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Investigating the Experiences of Individuals with Emotional Eating and 

Identifying Their Needs for Intervention: A Thematic Analysis Study 

Aysu Bayram Saptır1, Tuğba Seda Çolak Turan2 

Bayram Saptır, A., & Çolak Turan, T. S. (2025). Investigating the experiences of individuals with emotional eating 

and identifying their needs for intervention: a thematic analysis study. Asian Journal of Instruction, 13(1), 01-19. 

Doi: 10.47215/aji.1632484 

Abstract 

Emotional eating, characterized by a propensity for excessive consumption in response to positive or negative affect, 

is a primary factor contributing to numerous eating disorders. This phenomenon is prevalent among individuals 

experiencing stress and the rapid pace of contemporary life. The present study utilized thematic analysis, a qualitative 

research methodology, to discern the behavioral patterns of individuals exhibiting emotional eating tendencies. Data 

were gathered from participants using semi-structured, open-ended questions to explore their emotional eating 

behaviors. The study comprised twenty-two participants, including 12 females and 10 males. Data collection was 

conducted via 40-45 minute interviews using Zoom online video conferencing software. The findings indicate that 

emotional eating is precipitated by negative emotions such as loneliness and stress, as well as social influences. It is 

associated with adverse outcomes including weight gain, body image concerns, and feelings of guilt. Participants 

reported employing compensatory strategies, such as distraction techniques and dieting, to manage emotional eating; 

however, these methods proved ineffective in the long term, highlighting the necessity of addressing underlying causes. 

This study elucidates that the complexity of emotional eating is influenced by various individual and social factors. 

The participants emphasized the potential of mindfulness-based intervention programs, suggesting that such approaches 

could serve as effective components in multidimensional intervention strategies aimed at reducing emotional eating 

behaviors. Consequently, this study offers practical implications, advocating the incorporation of mindfulness-based 

strategies into individual, psychoeducational, and clinical interventions to mitigate emotional eating. 

Keywords: Emotional eating, mindfulness, thematic analysis, qualitative research. 

1. Introduction 

The development of eating behavior, defined as attitudes and psychosocial factors influencing 

food selection and consumption, occurs predominantly in early childhood. During this period, 

children learn what, when, and how much to eat by internalizing the beliefs and attitudes imparted 

by their cultural and familial environments. Parents and caregivers are instrumental in shaping 

children's initial experiences of food and nutrition (Jalo et al., 2019). These experiences generate 

specific emotional associations that may be linked to emotional eating and food consumption 

patterns in adulthood, potentially supplanting physiological responses related to the hanger-
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satiety cycle (Litwin et al., 2017). Emotional eating is characterized by the propensity to overeat 

in response to negative emotions such as anxiety or irritability (van Strien, 2018). When a 

particular emotion predominates during an eating behavior, it is identified as emotional eating 

(Macht & Simons, 2000). 

Numerous theories have been proposed to elucidate the concept of emotional eating, which 

remains an interesting topic. The psychosomatic theory posits that adverse childhood experiences 

hinder the accurate perception of hunger and satiety signals (Bruch, 1978). Pavlov's classical 

conditioning theory suggests that food is associated with negative emotional states, and emotional 

eating behavior develops through reinforcement of this association (Greeno & Wing, 1994; 

Jansen, 1998). The restraint theory argues that food intake restriction leads to overeating and 

emotional eating due to compromised physiological defenses (Herman, 1978; Herman & Mack, 

1975; Herman & Polivy, 1980). Physiological theories propose that food influences mood by 

affecting energy metabolism and hormone and neurotransmitter levels. Specifically, 

carbohydrate-rich foods are believed to alleviate depressive moods by enhancing serotonin 

production (Macht, 2008; Markus et al., 2012), whereas sweet and fatty foods are thought to aid 

in stress management by reducing cortisol levels (Beyhan & Erkut, 2021; Wansink et al., 2003). 

Sweet snacks have been reported to increase energy levels and diminish feelings of tension and 

fatigue (Macht & Dettmer, 2006; Thayer, 2003). 

In summary, the literature suggests that emotional eating may be mediated by multiple 

mechanisms. First, food characteristics, along with environmental and contextual factors, play a 

significant role in emotional eating. Energy-dense foods induce changes in metabolism, brain 

neurotransmitters, and neuroendocrine systems, resulting in affective balance. Second, flavor is a 

crucial factor as sweet and fatty foods evoke pleasurable sensations that terminate an emotional 

state. Both of these mechanisms are potentially related to emotional eating. Additionally, 

emotional eating is considered to be a learned behavior that originates in early life.  Emotional 

eating has recently garnered substantial attention, primarily because it is perceived as a principal 

contributor to eating disorders (Lindeman & Stark, 2001). Furthermore, emotional eating 

behavior can significantly impact individuals' physical and psychological health. Prolonged 

emotional eating may lead to health issues, such as obesity, metabolic diseases, depression, and 

anxiety. Moreover, eating habits can adversely affect quality of life. Consequently, research on 

the causes and consequences of emotional eating is essential for developing healthier lifestyles 

and treatment strategies. 

Research has been conducted to elucidate the connection between emotions and food 

consumption. Mehrabian (1980) found that individuals tend to consume more food during states 

of boredom, depression, and fatigue than during periods of fear, tension, or pain. Similarly, 

Lyman (1982) demonstrated that positive emotions are associated with a preference for healthy 

foods, whereas negative emotions are correlated with an increased consumption of junk foods. 

Patel and Schlundt (2001) further reported that both positive and negative moods result in greater 

food intake than neutral states, with positive moods exerting a more pronounced influence on 

food consumption than negative moods. Despite promising theoretical insights, the precise origin 

of emotional eating remains unclear. Theories suggest that the association between emotion and 

eating is learned in early childhood. However, cultural factors such as food abundance and 

prevalent stress in certain societies, along with biological factors such as taste sensitivity, may 

also contribute to emotional eating behaviors. The primary objective of this study was to conduct 

an in-depth examination of how individuals who engage in emotional eating experience this 

behavior, the emotions and life events they associate with it, and the meanings they attribute to 

this process. By focusing on individuals' subjective experiences, this study analyzed intrinsic and 

extrinsic triggers, bodily perceptions, coping and compensatory strategies, the impact of sensory 
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stimuli, and the level of individual awareness in this process. By emphasizing personal accounts, 

this study aimed to elucidate how emotional eating is shaped within individual, social, and cultural 

contexts. The secondary aim was to develop a needs map to inform intervention programs for 

emotional and body awareness in managing emotional eating behavior based on the findings 

obtained. Mindfulness-based interventions such as MBSR, MB-EAT, and MBCT aim to enhance 

conscious and controllable eating behaviors by increasing awareness of bodily sensations and 

emotional processes. These approaches are frequently employed in interventions that target eating 

behaviors (Sala et al., 2020). Given the limited long-term efficacy of traditional dietary 

approaches in addressing emotional eating, mindfulness-based strategies are recommended as 

psychoeducational and preventive tools (Kristeller & Wolever, 2011). Within this framework, 

participants' perspectives on the proposed Mindfulness-Based Emotional Eating Reduction  

program were gathered. The study's findings underscore the need for emotional eaters to develop 

mindfulness, self-compassion, emotion regulation, and awareness of environmental triggers in a 

multidimensional manner, thus providing a valuable foundation for the program's content and 

goal setting. 

2. Method 

This section includes information on the research design, study group, data collection tools, data 

collection/analysis, and reliability of the research. 

2.1. Research Design 

This study employed a qualitative research design to explore the perspectives, experiences, and 

needs of individuals exhibiting emotional eating behavior. Qualitative research seeks to 

comprehend phenomena in a multidimensional manner by emphasizing individuals' experiences, 

meaning structures, and subjective interpretations. In this context, the thematic analysis method 

was selected because of its flexible analytical approach, which facilitates the derivation of themes 

from data (Braun & Clarke, 2006). Thematic analysis enables researchers to systematically code 

participants' expressed experiences, consolidate these codes into meaningful themes, and present 

findings with a coherent integrity. This method, chosen to align with the nature of the research, 

addressed various aspects, such as the triggers underlying emotional eating behavior, levels of 

bodily awareness, coping strategies, and the emotions experienced, employing a holistic 

approach. 

2.2. Research Group 

This study, conducted between 2022 and 2023 across Turkey, employed purposive sampling to 

include individuals exhibiting specific characteristics or behaviors within the study group. The 

focus was on individuals demonstrating emotional eating behavior, with participant selection 

based on the Emotional Eating Scale (EES-30). The criterion sampling method was utilized, and 

because of the absence of a standard cutoff score for the EES-30, the average score obtained from 

the scale was calculated, resulting in a value of 90 points. The research group was comprised of 

individuals who scored 90 and above on the scale and participated voluntarily. This approach 

aimed to provide qualified data from individuals with pronounced emotional eating tendencies to 

ensure data suitability for the study. The sample comprised 22 participants who met the inclusion 

criteria and volunteered to participate. The participant information is detailed in Table 1. 
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Table 1 

Needs Analysis Study Group Information Regarding Individuals with Emotional Eating  

Demographic Information Category N % 

Gender 
Female 12 54,5 

Male 10 45,4 

Mean Age 28,5 22 100 

Mean Weight 81,5 22 100 

Degree 

Primary 1 4,5 

Secondary 3 13,6 

High School 6 27,2 

Undergraduate 9 40,9 

Graduate 3 13,6 

Having a Chronic Disease 
Yes 3 13,6 

No 19 86,3 

Having Any Type of Eating Disorder 
Yes 0 0 

No 22 100 

Judging Oneself for Weight 

Often 15 68,2 

Sometimes 6 27,3 

Never 1 4,5 

Value Attributed to Physical Appearance  

I like my appearance 10 45,5 

I do not like my appearance 11 50 

I feel neutral form y appearance 1 4,5 

Visiting Dietitian 
Yes 16 72,7 

No 6 23,3 

Dieting Frequency 

Never 1 4,5 

Rarely 3 13,6 

Sometimes 7 31,8 

Often 8 36,4 

Always 3 13,6 

As illustrated in Table 1, among the 22 participants in the study, 12 (54.5%) were female and 10 

(45.4%) were male. The mean age of emotional eaters was 28.5 years, with an average weight of 

81.5. Regarding educational attainment, 1 participant (4.5%) reported primary school education, 

3 (13.6%) secondary school, 6 (27.2%) high school, 9 (40.9%) university, and 3 (13.6%) graduate 

school. Concerning chronic illness, 3 participants (13.6%) reported having a chronic condition, 

while 19 (86.3%) did not. Of those with a chronic illness, 2 had diabetes and 1 had asthma. In 

response to inquiries about eating disorders, all 22 participants (100%) indicated that they had no 

eating disorders. When evaluating self-perception regarding weight, 15 participants (68.2%) 

frequently judged themselves, 6 (27.3%) occasionally did so, and 1 (4.5%) never did. In terms of 

satisfaction with physical appearance, 10 participants (45.5%) expressed contentment, 11 (50%) 

were dissatisfied, and 1 (4.5%) was neutral. Regarding consultations with a dietitian, 16 

participants (72.7%) affirmed that they had visited one, whereas 6 (27.3%) did not. Analyzing 

dieting frequency, 1 participant (4.5%) reported never dieting, 3 (13.6%) rarely, 7 (31.8%) 

occasionally, 8 (36.4%) frequently, and 3 (13.6%) consistently engaged in dieting. 

2.3. Data Collection Tools 

2.3.1. Emotional Eating Scale (EES-30) 

Bilgen (2018) developed a measurement instrument to elucidate the relationship between 

emotions and eating. This scale comprises four sub-dimensions: Eating in Tense Situations, 
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Eating to Cope with Negative Emotions, Self-Control, and Control in the Face of Stimuli. It 

employs a 5-point Likert scale, with response options ranging from "Never (1)" to "Always (5)." 

Both the sub-dimensions and the overall scale yield a total score, with higher scores indicating 

greater tendencies toward emotional eating. The scale's maximum and minimum scores were 150 

and 30, respectively. The scale included three reverse-coded items. The Cronbach's alpha 

coefficient for the entire scale was .96, whereas for this study, it was .89. 

2.3.2. Semi-Structured Interview Form 

The researcher developed a semi-structured interview form, drawing upon the existing literature 

and insights of academics specializing in dietetics, psychology, and psychological counseling. 

The questions were designed to elucidate the characteristics and needs of individuals exhibiting 

emotional eating behaviors. Three professional groups were identified in the pilot interviews: 

dietitians, psychologists, and psychological counselors. Two individuals from each group were 

selected for preliminary interviews. Following the pilot phase, the form was finalized, 

incorporating questions that achieved consensus, and the research data were subsequently 

collected. The finalized form comprises 5 closed-ended and 17 open-ended questions aimed at 

uncovering the causes, disadvantages, triggers, and coping mechanisms associated with emotional 

eating. 

2.4. Data Collection 

Following the acquisition of requisite approval from the Düzce University Ethics Committee, all 

interviews were conducted online between 2022 and 2023, due to pandemic-related constraints. 

During these interviews, stakeholders were initially briefed on the research's purpose, 

significance, scope, and confidentiality. Participants’ responses were recorded with their consent. 

The interviews were facilitated by video conferencing on the ZOOM platform. Pseudonyms were 

used throughout the study to ensure participant anonymity. Each participant was interviewed at 

approximately one-week intervals, and the entire data collection process spanned six months.  

The Emotional Eating Scale (EES) was used to identify individuals exhibiting emotional eating 

behaviors. The questions from this scale were digitized into a 'Google Form' and made accessible 

online. This form was disseminated through various social media platforms including Instagram, 

Facebook, and mass email groups. The form information section elucidates the study's purpose 

and scope. Participants were informed that by completing the form, their data would be analyzed, 

and those consenting to an online interview would participate in sessions lasting approximately 

45-50 minutes. 

2.5. Data Analysis 

A purposive sampling method was employed in the data analysis process, necessitating the 

analysis of quantitative data related to scores on the Google Form containing the Emotional Eating 

Scale to select participants. The highest and lowest scores of the 98 respondents for this form 

were calculated using SPSS 22.0. As the scale lacks a predefined cutoff score, a cutoff score was 

established using the average method (Erkuş &amp; Selvi, 2021). This method aims to eliminate 

extreme values and reduce error rates. According to the SPSS results, the highest score obtained 

by the participants was 140, whereas the lowest was 40. The scores were averaged, resulting in 

an average score of 90. Within the scope of the study, 35 individuals with scores of 90 and above 

were identified from 98 applicants, 22 of whom voluntarily participated in the study. Qualitative 

data were analyzed using the thematic analysis method developed by Braun and Clarke (2006). 

Thematic analysis is a qualitative method that systematically codes meaningful patterns from 
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data, and derives themes from these codes. The data analysis procedure involved the following 

steps:  

➢ Data Transcription and Familiarization: Interviews were recorded using a voice 

recorder and transcribed in detail. The researcher familiarized herself with the data by 

repeatedly reading all the interview texts and noting her initial impressions in a reflective 

diary.  

➢ Generating the First Code: By analyzing the data line by line, meaningful segments of 

participants' statements were identified, and codes were assigned to these segments. The 

coding process was performed manually and the data were transferred to Microsoft Excel. 

These codes were developed to encompass both explicit statements (e.g., “I eat junk food 

when I am stressed”) and implicit meanings (e.g., “ignoring bodily signals”).  

➢ Grouping the Codes into Themes: The codes were grouped according to content 

similarity, sub-themes were created, and these sub-themes were grouped under higher-

level themes. For instance, codes such as “stress,” “anger,” and “sadness” were grouped 

under the sub-theme “Negative Emotions,” which was subsequently grouped under the 

title “Triggering Emotions.” Review of  

➢ Themes: All themes were reviewed for consistency and inclusiveness by comparing them 

with relevant interview texts. Inconsistent codes were re-evaluated, and some themes 

were simplified or merged.  

➢ Theme Identification and Tagging: The final themes were named meaningfully, and 

their contents were clearly defined.  

➢ Supporting Direct Quotations: Under theme, participants’ original statements were 

included, with quotations selected to exemplify the themes. To ensure coding 

confidentiality, participants were coded with labels such as EEF 1 (emotional eater female 

1st person) and EEM 1 (emotional eater male 1st person). Ensuring Reliability: 

Throughout the analysis process, the researcher maintained a reflective journal to enhance 

self-awareness and monitor interpretations. Additionally, the data analysis process was 

regularly evaluated in a peer supervision group, and themes were refined with feedback 

from the thesis supervisor, which was implemented to increase the reliability and 

accuracy of qualitative data analysis. 

2.6. Research Reliability and the Researcher’s Role 

In this qualitative study, the concepts of validity, reliability, and generalizability were approached 

contextually and interpretively. To enhance the study’s reliability, a systematic method was 

adopted based on the thematic analysis framework proposed by Braun and Clarke (2006). The 

researcher employed a reflective approach during the processes of theme development, revision, 

and verification. To support this process, a reflective diary was maintained, systematically 

recording the researcher’s thoughts, emotions, and observations encountered during data 

collection and analysis. This practice enabled the researcher to identify and manage subjective 

influences throughout the study. Additionally, four peer supervision meetings were held with two 

colleagues during the analysis phase. These sessions allowed for a holistic evaluation of the codes 

and themes from multiple perspectives. The researcher’s undergraduate and graduate training in 

guidance and psychological counseling, along with her expertise in eating behavior, body 

perception, and emotional regulation, significantly contributed to the study’s reliability. Her 

participation in internationally recognized programs such as Mindfulness-Based Stress Reduction 

(MBSR), Mindful Eating (MB-EAT), and the Mindful Self-Compassion (MSC) program further 

strengthened her professional competence and awareness in this field. Moreover, her individual 

counseling experience with adolescents and young adults provided her with valuable insights and 

observational skills, especially in recognizing emotional eating behaviors, which directly 
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informed the data collection and interpretation processes. The findings were substantiated through 

direct quotations from participants, ensuring that the interpretations remained coherent and 

consistent with the data. The entire process was conducted with integrity, reflecting the 

researcher’s self-awareness, reflective stance, and professional expertise, in alignment with the 

principles of thematic analysis. 

2.7. Ethics Committee Approval 

All ethical principles included in the Higher Education Institutions Scientific Research and 

Publication Ethics Directive were complied with in the research. The necessary ethics committee 

approval for the study was given by the Duzce University Educational Research Ethics Committee 

with the decision numbered 2023/72 dated 17 December 2022. 

3. Findings 

This section presents the research findings in detail, incorporating direct quotations from the 

participants. These quotations reflect participants' perspectives. The coding for the direct 

quotations was as follows: EEF1 (emotional eater female, first participant) or EEM1 (emotional 

eater male, first participant). This coding method was consistently applied to represent the views 

of the 12 female and 10 male participants.  

The responses to the research question, "What emotions and situations trigger emotional eating 

behavior?" are presented in Table 2. 

Table 2 

Participants’ Opinions on Triggering Emotions or Situations 

Theme Sub-Theme Code f 

Emotion 

Negative Emotions 

Inadequacy 

Failure 

Worthlessness 

Unhappiness 

Stress 

Boredom 

Emptiness 

Sadness 

Frustration 

Helplessness 

Anger 

Loneliness 

Anxiety 

12 

19 

15 

18 

20 

16 

15 

17 

5 

2 

14 

17 

12 

Positive Emotions 

Success 

Trust 

Joy 

10 

7 

11 
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Table 2 (continued) 

Participants’ Opinions on Triggering Emotions or Situations 

Theme Sub-Theme Code f 

Situation 

Negative Situations 

Pre-exam 

Post-exam 

After arguing 

Being judged for weight 

Negative comments about appearance 

Mishaps during work 

11 

9 

12 

17 

9 

16 

Positive Situations 

Relief after accomplishing a difficult task 

Reaching the desired goal 

Friend meetings 

Joining social events 

Reaching the desired weight after dieting 

5 

5 

6 

4 

3 

As indicated in Table 2, negative emotions elicited responses from a greater number of 

participants than positive emotions. The perspectives of some participants regarding the influence 

of negative emotions on emotional eating behavior were as follows: 

“Generally, negative emotions affect my eating behavior. For example, if I feel sad, angry, or 

unsuccessful, I feel the need to eat more.” (EEM7) “When I am alone at home, I feel empty. This 

situation bores me and I find myself in front of the refrigerator.” (EEF4) “The periods when I 

experience intense test anxiety are among the periods when I overeat to suppress this anxiety.” 

(EEM6) “I cannot stop my eating behavior when I am angry for whatever reason.” (EEM4) 

“Stress is the emotion I have the most difficulty coping with. Especially when I experience stress 

at work, the junk food in my drawer is full of foods that I use to control my anger.” (EEM9) 

From Table 2, it can be seen that negative situations trigger participants more than positive 

situations. Some of the participants' views on triggering emotional eating behavior in negative 

situations are as follows. 

“I feel very bad, no matter who I argue with. The easiest way for me to calm myself down after 

these arguments is to eat.” (EEF6) “I judge myself enough about my weight. When others judge 

me, it becomes more unbearable and I feel out of control. My judgments about myself increase 

even more, and I can't cope with this situation anymore, and I eat again.” (EEF9) “I get extremely 

tense, especially at work. These tensions are usually caused by mishaps during work, but there 

are periods in which these situations become intolerable for me. At those times, eating seems to 

be a good escape for me.” (EEM9) “I get very anxious before exams because fear of failure takes 

over me. To avoid taking the exam like this, I consume sweet foods.” (EEM6) 

The responses to the research question, "How do individuals with emotional eating behaviors 

perceive bodily signals related to nutrition?" are presented in Table 3. 
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Table 3 

Participants’ Opinions on Perceived Nutrition and Body Signals 

Theme Code f 

Chewing Rate 

Swallowing without chewing 

0-5 times 

5-10 times 

Not knowing the chewing number 

7 

9 

1 

8 

Perceived Nutrition Speed 

Very fast 

Fast 

Medium 

5 

12 

5 

The Way Hunger Signal is Perceived in Body 

Gurgling stomach 

Heartburn 

Chills 

Dizziness 

Feeling faint 

Slowing cognitive performance 

Inability to perceive hunger 

16 

11 

9 

4 

15 

8 

5 

The Way Fullness Signal is Perceived in Body 

Bloating 

Nausea 

Wanting to throw up 

Inability to perceive fullness 

18 

4 

2 

15 

Upon examination of Table 3, it is evident that a greater number of participants reported an 

average chewing frequency of to 0-5 times. The perspectives of some participants regarding their 

chewing rates are as follows: 

“... In general, I chew very little. I chew maybe 5 times at most.” (EEF3) “I don't know my 

chewing number at all. It was very difficult for me to provide numbers. The number of chews 

varies from situation to situation. I usually chew less if I am angry or frustrated.” (EEM1) “I 

usually swallow my food without chewing. I think this is the characteristic I would like to change 

the most.” (EEF8) “I paid attention to chewing my food. I try to chew 5-10 times on average.” 

(EEF1) 

According to Table 3,  the number of participants who said that they ate fast was higher. Some of 

the participants' views on their eating speed are as follows: 

“I eat so fast that I usually get warnings from my environment... If I am in a group eating 

environment, I usually finish my meal first.” (EEM10) “When I compare myself with other people, 

I realize that I eat fast...At dinner, I usually eat the main course first after the soup.” (EEM2) “I 

think my eating speed is average. But it varies according to the rush of the day.” (EEF10) 

As shown in Table 3, the number of participants expressing hunger signals such as stomach 

rumbling and weakness was higher. Some of the participants' views on how they perceive hunger 

signals in the body are as follows. 

“My stomach often growls when I am hungry. There are times when I feel cold about it. I usually 

have less energy.” (EEF11) “When I am hungry, I feel very weak. There is a tiredness in my body, 

and I find it difficult to move my body.” (EEM5) “When I am hungry, I feel a burning sensation 

in my stomach because I have an ulcer.” (EEM4) “I don't remember the last time I felt hungry 

because I usually always eat something.” (EEF6) 
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When Table 3 is examined, it is seen that the number of participants who expressed the way 

satiety signals were perceived in the body as stomach swelling was higher. Some of the 

participants' views on how they perceive satiety signals in the body are as follows: 

“Sometimes I eat so much that I notice that my stomach is bloated. At such times, I have to 

unbutton a button on my pants. When I do that, I realize that I am full.” (EEF3) “I can tell when 

I am full at meals when I have to unbutton my pants. My stomach is bloated, and I cannot fit my 

clothes.” (EEF6) “I can't tell when I'm full. If I could tell, I think I could stop eating.” (EEM3) 

“Satiety is a difficult signal for me to perceive because I do not make an effort to feel it. I mean, 

in order to perceive it, I would either need to run out of my plate or I would need an indicator 

like the bloating I feel after overeating.” (EEM4) 

The responses to the research question, "What strategies do individuals use to cope with or 

compensate for emotional eating behavior?" are presented in Table 4. 

Table 4 

Participants’ Views on Coping with or Compensating for Emotional Eating Behavior 

Theme Code f 

Compensating 

Counting Calories 

Excessive exercise 

Skipping meals 

Intermittent fasting 

Dieting 

Eating low-calory foods 

2 

5 

7 

6 

18 

11 

Coping 

Calling a loved friend 

Taking a walk 

Watching videos 

Seeing a psychologist 

Keeping the hand busy with activities (painting, calligraphy etc.) 

Chewing gum to keep the mouth busy 

Keeping emotion journal 

Watching the TV 

Taking up hobbies 

Listening to music 

Keeping the mouth busy with drinks 

Drinking water 

7 

5 

4 

1 

9 

10 

5 

7 

8 

5 

6 

6 

When Table 4 is examined, it can be seen that the number of participants who diet to compensate 

for emotional eating behavior is higher. Some of the participants' views on compensating for 

emotional eating are as follows: 

“I can usually stop emotional eating only by dieting. That's why I often diet.” (EEF10) “If I 

overindulged in one meal, I prefer to eat a salad with a lower calorie level at the next meal to 

compensate for it.” (EEF4) “I usually don't eat at the next meal when I overindulge in dessert and 

have an emotional eating attack.” (EEF8) 

Moreover, the number of participants who chewed gum to cope with emotional eating behavior 

was higher. Some of the participants' views on coping with emotional eating are as follows: 

“Even though I am full, when I feel like eating something, I prefer to chew gum to trick my 

stomach.” (EEF9) “To avoid reaching for the fridge, I immediately find something to keep my 



11 
Aysu BAYRAM SAPTIR, Tuğba Seda ÇOLAK TURAN 

Asian Journal of Instruction, 13(1), 1-19, 2025 

hands busy. I have exercise equipment I bought just for this purpose.” (EEM7) “When I want to 

consume something excessively, I switch to one of my favorite things, painting. I try to channel 

my mind away from food.” (EEF8) “I usually call a dear friend. Sometimes I talk to her for hours 

to distract myself from food.” (EEF10) 

Responses to the research question "What are the goals for participating in the planned 

Mindfulness-based emotional eating reduction program?" are presented in Table 5. 

Table 5 

Views on the Purposes of Participating in Mindfulness-Based Emotional Eating Reduction 

Program  

Theme Code f 

Body Awareness 

Connecting with the body 

Gaining body awareness 

Noticing satiety 

Respecting the body 

5 

4 

6 

3 

Emotional 

Awareness 

To realize the connection between emotions and food 

To understand the effect of emotions on food 

To gain emotion regulation skills 

To gain emotional awareness 

9 

12 

8 

19 

Nutrition 

Awareness 

Recognizing and regulating nutritional irregularities 

Recognizing the meanings attributed to foods 

Distinguishing between emotional and physical eating 

2 

6 

7 

Environmental 

Awareness 

Recognizing the influence of the environment on eating behavior 

Breaking the influence of the environment on nutrition 

13 

5 

Personal Awareness 

Developing self-esteem 

Developing self-compassion 

Respecting my body 

Making peace with myself 

Learning to love myself 

Accepting myself as I am 

Ability to say no 

3 

2 

6 

3 

6 

9 

10 

Upon examination of Table 5, it is evident that the participants' perspectives on the objectives of 

engaging in the mindfulness-based emotional eating reduction program were diverse, 

encompassing various thematic elements. The following are some of the participants' insights 

regarding their motivations for participating in the programme: 

“I don't understand the connection between my emotions and food. Why do I think of food every 

time I feel bored? Why cannot I say no to someone when they offer me something? I would 

participate in this program to find answers to many questions like these.” (EEF1) “I cannot 

accept my body and myself as I am. I always try to change something through my diet. I would 

love to make peace with myself instead.” (EEF3) “I believe that everything comes from childhood. 

The fact that I eat in this way may be a product of my family’s habits. I would like to learn how I 

have been affected in this process and what I can do to change.” (EEF2) 

The responses to the research question, "What types of internal and external stimuli accompany 

emotional eating episodes?" are presented in Table 6. 
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Table 6 

Participant Views on Whether There is an Accompanying Stimulant During Eating 

Theme Sub-Theme Code f 

Internal Stimuli 

Negative Feelings 

Guilt 

Despair 

Disappointment 

Stress 

Sorrow 

Troubled feelings 

8 

6 

4 

18 

15 

12 

Negative Thoughts 

You ate too much, eat less at the next meal 

I'm overweight 

I'm ugly 

How many calories did I eat 

Nobody likes me 

I have to exercise a lot after eating 

I won't be able to lose this food 

6 

5 

4 

7 

5 

8 

3 

External Stimuli 
Visual Stimuli 

TV 

Youtube Video 

Netflix series or movies 

Instagram 

Twitter 

15 

20 

13 

8 

5 

Auditory Stimuli Music 4 

As illustrated in Table 6, stimuli associated with eating were assessed using two distinct themes. 

Some participants’ perspectives regarding intrinsic stimuli related to eating were as follows: 

"When I eat, I often think about negative things. I usually talk to myself. You ate too much; you 

should stop now. I wonder how many calories I have eaten?” I struggle with these thoughts.” 

(EEF12) “...I usually eat more when I'm very stressed, and the more I eat, the more I blame 

myself.” (EEF9) “When I eat, I feel sad. This sadness evolves into despair that I won't succeed in 

losing weight.” (EEF7) “I often watch myself eat. It is weird, but I watch myself eat and see how 

ugly I look. It makes me stop eating sometimes.” (EEF1) 

The following are some views of the participants regarding external stimuli accompanying eating:  

“...I like to eat more when I watch series on Netflix.” (EEM4) “...TV accompanies my meals, 

especially in the evening. There are evening programs that I like to watch. Even if I don't eat, I 

always have a snack while watching them.” (EEF5) “I like to follow the agenda while eating. I 

usually check Twitter to see what is going on that day.” (EEM3) 

4. Discussion and Conclusion 

This qualitative study undertook a comprehensive exploration of the complex nature of emotional 

eating behavior and its impact on various dimensions of an individual's life. This research 

thoroughly examined participants' emotional experiences, the role of environmental factors in 

influencing this behavior, the cognitive and emotional processes associated with eating behaviors, 

and the coping strategies employed. 
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4.1. Emotional and Situational Triggers 

An analysis of participants' responses regarding the emotions they experienced revealed a 

predominance of negative emotions, such as stress, boredom, loneliness, and sadness. Numerous 

studies within the academic literature have demonstrated a significant association between 

emotional eating behavior and specific forms of negative affect. Notably, psychosocial factors, 

such as boredom (Koball et al., 2012), stress (Tan & Chow, 2014), loneliness (Jamshed & Arslan, 

2022), and sadness (van Strien et al., 2013), have been identified as triggers of emotional eating 

behaviors in individuals. Furthermore, an examination of participants' responses to various 

situations indicated that predominantly negative circumstances, such as being judged about 

weight, work-related stress, and post-argument scenarios, elicit emotional eating behaviors. A 

review of the literature reveals an absence of studies on emotional eating, independent of emotions 

related to specific situations, as it is challenging to dissociate emotional states from situational 

emotions (Demirel et al., 2014). The impact of negative emotional states on emotional eating can 

be elucidated using the affect-regulation model. This model posits that an increase in negative 

mood triggers emotional eating, which serves to alleviate negative emotions by providing 

temporary distraction, emotional numbing, and/or a sense of comfort (Haedt-Matt & Keel, 2011). 

Although eating offers short-term relief, temporary mood regulation may hinder individuals from 

developing long-term coping strategies. Consequently, emotional eating behavior may evolve into 

a persistent cycle (Haedt-Matt et al., 2014). 

4.2. Perceived Nutrition and Bodily Signals 

In examining the rate and speed at which participants consumed their food, it was observed that 

7 out of 22 participants swallowed without chewing, 9 participants chewed between 0 to 5 times, 

12 out of 22 participants reported eating quickly, and 5 reported eating very quickly. These 

findings suggest a generally rapid eating pace among participants. Previous research has indicated 

that individuals exhibiting emotional eating behaviors tend to eat more rapidly because of 

impulsive eating driven by emotional cravings (Schnepper et al., 2019). The participants' accounts 

regarding the influence of emotional cravings on chewing and eating speed may exemplify the 

impact of emotional cravings on impulsive behaviors. One participant noted difficulty in 

determining the number of chews, which often varied with her emotional state: she chewed less 

when experiencing anger or frustration. Another participant mentioned that while she generally 

perceived her eating speed as moderate, it could fluctuate depending on the daily circumstances. 

Participants were also queried about their perceptions of hunger and satiety signals within their 

bodies. The most frequently reported bodily signals of hunger based on their location in the body 

include stomach rumbling, weakness, low energy, and heartburn. Conversely, the most common 

signs of satiety were swelling of the stomach and nausea. Empirical research on how emotional 

eaters perceive hunger and satiety cues at the body level remains limited or insufficiently 

addressed in the literature. However, it has been documented that individuals with emotional 

eating behaviors often exhibit unresponsiveness or insensitivity to internal cues, such as hunger 

and fullness, relying instead on external factors to regulate food intake (Tan & Holub, 2011). This 

lack of trust in accurately interpreting bodily signals has been attributed to desensitization to 

genuine hunger and satiety signals, following intense emotional arousal (van Strien & Ouwens, 

2007). Supporting this perspective, previous studies have demonstrated a significant increase in 

subjective hunger levels when individuals are exposed to high stress levels (Groesz et al. 2012; 

Wallis and Hetherington, 2009). However, given that physiological reactions to negative affect 

and stress resemble the sensation of satiety post-feeding, it has been reported that appetite loss 

and reduced food intake occur in response to negative emotions (Sevinçer & Konuk, 2013). This 

finding suggests the presence of contradictory signals induced by negative emotional states within 
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the body. A comprehensive examination of these signals across the psychological, biological, and 

sociological dimensions of individuals with emotional eating behaviors could significantly 

contribute to resolving the existing contradictions in the literature. 

4.3. Compensating and Coping 

When participants were queried regarding their strategies to mitigate emotional eating behaviors, 

the predominant responses included dieting, consuming low-calorie foods, skipping meals, 

fasting, engaging in physical exercise, and counting calories. The literature categorizes 

compensatory strategies of emotional eaters into four primary domains (Frayn et al., 2018): 

physical activity, alternative stress reduction and coping strategies, compensatory eating 

behaviors (e.g., dieting, calorie counting, and meal skipping), and metabolic effects. Among the 

participants' responses, behaviors such as dieting, consuming low-calorie foods, and skipping 

meals were particularly prominent. One participant indicated that dieting was the sole method to 

prevent emotional eating behavior, frequently feeling compelled to diet. Another participant 

reported that after overeating during one meal, she compensated by consuming low-calorie foods 

such as salads at the subsequent meal. Similarly, another participant mentioned that following an 

indulgence in desserts and an emotional eating episode, she opted to abstain from eating the next 

meal.  

When participants were asked about their coping mechanisms for emotional eating behavior, it 

was observed that they engaged in various activities (such as taking up a hobby, chewing gum, 

engaging in activities that occupied their hands, and watching television) to distract themselves 

from eating. Three fundamental coping strategies have been proposed for managing emotional 

eating: task-oriented, emotion-focused, and distracted coping (Endler & Parker, 1994). Spoor et 

al. (2007) concluded that emotion-focused and distraction-coping strategies are more effective in 

managing emotional eating behaviors. In the examples provided by the participants regarding 

distraction behaviors, one participant stated that he purchased exercise equipment to keep his 

hands occupied and immediately engaged in activities to avoid turning to the refrigerator. Another 

participant mentioned that he began painting, one of his preferred activities, to manage the urge 

to eat and to divert his mind from food. 

4.4. Purposes of Participating in the Mindfulness-Based Emotional Eating Reduction 

Program (MB-EER) 

Participants’ motivations to engage in a mindfulness-based emotional eating reduction program 

were categorized into five themes: body awareness, emotional awareness, nutritional awareness, 

environmental awareness, and personal awareness. These findings align directly with the study's 

initial objective of identifying the intervention needs of individuals exhibiting emotional eating 

behaviors. Participants’ expressed needs extended beyond eating behaviors, indicating a 

requirement for multidimensional psychoeducational support in areas such as emotional coping, 

body connection, and awareness of environmental triggers. A review of the literature revealed 

that mindfulness-based intervention programs addressing these needs have demonstrated 

promising outcomes in the domain of emotional eating and eating disorders in recent years. These 

programs have been shown to differentiate between hunger/fullness signals and emotional cues 

(Manasse et al., 2015), diminish automatic responses to reward food cues (Papies et al., 2012), 

promote healthier food preferences (Lattimore, 2020), reduce stringent dietary restrictions (Smith 

et al., 2020), and enhance motivation, cognitive flexibility, and emotion regulation skills (Beccia 

et al., 2020). In this context, the themes identified in the research findings also correspond to the 

areas of change targeted by mindfulness-based practices. Consequently, the results obtained 

reflect the motivations and expectations of individuals with emotional eating behaviors for 
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participating in such programs, while also informing the goals and objectives of the Mindfulness-

Based Emotional Eating Reduction Program (MB-EER), which constitutes the secondary aim of 

the study. 

4.5. Stimuli Accompanying Eating 

When participants were queried regarding the presence of internal or external stimuli during 

episodes of emotional eating, it was predominantly reported that negative emotions and thoughts 

were present internally. The literature indicates that individuals often experience relief by 

suppressing their emotional state during eating (Sevinçer & Konuk, 2013). Conversely, a study 

entitled ‘Is it possible to think while eating?’ highlighted that stimuli associated with food possess 

both initiating and sustaining functions (Köse 2020). Analysis of participants’ responses revealed 

that negative thoughts persist during eating, influencing eating behaviors. One participant 

reported engaging in self-talk while eating, expressing concerns about overeating, and 

preoccupation with caloric calculations. Another participant conveyed feelings of sadness during 

eating, which evolved into hopelessness regarding weight loss, thereby reinforcing emotional 

eating behavior. 

This suggests that the suppression of emotions during eating serves as a temporary distraction, 

masking negative emotions. Consequently, food acts merely as a barrier between negative 

emotions and thoughts, which continues to persist. Thus, emotional eating may be considered a 

dysfunctional defense mechanism against negative emotions and thoughts.  

External stimuli accompanying eating were primarily visual, such as television and YouTube. 

Research has demonstrated that visual stimuli during eating increases food consumption (Tucker 

& Bagwell, 1991), which is attributed to the diversion of attention to screen content, thereby 

increasing food intake. Another study proposed that screen exposure during meals can lead to 

automatized or reflexive eating behaviors, causing individuals to disregard satiety signals and 

consume more (Van der Horst et al., 2019). Studies have shown that eating behavior triggered by 

internal or external stimuli results in adverse outcomes in the context of emotional eating. 

In summary, the present study is significant in elucidating the triggers, perpetuators, and 

correlates of emotional eating behavior, thereby identifying individuals who exhibit this behavior. 

The research findings indicate that emotional eating is precipitated by negative emotions such as 

loneliness and stress, as well as the social environment. It was found that this behavior resulted 

in adverse outcomes, including weight gain, body image issues, and feelings of guilt. Participants 

typically employ distraction techniques and compensatory behaviors such as dieting to manage 

their behavior. However, it was concluded that these methods are ineffective in the long term, 

highlighting the importance of addressing the underlying causes of emotional eating behavior. 

These findings underscore the eating cycle initiated by an individual's desensitization to bodily 

signals, acceleration of eating behavior, and impulsive reactions, offering significant implications 

for both dietitians and mental health professionals. It is crucial for dietitians to develop 

individualized plans that extend beyond calorie- and macronutrient-focused interventions, 

incorporating the client's psychological connections with food, emotional triggers, and 

motivations behind eating behaviors, to create sustainable nutrition interventions. Psychological 

processes such as guilt, inadequacy, and internal conflict appear to be the primary factors that 

sustain emotional eating behaviors. In this context, structuring mindfulness-based therapy 

interventions to enhance clients' emotion regulation skills may facilitate the long-term 

transformation of eating behaviors. Nonetheless, this study had certain limitations. The qualitative 

research method employed limits the generalizability of the findings. The relatively small sample 

size and specific demographic characteristics of the participants necessitated cautious 

interpretation in broader populations. Furthermore, data based on participants' self-reports may 
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be subject to cognitive limitations such as social desirability and recall biases. Future research 

should conduct comparative analyses across different age groups, cultural contexts, and 

socioeconomic levels. In addition, mixed-method designs that integrate qualitative and 

quantitative data may yield more valid and comprehensive results. Long-term follow-up studies 

are warranted to evaluate the effectiveness of intervention programs. The findings obtained in this 

context contribute not only to the understanding of emotional eating behavior, but also to the 

development of intervention programs grounded in scientific evidence by professionals in this 

field. 
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Abstract 

This study aims to determine the diversity of projects undertaken by gathering the perspectives of lecturers involved in 

a Community Service Practices (CSP) course. It examines the advantages and disadvantages of group versus individual 

work, the organizational structure and duration of projects, and the impact of community service awareness on lecturers. 

Utilizing a case study design within a qualitative research framework, this study employed criterion sampling, a 

purposeful sampling method, to identify the study group. Semi-structured interviews were conducted with eight 

lecturers who had taught CSP courses. The collected data were subjected to content and descriptive analysis. These 

findings indicate that lecturers strive to enhance students' individual and social awareness through these projects. Within 

the course framework, lecturers guide students in achieving equal opportunities, social responsibility, and professional 

competence. Project studies are conducted using individual, group, and mixed methods. Individual studies promote 

time management and independent learning skills, whereas group studies enhance cooperation and problem solving 

skills. Lecturers face challenges, such as procedural restrictions, time management issues, lack of motivation, 

environmental factors, and inexperience during the course. Further guidance, planning strategies, and communication 

mechanisms should be developed to address these challenges. The CSP course has contributed to an increase in social 

responsibility awareness, volunteerism, social interaction, and academic skills. Lecturers anticipate that candidate 

teachers will develop into sensitive, conscious, and responsible individuals in both academic and social contexts. 

Keywords: Community service practices, lecturer, student. 

1. Introduction 

In contemporary society, there is an increasing demand for citizens who exhibit high levels of 

participation and collaboration, possess advanced cognitive abilities, develop innovative 

solutions, and demonstrate sensitivity to social services (Ulusoy & Topcubaşı, 2019). 

Consequently, it is imperative for individuals to become aware of and actively engage in social 

services. Social services are defined as work conducted by an individual or group for the benefit 

of others (Sarikas, 2016). 
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The primary objective of social services is to facilitate societal interaction and foster personal 

development among young individuals through active participation in well-structured intentional 

projects (Saran et al., 2011). Participation in social services enables young people to cultivate 

various essential skills and attitudes. Moreover, individuals involved in social services develop 

attributes such as autonomy, social solidarity, cooperation, communication, independent thinking, 

self-efficacy, self-esteem, academic motivation, achievement, empathy, and time management 

(Bartoll et al., 2018; Battistoni, 1997; Birdwell et al., 2013; Wade, 1995) while also enhancing 

their awareness of social justice and inequality issues (Donahue et al., 2003; Einfeld & Collins, 

2008). The fundamental aim of education is to nurture citizens who engage in research, acquire 

knowledge, and effectively apply this knowledge to societal benefits (Uğurlu & Kıral 2013). John 

Dewey (1996) characterized education as a process of learning through doing and experiencing, 

wherein knowledge gained through experiences is utilized for societal advantage. This 

experiential learning approach underpins community service practices (Uzun & İris, 2019). To 

ensure systematic advancement of social services, a community service practice course was 

incorporated at the undergraduate level. In 2006, the Higher Education Institution (YÖK) 

integrated a community service practice (CSP) course into the curricula of teacher training 

institutions (Noyan & Kesten, 2020). Community service practices encompass meetings, 

informational activities, scientific events, and various activities organized within the framework 

of social responsibility, aiming to identify social problems and develop projects to address these 

issues (Altun & Polat, 2020; Tezbaşaran, 2009; YÖK, 2007). 

A CSP course in education faculty programs aids teacher candidates in comprehending social 

problems, adopting an objective perspective, fostering solution-oriented awareness, and educating 

competent and empathetic citizens, thereby making significant contributions to the teaching 

profession (Akın, 2021; Eşki & Cinoğlu, 2012). Additionally, in the CSP course, prospective 

teachers develop volunteer skills and social values, gain experience, and integrate into society by 

contributing to the resolution of social problems (Dere & Akdeniz, 2021). It is crucial for 

educators to instruct future generations to strengthen their social connections and acquire new 

skills through CSP courses (Akcanca & Girgin, 2020). Therefore, the role, perception, and 

experience of faculty members who train prospective teachers within the scope of CSP courses 

are of paramount importance. Lecturers are involved in program development, communication, 

and collaboration with various institutions, planning and evaluating activities, and interacting 

with other lecturers and students within the course framework (Seban, 2014). 

The literature review identified several studies exploring teacher candidates' opinions (Ayvacı & 

Akyıldız, 2009; Boran & Karakuş, 2017; Gökçe, 2011; Sönmez, 2010), attitudes (Çoban et al., 

2010), social sensitivity (Özdemir & Tokcan, 2010), and perceptions (Akcanca & Girgin, 2020) 

regarding the CSP course. Additionally, research has highlighted the challenges that candidate 

teachers encounter during the CSP course process (Arkün & Seferoğlu, 2010; Elma et al., 2010; 

Özdemir & Tokcan, 2010; Uğurlu & Kıral, 2013). Studies have also examined lecturers’ 

perceptions of CSP courses (Banerjee & Hausafus, 2007; O’Meara & Niehaus, 2009). However, 

investigations into the effectiveness of CSP courses from the lecturer’s perspective remain 

limited. 

For activities and projects within the CSP course to be meaningful and effective, several elements 

are essential: identifying societal deficiencies and meticulous process planning, potentially 

involving an analysis of the coordinator's role, including project stakeholders; fostering an 

environment conducive to student internalization of the activity; providing relevant experience 

for student participants; and thoroughly discussing and evaluating the activity process (Jones, 

1998; Kartal, 2020). Consequently, the quality and effectiveness of the CSP course delivered to 

candidate teachers trained by lecturers actively involved throughout the process must be high 

(Akcanca & Girgin, 2020). 
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This study aimed to determine the diversity of projects conducted in the CSP course, the 

advantages and disadvantages of group and individual work, the organization and duration of 

project applications, and lecturers' opinions regarding the effects of community service 

awareness.The study aimed to address the following research questions:  

➢ Which pedagogical strategies are employed by lecturers in the delivery of the Community 

Service Practices (CSP) course, and what is the current state of its organization and 

implementation? 

o What are the intended objectives of the projects conducted within the scope of 

the CSP course? 

o How is the planning process for the CSP course structured and carried out? 

o What challenges do lecturers encounter prior to and during the implementation 

of CSP projects? 

o What are the expectations of lecturers regarding the CSP course? 

2. Method 

2.1. Research Model 

This study employs a case study design, which is a qualitative research methodology. A case 

study entails an in-depth analysis of a bounded system's operations involving the systematic 

collection of data regarding that system (Creswell, 2017; Yıldırım & Şimşek, 2021). This 

approach was selected to facilitate a comprehensive exploration of the methods used by lecturers 

in conducting the CSP course, the duration and function of its implementation, their expectations 

for the course, and the challenges encountered prior to and during project execution. 

2.2. Study Group 

Criterion sampling, a purposeful sampling technique, was used to select the study group. This 

approach involves choosing participants who satisfy specific predetermined criteria (Patton 

2018). The study group was identified through criterion sampling, as the criterion was defined as 

lecturers within the faculty of education who had conducted a community service practice (CSP) 

course. Lecturers who met this criterion were included in this study. Voluntary interviews were 

conducted with eight lecturers from various disciplines who facilitated the CSP course. 

2.3. Research Instruments 

A semi-structured interview form, a data collection instrument designed to obtain comprehensive 

information (Büyüköztürk et al., 2018; Ocak, 2019), was used in this study. The interview 

questions were formulated based on a thorough review of the literature on community services, 

community service practices, and service learning. Probing questions were incorporated into the 

form to enhance the clarity of the primary questions and to elicit more detailed responses (Gündüz 

& Zorluoğlu, 2021). The interview form was submitted for expert review. Following the revisions 

based on expert feedback, pilot interviews were conducted with three faculty members to assess 

their functionality. Subsequent to the pilot interviews, necessary modifications were made to the 

semi-structured interview form, addressing instances in which responses were not obtained, 

thereby ensuring its appropriateness. 
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2.4. Data Collection 

Prior contact was established with lecturers who voluntarily conducted the Community Service 

Practices (CSP) course, and interviews were conducted at their convenience using a semi-

structured interview form. The interviews were completed within a four-week period, with each 

session lasting approximately 20 minutes. Prior to the interviews, permission was obtained from 

the lecturers to make audio recordings, and the interviews were audio recorded. The recordings 

were transcribed in written form shortly thereafter. In adherence to research ethics, faculty 

members were referred to by codes (OE1, OE2, etc.) instead of their names. 

2.5. Data Analysis 

The data obtained from the interviews were subjected to both content and descriptive analyses. 

Content analysis involves categorizing data with similar meanings based on their frequency of 

occurrence, resulting in the development of codes and categories (Ültay et al., 2021). This 

approach was applied to examine data related to organizational structure, the process itself, the 

period preceding the process, and the challenges encountered during the process. Descriptive 

analysis was employed in the findings section of the study, where the data pertinent to the project's 

objectives were analyzed using predetermined codes, categories, and themes derived from a 

literature review (Community Service Practices Course Directive, 2011) (Yıldırım & Şimşek, 

2016). The interviews were submitted to an expert in qualitative research for evaluation. The 

expert reviewed four randomly selected transcripts, identified inconsistencies in codes and 

categories, and made necessary adjustments to the analysis. 

2.6. Ethics Committee Permission 

Approval for this research was obtained from the Süleyman Demirel University Social and 

Human Sciences Research and Publication Ethics Committee as per the decision dated 

05/03/2025, numbered 165/9. Informed consent was obtained from all the participants involved 

in this study. 

3. Findings 

This section examines the methodologies employed by lecturers in the CSP course, the duration 

and current status of the course's implementation, the challenges encountered prior to and during 

the project, and lecturers' expectations of the course, all within the context of the research 

questions. The findings are presented in tabular form.  

To elucidate the current state of the activities overseen by lecturers, the question 'What kind of 

activities did you supervise? Why?' was initially posed, and Table 1 was constructed on the basis 

of the responses provided. 

Table 1 

Projects Supervised 

Project Purposes Project Types f Interview Samples 

Awareness 

Empathy 2 OE2 : “how their self-perception should change …” 

Awareness of 

Values 
4 

OE4 : “… regarding water, electricity, food, and 

provisions waste …” 

Social Awareness 2 OE4 : “… to visit the women who need help…” 

Environmental 

Awareness 
2 

OE6 : “… we cleaned the surroundings of the faculty 

…” 
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Table 1 (continued) 

Projects Supervised 

Project Purposes Project Types f Interview Samples 

Equal 

Opportunity 
Audio Description 2 

OE4 : “… a primary school student will be able to listen 

to stories from here as they wish…” 

Assistin 

Social Solidarity 4 
OA5 : “… benefiting students, having contributed to 

village schools in need…” 

Collaboration 2 

OE4 : “… we are doing things in cooperation and 

sharing in activities, they are preparing Ramadan 

packages…” 

Vocational 

Proficiency 

Out-of-School 

Learning 
3 

OE3: “… by making the perception of science in general 

a little more colourful, this job was not a job that should 

be carried out in the classroom and in a boring way in 

the context of such a lesson…” 

The objectives of the activities overseen by lecturers conducting the CSP course were categorized 

into four primary areas, each with corresponding codes: awareness (empathy, awareness of 

values, social awareness, and environmental awareness), assisting (social assistance and 

cooperation), equal opportunity (audio description), and professional competence (out-of-school 

learning).  

To ascertain the preferred teaching method (individual learning or collaborative learning) of the 

lecturers conducting the CSP course, the question 'Do you conduct the studies in the CSP course 

individually or as group work?' was posed and Table 2 was generated based on the responses 

provided. 

Table 2 

Project Organization 

Project 

Organization 
Reason f Interview Samples 

Individual 

Time 1 
OE8: “… they do it individually because their available 

times and free slots are different…” 

Individual 

Experience 
1 

OE7: “… I did it individually because I wanted each of them 

to have an experience of their own…” 

Group 

Collaboration 3 
OE1: “… We can get more efficiency when I assign it as 

group work …”  

Communication 1 

OE2: “… You need to learn to work together with people with 

whom you do not align intellectually, politically, 

ideologically, or in terms of character…” 

Peer Assessment 1 OE2: “… get to know each other …” 

Self Assessment 1 OE2: “… and even got them to recognise themselves…” 

Individual/ 

Group 

Leadership 1 

OE4: “… I make the person responsible for each activity the 

group leader so that they can gain leadership skills in 

organizing that activity. …” 

Belonging 1 
OE5: “… I want them to act in a way that makes them feel 

good about themselves…” 

Faculty members responsible for teaching community service practice (CSP) courses exhibit a 

preference for organizational formats that are individual, group-based, or a combination of both. 

The choice of an individual organization is primarily motivated by considerations of time 

management and personal experiences. In contrast, group organizations are favored for their 

potential to enhance collaboration, communication, peer assessment, and self-assessment. The 
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combined individual/group format was selected to cultivate leadership skills and foster a sense of 

belonging.  

To elucidate the general approach of faculty members in course planning, the question, "Did you 

conduct the studies/activities in the CSP course on a weekly or semester-long (term-based) basis?" 

were posed, and the responses are listed in Table 3. 

Table 3 

Project Durations 

Project 

Durations 
Reason f Interview Excerpts 

Weekly 

Planning 1 

OE4: “… We plan on a weekly basis, but sometimes activities 

can extend for 2 or 3 weeks. We aimed for it not to be 

perceived as a one-time, finished task, but for them to 

understand that this service aspect is continuous …” 

Continuity 1 

OE7: “… We aimed to make them perceive that it is not 

perceived as I did it once and it is over, but that it is a service 

event, and that the service event is continuous …” 

Term-Based 

Workload 1 

OE1: “… Regarding the term-based (semestral) aspect, well, 

due to a heavy workload, we couldn't get together every week, 

so it's related to that…” 

Pandemic 1 OE2: “… As I mentioned, due to the pandemic…” 

Broad Impact 1 
OE6: “… To see its widespread impact over a longer period 

…” 

Insufficiency of 

Course Hours 
1 

OE7 : “… Because we have a 3-hour class per week, and one 

hour of this class is for practical application. …” 

Weekly/ 

Term-Based 
Project Scope 1 

OE5: “… Depending on the project's impact, or more 

accurately, its comprehensiveness…” 

Faculty members conducting the Community Service Practices (CSP) course organize their 

instruction on a weekly basis, a semester-long basis, or a combination of both. They prefer weekly 

planning to ensure continuity and systematic progression. Semester-long planning often results 

from factors such as workload, the effects of the pandemic, limited course hours, and the intention 

to achieve broader social impact. When the scope of the project demands it, they adopt a combined 

weekly and semester-long approach. 

To ascertain the primary challenges and obstacles faced by faculty members prior to the 

implementation of their courses, the question, "What were the difficulties you experienced before 

the organizations you conducted in the CSP course?" was posed to these faculty members. The 

responses were subsequently compiled into Table 4. 
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Table 4 

Difficulties Experienced Before the Project 

Difficulties 

Before the Project 
Reason f Interview Excerpts 

Procedures 

Non-Governmental 

Organization 

Functioning 

1 
OE1: “… They should meet with an administrator to 

learn about the procedures…” 

Permission 3 OE8: “… Permission might not be granted…” 

Preparation 

Process 

Lesson Planning 1 

OE2: “… I experienced difficulty regarding planning 

– issues like 'what can I do?', 'how should I do it?', 

'what path should I follow?…” 

Project Idea 1 
OE3: “… After the creative idea generation phase, 

we don't face very serious problems…” 

Personal 

Development 

Lack of Motivation 2 OE8: “… Students may not be very enthusiastic …” 

Experience 2 

OE7: “… Their lack of prior experience with 

community service practices poses a bit of a 

challenge for us in this course…” 

The primary challenges and obstacles faced by faculty members during the organization of their 

courses were categorized into four main areas, each with corresponding codes: procedures (NGO 

operations, permissions), preparation processes (course planning, project ideas), personal 

development (lack of motivation, experience), and technology (distance education).  

To ascertain the principal difficulties encountered by faculty members throughout the 

organizational process of their courses, the question, "What were the difficulties you experienced 

during the process of the organizations you conducted in the CSP course?" were posed to these 

faculty members, and Table 5 was compiled based on their responses. 

Table 5 

Difficulties Experienced During the Project Process 

Difficulties 

During the 

Project Process 

Reason f Interview Excerpts 

Time 

Management 

Time 2 OE5: “…It was a time-consuming project…” 

Inability to Be 

Punctual 
1 

OE1: “…Students' inability to be present there on that 

specific day at that specific time …” 

Coordination 
Collaboration 3 

OE4: “…Sometimes, problems arise with group 

collaboration …” 

Miscommunication 2 OE1: “…Their unwillingness to communicate…” 

Environmental 

Conditions 

Socio-Cultural 

Situation of the 

School 

1 

OE2: “…They had chosen a school with refugee 

students… the children were behaving in a 

spoiled/unruly manner …” 

Physical 

İmpossibilities 
1 

OE5: “…Their space wasn't suitable; there was no 

dedicated area, so they tried to conduct it in the 

classroom …” 

Weather Events 1 
OE4: “…then the wind stopped blowing, I had a hard 

time…” 

Economic 

Situation 
Finances 1 

OE7: “…There's no support, at least in terms of 

transportation …” 

Course 

İnstructor 

Inexperience of the 

Faculty Member 
1 

OE8: “… a certain inexperience or 'rookie' feeling 

from teaching/taking this course for the first time …” 
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The primary challenges and obstacles encountered by faculty members during the organization of 

their community service practice (CSP) courses were categorized into five main areas, each with 

associated codes: Time Management (issues related to time and punctuality), coordination 

(collaboration and communication deficiencies), Environmental Conditions (sociocultural 

context of the school, physical limitations, and weather-related events), Course Instructor (faculty 

inexperience), and Economic Situation (financial concerns).  

To elucidate the societal and individual impacts and contributions of these courses, faculty 

members were asked, "What are your expectations from the CSP course?" Subsequently, Table 6 

was developed based on the responses. 

Table 6 

Expectations From the CSP Course 

Expectations 

From the CSP 

Course 

Reason f Interview Excerpts 

Academic 

Skills 

Supporting Field 

Knowledge 
2 

OE2: “… Work should be done to identify the child's 

area of expertise, select related topics, and aim to bring 

that develop it …” 

Planning Skills 2 
OE2: “… One needs to carry out that planning in a 

structured way to prepare the child for life…” 

Personal 

Development 

Empathy 2 
OE1: “… he student also needs to be understanding, 

meaning, able to adapt to the situation …” 

Ability to Adapt 1 OE1: “… adapt to the situation …” 

Inquiry 1 OE5: “… They can reflect on what actions to take …” 

Sense of 

Responsibility 
1 

OE7: “… At least, because I try to emphasize 

individual responsibilities more, we check if they are 

not fulfilling their responsibilities …” 

Teamwork  1 OE3: “… Harmonious teamwork among students …”  

Societal 

Socialization 2 OE7: “… It also benefits their socialization…” 

Institutional 

Understanding 
1 

OE1: “… There's the party we are serving; I want them 

to just agree readily, meaning I want to handle this 

without any problems. …” 

Mutual Help 1 
OE8: “… I actually want to ensure they understand that 

mutual help and solidarity are very important…” 

Social 

Interaction 

Awareness 4 

OE4: “… To be able to create an environment where 

they gain awareness at the action in terms of practical 

application. …” 

Volunteerism 1 OE1: “… Not to see it as a burden or merely a task…”  

The faculty members responsible for the Community Service Practices (CSP) course have 

articulated specific expectations from their classes, encompassing academic skills, personal 

development, and societal and social interaction. The expectation of academic skills involves 

enhancing field knowledge and planning abilities. Personal development expectations include 

fostering empathy, adaptability, critical questioning, sense of responsibility, and teamwork. 

Societal expectations encompass socialization, comprehension of institutional structures, and 

mutual aid. Finally, social interaction expectations involve cultivating awareness and 

volunteerism. 
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4. Discussion and Conclusion 

Faculty members engage in community service practice (CSP) course-guide activities for diverse 

objectives within their project advisorships. It has been identified that faculty members aim to 

enhance project awareness, provide assistance, ensure equality of opportunity, and assess 

professional competencies. These activities, particularly those focused on fostering students' 

individual and societal sensitivities, are believed to align with the general principles of the CSP 

course directive (2010), which seeks to increase the awareness level of undergraduate students. 

Moreover, augmenting activities such as social aid and awareness within the CSP course will 

enable students to identify societal needs and devise solutions to address them (Moely & Ilustre, 

2014; Santiago-Ortiz, 2019). In this context, faculty members aim to cultivate undergraduate 

students as individuals who recognize societal needs and generate solutions. Article 8 of the Basic 

Law of National Education (1973) underscores that disadvantaged groups requiring special 

education should benefit from the equality of opportunity and resources. The study by Gökkaya 

et al. (2023) demonstrates that teachers, through roles such as providing guidance, offering 

support, and addressing diverse student needs, contribute to the equality of opportunity in 

education by supporting disadvantaged groups. Consequently, it is posited that faculty members 

prioritize candidate teachers by embracing the principle of equality of opportunity. Şeker and 

Savaş (2023) noted in their interviews with teachers that out-of-school learning environments 

support children in various developmental areas. This suggests that the CSP course offers students 

a multidimensional educational experience that develops not only academic skills, but also social 

and individual awareness. Within the scope of the projects conducted in the study, there is an 

observed aim to foster a positive attitude towards the teaching profession among undergraduate 

students, who are future educators.  

It has been observed that faculty members responsible for CSP courses exhibit a preference for 

individual, group, and combined individual/group project work structures. The misalignment 

between undergraduate students' available time slots and their preference for autonomous learning 

experiences is a primary factor influencing their inclination towards individual project structures. 

In alignment with this, Smith and Taylor (2022) highlighted that individual learning activities 

enhance students' time-management skills and foster self-regulated learning experiences. 

Consequently, it is inferred that faculty members aim to cultivate time management and 

independent working skills among prospective teachers. On the other hand, group work facilitates 

the adoption of diverse perspectives, enhances students' sense of responsibility, and develops their 

problem-solving skills (Karaman et al., 2020; Kesten et al., 2014; Saputro et al., 2020; Saran et 

al., 2011). Furthermore, Narong and Hallinger (2023) posited that community service and 

collaborative teamwork augment students' civic awareness and team responsibility by engaging 

them as active participants, thus advocating their integration into higher education curricula. It 

has been suggested that faculty members favor group work because of their potential to enhance 

students' abilities to generate collective ideas and collaborate with individuals from diverse 

backgrounds. In addition, this study identified that the CSP course possesses a dynamic and 

adaptable structure. Strategic planning by faculty members tailored to evolving conditions and 

project requirements significantly contributes to the effective implementation of the course. This 

adaptability is deemed valuable in equipping students with structured work disciplines and project 

management skills. 

Faculty members responsible for conducting the CSP course encountered a range of challenges 

and obstacles before the commencement of the course. These challenges are primarily associated 

with procedural issues, preparation processes, personal developments, and technological aspects. 

According to Korthagen (2017), achieving planned educational and teaching objectives, 

particularly in field-based practical courses, is challenging because of procedural constraints and 
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insufficient collaboration. Addressing the communication and procedural issues faced by faculty 

members is believed to enhance course quality and promote equality of opportunities in education. 

Among personal development challenges, students' lack of motivation and inexperience with 

community service practices are particularly significant. Beldağ et al. (2015) suggest that the 

inexperience of teacher candidates may be attributed to anxiety and fear, which can be mitigated 

through increased guidance and mentoring at the course's outset.  

Faculty members face various challenges during the CSP course project process, including time 

management, coordination, environmental issues, economic conditions, and personal factors. 

Öztuna Kaplan and Diker Coşkun (2012) indicate that teachers' difficulties in time management, 

student monitoring, and evaluation processes result from inadequate planning and organizational 

skills. Time management challenges are thought to arise from the lengthy nature of projects and 

students' failure to adhere to the designated timeframes. Environmental conditions, such as the 

school's sociocultural structure, physical limitations, and weather conditions, further complicate 

this process. Specifically, a lack of suitable space and adverse weather events have been shown 

to hinder project progress. Challenges related to course instructors are believed to stem from 

faculty members' inexperiences with the course. Çetinkaya's (2018) study highlighted issues such 

as faculty members' indifferent attitudes towards the course, lack of preparedness, disregard for 

teacher candidates' ideas, and insufficient institutional information. Faculty members teaching the 

course for the first time experienced difficulties in project management due to their inexperience 

in the organizational process. The multifaceted challenges encountered during the CSP course are 

corroborated by studies indicating that these issues arise from an unclear distribution of 

responsibilities, temporal problems, and inadequate communication strategies (Gökçe, 2011; 

Marcus et al., 2020; Seban, 2014). 

The faculty members responsible for the CSP course aimed to generate impacts across various 

academic, personal, social, and societal interaction levels. In terms of academic skills, they 

anticipated that the course would enhance students' field-specific knowledge and assist them in 

acquiring planning skills. İlhan, Çam, and Çam (2018) have indicated that university students' 

engagement in academic, social, and cultural activities is influenced by faculty members' 

interaction and guidance during course processes. A key objective of undergraduate students is to 

advance their academic skills by engaging in studies pertinent to their fields of expertise within 

the CSP course framework. Regarding societal expectations, faculty members foresee that 

undergraduate students will socialize, establish effective collaborations with institutions, and 

develop an awareness of mutual assistance. A study conducted in Spain demonstrated that 

university students' participation in volunteer activities heightened their awareness of social 

responsibility and strengthened their social interactions (Aykırı 2017; Durán 2024). It is posited 

that universities that promote student involvement in social responsibility projects and support 

their participation in such activities will contribute to their development as individuals who align 

with societal expectations. Hasbun et al. (2016) found that service-learning practices enhance 

students' social responsibility skills and enable them to deliver more effective community 

services. This is corroborated by previous studies, which suggest that these practices are expected 

to increase teacher candidates' sensitivity to social issues, encourage them to assume 

responsibility for volunteer activities, and motivate them to provide more effective community 

services (Hürsoy & Yemişci, 2022; Yaşar & Amaç, 2018). It is believed that faculty members’ 

expectations regarding this course are intended to cultivate students into more sensitive, 

conscious, and responsible individuals in their professional and social lives. 

Based on the study's findings, the following recommendations are proposed: 
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• Considering the challenges faced by faculty members in delivering the CSP course, it is 

a,dvisable to offer an orientation to prospective instructors prior to the commencement of 

the course.  

• To enhance the effectiveness of a CSP course, it is recommended that faculty members 

responsible for its delivery receive comprehensive orientation training in advance, 

focusing on the course's objectives, duration, and project management aspects. 
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