related to Social and Emotional 

Foreign Language Learning in the rural school context?  

2. Are there significant differences in participant students’ perceptions of Social 

and Emotional Foreign Language Learning regarding their demographic info 

such as; 

a) Gender 

b) Age 

c) Students' perceptions of parental attitudes (Protective, Careless, 

Authoritarian/Oppressive, Democratic) 
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d) Education level of mother (Illiterate, Primary, Secondary, Highschool, 

University) 

e) Education level of father (Illiterate, Primary, Secondary, Highschool, 

University) 

f) Income level of parents (Low Income, Middle Income, High Income) 

g) Perceptions of academic success (Successful, Moderately Successful, 

Unsuccessful) 

h) Service Area of Rural School (4th service area, 5th service area, 6th 

service area) 

3. What challenges do students face when learning language in the rural school 

context that may affect them both socially and emotionally? 

 

Significance of the study 

 

According to Durlak and colleagues (2011), when the studies in this field (SEL) 

were examined deeply, it was noticed that there were only a few studies that investigate 

Social-Emotional Learning competencies in rural schools. Research in the field of SEL 

was limited to studies only at the primary and secondary school level and they were 

limited to urban areas. In this study, the researcher was expected to contribute to the 

literature by investigating students' Social and Emotional Foreign Language Learning 

competencies and SEFLL perceptions of students regarding rural schools and 

demographic factors of students studying in these rural schools. 

Literature Review 

 

Social and Emotional Learning (SEL) 

 

The education given in schools aims to make students socially and emotionally 

competent individuals as well as academically successful. On the contrary, since the 

development of students was evaluated only by considering their academic achievements 

until a short time ago, individuals brought up under these conditions have caused 

deficiencies in subjects such as in-class interactions and communications, emotion 

management, overcoming difficulties, self-awareness, and social awareness (Benson, 

2006). On the other hand, the social and emotional aspects of individuals have a 
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significant impact on determining the quality of life and development within the 

framework of various competencies (Kabakçı & Korkut, 2008). After the education given 

in the family, different behaviors, perceptions and attitudes are exhibited in each 

individual during the complex education period given in the schools. In addition, during 

this educational process, learners have to face many difficulties. (Artut, 2016). Therefore, 

the social and emotional awareness of learners should be high in order to overcome these 

difficulties. These difficulties may cause different attitudes in different individuals and 

thus negatively affect both the mental and physical health of learners. So, it is of great 

importance that individuals have social and emotional competence. Studies on the field 

have suggested that SEL plays an important role in improving students' empathy skills, 

positive relationship-building skills, and responsible decision-making skills, as well as 

supporting students' academic success (Billy & Rodriguez, 2021; Jones & Doolittle, 

2017). Thus, the term “Social and Emotional Learning” gained great importance among 

researchers (Zaimoğlu & Karakaş, 2021). 

To briefly define Social Emotional Learning, this term includes “the process of 

acquiring and applying various knowledge, attitudes and skills so that individuals can 

develop a strong identity, communicate in a healthy and effective way, develop empathy 

skills, and make responsible and careful decisions” (CASEL, 2020a). In fact, Social-

Emotional Learning origins date back to Ancient Greek times when Plato created a 

holistic curriculum that supported moral education as well as academic education to raise 

individuals who have positive character by maintaining a strong education and training 

process (Edutopia, 2011). This approach of Plato, by adopting the principle of "raising 

students with good character as well as students with high academic success", formed the 

basis of the practice called Social and Emotional Learning (SEL). 

Moreover, the term Social and Emotional Learning, which was formed by Plato, 

entered the literature for the first time in the early 90s and then gradually began to expand 

its place in the literature. Later, in 1994, the Collaborative to Advance Social and 

Emotional Learning (CASEL) organization was established (Edutopia, 2011). Also in the 

same year, the term SEL and the importance of SEL were introduced at the conference 

conducted by the Fetzer Institute, which was attended by researchers, educators and 

advocates interested in meeting the psychological and physical health needs of children 

(Elbertson et al., 2009). The value placed on the SEL framework gained importance after 

this conference (Feuerborn & Gueldner, 2019).  Additionally, interest in SEL was further 
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triggered by the influence of Goleman's "Emotional Intelligence (EQ)" and Gardner's 

"Multiple Intelligences (MI) books. 

Salovey and Mayer (1990) defined Emotional Intelligence as the capacity to be 

aware of and control one's own emotions and those of others. At the same time, according 

to Goleman (1995), there are five basic elements of emotional intelligence such as self-

awareness, self-regulation, motivation, empathy and social skills. The Social and 

Emotional Learning framework was built to support and develop these five key elements. 

In other words, individuals receiving SEL support improve in competencies such as self-

awareness, self-regulation, social awareness and skills (Domitrovich et al., 2017). Hence, 

it could be said that SEL is in parallel with improving the Emotional Intelligence (EQ) 

of individuals in addition to their IQ (Intelligence Quotient). 

Social and Emotional Competencies (SEC) 

 

Social and Emotional Competencies were defined by CASEL (2020b) within the 

framework of five basic competencies; self-awareness, self-management, social 

awareness, relationship skills and responsible decision-making. These five core 

competencies were defined to provide a clear framework for the acquisition of skills that 

will benefit individuals in their personal and social interactions (Positive Action, 2020).  

 

Figure 1. Social and Emotional Competencies  

Note. This figure was presented by CASEL (2020b). 
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Children's families, relatives, siblings, friends, teachers and other community 

elements have great importance in the acquisition of Social and Emotional Competencies 

(Kirschbaum et al., 2018). These competencies contribute significantly to both 

individuals' academic success processes (Denham & Brown, 2010) and their interactions 

with the social environment in their lives (McKown, 2007). In addition to academic and 

cognitive knowledge, the acquisition of social and emotional skills should not be ignored 

on the way to being successful in life (Swartz, 2017). Furthermore, according to the study 

conducted by Artut (2021), there is a strong and positive correlation between SEFLL 

competencies. Therefore, it could be mentioned that SEFLL competencies are 

intertwined, that is there is a relationship between these competencies (Han & Jhonson, 

2012). For instance, individuals who are aware of their and their social environment can 

direct their own actions and behaviors by making responsible decisions and can 

strengthen their relationship skills with the help of the positive character they have 

created. So, these individuals support both personal well-being, interaction with the 

social environment and academic success (Wentzel, 2009). That is why, educators and 

policymakers play a key role in incorporating SEL into the school education process in 

order to develop these skills in children and integrate them into daily experiences 

(Smolover, 2022).  

Self-awareness 

 

The development of self-awareness is an important beginning in the social and 

emotional life process of individuals (Yıldırım, 2012). “The term "self-awareness" means 

being aware of one's own emotions, behaviors, thoughts and preferences through 

observing and examining the experiences, and exhibiting behaviors and attitudes in this 

direction (Çelik, 2010; Goleman, 2007). Moreover, it is vital for people to be self-aware 

in the process of completing a task, that is, to be aware of their emotions, behaviors, skills 

and preferences, and to be self-confident (Zusho, 2003). In the process of acquiring self-

awareness, individuals also acquire other competencies such as self-confidence and self-

efficacy along with self-awareness competency (Mantz, 2017). Self-awareness not only 

positively affects the person himself/herself, but also provides significant success in 

interpersonal relationships and academic success processes (Yahaya et al., 2012). 

Considering the rural life conditions, students' self-evaluation under these difficult 
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conditions and being aware of their self-efficacy can increase their academic success and 

social interactions. 

Self-management 

 

Self-management represents the ability to control emotions, behaviors and thoughts 

consciously, effectively and productively on the way to achieving goals (CASEL, 

2020d). Individuals with strong self-management can control their anger, avoid 

distractions, maintain attention and motivation, and remain productive, that is, they can 

control what to do and how to behave (Munro, 2021). Moreover, students with strong 

self-management skills prepare and focus on their lessons, follow teacher-given 

directions, perform tasks, and respect other people in the class (Transforming Education, 

2014). Additionally, Zaimoğlu (2018) argued that students with strong self-management 

perform better and avoid negative behaviors. Hence, it could be said that students who 

have self-management competency can organize their personal and academic emotions, 

attitudes and actions to achieve their goals. 

Social-awareness 

 

Social awareness is the ability to be aware of people from different backgrounds 

and cultures and to understand them through empathy (Nielsen et al, 2019). In addition, 

since individuals’ moods and actions can affect others in positive and negative ways, 

Shaffer (2020) also defined social awareness as the ability to empathize and have social 

awareness considering these situations. Students with social awareness can solve the 

problems they experience with their peers through constructive communication, they are 

successful in the learning process with their and peers, and they know where and how 

they can get family, school and community support. Social awareness supports students 

to understand and respect differences by purifying them of their prejudices, and to bear 

a hand of compassion to their peers who are exposed to negative attitudes due to their 

unique differences (Curley, 2021). Therefore, it could be said that social awareness also 

supports language learning students' desire to learn about different cultures of target 

language speakers and their ability to respect them. In addition to the individual 

development of students who have all these awareness and skills, their academic 

development is also supported (Zaimoğlu, 2018). 
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Relationship Skills 

 

Relationship skills, as described by CASEL (2020d), are the ability to form and 

maintain healthy and productive interactions with a variety of people and groups. The 

aim at this point is to strengthen the interaction between individuals by encouraging 

positive and effective exchanges with other individuals in the classroom and social 

environment (Denham & Brown, 2010). Helgesen (2008) stated that the models offered 

in order to form and maintain successful and long-term interactions between individuals 

were structured by taking into account the satisfaction, loyalty and maintenance of 

reputation among individuals. Therefore, it could be thought that students with strong 

relationship skills can maintain the satisfaction, loyalty and reputation of both sides by 

establishing healthy relationships with their friends, teachers and other people at school. 

Teachers also can follow their learning processes and analyze their academic behavior 

by establishing good relations with their students (Piedade & Santos, 2008). Student 

relationships in the classroom are very important. Negative behaviors of students toward 

each other and their teachers in the learning process will bring an inefficient classroom 

environment. In addition, collaborative activities and games in the classroom also require 

strong relationship skills to get positive outcomes from students. In order to increase both 

the academic and social success of students, information should be provided about 

appropriate relationship management skills, and the processes of acquiring and applying 

these skills should be followed by teachers and parents. 

Responsible Decision-Making 

 

Responsible decision-making refers to the ability to evaluate the positive and 

negative consequences of actions and make decisions accordingly considering the results 

in order to ensure personal, social and collective well-being by considering different 

situations such as ethical and safety situations (CASEL, 2020d). According to Denham 

and Brown (2010), responsible decision-making skills contribute to the ability to make 

supportive decisions of students to provide the welfare of the school and society by 

making them respect the feelings, thoughts and opinions of other individuals in the school 

environment, to increase compliance with school rules and to minimize student 

aggression and destructive behaviors. Denham and Brown (2010) emphasized that 

studies in the field prove that responsible decision-making contributes to the academic 



12 
 

success of students.  Moreover, responsible decision-making ability includes elements 

such as curiosity, critical thinking, evaluation, logical decision-making, and finding 

solutions (CASEL, 2020d). It could be understood from all these views that students can 

evaluate the feelings, thoughts, ideas and actions of others through critical thinking, make 

logical decisions and find various solutions. Thus, students have a say in both their 

personal development and academic success. 

Education in Rural Schools 

  

Rural areas can be defined as environments where the economic budget is mainly 

based on the use of natural resources, where face-to-face relations between individuals 

are more effective, where the rules of life are based on customs and where technological, 

economic and cultural developments occur more slowly than urban areas (DPT, 1994). 

In Turkish literature, rural areas are defined as "the regions where the people make their 

living through agriculture and animal husbandry" (Büyükşahin, Güler, & Mutlu, 2014). 

Additionally, according to National Rural Development Strategy Report (2015), rural 

areas in Turkey can be defined as “all villages and towns.” Therefore, schools located in 

these regions can also be defined as rural schools. In other words, rural schools can be 

defined as schools built under inadequate conditions and facilities in rural areas. As a 

result, schools in this region remained poor and disadvantaged (Du Plessis, 2014). 

Mentioning these disadvantages in more detail, rural schools have long faced 

many challenges in their efforts to develop teaching and learning (Culbertson & Billig, 

2016). These challenges consist of many elements such as logistical challenges, 

transportation challenges, lack of technological resources, and lack of personal 

development opportunities (Ashton & Duncan, 2012; Phillips, 2016). In addition to these 

socioeconomic factors, some sociocultural factors are also effective in the backwardness 

of rural schools. The first one of these factors is the forced marriage of girls at a young 

age (Malthora et. al., 2021). Moreover, child labor is another factor. Baştaymaz (1994) 

stated that every child born in rural areas was considered a “potential workforce” due to 

underdevelopment. Therefore, children growing up in rural areas are not allowed by their 

families to go to school. Even if they get permission, they have to carry out both their 

worker and student identities together.  
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Furthermore, as a sociocultural factor, the belief that “girls should not be 

educated” is also an important factor. Families in rural areas prefer boys rather than girls 

to enroll their children in school (MEB, 1992).  The reason for this may be the early 

marriage of girls, as well as the rapid increase in the family population in the rural area, 

and the fact that girls take on the role of second mother (Tunç, 2009).  

Therefore, the foreign language learning processes of students are also affected 

by these disadvantages and impossibilities. Language learning processes do not take 

place effectively in rural districts because students cannot have the required 

opportunities. Gürler et al. (2015) also stated that various factors such as environmental 

conditions in rural districts, financial difficulties, lifestyles of families, low education 

levels of families and lack of role models for students had negative effects on the 

language learning habits of students studying in rural schools. These impossibilities 

prevented students from being interested in learning a new language and adopting it. At 

the same time, even if they are interested and adopted, the low financial situation, which 

is one of the disadvantages of the rural districts, causes the students living here to not 

have access to the required resources in the language learning process. Mcwango (2009) 

also emphasized the lack of required resources for students' language learning processes, 

especially in rural schools. In addition, from the sociocultural perspective, students living 

in rural areas also lack in carrying the new language they learn beyond the classroom 

(Brock-Utne, 2015). In short, the impossibilities in rural areas negatively affect the 

processes of students' interest, adoption, learning and practice of the language. 

To sum up, compared to urban areas, many sociocultural, socioeconomic, and 

political deficiencies in rural areas cause an educational imbalance between these two 

regions. Therefore, these deficiencies in rural areas cause a low level of education and 

such inadequacies significantly affect both the academic success and social-emotional 

learning of students.     

Rural Schools in Niğde 

 

 Public schools in Turkey were categorized as provinces with similarity in terms 

of "the need for a teacher, geographical conditions, level of economic and social 

development, transportation conditions and meeting service requirements", and three 

service regions were formed as a result of this categorization (MEB, 2015). According 
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to this categorization, the conditions of the schools in the 1st service region are very 

qualified, while the conditions of the schools in the 3rd service region are quite 

inefficient. Niğde, a small city located in the Central Anatolian Region of Turkey, is 

located in the 2nd service region group. Therefore, although the educational conditions 

of rural schools in Niğde province are not as bad as schools in the 3rd service region, the 

schools in this region do not have sufficient educational conditions. 

 Moreover, according to the "Assignment and Relocation Regulation" published 

in the Official Gazette of The Republic of Turkey by the Ministry of National Education 

(2015), schools in the provinces are divided into six service areas, taking into account 

the similarities in terms of the degree of difficulty in assigning and employing teachers. 

While the first three of these groups are out of the scope of compulsory service, the 

schools in the 4th, 5th and 6th service areas are within the scope of the compulsory 

service obligation (MEB, 2015). The educational conditions of these schools in Niğde, 

which are located in the 4th, 5th and 6th compulsory service areas, are worse than the 

educational conditions of the first three service areas. In addition, there are various 

differences between schools in the 4th, 5th and 6th areas. Rural schools in 4th service 

area are closer to the city center than schools in 5th and 6th service areas. Therefore, 

intra-village transportation and transportation from the village to the city are much easier 

in this area. In these areas, there is an hourly transportation opportunity from the villages 

to the city centers. This convenience offered in transportation also brings economic and 

technological opportunities. In addition, considering the schools in the 4th area of Niğde 

province, the conditions of these schools in this area have gradually started to reach the 

central school conditions. For example, some facilities such as smart boards were 

provided to some schools in this region. On the other hand, some problems such as 

internet connection problem still exist. 

 Moreover, the rural schools in the 5th area have slightly worse conditions 

compared to the schools in the 4th area. Most of the innovations of rural schools in the 

4th area were not provided to the rural schools in the 5th area. For example, intra-village 

transportation and transportation from the village to the city center are still very limited. 

Additionally, various technological innovations such as smart boards have not been 

provided yet, so lessons are continued using various old technological tools such as 

projectors and CD players.  
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 At this point, the schools with the worst conditions in terms of quality of life and 

education in Niğde are located in the 6th area. Many of these schools do not have any of 

the old or new technological facilities. Therefore, education in these regions is provided 

by traditional education methods such as the use of blackboards. In addition, intra-village 

transportation and transportation from the village to the city center are not provided in 

this area. The people of this area meet their transportation needs with their own personal 

transportation vehicles. It is almost impossible to reach the city center from the village, 

especially for people who do not have their own vehicles. In addition, students in this 

area have to walk a long way from their homes to their schools. Thus, this situation 

becomes much more difficult especially in autumn and winter seasons. 

SEL in Foreign Language Learning 

 

Melani et al. (2020) stated that the recent increase in the number of studies in the 

field of Social Emotional Learning (SEL) has led to the need to examine the effect of 

SEL within the framework of foreign language teaching and learning. In other words, 

social and emotional learning (SEL) has started to attract attention in the academic field 

in recent years, due to the need to shift the focus from cognitive development to social 

and emotional development in evaluating students' academic performance (Dix et al., 

2012). The main reason for this shift can be attributed to "Social Learning Theory (SLT)" 

and "Sociocultural Theory (SCT)". What both theories have in common is the idea that 

language learning is a social practice.”  

According to Vygotsky (1978), language learning is a social activity when it is 

considered within the framework of Sociocultural Theory. Vygotsky emphasized that 

language is the primary tool for communication (as cited in Brown, 2014). Therefore, it 

could be stated that individuals communicate with each other using this tool and provide 

their learning in a social environment. According to Vygotsky (1978), the child is an 

apprentice who learns by communicating with “more knowledgeable others” in this 

social environment (as cited in Mcleod, 2023). In addition, Social Learning Theory (SLT) 

adopts the idea that “learning occurs as a result of communication with others in a social 

context” (Nabavi & Bijandi, 2012). Bandura (1977), the father of Social Learning 

Theory, states that the child's behaviors and attitudes are shaped by observing others and 

that the observed behaviors and skills are reproduced in real terms. Based on both 

theories, briefly, it could be expressed that language learning is a social activity that takes 
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place through cooperation with other people (Melani et al., 2020). For this reason, 

language learning cannot be separated from a social context. In order for the individual 

to benefit from learning in this social context at the maximum level and to realize 

language learning at the maximum level, he/she should have social-emotional skills such 

as social awareness and communication skills. Additionally, they need to have social-

emotional skills such as self-awareness, self-management and responsible decision-

making so that they can effectively use the knowledge and skills they have acquired as a 

result of their interaction with the social environment. 

The experience of individuals in this social environment affects their learning 

positively or negatively. For example, students who are supported by their family, 

environment and teachers and who can communicate effectively with these people are 

more active and motivated in their learning processes. On the other hand, students who 

experience the opposite situations become more withdrawn and demotivated in this 

process. In short, the way to learn is about dealing with life experiences for the purpose 

of learning (Pasarelli and Kolb, 2012). This view can be supported by the Affective Filter 

Hypothesis put forward by Krashen. According to Krashen, students' emotional factors 

have distracting effects on the language learning process (as cited in Lin, 2008). Lin 

(2008) argued that students' learning processes may be negatively affected by the 

unpleasant attitudes of teachers and peers. Moreover, Krashen (1982) associated students' 

success in second language acquisition with students' emotional states. In that case, an 

effective SEL program should be implemented in order to overcome this prejudice and 

low motivation stemming from students' past experiences, social environments and 

individual problems. In various studies, it was stated that the implementation of an 

organized SEL program had important effects on establishing an effective classroom 

environment, determining effective learning goals, solving problems, and thus increasing 

learning motivation (Adams & Richie, 2017; Schonert-Reichl, 2017).  

At the same time, learning a language is not just about learning the grammar of 

the language and memorizing a few vocabularies. In addition to these, learning a 

language includes having an idea about the culture and social structure of the target 

language (Gardner, 1985). In this case, it is fair to say that language is a tool for 

exchanging ideas and opinions or sharing experiences (Ali et al., 2015). Students can 

learn more about the target language and culture through the language they learn. On the 

other hand, language has a social, cultural and political impact, and the social and cultural 
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community in which each language is used may differ (Mahadi & Jafari, 2012). Students 

should be aware of the target culture, be aware of the similarities and differences between 

the target culture and their own culture and respect these differences. In other words, 

students should have various intercultural competencies within the scope of SEL, such 

as listening, being respectful, awareness, empathy and effective communication skills 

(Deardoff, 2011). Thus, it could be thought that they can be more successful in learning 

the target language and culture by communicating more effectively. 

Social and Emotional Learning in Rural Schools 

 

Geographic, cultural, economic and social deficiencies in rural areas have 

negative effects on the quality of provided education (Echazarra & Radinger, 2019). The 

main reason for these negative effects is the lack of "Equality of Educational Opportunity 

(EEO).” The phenomenon of Equality of Educational Opportunity (EEO) is discussed 

considering the characteristics of the regional structure, the characteristics of the students 

in that region, socioeconomic factors, student achievement and school effect variables 

(Gamoran & Long, 2007). In addition, Bilgin and Erbuğ (2021) examined the factors that 

create inequality of opportunity in education in five dimensions as “economic, social, 

geographical, biological and political”. Therefore, when the variables in the urban area 

are compared with the variables in the rural area, it could be clearly seen that equality of 

opportunity in education cannot be achieved and the rural area is in a disadvantageous 

position in education.  

In this direction, it would not be wrong to say that students who have to receive 

education under these conditions are also negatively affected mentally. Eisenberg et al. 

(2009) determined in their study that various mental disorders such as depression and 

anxiety cause students to fail in their academic life and push these students to leave their 

school. On the contrary, schools in rural areas have difficulty in providing mental support 

to students (Bain et al., 2011). In line with additional findings, Zins et al. (2007) presented 

a similar view on the difficulty of providing mental support to people living in rural 

communities. The main reasons for this difficulty are the lack of support for families in 

rural areas, financial barriers, and the distance of qualified personnel who can provide 

mental support (Zolkoski et al., 2021).  
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On the other hand, an organized SEL program is a great need for students who 

struggle with impossibilities in rural school conditions. Accordingly, Elias et al. (1997) 

state that students studying in rural areas and having low socioeconomic status benefit 

more from SEL interventions. In addition, a review of 22 studies by Goodman (1997) 

concluded that school-focused SEL programs positively affected children from low-

income backgrounds from an emotional and behavioral perspective. In other words, it 

could be expressed that an organized SEL program has powerful interventions for 

students from poor families in terms of increasing school success and reducing 

undesirable behaviors (Hawkins et al., 1999). In addition to increasing school success 

and reducing undesirable behaviors, SEL program could be effective in maintaining 

desired behaviors. As a result of a study conducted by Li et al. (2022) in a rural school in 

Henan, China, it was determined that the SEL program applied was effective in 

increasing students' relationship skills with their peers and reducing the problems among 

peers. Based on these studies on Social and Emotional Learning in rural areas, it could 

be concluded that an organized SEL program is more needed in rural areas and these SEL 

programs have positive effects on the academic and social skills of disadvantaged 

students in rural areas. Moreover, the study conducted by Schebell (2018) in rural schools 

in Maine supports the view that an organized SEL program is more needed in rural areas 

and that the SEL programs have significant positive effects on rural students and teachers. 
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CHAPTER II 

METHOLODOGY 

Research Design 

 

In this study, a mixed method research design was applied to investigate the 

Social-Emotional Foreign Language Learning perceptions of rural school students 

regarding SEFLL. Mixed method research design includes the combination of 

quantitative and qualitative techniques that are used to achieve the purpose of the study 

(Bryne & Humble, 2007). According to Creswell (2003), through the use of quantitative 

research design, researchers can develop statistically significant conclusions about the 

population by analyzing a representative sample of the population. The quantitative 

research design includes many research strategies such as descriptive, inferential, 

experimental and correlational. Within the framework of the quantitative research design, 

descriptive statistics and inferential statistics were selected to be analyzed. Fisher and 

Marshall (2009) mention that descriptive statistics include the numerical or graphical 

data which are used to characterize the features or components of a particular sample. 

Therefore, descriptive statistics give the researcher information about the SEFLL 

perceptions of rural school students. Inferential statistics, on the other hand, can be 

utilized to generalize results from a sample to the overall population of interest (Allua & 

Thompson, 2009). Inferential statistics were used to explore the differences between 

participants’ SEFLL competencies regarding their demographic information. 

 Furthermore, semi-structured focus group interviews were also conducted to 

collect qualitative data from the participants. The qualitative study is a well-established 

approach in educational studies. In order to understand concepts, ideas, or experiences, 

qualitative research entails gathering and evaluating non-numerical data such as text, 

video, or audio (Bhandari, 2020).  In this direction, the researcher aimed to learn about 

the challenges that rural school students face by asking questions.  

Variables 

 

Eight independent variables were presented in this study. Participant’s gender, age, 

their perception of parental attitudes, education level of their mother and father, income 

level of their parents, their perceptions of academic success and service area of rural 
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school were the independent variables. These independent variables were used to 

examine whether SEFLL perceptions of rural school students differ according to 

demographic information. On the other hand, students’ SEFLL competencies which has 

three subscales such as “Self-regulation, Social Relations and Decision-Making" were 

dependent variables of the study. These subscales gave information about how rural 

school students perceived Social and Emotional Learning. 

Participants and Setting 

 

In order to decide on appropriate sampling strategy, the researcher looked at the 

aim of the study. The aim of the study is to examine SEFLL perceptions of students in 

rural schools. That is why, the participants were selected by taking into account the fact 

that they studied at rural schools and took English lessons. Moreover, it is very difficult 

to reach all students studying at rural schools in Turkey. Therefore, the "Cluster Random 

Sampling" strategy was used when selecting the sample because the target population is 

very large. Cluster Random Sampling is a sampling method that can be used to study 

large populations; especially those are geographically spread over a large area (Thomas, 

2020).   

Thus, the sample of this study consisted of secondary school students studying at 

rural schools in Niğde province, in the fall semester of the 2022-2023 academic year. 

According to the regulation published by the Ministry of National Education (MEB) 

(2015), schools in Turkey are grouped into three service regions, considering the 

provinces that are similar in terms of teacher needs, geographical situation, level of 

economic and social development, and transportation conditions. In addition, schools in 

the provinces are divided into six service areas, considering the degree of difficulty based 

on the same factors. For instance, level-1 areas are more suitable in terms of 

opportunities, while level-6 areas have very difficult conditions in terms of teaching and 

learning. The distance of the area to the city center is another factor in the classification 

of the areas. While the schools in the 1st, 2nd and 3rd areas are classified as voluntary 

servitude areas, the schools in the 4th, 5th and 6th areas are classified as compulsory 

service areas. In addition, it could be said that rural schools are in the compulsory service 

(4th, 5th and 6th) areas. In this study, rural schools from the 4th, 5th and 6th service areas 

(compulsory service areas) of Niğde province was taken as a sample. In total, 768 
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students studying in rural schools participated in this study. The demographic 

information of the participants was given in Table 1.  

Moreover, in order to conduct interview, the sample was formed on the basis of 

volunteerism of the participants. In other words, Voluntary Sampling was used to select 

participants to interview. Voluntary Sampling is the sampling method in which the final 

sample is selected from potential volunteers who are willing qualifying to participate in 

the study (Murairwa, 2015). Therefore, the sample was formed by participants who were 

interested in this study. One school from each service area was selected. Additionally, 

four students of each school, as two females and two males, were participated to 

interview. A total of 12 participants attended the interview.  
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Table 1 

Demographic Information of Participants 

  F % 

Gender Female 

Male 

396 

372 

51.56 

48.44 

Age 11 

12 

13 

14 

140 

234 

252 

142 

18.23 

30.47 

32.81 

18.49 

Parental Attitudes Protective 

Careless 

Authoritarian 

Democratic 

275 

120 

144 

229 

35.81 

15.63 

18.75 

29.82 

Education Level of Mother Illiterate 

Primary  

Secondary 

Highschool 

University 

94 

262 

262 

123 

27 

12.24 

34.11 

34.11 

16.02 

3.52 

Education Level of Father Illiterate 

Primary  

Secondary 

Highschool 

University 

59 

186 

296 

187 

40 

7.68 

24.22 

38.54 

24.35 

5.21 

Income level of parents Low Income 

Middle Income 

High Income 

166 

423 

179 

21.61 

55.08 

23.31 

Perceptions of academic success Unsuccessful 

Moderately Successful 

Successful 

213 

332 

223 

27.73 

43.23 

29.04 

Service Area 4. Service Area 

5. Service Area 

6. Service Area 

268 

240 

260 

34.90 

31.25 

33.85 
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Data Collection Instruments 

 

Social and Emotional Foreign Language Learning Scale 

 

The researcher used the scale named “Social and Emotional Foreign Language 

Learning Scale” developed by Zaimoğlu (2018) to collect data from participants (See 

Appendix C). Zaimoğlu (2018) categorized 179 items under five dimensions as "self-

awareness, self-management, social awareness, relationship management and 

responsible decision-making” at the beginning of the scale development study. Zaimoğlu 

gathered the dimensions of self-awareness and self-management under a group after the 

factor analysis and named this new subscale "self-regulation". Moreover, Zaimoğlu 

gathered the dimensions of social awareness and relationship management under a group 

and named this group as social relations. Thus, this scale developed by Zaimoğlu includes 

three subscales as "Self-regulation, Social Relations and Decision-Making". The 

reliability [(Cronbach’s Alpha (α)] of each subsection was; Self-Regulation (10 items, 

α=.81), Social Relations (8 items, α=.84), and Decision-Making (6 items, α=.85).  

Considering the English language proficiency levels of participants, the SEFLL 

scale’s language was applied both English and Turkish to minimize misunderstandings. 

The scale consists of 24 items. In this scale, each item was rated by participants with a 

5-point Likert scale ranging like “Strongly Disagree, Disagree, Neutral, Agree, and 

Strongly Agree.” Totally, 24 questions in the questionnaire were answered according to 

the perceptions of the participants. Furthermore, the demographic information such as 

gender and school level of the participants were also significant in this study because this 

information may affect the results of the research. So, demographic information form 

was presented to participants to fill (See Appendix D) and necessary demographic 

information was collected through this form. 

Focus Group Semi-Structured Interviews 

 

The researcher utilized a focus group interview method to gather data from 

participants. During the interviews, basically 10 semi-structured and open-ended 

questions were asked to students during the interviews (see Appendix E). The interview 

questions were asked in students’ mother tongue (Turkish) to avoid misunderstandings. 

The group interviews were also be audio recorded. The focus group interview helped the 
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researcher to understand the phenomenon better from students’ perspectives. Through 

these interviews, the students were able to share their ideas and argue the ideas of their 

peers. In this way, the researcher was able to gather rich data from students’ views.  

 

Data Analysis 

 

Quantitative data analysis 

 

The quantitative data obtained from participants were coded into Statistical 

Program for Social Sciences (SPSS) software program and they were analyzed through 

this software program. Descriptive statistics such as mean, frequency, and standard 

deviation were calculated and analyzed to examine participant’ perceptions of SEFLL in 

rural school context.  

Moreover, considering the examination of the skewness and kurtosis value of the 

data obtained from the participants, it was determined that the data were distributed 

parametrically. Hair et al. (2006) mentions that the skewness value between -1 and +1 

shows a largely parametric distribution. In addition, George and Mallery (2010) express 

that the kurtosis value between -1 and +1 is suitable for the parametric distribution. In 

this study, kurtosis and skewness values were determined between -1 and +1. So, the 

researcher examined whether there were significant differences between participants’ 

SEFLL perceptions regarding their gender through Independent Sample T-test statistics. 

Additionally, One-way ANOVA test statistics were used by researcher to determine 

whether there were significant differences between participants’ SEFLL perceptions 

regarding their demographic info such as age, students' perceptions of parental attitudes, 

education level of mother, education level of father, income level of parents, and 

perceptions of academic success and service area of rural school. 

Qualitative data analysis 

 

 The researcher audio-recorded the interviews and the audio-recorded data were 

transcribed by the researcher. After the researcher had transcribed the audio recordings, 

the transcriptions were read several times by the researcher to identify important and 

repetitive ideas from the data. The data obtained from the participants were content 

analyzed with the help of Atlas.ti software. Mayring (2000) defined content analysis as 
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a set of systematic, rule-based techniques used to analyze the informational contents of 

textual data. While conducting content analysis, the researcher identified, coded, and 

categorized the data from each interview with the help Atlas.ti software in order to 

transform data into findings.  

Procedure of the Study 

 

Before the start of the study, the researcher acquired the necessary permissions 

from Niğde-Provincial Directorate of National Education and school administrations 

through permission letters. Since the necessary permissions were obtained, the research 

began to be carried out by the researcher. At the same time, necessary permissions were 

obtained from the students through informed consent form to collect data for the purpose 

of the study (See Appendix B). Therefore, informed consent forms were given to the 

participants to read and sign before collecting data. Classroom teachers were informed 

about the consent form would be given to the students. In cases where the teachers had 

questions about the form, these questions were answered by the researcher. After the 

participants read the information on the form, if they had any questions about the form, 

they were able to freely ask these questions. After answering relevant questions, the 

participants signed the form to confirm their participation in the study. Moreover, 

considering that the language level of the participating students was not sufficient to 

understand the English, these students were given a Turkish version of the consent form 

translated by the researcher and his advisor. 

After obtaining the necessary permissions from the institutions and participants, 

the data were collected from participants. All information regarding the correct filling of 

the questionnaire and all explanations regarding the conducting of the study was 

presented to the participant in the questionnaire. Participants filled out these 

questionnaires under the supervision of their teachers. Afterward, all collected data was 

analyzed via SPSS software and interpreted regarding to research questions by the 

researcher. 

Moreover, semi-structured focus group interviews were conducted to learn about 

challenges rural school students face. At the begging of the interview, the researcher 

asked for the permission from the participants. Participants were informed that 

participation was on a voluntary basis and that they could withdraw from the interview 



26 
 

at any time. In addition, the participants were indicated that the interviews were audio 

recorded by the researcher. In cases where the participants did not allow audio recording, 

the researcher noted the answers of the participants using the note-taking technique. 

The research divided participants into groups of 5 members to conduct focus 

group interviews. Each interview was conducted face-to-face with groups. Participants 

answered the predetermined questions to be asked by the researcher after discussing 

among themselves. On the other hand, the order of questions could vary according to the 

interview process and additional questions may emerge during this process. During the 

interviews, no intervention was made by the researcher that may affect the answers of 

the participants.  Moreover, no time limit was set for the participants to freely express 

their feelings and thoughts. Considering ethical concerns, each participant was given 

different pseudonyms and the real names of the participants were kept private. 

Participants used their mother tongue (Turkish) to express themselves more easily. All 

of the data collected from focus group interview were transcribed in English and 

presented in English by the researcher.  

 

Reliability/Validity Check 

 

A reliable scale is essential to collect and interpret information in the most 

accurate way. Therefore, Cronbach alpha score of “Social and Emotional Foreign 

Language Learning Scale” was calculated to ensure the validity and reliability. The 

Cronbach Alpha score of three sub-scales is ranging from 0.81 to 0.85, and the total score 

of scale was found as (α = 0.84). According to Freankel and Wallen (1996), the Cronbach 

alpha score is acceptable if it is above or equal to 0.7 (α ≥ 0.7). Therefore, the scale 

developed by Zaimoğlu (2018) was reliable and valid to use in this study. Moreover, in 

order to test the applicability of this scale, a pilot-study was conducted with a sample of 

156 students from 6th, 7th and 8th grades. According to the pilot-study results, it was 

determined that this scale was suitable for applying to secondary school students. 

Ethical Considerations 

 

 This study was approved by the Çağ University Ethics Committee for the ethical 

issues (see Appendix A). The necessary official permissions were obtained from Niğde-

Provincial Directorate of National Education and school administrations to conduct the 
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research in rural schools. Moreover, in order to use the Social Emotional Language 

Learning Scale, necessary permissions were obtained from Zaimoğlu, the developer of 

the scale. 

At the same time, participants were informed that this study was based on 

voluntary participation. The data collected from the volunteer participants were only used 

within the scope of this research, were not used for any other purpose and were not shared 

with anyone else. The data were examined objectively by the researcher, researcher bias 

was avoided and no subjective interpretation was made. 
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CHAPTER III 

RESULTS 

Analysis of Quantitative Data 

 

 This section presents descriptive and inferential statistics of the data obtained by 

the participants using the” Social-Emotional Foreign Language Learning” (SEFLL) scale 

which was developed by Zaimoğlu (2018) to answer the first and second research 

questions. This scale consists of 24 items in total; the first ten items aim to measure self-

regulation competence, the ones from the 11th to 18th items aim to measure social 

relations competence, and the ones from the 19th to 24th items aim to measure decision-

making competence.  

 In detail, descriptive statistics were analyzed in answering the first research 

question, and inferential statistics were analyzed in answering the second research 

question. While interpreting the findings descriptively, Oxford's (1990) guideline was 

adopted and used as a criterion in determining the competency levels of the participants. 

Based on the guideline, the participants’ competency levels were sorted into three groups 

considering mean scores: low (1.0- 2.4), moderate (2.5- 3.4), and high (3.5- 5.0). 

Descriptive Statistics for the First Research Question 

 

In this section, within the scope of the first research question of the study, the data 

obtained from the participants with the SEFLL scale were analyzed descriptively. The 

purpose of this descriptive analysis conducted by the researcher was to investigate the 

participants’ SEFLL perceptions. In this analysis, the overall SEFLL competency and the 

competencies in the SEFLL subscales were analyzed. The frequencies, mean scores, 

standard deviations, and percentages were calculated for each analysis. Results were 

presented separately in Table 2, Table 3, Table 4, and Table 5. 
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Table 2 

Descriptive Statistics for SEFLLS Subscales 

 N M S.D 

Self-Regulation 768 2.89 0.86 

Social Relations 768 3.47 0.98 

Decision-Making 768 2.80 1.00 

Overall SEFLL 

Competency 

768 3.05 0.88 

  N=780 

  

 

 According to Table 2, it could be seen that the participants' perceptions of overall 

SEFLL competencies were moderate (M=3.05, SD=0.88). The participants’ decision-

making competency had the lowest mean scores with (M=2.80, SD=1.00), and the mean 

scores of self-regulation subscale were (M=2.89, SD=0.86). Furthermore, the social 

relations competency of participants had the highest mean scores with (M=3.47, 

SD=0.98). Results showed that participants had the highest social relations competency 

compared to other competencies, and they had moderate decision-making and self-

regulation competencies.  
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Table 3  

Descriptive Statistics for Self-Regulation Subscale  

Items 
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1. I am curious about learning 

different languages. 

ƒ 280 158 190 132 8 2.26 1.15 

% 36.5 20.6 24.7 17.2 1 

2. I can recognize my own 

emotions. 

ƒ 77 69 154 269 199 3.58 1.24 

% 10 9 20.1 35 25.9   

3. I do not hesitate to reflect 

my feelings while learning 

English. 

ƒ 311 198 146 104 9 2.09 1.11 

% 40.5 25.8 19 13.5 1.2   

4. If I try, I can do even the 

hardest work in the class. 

ƒ 203 188 195 169 13 2.48 1.15 

% 26.4 24.5 25.4 22 1.7   

5. I can easily motivate myself 

when I feel bad.  

ƒ 269 172 193 123 11 2.26 1.14 

% 35 22.4 25.1 16 1.4   

6. I always concentrate on my 

lessons during English class. 

ƒ 62 105 205 237 159 3.42 1.19 

% 8.1 13.7 26.7 30.9 20.7   

7. I shape my life in 

accordance with my goals. 

ƒ 64 92 165 233 214 3.57 1.24 

% 8.3 12 21.5 30.3 27.9   

8. I overcome every difficulties 

to achieve my goals. 

ƒ 177 134 231 216 10 2.67 1.15 

% 23 17.4 30.1 28.1 1.3   

9. I get my family to help me 

when I have social problems.  

ƒ 118 141 94 185 230 3.35 1.45 

% 15.4 18.4 12.2 24.1 29.9   

10. I get my friends to help me 

when I do not solve the 

problem on my own. 

ƒ 110 158 107 222 171 3.24 1.37 

% 14.3 20.6 13.9 28.9 22.3   

N=780 

 

In this part, rural school students’ Self-Regulation competencies were analyzed 

in line with the second first question of the study. The frequencies, mean scores, standard 

deviations, and percentages were calculated. Items 1,2,3,4,5,6,7,8,9 and 10 were the 
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factors that aim to investigate the Self-Regulation competencies of participants. The 

results obtained from the questions were presented in Table 3. Based on the results, Item 

2, “I can recognize my own emotions” (M=3.58, SD=1.24) had the highest mean score, 

and Item 7, “I shape my life in accordance with my goals” followed with (M=3.57, 

SD=1.24). Therefore, the participants showed high competency in recognizing their own 

emotions and shaping their life in accordance with their goals. On the other hand, Item 

3, “I do not hesitate to reflect my feelings while learning English” (M=2.09, SD=1.11) 

had the lowest mean score compared to others. Item 1, “I am curious about learning 

different languages” (M=2.26, SD=1.15), and Item 5, “I can easily motive myself when 

I feel bad” (M=2.26, SD=1.14) had the same mean scores and these two items had lower 

mean scores compared to others. This analysis showed that the participants had the lowest 

competency in reflecting their feeling while learning English. Moreover, it also showed 

that the participants had low competencies in being curious about learning different 

languages and motivating themselves when they feel bad.  
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Table 4 

Descriptive Statistics for Social Relations Subscale  

Items 
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11. I cooperate with my friends. ƒ 89 113 123 209 234 3.50 1.36 

% 11.6 14.7 16 27.2 30.5 

12. I can motivate my friends to 

do their best in group work. 

ƒ 88 93 146 197 244 3.54 1.34 

% 11.5 12.1 19 25.7 31.8   

13. I try not to criticize my friends 

when we argue. 

ƒ 150 132 159 182 145 3.05 1.39 

% 19.5 17.2 20.7 23.7 18.9   

14. I try not to prevent others to 

be alienated. 

ƒ 98 103 125 236 206 3.45 1.34 

% 12.8 13.4 16.3 30.7 26.8   

15. I help others when they have 

problems. 

ƒ 73 88 114 275 218 3.62 1.26 

% 9.5 11.5 14.8 35.8 28.4   

16. I respect others' thoughts. ƒ 63 98 96 240 271 3.73 1.28 

% 8.2 12.8 12.5 31.3 35.3   

17. I recognize how people feel by 

looking at their facial expressions. 

ƒ 94 126 168 212 168 3.30 1.30 

% 12.2 16.4 21.9 27.6 21.9   

18. I am sensitive to others' 

feelings. 

ƒ 83 83 133 245 224 3.58 1.30 

% 10.8 10.8 17.3 31.9 29.2   

N=780 

 

 

 Participants’ Social Relations competencies were analyzed to answer the first 

research question of the study. The frequencies, mean scores, standard deviations, and 

percentages were calculated. Items 11, 12, 13, 14, 15, 16, 17, and 18 related to Social 

Relations competencies and their analysis were presented in Table 4. Results illustrated 

that Item 16, “I respect other’s thoughts” (M=3.73, SD= 1.28) had the highest mean 

score, and also Item 15, “I help others when they have problems” (M=3.62, SD=1.26) 

and Item 18, “I am sensitive to others feelings” (M=3.58, SD=1.30) had higher mean 
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scores compared to other items. Based on this, it could be mentioned that participants 

were quite competent in respecting others’ thoughts, helping others when they have 

problems, and being sensitive to others’ feelings. 

On the other hand, Item 13, “I try not to criticize my friends when we argue” 

(M=3.05, SD=1.39) had the lowest mean score, and also Item 17, “I recognize how 

people feel by looking at their facial expressions” (M=3.30, SD=1.30) had lower mean 

score compared to other items. This indicated that participants had moderate competency 

in not criticizing their friends when they argue and recognizing how people feel by 

looking at their facial expressions. 

 

Table 5 

Descriptive Statistics for Decision-Making Subscale  

Items 
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19. I can discuss the decisions that 

I consider unfair. 

ƒ 199 252 112 104 101 2.55 1.35 

% 25.9 32.8 14.6 13.5 13.2 

20. While making decisions, I also 

think about the future 

consequences of my actions. 

ƒ 188 237 118 139 86 2.61 1.32 

% 24.5 30.9 15.4 18.1 11.2   

21. While making decisions, I 

select the one with positive 

outcomes. 

ƒ 308 172 113 104 71 2.29 1.35 

% 40.1 22.4 14.7 13.5 9.2   

22. I can decide between right or 

wrong. 

ƒ 92 108 156 205 207 3.43 1.33 

% 12 14.1 20.3 26.7 27   

23. While making decisions about 

my future, I search a lot. 

ƒ 222 239 123 122 62 2.43 1.27 

% 28.9 31.1 16 15.9 8.1   

24. I make decisions that are 

appropriate for my personal 

values. 

ƒ 106 112 81 192 277 3.55 1.44 

% 13.8 14.6 10.5 25.0 36.1   

  N=780 
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In line with the first research question, descriptive analysis was applied to the 

decision-making subscale. Items 19, 20, 21, 22, 23, and 24 related to the decision-making 

subscale and their analysis were presented in Table 5. The frequencies, mean scores, 

standard deviations, and percentages were calculated. According to the results, Item 24, 

“I make decisions that are appropriate for my personal values” (M=3.55, SD=1.44) had 

the highest mean scores, and also Item 22, “I can decide between right or wrong” 

(M=3.43, SD=1.33) had higher mean scores compared to other items. This illustrated that 

the participants were quite competent in making decisions that are appropriate for their 

personal values.  Moreover, they had moderate competency in deciding between right or 

wrong. 

On the other hand, Item 21, “While making decisions, I select the one with 

positive outcomes” (M=2.29, SD=1.35) had the lowest mean scores, and also Item 23, 

“While making decisions about my future, I search a lot” (M=2.43, SD=1.27) had lower 

mean scores compared to other items in Table 5. So, it could be said that the participants 

had low competency in selecting positive outcomes while they were making decisions. 

Moreover, they also had low competency in searching a lot while they were making 

decisions about their future. 

 

Inferential Statistics for the Second Research Question 

 

In this chapter, in line with the second research question, it was analyzed whether 

there were significant differences between the SEFLL competencies of the participants 

and demographic variables such as gender, age, students' perceptions of parental 

attitudes, education level of mother, education level of father, income level of parents, 

perceptions of academic success and service area of the rural school. Before starting the 

analysis, the distribution of the data received from the participants was checked. A 

parametric distribution was detected as a result of the check. Therefore, Independent 

Sample T-test and One-way ANOVA test were conducted for the analysis of inferential 

statistics. Post Hoc results were used for the detailed analysis of One-way ANOVA test 

results. 
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Table 6  

Independent Sample T-test Results for SEFLL Competencies and Gender 

 Gender n M SD t p 

Self-

Regulation 

Female 396 3.09 0.82 6.828 0.001* 

Male 372 2.68 0.84   

Social 

Relations 

Female 396 3.68 0.92 6.317 0.001* 

Male 372 3.24 0.99   

Decision-

Making 

Female 396 3.05 0.95 7.317 0.001* 

Male 372 2.54 0.98   

Overall 

SEFLL  

Female 396 3.27 0.83 7.351 0.001* 

Male 372 2.82 0.88   

Note: *p<0.005 

  

As a first step, an Independent Sample T-test test was used to determine whether 

there was a statistically significant difference between the SEFLL competencies of male 

and female participants. As presented in Table 6, Independent Sample T-test revealed 

that there was a statistically significant difference between females’ self-regulation 

competencies (M=3.09, p=0.001) and males’ self-regulation competencies (M=2.68, 

p=0.001). Table 6 also illustrated that there was a statistically significant difference 

between females’ social relations competencies (M=3.68, p=0.001) and males’ social 

relations competencies (M=3.24, p=0.001). There was a statistically significant 

difference between the decision-making competencies of female participants (M=3.05, 

p=0.001) and male participants (M=2.54, p=0.001). In addition, there was a significant 

difference between the overall SEFLL competencies of female participants (M=3.27, 

p=0.001) and male participants (M=2.82, p=0.001). Results indicated that females were 

more competent than males in self-regulation, social relations, decision-making, and 

overall SEFLL competency. 

  



36 
 

Table 7 

ANOVA Results for SEFLL Competencies and Age 

 Age n M S.D. F p 

Self-Regulation 11 

12 

13 

14 

140 

234 

252 

142 

2.90 

2.94 

2.85 

2.87 

0.98 

0.81 

0.83 

0.85 

.504 .680 

Social Relations 11 

12 

13 

14 

140 

234 

252 

142 

3.39 

3.49 

3.48 

3.50 

1.07 

0.91 

1.00 

0.98 

.350 .789 

Decision-Making 11 

12 

13 

14 

140 

234 

252 

142 

2.70 

2.85 

2.78 

2.87 

1.01 

0.92 

1.00 

1.09 

.938 .422 

Overall SEFLL 11 

12 

13 

14 

140 

234 

252 

142 

2.99 

3.09 

3.04 

3.08 

0.97 

0.82 

0.87 

0.91 

.430 .732 

 

 

In order to determine whether participants’ SEFLL competencies differ according 

to participants’ age, a one-way ANOVA test was performed by the researcher. As seen 

in Table 7, the one-way ANOVA test revealed that there was no significant difference 

between age groups (Gp1, n=140, 11 yrs; Gp2, n=234, 12 yrs; Gp3, n=252, 13 yrs; Gp4, 

n=142, 14 yrs) and participants’ self-regulation (F=.504, p= .680), social relations 

(F=.350, p=.789), decision-making (F=.938 p=.422) and overall SEFLL competencies 

(F=.430, p=.732). Thus, the results showed that rural school students' competencies did 

not differ according to age groups. 
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Table 8 

ANOVA Results for SEFLL Competencies and Students' Perceptions of Parental 

Attitudes 

 Parental 

Attitudes 

 

n 

 

Mean 

 

S.D. 

 

F 

 

p 

Self-

Regulation 

Protective 

Careless 

Authoritarian 

Democratic 

275 

120 

144 

229 

3.09 

1.99 

2.42 

3.41 

0.63 

0.65 

0.86 

0.65 

141.214 .001* 

Social 

Relations 

Protective 

Careless 

Authoritarian 

Democratic 

275 

120 

144 

229 

3.67 

2.54 

2.98 

4.01 

0.73 

0.93 

1.12 

0.65 

104.252 .001* 

Decision-

Making 

Protective 

Careless 

Authoritarian 

Democratic 

275 

120 

144 

229 

3.02 

1.92 

2.38 

3.28 

0.86 

0.82 

1.06 

0.77 

80.669 .001* 

Overall 

SEFLL 

Protective 

Careless 

Authoritarian 

Democratic 

275 

120 

144 

229 

3.26 

2.15 

2.59 

3.57 

0.65 

0.75 

0.96 

0.60 

128.332 .001* 

Note: *p<0.005 

 

A one-way ANOVA test was performed to determine whether participants’ 

SEFLL competencies differ according to participants’ parental attitudes. As seen in Table 

8, results revealed that there was a significant difference between participants’ parental 

attitudes (Gp1, n=275, Protective; Gp2, n=120, Careless; Gp3, n=144, Authoritarian; 

Gp4, n=229, Democratic) and participants’ self-regulation (F=141.214, p=0.001), social 

relations (F=104.252, p=0.001), decision-making (F=80.669, p=0.001) and overall 

SEFLL competencies (F=128.332, p=0.001).  
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Furthermore, Post Hoc analysis was carried out to determine the significance of 

the difference (see Appendix F). Post Hoc analysis indicated that the difference in SEFLL 

competencies was statistically significant between protective, careless, authoritarian and 

democratic. Accordingly, participants whose families had democratic attitudes were the 

most competent ones in self-regulation (M=3.41, SD=0.65), social relations (M=4.01, 

SD=065), decision-making (M=3.28, SD=0.77) and overall SEFLL competencies 

(M=3.57, SD=0.60). In addition, participants who had protective families had higher self-

regulation (M=3.09, SD=0.63), social relations (M3.67, SD=0.63), decision-making 

(M=3.02, SD=0.86) and overall SEFLL competencies (M=3.26, SD=0.65) compared to 

participants who had careless and authoritarian families.  

On the other hand, Table 8 indicated that participants whose families had careless 

attitudes were the least competent ones in self-regulation (M=1.99, SD=0.65), social 

relations (M=2.54, SD=0.93), decision-making (M=1.92, SD=0.82) and overall SEFLL 

competencies (M=2.15, SD=0.75). Moreover, participants who had authoritarian 

families had lower self-regulation (M=2.42, SD=0.86), social relations (M=2.98, 

SD=1.12), decision-making (M=2.38, SD=1.06) and overall SEFLL competencies 

(M=2.59, SD=0.96) compared to participants who had protective and democratic 

families. Therefore, results revealed that participants who have protective and democratic 

parents have higher Self-Regulation, Social-Relations, Decision-Making and overall 

SEFLL competencies than participants with careless and authoritarian parents.  
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Table 9 

ANOVA Results for SEFLL Competencies and Education Level of Mother 

 Education Level of 

Mother 

n M S.D. F p 

Self-

Regulation 

Illiterate 

Primary 

Secondary 

High school 

University 

94 

262 

262 

123 

27 

2.09 

2.71 

3.03 

3.40 

3.72 

0.83 

0.78 

0.77 

0.63 

0.67 

53.252 .001* 

Social 

Relations 

Illiterate 

Primary 

Secondary 

High school 

University 

94 

262 

262 

123 

27 

2.49 

3.31 

3.66 

3.97 

4.22 

1 

0.95 

0.86 

0.66 

0.65 

48.676 .001* 

Decision-

Making 

Illiterate 

Primary 

Secondary 

High school 

University 

94 

262 

262 

123 

27 

1.95 

2.62 

2.94 

3.37 

3.68 

0.92 

0.94 

0.94 

0.77 

0.59 

43.218 .001* 

Overall 

SEFLL 

Illiterate 

Primary 

Secondary 

High school 

University 

94 

262 

262 

123 

27 

2.18 

2.88 

3.21 

3.58 

3.88 

0.87 

0.82 

0.78 

0.60 

0.57 

57.118 .001* 

Note: *p<0.005 

 

A one-way ANOVA test was performed to determine whether participants’ 

SEFLL competencies differ according to the education level of participants’ mothers. As 

seen in Table 9, results revealed that there was a significant difference between the 

education level of participants’ mothers (Gp1, n=94, Illiterate; Gp2, n=262, Primary; 

Gp3, n=262, Secondary; Gp4, n=123, Highschool; Gp5, n=27, University) and 

participants’ self-regulation (F=53.252, p=0.001), social relations (F=48.676, p=0.001), 
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decision-making (F=43.218, p=0.001) and overall SEFLL competencies (F=57.118, 

p=0.001).  

Therefore, Post Hoc analysis was carried out to determine the significance of the 

difference (see Appendix G). Post Hoc revealed that the difference in SEFLL 

competencies was statistically significant between the illiterate, primary, secondary, high 

school, and university groups. According to Post Hoc results, although there was a 

significant difference between the high school group and illiterate, primary and 

secondary school groups, there was no significant difference between high school groups 

and university groups in self-regulation (p=0.263), social relations (p=0.659), decision-

making (p=0.493) and overall SEFLL competencies (p=0.379). According to Table 9, 

participants whose mothers were graduated from university were the most competent 

ones in self-regulation (M=3.72, SD=0.67), social relations (M=4.22, SD=0.65), 

decision-making (M=3.68, SD=0.59) and overall SEFLL competencies (M=3.88, 

SD=0.57). In addition to this, participants whose mothers were graduated from high 

school had more competency in self-regulation (M=3.40, SD=0.63), social relations 

(M=3.97, SD=0.66), decision-making (M=3.37, SD=0.77) and overall SEFLL 

competencies (M=3.58, SD=0.60) compared to participants had illiterate mothers and 

participants whose mothers were graduated from primary and secondary school.  

On the other hand, participants who had illiterate mothers were the least 

competent ones in self-regulation (M=2.09, SD=0.83), social relations (M=2.49, 

SD=1.00), decision-making (M=1.95, SD=0.92) and overall SEFLL competencies 

(M=2.18, SD=0.87). Moreover, participants whose mothers were graduated from 

primary schools had lower self-regulation (M=2.71, SD=0.78), social relations (M=3.31, 

SD=0.95), decision-making (M=2.62, SD=0.94) and overall SEFLL competencies 

(M=2.88, SD=0.82) compared to participants whose mothers were graduated from 

secondary school, high school, and university. Thus, results indicated that as the 

education level of the mothers increases, the competencies of the participants also 

increase. 
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Table 10 

ANOVA Results for SEFLL Competencies and Education Level of Father 

 Education Level of 

Father 

n M S.D. F p 

Self-

Regulation 

Illiterate 

Primary 

Secondary 

High school 

University 

59 

186 

296 

187 

40 

1.91 

2.50 

2.96 

3.32 

3.56 

0.77 

0.81 

0.75 

0.66 

0.72 

61.247 .001* 

Social 

Relations 

Illiterate 

Primary 

Secondary 

High school 

University 

59 

186 

296 

187 

40 

2.22 

3.06 

3.59 

3.91 

4.15 

0.95 

1 

0.81 

0.75 

0.73 

61.776 .001* 

Decision-

Making 

Illiterate 

Primary 

Secondary 

High school 

University 

59 

186 

296 

187 

40 

1.68 

2.41 

2.88 

3.29 

3.46 

0.71 

0.99 

0.93 

0.77 

0.71 

52.675 .001* 

Overall 

SEFLL 

Illiterate 

Primary 

Secondary 

High school 

University 

59 

186 

296 

187 

40 

1.94 

2.66 

3.15 

3.51 

3.72 

0.77 

0.87 

0.76 

0.62 

0.66 

70.114 .001* 

Note: *p<0.005 

 

A one-way ANOVA test was performed to determine whether participants’ 

SEFLL competencies differ according to the education level of participants’ fathers. As 

seen in Table 10, results revealed that there was a significant difference between the 

education level of participants’ fathers (Gp1, n=59, Illiterate; Gp2, n=186, Primary; Gp3, 

n=296, Secondary; Gp4, n=187, Highschool; Gp5, n=40, University) and participants’ 
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self-regulation (F=61.247, p=0.001), social relations (F=61.776, p=0.001), decision-

making (F=52.675, p=0.001) and overall SEFLL competencies (F=70.114, p=0.001).  

In order to determine the significance of the difference, Post Hoc was performed 

by the researcher (see Appendix H). Post Hoc revealed that the difference in SEFLL 

competencies was statistically significant between the illiterate, primary, secondary, high 

school, and university groups. According to Post Hoc results, although there was a 

significant difference between the high school group and illiterate, primary and 

secondary school groups, there was no significant difference between high school groups 

and university groups in self-regulation (p=0.379), social relations (p=0.491), decision-

making (p=0.816) and overall SEFLL competencies (p=0.484). Table 10 illustrated that 

participants whose fathers were graduated from university were the most competent ones 

in self-regulation (M=3.56, SD=0.72), social relations (M=4.15, SD=0.73), decision-

making (M=3.46, SD=0.71) and overall SEFLL competencies (M=3.72, SD=0.66). 

Furthermore, participants whose fathers were graduated from high school had more 

competency in self-regulation (M=3.32, SD=0.66), social relations (M=3.91, SD=0.75), 

decision-making (M=3.29, SD=0.77) and overall SEFLL competencies (M=3.51, 

SD=0.62) compared to participants had illiterate fathers and participants whose fathers 

were graduated from primary and secondary school.  

On the other hand, participants who had illiterate fathers were the least competent 

ones in self-regulation (M=1.91, SD=0.77), social relations (M=2.22, SD=0.95), 

decision-making (M=1.68, SD=0.71) and overall SEFLL competencies (M=1.94, 

SD=0.77). Moreover, participants whose fathers were graduated from primary schools 

had lower self-regulation (M=2.50, SD=0.81), social relations (M=3.06, SD=1.00), 

decision-making (M=2.41, SD=0.99) and overall SEFLL competencies (M=2.66, 

SD=0.87) compared to participants whose mothers were graduated from secondary 

school, high school, and university. Thus, results indicated that as the education level of 

the fathers increases, the SEFLL competencies of the participants also increase. 
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Table 11 

ANOVA Results for SEFLL Competencies and Income Level of Parents 

 Income Level of 

Parents 

n M S.D. F p 

Self-

Regulation 

Low Income 

Middle Income 

High Income 

166 

423 

179 

2.10 

2.98 

3.41 

0.76 

0.73 

0.69 

142.570 .001* 

Social 

Relations 

Low Income 

Middle Income 

High Income 

166 

423 

179 

2.62 

3.57 

4.02 

1.04 

0.85 

0.68 

119.333 .001* 

Decision-

Making 

Low Income 

Middle Income 

High Income 

166 

423 

179 

1.96 

2.92 

3.31 

0.91 

0.91 

0.76 

108.538 .001* 

Overall 

SEFLL 

Low Income 

Middle Income 

High Income 

166 

423 

179 

2.23 

3.16 

3.58 

0.85 

0.76 

0.61 

147.382 .001* 

Note: *p<0.005 

 

 The researcher performed a one-way ANOVA test to determine whether 

participants’ SEFLL competencies differ according to the income level of their parents. 

Table 11 showed that there was a significant difference between the income level of 

parents (Gp1, n=166, Low Income; Gp2, n=423, Middle Income; Gp3, n=179, High 

Income) and participants’ self-regulation (F=142.570, p=0.001), social relations 

(F=119.333, p=0.001), decision-making (F=108.538, p=0.001) and overall SEFLL 

competencies (F=147.382, p=0.001). 

Furthermore, Post Hoc analysis was performed to determine whether there was a 

significant difference between pairs (see Appendix I). Post Hoc indicated that the 
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difference in SEFLL competencies was statistically significant between low-income, 

middle-income, and high-income groups. According to Table 11, participants with high-

income families had the highest competency in self-regulation (M=3.41, SD=0.69), 

social relations (M=4.02, SD=0.68), decision-making (M=3.31, SD=0.76) and overall 

SEFLL competencies (M=3.58, SD=0.61) whereas participants with low-income 

families had the lowest competency in self-regulation (M=2.10, SD=0.76), social 

relations (M=2.62, SD=1.04), decision-making (M=1.96, SD=0.91) and overall SEFLL 

competencies (M=2.23, SD=0.85). Results showed that as the income levels of the 

parents increase, the SEFLL competencies of the participants also increase. 

 

Table 12 

ANOVA Results for SEFLL Competencies and Perceptions of Academic Success 

 Perceptions of 

Academic Success 

n M S.D. F p 

Self-

Regulation 

Unsuccessful  

Moderately Successful 

Successful 

213 

332 

223 

1.80 

3.02 

3.72 

0.41 

0.49 

0.41 

1017.139 .001* 

Social 

Relations 

Unsuccessful 

Moderately Successful 

Successful 

213 

332 

223 

2.32 

3.69 

4.24 

0.78 

0.63 

0.49 

517.387 .001* 

Decision-

Making 

Unsuccessful  

Moderately Successful 

Successful 

213 

332 

223 

1.59 

3.05 

3.60 

0.47 

0.73 

0.54 

623.510 .001* 

Overall 

SEFLL 

Unsuccessful 

Moderately Successful 

Successful 

213 

332 

223 

1.90 

3.25 

3.85 

0.46 

0.50 

0.37 

1032.274 .001* 

Note: *p<0.005 
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A one-way ANOVA test was carried out to determine whether participants’ 

SEFLL competencies differ according to their perceptions of academic success. Results 

revealed that there was a significant difference between participants’ perceptions of 

academic success (Gp1, n=213, Unsuccessful; Gp2, n=332, Moderately Successful; Gp3, 

n=223, Successful) and participants’ self-regulation (F=1017.139, p=0.001), social 

relations (F=517.387, p=0.001), decision-making (F=623.510, p=0.001) and overall 

SEFLL competencies (F=1032.274, p=0.001).  

Moreover, Post Hoc analysis was performed to determine whether there was a 

significant difference between pairs (see Appendix J). Post Hoc illustrated that the 

difference in SEFLL competencies was statistically significant between unsuccessful, 

moderately successful, and successful groups. Accordingly, participants who consider 

themselves successful had the highest competency in self-regulation (M=3.72, SD=0.41), 

social relations (M=4.24, SD=0.49), decision-making (M=3.60, SD=0.54) and overall 

SEFLL competencies (M=3.85, SD=0.37) whereas participants who consider themselves 

unsuccessful had the lowest competency in self-regulation (M=1.80, SD=0.41), social 

relations (M=2.32, SD=0.78), decision-making (M=1.59, SD=0.47) and overall SEFLL 

competencies (M=1.90, SD=0.46). Results also indicated that as the success levels of the 

students increase, the SEFLL competencies of them also increase. 
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Table 13 

ANOVA Results for SEFLL Competencies and Rural Schools’ Service Area 

 Service  

Area 

n M S.D. F p 

Self-

Regulation 

4. Service Area  

5. Service Area 

6. Service Area 

268 

240 

260 

3.04 

2.86 

2.76 

0.78 

0.80 

0.96 

7.564 .001* 

Social 

Relations 

4. Service Area  

5. Service Area 

6. Service Area 

268 

240 

260 

3.71 

3.42 

3.26 

0.82 

0.87 

1.16 

15.043 .001* 

Decision-

Making 

4. Service Area  

5. Service Area 

6. Service Area 

268 

240 

260 

3.15 

2.77 

2.48 

0.98 

0.90 

0.98 

32.549 .001* 

Overall 

SEFLL 

4. Service Area  

5. Service Area 

6. Service Area 

268 

240 

260 

3.33 

3.02 

2.83 

0.77 

0.79 

0.99 

19.993 .001* 

Note: *p<0.005 

 

 The researcher conducted a one-way ANOVA test to determine whether 

participants’ SEFLL competencies differ according to the service area of rural schools. 

According to results, there was a significant difference between service area of rural 

schools (Gp1, n=268, 4. Service Area; Gp2, n=240, 5. Service Area; Gp3, n=260, 6. 

Service Area) and self-regulation (F=7.564, p=0.001), social relations (F=15.043, 

p=0.001), decision-making (F=32.549, p=0.001) and overall SEFLL competencies 

(F=19.993, p=0.001). 

 Additionally, Post Hoc was analyzed to determine whether there was a significant 

difference between pairs (see Appendix K). Post Hoc results revealed that participants 



47 
 

studying at schools in the 4th service area (M=3.04, SD=0.78) had more self-regulation 

competency than participants studying at schools in the 5th service area (M=2.86, 

SD=0.80) and participants studying at schools in the 6th service area (M=2.76, SD=0.96). 

On the other hand, according to Post Hoc analysis, there was no significant difference 

between the 5th and 6th service areas in self-regulation competency (p=0.389).  

 When the service areas were compared in terms of social relations competency, 

it was determined that participants studying at schools in the 4th service area (M=3.71, 

SD=0.82) were more competent in social relations than participants studying at schools 

in the 5th service area (M=3.42, SD=0.87) and participants studying at schools in the 6th 

service area (M=3.26, SD=1.16). On the other hand, Pairwise Comparison analysis 

showed that there was no significant difference between the 5th and 6th service areas in 

social relations competency (p=0.148). 

 In terms of decision-making competency, results illustrated that participants who 

were studying at schools in the 4th service area (M=3.15, SD=0.98) were more competent 

in decision-making than participants studying at schools in the 5th service area (M=2.77, 

SD=0.90) and participants studying at schools in the 6th service area (M=2.48, SD=0.98). 

In addition, there was a significant difference between the 5th and 6th service areas and 

participants studying at schools in the 5th service area (M=2.77, SD=0.90) had more 

competency in decision-making compared to participants studying in the 6th service area 

(M=2.48, SD=0.98). 

 Furthermore, results indicated that there was a significant difference between all 

groups in Overall SEFLL competencies and participants studying at schools in the 4th 

service area were the most competent ones (M=3.33, SD=0,77). Moreover, participants 

studying at schools in the 5th service area (M=3.02, SD=0.79) had more overall SEFLL 

competencies than participants studying in the 6th service area (M=2.83, SD=0.99). 

Overall, results revealed that students' SEFLL competencies decrease as getting further 

from city center to rural area. 

 

Analysis of Qualitative Data 

 

In this section, the first question of the research was answered with the help of 

the qualitative research method. In order to learn about challenges students faced in the 

rural school context that may affect them both socially and emotionally, semi-structured 
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interview questions were asked the students. During the process, a total of 12 students 

studying in schools located in the 4th, 5th, and 6th service regions were interviewed. The 

data obtained from the interviews were divided into two main categories as “Challenges” 

and “Effects” and coded under these categories. 

Category 1: Challenges 

 

Table 14 

Challenges Students Face in the Rural Schools 

Category  Sub-Categories  Codes   f 

Challenges Financial Challenges Low Family Income 

Written Source Problems 

Lack of Technology 

Transportation Problems 

12 

8 

6 

4 

Social Challenges 

 

Family Attitude 

Teacher Attitude  

Classroom Environment 

Lack of Encouragement 

12 

11 

6 

5 

 

 

As the first step of the interview, the participants were asked whether they 

experienced any difficulties or impossibilities in terms of education in their schools. After 

that, they were asked whether they found the facilities at their schools sufficient to learn 

a new language to gather more in-depth information regarding foreign language learning. 

Participants expressed their problems and challenges in the framework of this question. 

Therefore, the “Challenges” category was created based on the answers given by the 

participants to the questions. When Table 14 is examined, it could be seen that the 
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challenges experienced by the students were divided into two different sub-categories as 

“Financial Challenges” and “Social Challenges”. First of all, when the financial 

difficulties were addressed, the most cited point by the participants was "low family 

income". Participants generally talked about the poor financial situation of their families 

and emphasized that their family could not meet their needs in the field of education. One 

of the participants, Participant 6-D, expressed this situation with the following words: 

I want to study; I want to go to high school but… My family's financial situation 

is not good enough. My father says, “Learn how to read and write, that is enough for 

you. There is no more…”. They don't want to send me to high school, they say they don't 

have money.  

As seen in the excerpt above, some of the participants stated that they could not 

continue their education life due to financial distress. On the other hand, students who 

were able to continue their education and felt lucky at this point stated that they had 

problems in going to school and returning from school. It means one of the most 

important problems experienced by the participants was the transportation problem. 

Some of the students, who were affected by the low socioeconomic status of the rural 

area and low family income, stated that their school was too far away from their home 

and there was no free transportation service. Participant 5-D said about this situation: 

Our school is far away from my house, there is no free school bus. When it's hot 

in the summer, I can walk but it gets harder when it’s cold in winter. 

 As in the example of Participant 6-D and Participant 5-D, many participants stated 

that their financial situation was inadequate in many aspects of education. On the other 

hand, the problems of the participants based on financial distress were not limited to 

these. In addition, participants complained about the lack and/or inadequacy of written 

resources in the school, and these participants also said that they had problems in 

purchasing additional written sources requested by their teachers due to problems caused 

by their poor financial situation. For example, Participant 5-A: 

Two books were given to us by the government… To learn English... Okay, that's 

a great thing... But why don't we use these 2 heavy books at all, even though we carry 

them in our backpacks with other books and bring them to school every day? When we 
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ask our teachers why, they say "The books you have are not good enough." and they want 

us to buy additional books. My father has no money. Then how can I get this book? 

The low socioeconomic status in rural areas also caused the schools in these 

districts to lag behind in terms of technology. Some of the participants stated that most 

of the technological facilities in schools located in city centers were not available in their 

schools. They complained about technological inadequacies, stating that their schools 

were not given enough technological support. This can be clearly seen in the following 

words of Participant 6-A: 

For exampleee… There are some listening activities in the books. We cannot do 

these activities because there is no computer or CD player in our classroom. As in other 

schools, we do not have smart boards. We cannot do some of the activities in our English 

book. We cannot play educational games or watch videos on the smart board. 

As in the example of Participant 6-A, many students mentioned the lack of 

technological devices in their schools and stated that these deficiencies had negative 

effects on their language learning processes. Furthermore, although the participants in 

some rural schools were lucky in terms of access to technological devices compared to 

the participants in other schools, they complained that the technology was not presented 

to them in a way that was completely suitable for use. Therefore, Participant 4-C 

mentioned another technological inadequacy with the following words: 

 I mean, we are lucky to have smart boards in our classroom because most of the 

schools do not have but sometimes, we cannot use smart boards… Because sometimes 

our internet connection drops. There is no good internet connection in the village. 

Moreover, the factors that negatively affect the educational processes of students 

in rural schools were not only financial challenges. At the same time, the participants 

also talked about various social factors that affected them in this process. The most 

mentioned one of these factors was “family attitude”. Many of the participants said that 

they did not receive enough support from their families for education. The families of 

many participants did not support students' education within the framework of many 

factors, especially financial inadequacy, and they wanted them to start working life as 

soon as possible. In addition, families did not give enough support to their children during 

their academic and emotional problems. They saw such difficulties as an opportunity and 
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wanted to finish the education life of the students. This can be clearly seen in the words 

of Participant 6-B: 

My family does not support me to study. For example, I rarely get low grades on 

exams. Even if I rarely get low grades, they get mad at me. They say, "You can't be a 

man, you have nothing to do with school". They want to remove my registration from the 

school immediately. 

In addition to the family attitude, some of the students studying in the rural 

schools also complained about the attitudes of their teachers. They talked about the fact 

that the teachers in these schools got angry or upset very quickly as a result of the negative 

situations experienced, and as a result, they gave up. Therefore, it could be seen in the 

words of Participant 5-C that this negative attitude of their teachers affected them: 

So… Firstly, my friends make a lot of noise during the lessons, they disrupt the 

lesson. I can't listen to our teacher. Our teacher gets angry, warns my friends, but they 

continue. Finally, the teacher also gives up. She says, "I'm trying to teach you something, 

but you don't want to learn. I'll take my money eventually. Do what you want to do…" 

and then he stops teaching. What's my fault? I want to learn English but the teacher 

doesn't care about me because of my other friends. 

Additionally, based on the interviews with the participants, it was seen that the 

negative situations in the small and crowded classroom environment affected the students 

as well as the teachers. Some of the participants mentioned that their classrooms were 

too small and too crowded, and they stated that this problem negatively affected their 

learning processes also. For example, Participant 5-A:  

Our classrooms are very small and crowded. Those who come to the lesson by 

force (she is talking about those who do not want to study) sabotage the lesson and make 

too much noise, and they distract us. The whole lesson passes with the teachers warning 

them. We cannot listen to the lesson. 

The participants stated that they would like to receive support and encouragement 

and they said that such encouragement would motivate them against all these challenging 

situations. In other words, the encouragement they received from their teachers and 

families could be a glimmer of hope for them. On the other hand, they complained that 

they did not receive such encouragement and support from their families or teachers. 



52 
 

Participant 4-D talked about the encouragement he did not receive from teachers as 

follows: 

We are not motivated enough to learn English, sir. For example, award-winning 

competitions can be organized in our school. For example, there may be award-winning 

competitions such as "read this story in English, answer the questions". People (students) 

also study more enthusiastically. 

Furthermore, Participant 6-C expressed that he did not receive encouragement 

and support from his family with the following words: 

My family is not supportive. I don't want it either... I don't like studying, it doesn't 

interest me. I want to be a shepherd, I don't want to study. 

Category 2: Effects 

 

Table 15  

Effects of Challenging Situations 

Category Sub-Categories Codes f 

Effects  Emotional Effects 

 

 

Mental Effects 

Demotivation 

Sadness 

Reproach 

Focus Problem 

Giving Up 

11 

10 

6 

5 

5 

 

As another interview question, it was asked whether the challenges experienced 

by the participants demotivated them and, in addition, how they felt in such situations. 

The coding that emerged from the data led to the creation of the “Effects” category. The 



53 
 

participants talked about the negative emotional and mental effects they experienced 

within the framework of this question. Therefore, the data received from the participants 

were divided into 2 separate sub-categories as “Emotional Effects” and “Mental Effects” 

under the main category of “Effects”. 

If the emotional effects were examined first, Table 15 showed that the most 

common emotional effect experienced by the participants was "demotivation". The 

participants expressed that the deficiencies and challenging situations they experienced 

in rural school conditions demotivated them. Therefore, they expressed that felt sad in 

these situations. As an example of this situation, Participant 6-B: 

I get too demotivated. I see that my peers speak English very well because they 

have more opportunities than me. All of them have phones, tablets, computers at home... 

They can access the information they want instantly and they learn very well and they 

can speak English fluently. This makes me very sad... 

The participants who were demotivated and felt sad because of these problems 

also reproached the negative situations they experienced and the negative educational 

conditions they experienced. The reproach of the participants was that they did not find 

a solution to the impossibilities they experienced, and that they were not provided with 

enough support. Participant 4-C and Participant 4-D said the following sentences about 

this: 

How do we compete with the other children in the city center? Of course, we are 

demotivated when we are under these impossibilities, how can we be motivated? 

Well…We are losing our enthusiasm, Of course, we are upset. Others can reach 

the books they want, they can reach the technological opportunities they want. I'm sorry, 

but why does no one provide us with these opportunities? 

Moreover, the negative conditions in rural schools not only affected students 

emotionally but also affected them mentally. According to the data obtained from the 

participants, these mental effects were coded as "Focus Problem" and "Giving up". The 

participants stated that they could not focus enough on the lessons due to the problems 

experienced in the classroom environment. For example, Participant 5-C: 
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We study in crowded classrooms. So, there is a lot of noise during the lesson. I 

cannot listen to the teacher. I can't focus on my lessons because of the noise. 

In addition, the participants also experienced “focus problems” due to the 

challenging situations caused by the rural school context. Regarding this situation, 

Participant 5-D added: 

When I come by walking (from home to school), I get very tired. So, I cannot focus 

on the lessons. 

All these negative and challenging situations experienced in the rural school 

context caused the effect of "giving up" in addition to effects such as demotivation, 

sadness, reproach, and focus problems in students. Some of the participants stated that 

they felt inadequate due to these challenging situations and that they did not want to be 

involved in the school environment that caused these feelings. In other words, they said 

that they “gave up”.  It could be seen in the responses of Participants 5-B and 4-C: 

I don't want to come to this school… I want to leave this school. I don't want to 

listen to lessons because I feel unsuccessful and inadequate.  

I meaan…, I quit now, I gave up. Let it go where it goes, what else can I do? 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



55 
 

CHAPTER IV 

DISCUSSIONS AND CONCLUSION 

 

Discussion of the Participants’ SEFLL Perceptions 

 

In this study, the SEFLL competency of secondary school students studying in 

rural schools and their competencies in three different dimensions of SEFLL were 

examined to reveal their SEFLL perceptions. Therefore, quantitative data obtained from 

the participants were interpreted descriptively to determine the participants' SEFLL 

perceptions. The results showed that the participants' overall SEFLL perceptions were 

moderate, with a mean score of 3.05 out of 5.00. This means that the overall SEFLL 

competencies of students studying in rural areas still need improvement. There are not 

many studies that investigate students' social-emotional learning competencies in the 

rural context. Again, although there are few, there are some studies in which the opinions 

of teachers and school leaders are taken about the importance of applying SEL in schools 

located in high-needs rural areas. (Dyson et al., 2019; Jones and Carter, 2020). These 

studies revealed that SEL programs implemented in rural areas are beneficial for students 

studying in these areas. For example, according to a study conducted by San Antonio 

(2018) in high-need rural areas, teachers agreed that a new curriculum based on SEL is 

effective in making students aware of some sensitive issues such as racism and gender 

discrimination, making them responsible citizens. In addition, Mahoney et al. (2021) 

state that promoting SEL competencies such as self-regulation, social relations, and 

decision-making is important for students' school and real-life success. Therefore, 

improving students' low or moderate SEFLL qualifications and increasing them to a high 

level contribute to their academic and social success in many aspects. 

Furthermore, SEFLL consists of many dimensions such as Self-Regulation, 

Social Relations, and Decision-Making. Based on the results, it could be said that the 

participants had the highest Social Relations competency compared to other 

competencies. Gillin and Gillin (1956) defined Social Relations as “any kind of social 

and dynamic relationship that exists between the individual and the individual, the group 

and the group, and the group and the individual, depending on the situation”. Thus, the 

interaction of students with each other, their teachers, the school administration, and 

other school personnel within the school can also be defined as students’ social relations. 

These social relations that students establish within the school have many contributions 
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to their social development and academic success. Zaimoğlu (2018) stated that the social 

relations that students establish with other students and teachers in the school were 

effective in terms of receiving positive or negative feedback. In addition, Ali et al. (2022) 

mention that social interactions with others can help students to keep their ideas 

organized, reflect on their comprehension, and identify the gaps in their study. Therefore, 

the student’s social interactions within the school can be a predictor of academic success 

(Zaimoğlu, 2018). Moreover, it could be thought that students who can establish effective 

social relations in the school can also be successful in cooperating and collaborating with 

their peers. In this study, although the results showed that the social relation 

competencies of the students in rural schools were moderate and they still need to be 

improved, they also showed that students were quite successful in cooperating with 

others. At the same time, students were also successful in being sensitive to the others’ 

feelings and helping others when they have problems.  However, the results illustrated 

that even if the participants were sensitive to the feelings of other individuals, they never 

hesitated to criticize their friends when they argued. Such a situation may indicate that 

students were honest and outspoken, and did not hesitate to express their opinions during 

their social interactions. On the other hand, this situation may vary according to the type 

of criticism. In other words, negative criticism of the students to their friends during the 

discussion may cause high tension between them. This high tension can turn into verbal 

or physical violence. At this point, it is very important to teach students how to criticize 

properly without hurting the feelings of others. Thus, students can learn to criticize 

effectively without being affected by the emotional sensitivities brought about by the 

gloomy atmosphere during the discussion. 

To sum up, the results showed that the social relations competencies of students 

studying in rural areas were still lacking in some aspects. Completing the missing points 

in students' social relations competencies is very important in terms of increasing their 

success in their social and academic life. Especially, Yang et al. (2022) emphasize that 

from the perspective of social interaction, teachers need to fully engage in the supportive 

role of social interaction and relationship networks by strengthening the bonds with 

friends of rural children to support their mental health development and increase their 

emotional development. Moreover, in order to complete these deficiencies in social 

relations, and increase the mental and emotional development of students, it is necessary 

to identify the causes of these deficiencies. The factors causing this deficiency can be 

expressed as difficulties and negativities caused by rural district conditions. For instance, 
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people living in rural areas may not know about different people. In other words, the 

social circle of these people can be limited only to a group of people living in the rural 

area and they do not know much about other people living in different areas and having 

different cultures. This problem can be caused by many reasons such as the low 

population in the rural area, the lack of technological opportunities, and transportation 

problems. Therefore, they may not have developed their social relations competencies 

sufficiently. What needs to be done at this point is to introduce students to different types 

of people with different views and to teach them to respect these differences.  

Moreover, after the Social Relations competency, the secondary competency of 

participants was Self-Regulation. Self-Regulation refers to the thoughts, feelings, and 

actions that are systematically generated by individuals to reach their goals (Schunk & 

Zimmerman, 1994). Students who have Self-Regulation competency could be aware of 

their strengths and weaknesses during the process of learning and using the language 

(English), and organize their learning in this direction (Güler Urhan, 2019). Additionally, 

they can evaluate the current conditions and organize their learning processes under these 

conditions. Students who have self-regulation competency, that is, who are aware of their 

own feelings and thoughts and have the ability to organize these feelings and thoughts 

for their own purposes, can be successful in turning disadvantages into advantages and 

turning weaknesses into difficulties, even under the negative conditions of rural schools. 

On the other hand, based on the results of this research, it could be seen that the 

participants had a moderate level of self-regulation competence. The results of this study 

showed that although rural school participants had a certain level of self-regulation 

competence, it was still not enough. This situation was similar to the study conducted by 

Bala et al. (2019) in rural schools in Kupang City, Indonesia. Based on the findings, they 

did not find the self-regulation competency of the students studying in rural areas to be 

sufficient, and argued that this competency should be developed. Therefore, based on 

both studies, it could be fair to say that the self-regulation competencies of young learners 

studying under rural conditions still need to be developed. 

Moreover, what is important at this point is to determine which aspects of 

students' self-regulation competencies are low. For example, in this study, the 

participants rated items such as "I am curious about learning different languages" and "I 

do not hesitate to reflect my feeling while learning English", and when the mean scores 

of both items are considered, it could be revealed that the participants showed low 

competency in being curious about learning different languages and reflecting their 
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feelings while learning English. There may be many reasons why students are not 

interested in learning a foreign language and are hesitant to express their feelings while 

learning a foreign language. Paker (2006) stated that one of the main reasons for students' 

lack of interest in language learning was that students find language learning 

unnecessary. Similarly, in a study conducted by S and Hameed (2016) in rural areas of 

India, it was mentioned that students were uninterested and unmotivated in learning a 

foreign language (English). At this point, students studying in rural areas may have low 

interest and low motivation for language learning. In addition, Öztekin (2022) stated in 

her study that it was more difficult to motivate students in rural areas to learn a language. 

Another point that should be mentioned in the name of self-regulation 

competency is that although the participants studying in rural areas can recognize their 

emotions, they fail to motivate themselves when they feel bad. In other words, when they 

feel bad, they may be aware of it. On the other hand, they cannot find a solution to it and 

they cannot motivate themselves. At this point, it could be mentioned that although the 

self-awareness competencies of the students studying in rural schools are at an acceptable 

level, their self-regulation and self-motivation competencies are not sufficient. The main 

reason for this deficiency in self-motivation and self-regulation may be the unique 

characteristics of the rural area and rural school context. In support of this view, Tyler et 

al. (2006) state that each group of people has unique values, concerns, and other common 

characteristics and these factors can cause motivational presence or deficiency. In 

addition, Hardré and Licuanan (2010) stated that some of these characteristics could 

further complicate learning and educational development motivations when considered 

in a rural context. Consequently, the main factor causing these self-regulation and self-

motivation deficiencies and self-motivation complexities of students could be the 

inadequate conditions in rural schools.   

Furthermore, the participants had the least Decision-Making competency 

compared to other competencies. Schoemaker and Russo (2014) defined the term 

decision-making as an individual or group's determination of what actions to take in the 

future considering current resources and limitations. According to the results of this 

study, students studying in rural areas are not fully competent in deciding what actions 

to take for their future. In other words, according to the results of the study, the decision-

making competence of the students in rural schools was determined as moderate. Similar 

to this study, David and Maiyo (2010) conducted a study in rural Mwala and found that 

students were only slightly involved in decision-making processes such as school 
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curriculum and school management, and school welfare.  On the other hand, the results 

of the same study showed that more than 95% of the students wanted to be involved in 

the decision-making processes. At this point, it could be concluded that students want to 

be involved in the decision-making processes, but they are not competent in how to 

manage this process. According to Demir and Zaimoğlu (2021), the inability of 

individuals to manage the decision-making process and the conflict situation may cause 

anxiety. Therefore, the decision-making competencies of these students also need to be 

developed and supported. In order to provide this development and support, first of all, 

it is necessary to determine which points of the decision-making competence of the 

students are lacking. For instance, this study showed that students were not sufficient to 

select the side with positive outcomes when making a decision. There can be many 

factors affecting this situation. The impossibilities of the rural conditions and the pressure 

of family or environment can be given as examples of these factors. These factors may 

compel students to select the side with negative outcomes. At the same time, students 

may not have enough opportunities to conduct research in the decision-making phase. 

The result of this study that “students do not search a lot while deciding on their future” 

also supports this view. The challenges and deficiencies experienced by students living 

in rural areas may also restrict their research on their future.  

 

Discussion of the Participants’ SEFLL Perceptions and Demographic Variables 

 

In the light of the second research question of the study, it was investigated 

whether there was a statistically significant difference between the students' SEFLL 

perceptions and their demographic variables. In order to answer this question, each 

demographic variable was investigated separately by using inferential statistical analysis 

methods such as the Independent Sample t-Test and one-way ANOVA. In this section, 

the results of the analysis were discussed. 

As for the gender variable, Independent Sample t-Test results revealed that there 

was a significant difference between rural school students’ gender and their Self-

Regulation, Social Relations, Decision-Making, and overall SEFLL competencies. 

Similarly, as a result of the research conducted by Riney and Ku (2021), they emphasized 

that female students have a higher proficiency in grit and social awareness than males. 

Kabakçı and Korkut (2008) also determined that the SEL competencies and 

communication skills of female students were at a better level than male students, 
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according to the findings obtained as a result of their research at the secondary school 

level.  Çelik (2014) also supported the view that "female students have a better level of 

problem-solving skills and communication skills than boys" as a result of the study. 

Another study supporting this view was conducted by Kluczniok et al (2016). As a result 

of the study, it was concluded that female students have a higher social-emotional 

development than male students. Similar to these studies, many studies that argue that 

female students' SEL competencies are at a higher level than male students. (Durualp, 

2014; Elcik, 2015; Akçaalan, 2016). On the other hand, Aksoy (2020) stated that there 

was no significant difference in terms of the SEL scale considering the gender variable.  

In terms of sub-dimensions of SEFLL, results indicated that female students were 

more competent in terms of Self-Regulation in rural school contexts. On the contrary, 

Ilgaz (2011) stated that the Self-Regulation competency of secondary school students did 

not differ according to gender. Similarly, Zaimoğlu (2018) determined that there was not 

a significant difference between students’ gender and Self-Regulation competency.  On 

the other hand, Son et al. (2018) found that the self-awareness and self-management 

competencies of female students were higher than male students as a result of their study 

with 4th and 5th-grade students in Vietnam. Moreover, Kizkapan et al. (2018) stated that, 

as a result of their study with secondary school students in the İncesu and Kocasinan 

districts of Kayseri City, the Self-Regulation scores of female students were higher than 

that of males. Many studies that support the results of these studies; “the Self-Regulation 

competencies of female students are higher than male students”. (Raffaelli et al., 2005; 

Zimmerman & Martinez-Poz, 1986; Bouffard et al., 1995; Matthews et al., 2009; Ray et 

al., 2003; Saad et al., 2011). Therefore, it could be concluded that female students are 

more successful than male students in identifying their weaknesses and strengths, 

regulating their learning process, and reaching their goals considering their weaknesses 

and strengths.  

Furthermore, results also revealed that there was a significant difference between 

participants’ gender and their Social Relations competency in rural school contexts. 

According to the results, female students were more competent in terms of Social 

Relations. Zaimoğlu (2018) stated that Social Relations competence showed a significant 

difference according to the gender variable and that female students were more 

competent than male students. Bar-on (2005) supported this view and stated that females 

were more successful than males in managing their emotions, empathizing, and 

establishing interpersonal communication. Similarly, Alisinanoğlu and Köksal (2000) 
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stated that females’ empathic skills were higher than boys, and therefore females were 

more successful in establishing social interactions. As a result of the study, Kuyulu 

(2015) also stated that female students were more competent in establishing social 

relations with their peers. Findings revealed that female students are more competent 

than male students in terms of Social Relation competence. 

Moreover, when the results of the current research were examined in terms of 

Decision-Making competence, it was indicated that there was a significant difference in 

favor of female students in the rural school context.  In support of this view, Kutluay 

Çelik (2014) determined this significant difference in favor of female students as a result 

of her research. In addition, Öztürk (2017) stated that female students were more 

successful than male students in terms of taking responsible decisions. Baquedano et al. 

(2007) stated that females were more sensitive and interested in making decisions and 

dealing with the consequences of their decisions compared to males. Therefore, based on 

all these findings, it could be deduced that female students are more interested in 

decision-making processes, that they manage these processes better, and that they have 

higher decision-making competence. 

At this point, the reasons why female students had more Self-Regulation, Social-

Relations, Decision-Making and overall SEFLL qualifications than male students could 

be interpreted in various ways. The first of these reasons could be that male students in 

rural areas work in various occupational groups such as farming or animal husbandry, as 

well as being a student. The fact that male students work in these occupational groups 

may cause their social and emotional competences to fall behind as well as their academic 

success. In addition, there are many studies show that female students' emotional 

intelligence scores are higher than male students' emotional intelligence scores (Harrod 

& Scheer, 2005; Gürşen Otacıoğlu, 2009; Köksal, 2003). Therefore, it could be said that 

female students with more developed emotional intelligence are more competent in 

Social and Emotional Learning skills. 

In order to see whether there was a significant difference between rural school 

students’ SEFLL perceptions and their age variable, the one-way ANOVA was 

performed. So, results revealed that there was no significant difference between age 

groups and SEFLL competencies of students in rural schools. Similar to the results of 

this study, it was determined that there was no significant difference between age groups 

as a result of the studies conducted by Berk (2020) and Artut (2021) at the university 

level. On the other hand, contrary to the findings of these studies, as a result of the 
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research conducted by the OECD (2021) in Helsinki, it was determined that SEL 

competencies differ according to age groups. It was also stated that 10-year-old students 

showed higher Social and Emotional competency than 15-year-old students. Similar to 

these results, Kutluay Çelik (2014) stated that as a result of the research conducted by 

sampling 12-13 and 14-year-old students, problem-solving and coping skills increased as 

the ages of the students decreased. Roseberry (1997) also mentioned that children's 

competencies such as effective communication and cooperation decreased as they get 

older. On the contrary, Zimmerman (1990) expressed that as the age of the students 

increased, their self-regulation skills also increased. Additionally, many studies revealed 

that students' Social and Emotional competencies vary according to age groups (Kabakçı, 

2006; Kabakçı & Totan, 2013; Çelik, 2014). At this point, more studies are needed by 

considering wider age ranges to reach clearer results on whether the SEFLL perceptions 

of students in rural schools differ significantly according to age groups. 

Results regarding students' perceptions of parental attitudes variable indicated 

that there was a significant difference between students’ perceptions of parental attitudes 

and their SEFLL competencies in rural school contexts. The results indicated that 

students with a democratic or protective family were more competent in Self-Regulation, 

Social Relations, Decision-Making, and overall SEFLL competencies than students who 

have a careless or authoritarian family. Darling and Steinberg (1993) defined the term 

parental attitude briefly as “the attitude shown by parents towards children's different 

situations”. Parental attitude plays an important role in the social development of children 

(Yavuzer, 2016). İnanc et al. (2017) stated that parents who had a democratic attitude 

displayed supportive and tolerant attitudes and applied for supervision that the child 

could accept. In addition, they also stated that these parents explained the rules of social 

life and the reasons for these rules in a way that the child could understand. Thus, children 

who are aware of social rules can be more careful and successful in establishing social 

interactions. In addition to this, children who grow up within the framework of a 

democratic parental attitude have self-confident, respectful, and tolerant personality traits 

in their social interactions (İkiz, 2015). It is obvious that these children's Social Relation 

competencies are more developed. On the other hand, parents who have authoritarian 

attitudes do not see their children as stand-alone individuals (Ogelman & Önder, 2011). 

Contrary to families with a democratic attitude, the children of families with an 

authoritarian attitude exhibit low self-confidence, shyness, and passive attitude in their 

social interactions due to the withholding of love and frequent punishments (Pantley, 
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2001). In addition, although the results of this study showed that the SEFLL 

competencies of the students with a protective family were at enough level, the 

"overprotective" family attitude can negatively affect the social and emotional 

development of the students.  Families with overprotective attitudes impose limitations 

on their children's social lives because they have more control over their children than 

they should (Cüceloğlu, 2005) and raise shy children (Rubin & Burgess, 2002). 

Furthermore, as well as an overprotective family attitude, a careless family attitude also 

negatively affects the children’s social and emotional development process. Kaya (1997) 

expresses that parents who exhibit a careless attitude leave their children completely free, 

have no control over their children in any way, and ignore the needs of the children. It is 

known that children growing with under this attitude feel lonely and their sense of 

confidence decreases (Aydoğdu & Dilekmen, 2016). Bornstein and Zlotnik (2008) 

argued that the social, cognitive, and physical developments of a child who grows up 

with careless parents are insufficient (as cited in Dursun, 2010). Therefore, it could be 

concluded that the social and emotional development of children with healthy parental 

attitudes progresses more successfully. Children who grow up in this family environment 

become more self-confident, tolerant, and respectful in their social environment, and they 

realize a more effective decision-making process by consulting their families and more 

knowledgeable others. Additionally, with the support of positive parental attitudes, 

students can realize a more effective self-regulation process in their social and academic 

lives by having self-awareness (Kaya, 1997). 

The other independent variables of this study were the education level of the 

mother and the education level of the father. In order to determine whether there was a 

significant difference between the education levels of the parents and the SEFLL 

competencies of the students in the rural school, the competencies of the students were 

analyzed separately according to the education level of the mother and the education level 

of the father. As a result of the analysis, it was determined that there was a significant 

difference between the education levels of the parents and the SEFLL competencies of 

the children. According to the results, while the competency of the students who have 

illiterate parents was very low, the competency of the students who have highly-educated 

parents was high. Therefore, it was found that as the education level of the parents 

increases, the SEFLL competency of the students also increases. Kutluay Çelik (2014), 

who conducted a similar study, determined that the increase in the education level of 

parents contributes to the success of students’ social relations and self-esteem-enhancing 
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skills. Moreover, Guryan et al. (2008) state that parents with higher education levels 

spend more time with their children. Thus, parents who spend more time with their 

children contribute to the development of their children's talents and skills (Lareau, 

2002). In support of this view, as a result of the study conducted by Adhe et al. (2020), 

it was determined that the high level of parental education contributes to the early 

increase in children's life skills. In addition to the development in social life, many studies 

that argued the increase in family education level is a predictor of the educational and 

behavioral development of the child (Nagin & Tremblay, 2001; Dearing et al., 2002; 

Davis-Kean, 2005). Based on these views, it could be right to say that family support 

contributes to the increase in the students’ social-emotional and academic success. It was 

suggested that the communication of students with their family members has an impact 

on their school success and decision-making processes (Vickers et al., 2014). So, parents 

with a high level of education can guide their children better in processes such as Self-

Regulation, Social Relations, and Decision-Making. These parents can help their children 

more effectively and contribute to increasing their children's overall SEFLL 

competencies.  

Moreover, another independent variable of this study was the income level of 

parents. Results indicated that there was a significant difference between the income 

level of parents and SEFLL competencies of rural school students. It means, results 

showed that the competencies of students in rural schools increase in parallel with the 

increase in the income level of the parents. The important view expressed by Yalın Uçar 

and Aktaş (2020) that the increase in the income level of the parents can increase the 

external motivation of the student and create a high expectation of success also supports 

the results of this study. In other words, high-income parents are more willing to give 

attention to their children's educational processes (Cheadle & Amato, 2011) and so, they 

can provide external motivation and support for their children’s social and academic 

development. In addition, it is also known that the financial situation of the family affects 

students' attitudes toward the education process and the process of enhancing self-esteem 

(Kutluay Çelik, 2014). Bolat and Odacı (2017) also mention that high family income 

contributes to the increase in students' decision-making competencies. On the other hand, 

low family income could negatively affect the social and emotional development of 

students (Jensen, 2009; Feldman & Eidelman, 2009). Based on the research, it could be 

concluded that as a result of high-income parents providing more opportunities for 

students, they can contribute positively to students' self-regulation processes, processes 
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of establishing social relations, and responsible decision-making processes. Students who 

have more financial opportunities can organize their social and academic lives by 

considering these opportunities and take responsible decisions in this direction. 

Results regarding perceptions of academic success indicated that there was a 

significant difference between students’ perceptions of academic success and their 

SEFLL competencies. According to the results, it was determined that academically more 

successful students had higher SEFLL competency than unsuccessful students in rural 

schools. In detail, it was indicated that students who were successful in the academic 

field had more SEL competencies such as Self-Regulation, Social Relations, and 

Decision-Making. It is known that social and emotional competencies have a significant 

impact on students' academic performance (Yılmaz & Sipahioğlu, 2012). In addition, 

Arslan and Demirtaş (2016) determined that there is a significant correlation between 

social-emotional learning and academic achievement as a result of their study. Therefore, 

considering the view that social-emotional learning and academic achievement are 

parallel, it could be mentioned that social and emotional learning has an effect on the 

success of academically successful students. It could also be concluded that these 

students benefit from competencies such as Self-Regulation, Social Relations, and 

Responsible Decision-Making to achieve high academic success. This situation reveals 

that students with high academic achievement have also high SEFLL competencies. 

The last independent variable of this study was the  service area of rural 

schools. In this study, schools in the 4th, 5th, and 6th compulsory service areas in the 

province of Niğde were considered as independent variables. So, it was examined 

whether there was a significant difference between the SEFLL competencies of the 

students and the service area of the school where they were educated. Schools in the 4th 

area are closer to the city center than schools in the 6th service area. Therefore, while 

discussing, it was considered that the impossibilities and difficulties of the schools in the 

6th area were higher than the schools in the 4th area. As a result of the analysis, a 

significant difference was found between the service areas where the rural schools were 

located and the SEFLL competencies of the students. The results showed that rural 

students in the 4th service area had higher Self-Regulation, Social Relations, Decision-

Making, and overall SEFLL competencies compared to students in the 5th and 6th service 

areas. At the same time, rural students in the 5th service area were more successful in 

terms of these competencies compared to students in the 6th service area. Based on the 

results of the study, it was seen that the social and emotional competencies of the students 
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decrease as getting further away from the center and getting closer to rural areas. Also, 

Mitchell (2021) mentioned the increase in social and emotional imbalance of students in 

rural schools when juxtaposed with students studying in urban schools. Furthermore, 

there are some arguments that rural schools offer less student support and extracurricular 

programs than schools in the city center (Ballou & Podgursky, 1995). Therefore, the 

decreasing opportunities from the center to the rural area may cause a decrease in the 

social and emotional competence of the students. In addition to this view, many common 

views argued that students studying in rural school conditions are at risk in terms of 

motivation and academic success (D’Amico et al., 1996; Litcher et al., 2003).    

 

Discussion of Rural Challenges that Affect Students Socially and Emotionally 

 

 In order to collect data about the rural challenges that affect students both socially 

and emotionally, semi-structured interviews were conducted. According to the results, 

two categories were generated; Challenges and Effects. These categories were also 

created based on the challenges that rural school students face and the effects of these 

challenges on rural school students.  

 As for the challenges category, students mentioned many challenges they 

experienced in rural school conditions. As a result, two separate sub-categories were 

created as Financial Challenges and Social Challenges. Firstly, when financial 

challenges were mentioned, four separate codes emerged such as Low Family Income, 

Written Source Problems, Lack of Technology, and Transportation Problems. Many of 

the students in the rural school complained about the low income of their parents. These 

students stated that they had many difficulties in the process of continuing their education 

life due to their low financial situation, and even had to finish their education at certain 

points. Lv (2017) stated that parents with low income kept their expectations low for their 

children's education and even kept their financial difficulties before their children's 

education. Furthermore, the students, who mentioned that they could not reach the 

additional written and technological sources they needed in their education processes, 

thought that they could not compete with more advantageous students within the scope 

of the exams. Therefore, this situation may cause a loss of motivation in students. In 

addition to demotivation, it is also known that children with low-income parents have 

lower self-esteem (Bannink et al., 2016). Therefore, this demotivation and low self-

esteem can cause students to fail both in their social and academic lives. Some studies 
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supporting the view that the financial situation of the family affects the academic success 

of students also support this idea (Betancur et al., 2018). Moreover, considering the low 

family income, it could be said that students have problems in terms of their ability to 

make responsible decisions for their future. While deciding on behalf of their future, 

students have to consider the financial situation of their families as well as the points they 

are successful in or the points they are interested in. So, they have to make decisions 

according to these factors. 

 In addition to low family income, students also mentioned written sources 

problems. According to many students who participated in the research, the coursebooks 

provided free by the government are insufficient in terms of content. The students stated 

that they had to carry these books in their backpacks every day and that this situation was 

a burden for them. At the same time, students said that their teachers also found the 

coursebooks insufficient and asked them to buy additional sources. At this point, students 

who had bad financial situations stated that they had difficulty in buying additional 

written resources. Similarly, participating teachers in the study conducted by Öztekin 

(2022) stated that they did not find the coursebooks sufficient and that additional 

alternatives should be found. It could be predicted that the negative attitudes of the 

students who see the books given free of charge by the state as a burden may increase. 

Students who had deficiencies in written sources may experience other deficiencies in 

learning and short self-regulation. In order to overcome these deficiencies to some extent, 

libraries can be created to provide students with additional written resources that can help 

them learn English by themselves outside the classroom and improve their learning 

through English (Paker, 2006). 

 Some deficiencies in written sources can also be eliminated by the use of 

technological resources. Teachers can make the teaching process productive by making 

use of the technological opportunities of computers and smart boards. On the other hand, 

the students who participated in the research emphasized that the schools they studied at 

were also insufficient in terms of technology. Students in rural schools complained that 

technological facilities were not adequately provided by the government. At the same 

time, although various facilities such as computers and smart boards were started to be 

provided in some rural schools, it is known that the internet infrastructure is still 

insufficient. Students who stated that they could not do various activities such as 

listening, watching, and playing educational games in the learning process because they 



68 
 

did not have sufficient technological opportunities also mentioned that their lessons 

continued in a monotonous manner. Taşkaya et al. (2015) suggested that technological 

deficiencies negatively affect the teaching-learning process. Moreover, from the 

perspective of language learning, it is known that not being able to benefit from 

instructional technology for various reasons hinders success in language learning. In 

addition to in-class situations, the inadequacy of technological opportunities also affects 

the out-of-class learning of students in rural schools. For example, students who do not 

have technological opportunities are at a disadvantage in communicating with people 

from different races, cultures, and languages. Such situations may prevent students from 

being motivated and interested in learning, as well as preventing the development of 

students' Social Relations competencies.  

The last code in the financial challenges sub-category is the transportation 

problem. Some of the students living in rural areas stated that there was no free 

transportation and that they had difficulties in going to school from their homes. 

Especially, the challenging conditions of the winter season cause physical strain on the 

students. Awang et al. (2020) also mentioned in their study that the transportation 

problem affected students negatively. Additionally, Mitchell (2021) emphasized that one 

of the factors that increase the social and emotional instability of students in rural schools 

is limited access to public transport. Students studying in this region may have to travel 

long distances to reach the school, and this problem may negatively affect the quality of 

education and students' attitudes toward education (Cuong, 2021). In other words, 

students who go to school by walking a long way may see school as torture because they 

experience physical fatigue. This may cause students to have a negative attitude towards 

school. 

From the SEL framework, these financial difficulties could affect the social and 

emotional development of students in rural schools in various ways. In other words, the 

Self-Regulation, Social Relations, and Responsible Decision-Making competencies of 

these financially challenged students may be negatively affected by these problems. 

These students, who have low financial income in rural areas, experience various 

difficulties in terms of technological deficiencies, lack of written sources and 

transportation problems. First of all, deficiencies in these areas may negatively affect 

students' ability to make responsible decisions about their future. For instance, Osoro et 

al. (2000) mention that students in this region cannot be exposed to most of the 
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professional roles in the decision-making processes, and they also do not have 

opportunities such as television, computers and smartphones in which they can do 

research for their future. At the same time, these students, who could not reach many 

technological innovations such as television, computers and smartphones due to low 

income, could have a deficiency in having knowledge about different cultures, different 

races and different languages, and communicating with people from these different 

cultures, races and languages. Therefore, this situation may also have a negative effect 

on students' Social Relations skills. It was stated that these children, who faced various 

financial difficulties, also had difficulty in focusing, had weak personal and social 

competencies, had behavioral problems and had various psychological disorders 

(Wanless et al., 2011). In addition, families of children growing up under a low 

socioeconomic background spend more time at work rather than spending quality time 

with their children (Mohamed & Toran, 2018). This shows that families could not fully 

support their children in developing their social communication skills. Therefore, it could 

be an inevitable fact that these students fail in terms of Social Relations competencies. 

Additionally, financial difficulties negatively affect these students' Self-Regulation 

competencies. Evans and Rosenbaum (2008) also stated that financial difficulties had a 

negative effect on children's Self-Regulation skills. One of the main reasons for this 

situation may be that students fail in their academic and social-emotional development 

due to various problems such as low family income, technological deficiencies, and lack 

of written resources, and thus they may experience a lack of self-awareness. Due to 

financial difficulties, these students may not be able to create self-awareness in terms of 

their academic and social-emotional competencies and deficiencies, and therefore they 

may lack self-management considering these situations. 

Moreover, students in rural schools mentioned social challenges as well as 

financial challenges. The first one of these social challenges mentioned by the students 

was the family attitude. Students in rural areas complained that their families did not 

sufficiently support their education processes and that their families were looking for 

various excuses to end the education processes of the students. Furthermore, it is known 

that children who receive enough family attention and family support are more successful 

in the social adaptation process and academic success. On the other hand, the social 

adaptation and self-construction processes of children who grow up under harsh or 

uninterested parental attitudes are more unsuccessful (Dam, 2008; Yavuzer, 2001). From 
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the perspective of language learning, LaRocque et al. (2011) stated that in order to 

prevent such failures, families should contribute to the learning of students by taking 

voluntary duties at schools, helping children in their learning processes, and playing an 

active role in students' decision-making processes. Gonzales DeHass (2005) determined 

that family involvement and positive family attitudes positively affect students' 

motivation in language education processes. Therefore, it is greatly important that 

families support their children's education processes and adopt positive attitudes in this 

process because the social life and academic achievement of students are affected 

positively or negatively in parallel with family attitudes. 

In education, besides family attitude, teacher attitude is also an important factor. 

Based on the analysis of the interviews, it was seen that the students in rural schools also 

complained about the attitudes of their teachers. The students expressed that their 

teachers gave up quickly in the negative situations and this problem negatively affected 

their learning processes. According to Tang and Hu (2022), teachers' negative attitudes 

and deterrent teaching approaches cause a loss of motivation in students' language 

learning processes. Therefore, it is known that teachers' negative attitudes are a predictor 

of students' demotivation (Dörnyei & Ushioda, 2021) because it is known that teachers 

are the most important factors affecting student motivation (Yadav & BaniAta, 2013). 

When all these opinions and findings are considered, it could be said that teachers' 

negative criticism, indifference, and unenthusiastic attitudes cause students to exhibit a 

demotivating attitude in their language learning processes. In particular, from the rural 

school perspective, students who struggle with various socioeconomic and sociocultural 

impossibilities may need more interest and support from their teachers. 

Another situation that students in rural schools complained about was the 

classroom environment. At this point, students mentioned that their classrooms were 

crowded, and therefore they had to perform learning in a noisy classroom environment. 

The noise pollution caused by the crowded classroom environment prevents the students 

from focusing on the lesson and causes the lesson process to be disrupted. In addition, 

crowded classrooms not only prevent students from concentrating on the lesson but also 

prevent teachers from organizing collaborative learning and group activities (Inamullah, 

2012). On the other hand, Boyesen and Bru (1999) stated that in classrooms with a small 

number of students, students could establish social relations with their peers and teachers 

more easily and had a better social understanding. Thus, students who have a warmer 
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learning environment in small classes exhibit more positive attitudes toward learning 

(Blatchford et al, 1998). At this point, students in rural schools should be provided with 

a wider, more spacious classroom environment with fewer student numbers, and students 

should be prevented from being negatively affected socially, emotionally, and 

academically. 

Another social challenge that students complain about is the lack of 

encouragement in their education process. During the interviews, the students stated that 

they did not receive any encouragement from their families and teachers in terms of 

education. This problem caused a loss of motivation in students and a decrease in 

students’ interest in the lesson. On the other hand, Huo (2018) stated that extrinsic 

motivation and encouragement were effective in creating a healthy classroom 

environment, effective social interaction environment, and increasing academic success 

as well as the social-emotional development of students. Additionally, it was suggested 

that external motivation increases students’ achievement because students are aware that 

their success will be rewarded in return (Baker & Wigfield, 1999; Wang & Guthrie, 

2004). In support of this view, during the interviews, the students expressed that they 

wanted various external motivation sources such as award-winning competitions to be 

organized. Based on these considerations, external encouragement and reward provided 

by parents and teachers may increase students' motivation in the learning process. At this 

point, the mission of parents and teachers is to provide support to students during their 

learning process and to encourage them to learn. 

At the same time, all these social challenges experienced by rural school students 

have negative effects on their Social and Emotional development. It is known that the 

families of students studying in rural areas have high life stresses (Roy & Raver, 2014) 

and they are deficient in supporting their children's education processes (Williams & 

Sanchez, 2011). Negative family attitudes and lack of family support in education can 

hinder children's ability to make responsible decisions for their future and push them to 

make wrong decisions. In the light of these considerations, it could be said that negative 

family attitudes have negative effects on children's Decision-Making competencies. 

Moreover, besides the family attitude, the attitude of the teacher is also an important 

factor. In order to develop students' Self-Regulation skills, teachers need to support and 

develop students’ autonomous and independent learning skills (Ocak & Yamaç, 2013). 

Therefore, it could be expressed that negative teacher attitudes and lack of teacher 
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support have a negative effect on students' Self-Regulation skills. Another social 

challenge that negatively affects students' SEL skills is crowded classrooms. Students 

studying in crowded and noisy classrooms complain about this situation a lot. It should 

be considered that such situations could cause fights in classrooms. Students have 

underdeveloped Social Relations competencies may not be able to deal with such 

situations in a rational and respectful way. Generali et al. (2018) state that when social 

and emotional skills are not supported in such situations, problems such as bullying and 

fighting may occur in the classroom environment. Therefore, since the Social Relations 

skills of students studying in a crowded and noisy classroom environment are affected 

by various factors, these skills should be developed so that they can overcome such 

problems more effectively. 

Additionally, these challenges experienced by students in rural schools had also 

some negative effects on students. In this study, the negative effects experienced by the 

students were divided into two separate sub-categories as Emotional Effects and Mental 

Effects. Considering the emotional effects, the most expressed effects by the students 

were demotivation, sadness, and reproach. The students expressed that their motivation 

towards learning decreased in the face of the challenges and deficiencies they 

experienced in the rural areas, and this situation created a feeling of sadness in them. 

Along with these feelings, the students reproached the conditions they lived in and 

questioned why they did not have the same opportunities as the other schools in the city 

centers. Such emotional effects can cause students to lose interest in school and the 

learning process. In conclusion, these difficulties cause sadness and reproach to replace 

the combative attitude of the students. 

In addition to the emotional effects, the challenges of the rural area also affected 

the students mentally. Students who had to struggle with the difficulties in rural areas 

stated that they could not focus on their lessons under this heavy load. In addition, this 

problem caused the students to give up. The students thought that they could not progress 

further under these difficulties, they gave up and they had to turn to different decisions 

such as early marriage and early employment. Especially, students in rural schools want 

to turn to agriculture, which is a common occupation in rural areas and provides financial 

returns in the early term because of the fact that they think that they cannot progress 

further in the field of education under these challenging conditions. 
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At this point, considering the effects of all these difficulties and deficiencies, rural 

school conditions should be developed and students should be fully focused on education. 

The main problems of students and the effects of these problems should be addressed and 

solutions to these problems should be found by providing cooperation between the 

government, family, and school. Thus, students should be supported, encouraged, and 

enabled to achieve the success they deserve. 

Implications of the Study 

 

 Research examining students' SEL competencies in a rural school context is very 

limited. Therefore, this mixed-method study provides in-depth information to investigate 

the challenges experienced by students studying in rural schools, and the effects of these 

challenges on their social and emotional learning competencies of students. Based on the 

results of this research, although the Self-Regulation, Social Relations, Decision-Making, 

and overall SEFLL perceptions of students in rural schools were moderate, these 

perception levels were still unsatisfactory. Therefore, it could be said that students in 

rural schools have limited knowledge and competence in terms of SEL. On the other 

hand, it is known that SEL competencies can be taught and developed elements. In order 

to teach and develop these competencies, it would be better to include the teaching of 

SEL skills in the curriculum. However, it would be more effective to consider the 

educational conditions of schools in rural areas while including these competencies in 

the curriculum. The challenges experienced by students studying in rural schools should 

be identified, the social and emotional effects of these challenges can be observed, and 

SEL support can be provided considering these factors.  

Thus, students in rural schools can manage these processes more successfully by 

getting support in the process of struggling with the conditions in rural areas. This will 

provide important support for students to turn the disadvantages in their social lives and 

academic achievements into advantages. Students will be able to evaluate their 

weaknesses and strengths more effectively, take more responsible decisions, and 

organize their educational processes more effectively considering the conditions they are 

in. Teachers and families have important roles in providing this support to students. 

Therefore, SEL can be included in the curriculum of pre-service teachers’ learning 

processes, and pre-service teachers can be informed about SEL. Teachers can share this 
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knowledge with the parents of the students, so that a more effective SEL process can be 

managed by providing cooperation between teachers, parents and students. 

 

Limitations and Recommendations for Further Research 

 

 This research was conducted with students studying in rural schools located in 

the 4th, 5th, and 6th service areas in Niğde province. However, the sample of the study 

has limitations in some points. In further research, schools located in different provinces 

of seven different geographical regions of Turkey can also be included in the research in 

order to obtain more extensive data. As it is known, educational conditions and living 

conditions in Turkey may vary according to geographical regions. On the other hand, the 

sample of this study is limited to the Turkey context. Samples from different countries 

should also be included in the studies in order to reach wider data and interpretations, 

and contribute to the field. Thus, it can also be investigated whether different cultures 

and rural challenges experienced in different countries are important factors for SEFLL 

competencies. Moreover, the sample of this study is limited to secondary school students. 

Primary and high school students studying in rural schools can also be included in further 

research, and the effect of education level on SEFLL competencies can be examined to 

contribute to the field. Finally, this research only includes data obtained from students 

on behalf of SEFLL competencies. Therefore, researching the views of teachers and 

families in terms of students' perceptions of SEFLL competencies can be an important 

study in order to compare the views of students, teachers, and families. 

Conclusion 

 

Today, the conditions of rural schools are still not as good as those in urban 

schools. Students studying in rural school conditions are negatively affected by the 

challenging situations in these areas in terms of social-emotional learning and academic 

success. Students struggling with various difficulties in these areas need social and 

emotional support. Therefore, a special SEL program can be developed for rural schools 

and this program can be included in the curriculum. Moreover, when developing these 

programs, the specific conditions of rural schools and the effects of these conditions on 

students can be considered. In this direction, this study aimed to provide in-depth 

information about the challenging situations experienced by students in rural schools and 
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the effects of these situations. In addition, in-depth information was provided about the 

social and emotional language learning perceptions of the students studying in these areas 

and about the significant difference in these perceptions according to various factors. 
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