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Abstract

Problem Statement: Turkey’s passive and task-oriented approach to
citizenship education, which has endured since the Ottoman Empire
period, has begun to change into more active and democratic citizenship
education since Turkey joined the European Union. Identifying the
practical problems as well as describing the challenges when practicing
the Social Studies curriculum will contribute to citizenship education and
its development, both in Turkey and in similar countries.

Purpose of Study: The purpose of the present study is to explore the active
and democratic citizenship education procedures in Social Studies course
in Turkey and to determine the challenges encountered in active
citizenship education.

Methodology: The study was conducted using a holistic, multiple-case
study design. Data were collected through interviews, classroom
observations and documents. In this study, extreme or deviant case
sampling was used. The study was conducted in two schools: a state
school with a low socioeconomic background and a private school with
high socioeconomic background. A total of six volunteer teachers and 30
students from both of the schools participated in the study.

Findings: The study found that the citizenship perceptions, political views
and educational backgrounds of the teachers had an effect on the
citizenship education in their lessons. Furthermore, the age, maturity
level, gender and social environment of the students had an effect on
implementing citizenship education. Also, the test-centered educational
system, traditional school organizations and culture, and the relevant
legislations and regulations limited the ability of teachers to handle
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arifee@anadolu.edu.tr
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political issues and had negative effects on citizenship education.

Discussion and Recommendation: The findings of the present study revealed
that the students’ task-based and passive perception of citizenship did not
demonstrate any change at the beginning and end of the Social Studies
course. The findings from this study suggest that, in general, citizenship
education in Social Studies courses tends to offer, in part, a set of social
moral values that focus more on theory and exams and lack opportunities
for practice. At the end of this course, students are raised as apolitical
citizens with low political literacy who lack effective thinking and
participation skills. Therefore, teachers should be trained in active
citizenship education, democratic school culture should be developed and
the relevant legislations should be readjusted to provide teachers with
more freedom in their academic concerns along with active citizenship
education.

Keywords: Citizenship education, active citizenship, democracy, human
rights, social studies.

Today, citizens are expected to be aware and responsible and lead an active life in
society by taking part in decisions (Nelson & Kerr, 2005). Active citizenship
education requires a democratic and participatory school structure and participation
in society, as well as active and participatory curricula. When instruction is designed
to develop active citizenship skills in lessons, students should be provided with a
school structure and culture in which they can practice what they learn in lessons
within the school by means of school council, elections and extracurricular activities.
Students should also take part in organizations where they can reflect on their
citizenship skills that they acquire both in class and outside of the school
environment through community involvement. Therefore, course syllabi, democratic
school culture and active participation in society are mutually complementary in
active citizenship education (Potter, 2002). Moreover, students should be given an
active citizenship education that is based on social and moral responsibility, political
literacy and social participation (Qualifications and Curriculum Authority [QCA],
1998). However, active citizenship education is a process that is shaped through
political, social, technological, economic and cultural developments on global and
local scales. Citizenship education in non-Western societies is considered to be more
nationalist and implemented within moral dimensions whereas it is more democratic
and rights-oriented in Western societies (Lee, 2005).

The historical roots of citizenship education in Turkey originated from the
educational systems in the monarchic Ottoman Empire (1299-1923), but it was
restructured by the foundation of the Turkish Republic (1923), which is a democratic,
secular, social and constitutional state currently still in a developmental process. This
developmental process naturally reflects the transformation process of passive and
loyalist Ottoman citizens to active and democratic Turkish citizens. The Ottoman
public “tebaa,” which consisted of Muslim and non-Muslim people in the empire
(Kadioglu, 2005), became citizens in 1908 when some constitutional amendments
were put into practice. At that time, during the collapse period of the Empire, the
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concept of “Ottoman citizenship” was introduced as a unifying ideology
(Ottomanism) for the Ottomans. Hence, along with the ideology of Ottomanism, the
patriotism and moral values were highlighted in citizenship education in the
Ottoman Empire (Ustel, 2004). The development of the citizenship education process
and citizenship perception in the new Turkish Republic, which was founded after the
end of Ottoman Empire, can be examined under three main periods: the single party
period (1923-1950), the multi-party period (1950-1987), and the European Union
(EU) accession period (1987 to the present day) (Cayir & Giirkaynak, 2008).

The single party period involves the first years of the Republic. Ataturk, the
founder and the first president of the Turkish Republic, declared that every person
who lives within the national borders of the country is a Turkish citizen, regardless
of religions or ethnicity (Inan, 1969). Similarly, Okgcabol (2002) describes Turkish
citizenship notion as an umbrella concept, which covers a variety of religions and
ethnicities within the borders of the nation. The national citizenship education
practices of the period were shaped by republican and nation state-oriented policies
(Kadioglu, 2007) and generally focused on teaching the duties and responsibilities of
the good citizens while aiming to create a modern culture (Ustel, 2004). In the multi-
party period, while social and political rights were established, the republican and
nation state-oriented policies and practices of the previous period were nearly
weakened (Cayir & Giirkaynak, 2008). The multi-party period, particularly the 1960s,
1970s and 1980s, witnessed severe internal conflicts based on militarist and liberal
youth movements and political chaos, which were ended by military coups. Events
in this period also caused citizenship education to become isolated from politics.
Various studies revealed that people, particularly youth in Turkey, became apolitical
citizens (Doganay, Cuhadar, & Sar1, 2007; Erdogan, 2001). In the multi-party period,
the national education curriculum started to include information on rights and
textbooks highlighted the role of democracy in the family, as well as in schools
(Ustel, 2004). The underlying principles behind Turkey’s long-lasting republican
citizenship education policies and task-oriented citizenship education might have
originated from the governance of republican and conservative governments
(Okgabol, 2002), officially assigning the rights to the citizens by the governments, the
need for devoted citizens for the new Republic and the blessed state concept that was
rooted in Turkish history.

The EU accession period involved transformation procedures of active and
democratic citizenship education. The Copenhagen criteria (1993) have played an
important role in this transformation processes. The reforms that the government
practiced concerning the Copenhagen criteria have strengthened human rights, civil
society and democracy in Turkey. These criteria have directly affected citizenship
policies and have led to a more democratic and liberalist concept of citizenship
instead of a republican citizenship notion (Kadioglu, 2007). In this respect, the
Ministry of National Education (MoNE) developed a new curriculum based on the
norms, aims and educational concepts of the EU (MoNE, 2004). At the same time,
along with the EU accession process, the MoNE also started to perform a variety of
practices to facilitate a smooth transformation in citizenship education. For instance,
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the MoNE runs an EU-sponsored project of democratic citizenship and human rights
education to revise regulations and curricula, raise school staff awareness of
democratic citizenship education and human rights, develop teaching materials
related to citizenship education and adopt a democratic school culture (MoNE, 2008).
As a result of such practices, the republican nationalist citizenship education notion
has started to evolve into more active and democratic citizenship education in
Turkey.

The new Elementary Education Curriculum, developed in 2004 and based on
constructivism, adopted a cross-curricular perspective in terms of effective and
democratic citizenship education. Prior to the renovations in the curriculum,
citizenship issues were handled through a behaviorist perspective in a separate
course - Citizenship and Human Rights - in one-hour class sessions per week in the 7th
and 8th grades. In the current curriculum, Social Studies is a key course in which
students gain practical knowledge related to political literacy and citizenship
education. The Social Studies course is taught by classroom teachers in 4th and 5th
grades, whereas it is taught by Social Studies teachers in 6th and 7th grades. The 2004
Social Studies Curriculum (SSC) is designed to raise active and responsible Turkish
citizens. Units of the SSC, which cover social science issues as well as citizenship
issues in a cross-curricular aspect, are aimed at educating patriotic citizens who
know and use their rights, fulfill their responsibilities and possess national
consciousness. There is a shift from task- and responsibility-oriented citizenship to an
active and democratic citizenship in the new curriculum. Unlike the previous
curricula, the 2004 curriculum highlights the importance of non-governmental
organizations and addressed relevant issues. In addition, the new curriculum
attempts to raise global citizenship awareness about global issues. Additionally,
learning through experience in school council and student clubs and some
extracurricular activities facilitates citizenship education in schools.

Turkey’s passive and task-oriented approach in citizenship education, which has
endured since the Ottoman Empire period, started to change into a more active and
democratic citizenship education since Turkey joined the EU. Considering the
constructivist perspectives in teaching, the SSC of 2004 was introduced to produce
active citizens in Turkey. The present study aims to describe the active and
democratic citizenship education procedures in Social Studies in two elementary
schools in Turkey and determine the challenges in active and democratic citizenship
education. The present study seeks answers to the following two questions:

1. How is active and democratic citizenship education implemented in Social
Studies courses?

2. What are the problems encountered in active and democratic citizenship
education implemented in Social Studies courses?

The findings of the present study may contribute to the development of the SSC
and Social Studies teacher training programs in Turkey. Furthermore, the results
may provide teaching strategies for teachers to teach citizenship education.
Identifying the practical problems, as well as describing the challenges encountered
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when practicing the SSC, could contribute to citizenship education and its
development, both in Turkey and in similar countries.

Method
Design, Participants and Settings

The study was conducted using a holistic, multiple-case study design. The
extreme or deviant case sampling technique was used to select the participants
(Glesne, 2011). This type of sampling was chosen in order to determine the
differences between the problems that are encountered in active and democratic
citizenship education implemented in Social Studies courses with respect to students’
socioeconomic levels. Therefore, one state elementary school and one private
elementary school were selected. Student profiles in the state school and the private
school were different from one other. The students in the state school generally came
from low socioeconomic backgrounds. Generally, their fathers were employed, but
their mothers were housewives; the parents were either graduates of elementary
schools or secondary schools. The average income of the parents of students in the
state school was around 1,000 Turkish Liras (around $500 USD). On the other hand,
the students in the private school came from families with higher socioeconomic
backgrounds. In general, the parents of the students in the private school had regular
jobs such as tradesmen, doctors, lecturers or engineers, etc. The average income of
the parents of the students in the private school was over 5,000 Turkish Liras (around
$2500 USD) and they were typically graduates of higher-education institutions or
universities. A total of six teachers - all female - from both of the schools participated
in the study voluntarily and their characteristics are listed in Table 1. This study was
conducted with female teachers because there were very few male teachers in the
schools chosen for the study and they were not willing to participate in the study.

Table 1

Characteristics of the Teachers

Pseudonym School Age Field Grade Professional experience
(years)
Hacer State 40 Classroom teacher 4 14
Gaye State 36 Classroom teacher 5 12
Derya State 31 Social studies 6,7 10
teacher
Hande Private 52 Classroom teacher 4 35
Nuray Private 50 Classroom teacher 5 30
Leyla Private 30 Social studies 6,7 7
teacher

A total of 30 students in these teachers’ classes voluntarily participated in the
study. Twelve students were male and 18 were female; 8 were in the 4th grade, 7 were
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in the 5th grade, 7 were in the 6th grade and 8 were in the 7th grade. Eighteen students
were attending the state school and 12 students were attending the private school.

Data Collection and Analysis

The study data were collected through observations, interviews with teachers
and students, and documents. The Social Studies classrooms of each of the grade
levels (from 4th grade to 7th grade) in both schools were observed over the course of
seven months by the researcher acting observer as participant. Therefore, the
researcher made observations only during the lessons and took field notes. In this
respect, at least one (sometimes two Social Studies lessons of each teacher in each
grade level were observed every week during the seven-month period; the lessons
lasted 40 minutes. A total of 250 class-hours of Social Studies courses were observed.

Two sets of interviews with the teachers and students were held throughout the
study. The first interviews were held at the beginning of the study (October, 2009)
and focused on the teachers’ perceptions on citizenship and citizenship education;
the second set of interviews was held at the end of the observations (June, 2010) to
make a final evaluation of practices of citizenship education in Social Studies. While
the students were asked questions about perceptions of citizenship in the first
meeting, they were asked questions about both perceptions of citizenship and what
they learned in the Social Studies course in the second set of interviews. However,
some focused interviews were also held whenever an emerging case occurred
regarding citizenship and citizenship education. Additionally, the teachers’ lesson
plans and materials related to citizenship education were also examined.

Thematic analysis techniques were performed during data analysis (Braun &
Clarke, 2006). As a part of this analysis technique, the themes emerging in the
observations, interviews and lesson plans were coded first and then these codes were
categorized under main themes and sub-themes. The data from the interviews,
observation notes and document collections were compared and analyzed in terms of
perception of citizenship among the participant teachers and students and their
practice of citizenship education in the state and private schools. In order to enhance
the reliability of the study, methodological triangulation of data from multiple
sources and peer review was used in the analysis process (Lincoln & Guba, 1985).

Findings
The Reflections of Teacher Characteristics on Active and Democratic Citizenship Education
According to the findings, active citizenship education in Social Studies seems to
be associated with teachers’ perceptions of citizenship, their political views, and their

educational background. The challenges in active citizenship education in Social
Studies classrooms are enumerated in Table 2.
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Table 2
Challenges to Active and Democratic Citizenship in Social Studies
Themes Challenges
Teachers Teachers do not have an understanding of active and democratic
citizenship.

Teachers with conservative political views do not support active
citizenship understanding.

Teachers did not receive active citizenship education in their previous
educational life.

Students Younger students had difficulty understanding related to citizenship
concepts.
Female students demonstrate more passive citizenship behavior.
Families with low socioeconomic status, social environment and
government policies do not support active citizenship.

Schools and The SSC is traditionally practiced with a teacher-centered approach.
educational system Active citizenship is not applied in Social Studies education.
Test-based education and exams cause active citizenship education to
remain a theoretical practice.
The structure and culture of schools fail to support the development of
students’ active citizenship.
Laws and regulations restrict teachers in active citizenship education.

Citizenship perceptions. Although most of the teachers perceived citizenship as
communitarian, only one teacher perceived it as an individual issue. The teachers,
who presented citizenship from a communitarian perspective, defined citizenship as
“people living in a state together” and “people who have responsibilities toward the
community and state.” These teachers described the purpose of citizenship education
as “to teach our civic duties as citizens.” Most of the teachers associated citizenship
education in Social Studies with civic duties such as obeying and respecting the law,
serving in the military, participating in elections and paying taxes, whereas a few
teachers related citizenship education with being nice to people and maintaining
social responsibilities by participating in non-governmental organizations. For
instance, Derya, stated that she informed her students about paying taxes while
teaching issues on conscious consumption and about participating in elections while
teaching issues on civic duties. Similarly, Hacer, usually expressed in her lessons that
being good citizens meant being a good person; she tried to teach some civic values
by telling her students stories about not telling lies, being honest and being helpful.
In her lesson, Gaye considered the non-governmental organizations as charity
organizations rather than organizations working for protection of civil rights.
Moreover, she highlighted the supportive role of non-governmental organizations
during earthquakes or natural disasters. In the same lesson, she associated an issue -
earthquakes - with citizenship, particularly with the honesty and social
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responsibilities of people in the community by stating that a lot of people died in
earthquakes because of negligent and dishonest building contractors who did not
build strong buildings. Hande, who perceived citizenship as an individual issue,
defined citizens as “people who have fundamental rights and freedom.” She
presented citizenship topics in her classes by associating the issue with human rights
and emphasizing that participating in elections was a matter of democracy and
human rights rather than being a matter of people’s duties and responsibilities
toward the state. She typically provided opportunities for her students to express
their thoughts freely. She also established a classroom rule with her students on
respecting the thoughts of other students. She said, “I try to teach them their rights.
Instead of just saying that it must be done in this way, I try to teach them that
everyone has personal rights and liberties though rights and liberties have some
limitations.”

Political views. One of the teachers, who described herself as liberal, generally
emphasized human rights and freedom in her lessons. For instance, Hande, who
actively took part in one of the teacher unions, emphasized the importance of
freedom of expression and respecting the thoughts of others; she provided
opportunities for her students to express their thoughts freely. In addition, she
typically emphasized the role of non-governmental organizations as upholders of
personal rights, in addition to their social responsibilities in the community. On the
other hand, conventionalist and conservative teachers handled citizenship issues as
supportive of governmental agencies and from the viewpoint of nationalist
perspectives and spirituality. For example, Hacer, taught citizenship issues by
associating them with (the Islamic) religion. She regarded a person’s death in the
War of Independence as martyrdom, which is a religious value, and emphasized the
sanctity of military service. Similarly, on the issue of environmental responsibilities,
Hacer, associated the issue with religion and stated, “You have responsibilities to
protect your environment as a citizen because the environment is the property of the
community, not of the individuals. I can associate it with the religion. This is because
ethics is the sustenance of societies.”

Educational background. Teachers acknowledged that throughout their previous
education, they learned citizenship as fulfilling official duties and responsibilities
toward the state. Leyla, explained this fact by saying, “In fact, we were taught about
citizenship in this way and I always associated citizenship with elections, military
service and taxes... this was the way our courses at school presented this subject.
This was what the school courses emphasized then. Now, in retrospect, I see that
they lacked some points. People are responsible for the world around them and we
have rights that we cannot use.” In addition, most of the teachers stated that they had
not taken courses related to citizenship education during their pre-service education
or in-service training during their teaching profession. Both the classroom teachers
and the Social Studies teachers said that the last time they were taught about
citizenship was in a Citizenship and Human Rights course in high school; they did
not take any course on citizenship and citizenship education in higher education.
Nevertheless, all of the teachers agreed that they needed professional training related
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to issues of active citizenship education, including how to keep up with the changes
as well as how to teach citizenship issues. The teachers’ lack of knowledge on
citizenship and citizenship education challenged active and democratic citizenship
education.

The Reflections of Students” Characteristics on Active and Democratic Citizenship Education

Age and gender. The age of the students was a challenge to the interpretation of
issues related to citizenship. The 4t and 5th grade students had difficulties
interpreting some citizenship concepts such as types of regime, legislation, executive
and judicial powers, as well as the relationships among these concepts. For instance,
when the 5t graders did not understand the notion of ‘state,” Gaye exhibited its
similarity to the classroom environment and tried to illustrate the concept by
drawing a state diagram on the classroom board. She explained that students could
not understand some concepts unless they were explained using examples. She
added, “The students who did not understand who the district governor was were
able to understand it when they saw a district governor in a local tree planting
organization.” The younger students in the study said that they did not understand
speeches of politicians and the subjects they talked about. For example, Emine, a 4th
grade state school student, said that she could not understand political subjects:

Sometimes I find these things interesting, but I cannot always figure out what
they say. For example, when they discuss something, they just use words that
I don’t know, so I lose my interest because I cannot understand anything at
all.

The gender of the students, on the other hand, had an effect on their interests on
political issues. For instance, when political issues were discussed, girls in the 6th and
7th grades typically expressed their discomfort by saying, “Pulff, let’s get them over.”
A 7th grade female student discussed the political positions of women by saying, “If I
tell my mom that I want to become a member of the parliament, she will get angry
with me and advise me to become a teacher or a doctor.” Derya, explained why she
thought female students demonstrated an indifferent attitude even toward relevant
issues:

We discuss political issues with male students more often. For example, even
when we were talking about the scarcity of women in the parliament, it was
male students that expressed their opinions. They [female students] feel
irrelevant about these subjects... I think women and politics do not stand
close to each other in our society. They [female students] do not have role
models.

Socioeconomic and cultural environments. The socioeconomic level of the students
was another challenge in citizenship education. The students from low
socioeconomic backgrounds showed more passive citizenship characteristics than
students from higher socioeconomic backgrounds. The students from Ilow
socioeconomic backgrounds that attended the state school tended to mention
responsibilities to the state more often than students from higher socioeconomic
levels attending the private school. Some of the students from higher socioeconomic
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backgrounds addressed citizens’ rights, as well their duties. Furthermore, these
students discussed being respectful to the state and other people, protecting the state,
working, contributing to the country's economy, and finding solutions to the
country’s problems. On the other hand, the state school students showed more
interest in subjects that dealt with the cultural structure of society and historical
events such as the individual and society and culture and heritage; the students from
higher socioeconomic backgrounds stated that they liked better the units about
“production-distribution and consumption” and economic issues in the Social
Studies course. Some of the students from higher socioeconomic backgrounds cared
more about material values than citizenship values. For example, during the lessons,
some of them said, “I pay money and can win any lawsuit.” Likewise, the students
from low socioeconomic backgrounds generally hesitated to express their thoughts
and rarely participated in the discussions in the lessons; this effect was reported by
the teachers as well. Moreover, the parents of the students from low socioeconomic
backgrounds were generally conventionalist and conservative. Therefore, the
parents’ low-level socioeconomic and cultural status did not support the active
citizenship concepts that the students learned in their school environment.
Additionally, parental ignorance about the current issues in the family, the lower
fraction of newspaper readers among the parents, and the fact that the current issues
were followed via television had a negative effect on the political literacy of the
students. Gaye, expressed that some of the parents reacted somewhat negatively
when she taught children’s rights to her students. She said, “Parents started to
complain when we taught children’s rights. They complained that their children
wanted to go out and they saw it as their rights.” Similarly, Derya, expressed that her
students did not pay attention to their rights since they believed that they could not
use their rights in the society. She said, “I always tell them to write a petition when
they have any problem on any subject. However, whenever I recommend them to
write petition they usually respond with:”

You must be kidding, we are still children or even if we write a petition, our
headmaster does not weigh our words. They generally thought that they
would get a negative reaction when they attempted to use their rights.
Therefore, they preferred not to talk on these issues...

The students from higher socioeconomic and cultural backgrounds thought and
acted in quite an individualistic manner. The teachers in the private school typically
considered their students to be prospective businessmen. For instance, Nuray,
sometimes said to her class, “You are going to be the businessmen of the future.” She
dealt with economic issues in detail and highlighted the importance of paying taxes
in her Social Studies classes. Also, the teachers mostly dealt with the economic crisis
as a current issue in their lessons. On the other hand, Leyla believed that the students
from higher socioeconomic backgrounds were more self-centered, individualist and
less responsive to social issues. Leyla and Hande, frequently mentioned the
importance of being a charitable person in society and the conditions of poor people
in their lessons. The teachers in the private school presented current issues more
often, particularly issues related to current politics. The calm demeanor of the
teachers in the private school when discussed political issues in their lessons can be
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attributed to the attitudes of the parents from higher socioeconomic backgrounds
since they do not get annoyed with the discussion of such issues in the lessons.
Moreover, while dealing with current issues in their lessons, the teachers in the state
schools attempted to raise the awareness of students to issues of children’s rights. On
the other hand, the teachers in private schools attempted to develop social justice and
equity concepts among their students. In addition, in general, passive citizenship
perception in society, political actions and the media affect students' perception of
active citizenship negatively. One of the teachers, Derya, stated that the contradiction
between what students are taught and real life had a negative impact on citizenship
education:

We provide them with knowledge about ideal situations, but the real life is
different from that... As I said earlier, what we teach cannot go beyond
knowledge level... We tell them not to accept bribe because good people do
not accept bribe, but when they go outside the classroom, children witness
bribery perhaps not among their friends or family but by means of television,
the Internet and computers, newspapers... And we shouldn’t underestimate
these students just because they are children because children tend to do what
they see not what they are told to do.

While Gaye was explaining that citizens should join non-governmental
organizations during the lesson, a student asked, “You taught us about the
Association for Supporting Contemporary Life, but its president was arrested, wasn’t
she?” During the interview, Gaye explained: “One day, one of the students
announced that the president of the Association for Supporting Contemporary Life
was arrested, and we had discussed this subject in the previous lesson. I had told
them to join to this kind of organizations as citizens. That student asked me about
that and I felt he was questioning whether I had taught them wrong. He was
expressing his confusion. I was not able to explain to him the situation.”

Reflections of the Educational System on Active and Democratic Citizenship Education

Curriculum. The students’ perceptions of citizenship did not change at the
beginning and end of the Social Studies course. In the interviews conducted before
and after the course, the students defined citizenship as fulfilling one’s duties to the
state such as loving the state, obeying the law, serving military service, voting in
elections and paying taxes; students stated that a good citizen should be charitable,
honest and religious (Muslim). The students thought bad citizens betrayed their
country and broke the law. Only few students listed joining non-governmental
organizations among citizenship competencies at the end of the Social Studies course.
For instance, when asked about the meaning of citizenship, Cemal, a 4th grade state
school student, said “Well, it makes me remember our citizenship duties... such as
serving military service, working, paying taxes, voting in elections, and respecting
the law.” Perceiving citizenship as only duties and responsibilities to the state, the
students told they would be citizens when they got older because they did not yet
pay taxes or serve in military service. Mehtap, a 5th grade private school student said,
“Now, I do not know what to do as a citizen, but I want to learn it.”
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Although the SSC offers a constructivist and learner-centered instruction, most of
the teachers practiced teacher-centered instruction in their lessons. This discrepancy
shows that the teachers did not grasp the notion of the constructivist SSC. The
citizenship issues in the SSC are presented with the help of the textbook and
teacher’s book through question-and-answer and narration techniques. Only two of
the teachers made use of dramatization, discussions, exploratory research, field trips,
Internet searches, newspapers, etc. while teaching citizenship issues in their lessons.
Therefore, according to the findings, effective and permanent learning could not be
achieved in citizenship education in the Social Studies course. When the students
were asked what they learned about citizenship at the end of the Social Studies
course, some of the students were unable to answer the question. Those students
who were able to answer the question said they learned about the principles of
democracy, foundation of the Republic, human rights, the constitution and form of
governments. One of the teachers, Derya, stated that citizenship education remains
theoretical in the Social Studies course by saying, “I mean it exists as knowledge but
not as practice. Students are taught that a good citizen pays taxes, serves military
service and performs their duties.” Moreover, the teachers expressed that the
curriculum and the textbooks include thorough descriptions of several citizenship
issues such as the duties of governors. Since the curriculum does not adequately deal
with current issues, most of the teachers did not present such issues in relation to
their lessons; the teachers believed that they had to follow the prescribed syllabus. In
the interviews, the students also said that they typically learned about developments
in political events by means of television and newscasts. Therefore, these findings
suggest that citizenship education in the Social Studies course cannot adequately
produce students who are politically literate and possess social participation skills.

Test-centered education. The test-centered educational system also has negative
effects on active citizenship education. Teachers devote one class hour of the Social
Studies class for testing. Since students start to prepare for the high school entrance
examination when they are 4th graders, both teachers and students have to possess
theoretical knowledge in citizenship issues. As a result, citizenship education
becomes a theoretical instruction instead of learning by experience. The negative
effects of this test-centered education are particularly seen in the 6th, 7th and 8th
grades because both teachers and students in these classes focus on the issues that
might occur in the exams. One of the teachers, Nuray, for example, said, “Children’s
lives are shaped by exams and we do everything according to exams and so do
children. They behave as if they did not care about anything that is not included in
the exam and as if there was nothing else in their lives apart from exams.”

School culture. In this study, the school facilities and school culture did not
provide the students with opportunities to practice their citizenship knowledge and
skills that they learned and gained in their Social Studies classroom. This lack of
opportunity to practice was more evident in the state school, where the school rules
were stricter. For instance, the elections of school council and school council sessions
did not function efficiently. During the interviews, the teachers stated that although
the students in the private school were given more freedom in such issues, they
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could not use their rights in the desired manner and the students furthermore did
not have any good models of citizenship in their environments. In this respect, Derya
said:

Students hesitate to use their rights to write a petition to declare their
problems and wishes at the school. All in all, if they do not learn how to write
a petition here, how will they do that in real life? ... Things will just remain in
theory unless they are practiced....

Legislations and codes of conduct (Ethics). In this study, the teachers hesitated to deal
with current political issues related to citizenship education in their lessons. This
hesitation stemmed from a belief that dealing with political issues in the lessons
contradicted current laws and legislations. On the other hand, the teachers in the
private schools felt more comfortable in this respect since they believed that the
current laws and legislations about the civil service did not limit their actions in their
schools. When her students started to talk about a political party in her class, Gaye
tried to skip the subject either by saying, “Let’s say Party A” instead of telling the
real name of the political party or saying, “This issue is out of our concern now.”
Most of the teachers believed that political issues should not be presented in
educational environments, particularly with young learners. This belief often arises
because teachers think that imposing their political views on their students is
unethical. Gaye said, “Personally, I think discussing political subjects in class with
students is wrong. If I do that, another teacher will do the same and it can just
confuse children. This can cause a chaos, which we experienced before...” Hande,
mentioned her concern for the reactions of families and administration in saying that:

In fact, I'm always worried about it; discussing these subjects, political issues,
is difficult. Students may talk about it at home and their parents may react
and so may the school administration and even the state. Presenting these
subjects is a challenging task... and we are just not ready for this yet...

Discussion and Conclusions

This study revealed that active and democratic citizenship education in the Social
Studies classrooms of the schools that were analyzed failed to satisfy expectations.
The fact that the students’ task-based and passive perceptions of citizenship did not
demonstrate any changes at the beginning and end of the Social Studies course could
be an indication of this situation. The findings from this study suggest that, in
general, citizenship education in Social Studies courses tend to offer, in part, a set of
social moral values that focuses more on theory and exams and lacks practical
applications. At the end of this course, students become apolitical citizens with a low
political literacy. Furthermore, students lack effective thinking and participation
skills. This finding of the present study shows similarities with related studies that
were conducted in other countries (Davies & Evans, 2002; Morris & Cogan, 2001;
Sim, 2008).
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Also, several challenges that originate from teachers, students and the
educational system affected the process in a negative way. The citizenship
perceptions, political views and educational background of the teachers were
outstanding factors that had an effect on active and democratic citizenship education.
Most of the teachers did not have a perception of active citizenship. As a result, they
followed task-based and passive citizenship education practices in their Social
Studies classrooms. The reasons for such a citizenship notion among the teachers
might be attributed to their educational backgrounds, which emphasized citizenship
as an individual’s responsibility toward the government, as well as the dominant
ideology that emphasized republican, nationalist and task-based citizenship in
society. One of the teachers said, “We always make a ceremony for the people who
join the army, since we believe that they are going to perform their military service
for the nation, however we scarcely witnessed applauses when a person claim
his/her rights.” The notion of task-oriented citizenship is clearly the prevailing
perception among people in Turkey. Therefore, it is rather difficult to produce
individuals who are conscious citizens who use their rights and liberties.
Furthermore, it is challenging to foster participative citizens who share their political
and personal thoughts in society. Although the teachers generally had positive
attitudes toward the SSC, which has the goal of raising active and democratic
citizens, the teachers fell behind in practice, which indicates that they were not fully
competent in active citizenship education. Therefore, the teachers should be trained
in current citizenship concepts and active citizenship education through in-service or
pre-service training. Also, the students’ ages, genders, and socioeconomic and
cultural backgrounds limited active and democratic citizenship education. In this
respect, while the students from low socioeconomic backgrounds had more passive,
nationalist, obedient, religious and ethical citizenship notions, the students from
higher socioeconomic backgrounds had more active, democratic and critical thinking
citizenship notions.

The female students in the study were unenthusiastic in talking about political
issues. Their lack of enthusiasm to express their thoughts on current issues might be
associated with the role of women in Turkish society. Within this framework, some
previous studies (Doganay, Cuhadar & Sari, 2007; Ersoy, 2010) also revealed that
female students in Turkey are more depoliticized in comparison with male students.
This fact confirms that women are strongly exposed to societal regulations and
norms. In this respect, teachers should be aware of gender discrimination in society
and some precautions should be taken to raise the political and social awareness of
female students and encourage them to be active and participative citizens in society.
The notion of passive citizenship was prevalent among the students from low
socioeconomic backgrounds. Ignorance of rights and liberties in social environments
hindered functional applications of active citizenship that the students had gained at
their schools. Furthermore, the traditional school organizations and cultures of the
schools in the study did not promote practicing the active citizenship that the
students had learned in their Social Studies classrooms. In connection with this
finding, it can be suggested that a fundamental renovation in the traditional school
organization and traditional school culture concepts should be implemented
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concerning active citizenship education practices. Moreover, the legislations that
restricted teachers to deal with political issues in their lessons had a negative effect
on the development of political literacy and political participation skills of the
students. Therefore, the relevant legislations should be readjusted to provide more
democratic school organizations and cultures where the teachers feel freer in their
academic concerns along with active citizenship education.

To sum up, an active and democratic citizenship education cannot be achieved in
Social Studies courses because teachers do not have a perception of active
citizenship. In particular, individuals from low socioeconomic backgrounds tend to
perceive citizenship as being based on obeying and fulfilling duties, practices at
schools fail to supplement the activities within the Social Studies course, the national
educational system adopts an exam-oriented approach and the current legal
framework restricts teachers” academic freedoms. In order for the Turkish national
education to achieve active and democratic citizenship education, it is essential that
the state and society accept and care about active citizens who participate in political
and social life, are aware of their rights and duties, and respect individual
differences. Also, the school organization and culture in Turkey is in need of
restructuring in way that promotes active citizenship education. In addition, teachers
and pre-service teachers need to be trained about active and democratic citizenship
education through in-service and pre-service training programs so that their
professional competencies can be improved.
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Ozet

Problem Durumu: Tirkiye'de vatandashk egitimi, Osmanli Imparatorlugu’ndan
2000'1i yillara kadar edilgen ve gorev odakl bir 6zellik gosterirken Avrupa Birligi
tiyelik stireciyle birlikte etkin ve demokratik vatandaslik egitimine dogru
evrilmistir. Bu baglamda 2004 yihnda Sosyal Bilgiler Ogretim Programi
yapilandirmaci yaklasimi da benimseyerek etkin vatandaslik egitimine yonelik
olarak yenilenmistir. Bu arastirmada, Sosyal Bilgiler dersinde etkin ve demokratik
vatandaslik egitimi uygulamalar1 ve karsilasilan sorunlar incelenmistir. Boylece,
etkin ve demokratik vatandaslik egitimini uygulamaya baslayan Ttirkiye ve benzer
tilkelerde ilkogretimde etkin vatandaslik egitiminin gelistirilmesine katki
saglanacaglt beklenmektedir. Ayrica, bu arastrma sonuclarindan, etkin ve
demokratik vatandaglik egitimi konusunda ogretmen egitim programlarimin
gelistirilmesi ve Ogretmenlere hizmet i¢i egitim etkinliklerinin diizenlemesinde
yararlanilabilecektir.

Aragtirmamn  Amaci: Bu arastirmanin amaci, Sosyal Bilgiler dersinde etkin ve
demokratik vatandaslik egitimin stirecini ve bu siirecte yasanan sorunlari
anlamaktr.

Yontem: Bu arastirmada biitiinciil ¢oklu durum deseni kullanilmigtir. Arastirmada
katimcilarin  se¢iminde asir1 ve aykiri durum orneklemesi yapilmistir. Bu
kapsamda, arastirma bir alt ve orta sosyo-ekonomik diizeydeki grencilerin devam
ettigi bir devlet okulu ile tist sosyo-ekonomik diizeyden gelen 6grencilerin devam
ettigi bir ozel ilkogretim okulunda gerceklestirilmistir. Arastirmaya bu okullarda
gorev yapan alt1 6gretmen ve bu 6gretmenlerin siuflarindan 30 6grenci katilmistir.
Arastirma verileri yari-yapilandirilmis goriisme, katilimer gozlem ve dokiimanlarin
incelenmesi ile toplanmstir. Arastirmaci, Sosyal Bilgiler dersinde goézlemci olarak
katilimc1 bigiminde ders stirecini izlemistir. Gozlem 6ncesi ve sonrasinda 6gretmen
ve Ogrencilerle yari-yapilandirilmis goriismeler gerceklestirilmistir. Ek olarak,
ogretmenlerin ders planlar1 ve derste kullandiklar1 materyaller incelenmistir.
Arastirma verilerinin analizinde tematik analiz yontemi kullanilmistir. Analizde
gozlem ve gortisme verileri, alt ve iist sosyo-ekonomik diizey karsilastirilarak
yapilmistir. Arastirmanin inanirligimm artirmak igin birgok veri kaynagmndan
yararlanilmis, veri analizinde bir bagska uzmanla ¢alisilmis ve katilimcilarla veriler
paylasiimistir.
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Bulgular: Arastirma sonuglarma gore, dgretmenlerin vatandaslik algisi, siyasal
goriisli ve egitim gegmisi vatandaslik egitimine yansimaktadir. Bireysel vatandaslik
algisina sahip dgretmenler hak ve 6zgiirltikleri vurgularken; toplumcu vatandashk
algisina sahip Ogretmenler daha c¢ok devlete karst olan sorumluluklar:
vurgulamaktadir. Ogretmenlerin gogunun toplumcu, edilgen ve gorev odakli
vatandaslik algisina sahip olmasi etkin vatandashk egitimini olumsuz
etkilemektedir. Aym1 zamanda 6gretmenler, hizmet 6ncesi ve hizmet ici egitim
stirecinde vatandaslik egitimine iliskin yeterli bilgi ve deneyim elde etmemislerdir.
Ogretmenlerin etkin ve demokratik vatandaglik egitimi konusunda yeterli bilgi ve
deneyime sahip olmamasi vatandashk egitimi uygulamalarina olumsuz
yansimaktadir.

Ogrencilerin yasi, cinsiyeti ve sosyal cevresi de etkin vatandaghk egitimini
etkilemektedir. Yas1 kiictik olan 6grenciler devlet, anayasa gibi temel vatandaslik
kavramlarmi anlamada zorlanmaktadir. Kiz 6grenciler ise, siyasal konulara ilgi
gostermemektedir. Sosyo-ekonomik dtizeyi diistik ogrenciler sosyo-ekonomik
diizeyi yiiksek ogrencilere gore daha edilgen ve gorev odakli bir vatandashk
tutumu gostermektedir. Ust sosyo-ekonomik diizeyden gelen dgrenciler ise, daha
¢ok haklarmi bilmekte, kullanmakta ve elestirel diistinmektedir.

Egitim sisteminin yapis1 ve isleyisi de etkin vatandashk egitimini etkilemektedir.
Sinav merkezli egitim sistemi, geleneksel okul sistemi ve kiiltiirti, yasalar ve
yonetmelikler vatandaslik egitimi tizerinde olumsuz etki yaratmaktadir. Smav
merkezli egitim sistemi, vatandaslik egitiminin uygulama yapilmadan kuramsal
kalmasima neden olmaktadir. Geleneksel okul yapis1 ve kiiltiirti, 6grencilerin Sosyal
Bilgiler dersinde edindigi vatandaslik bilgilerinin uygulanmasmna olanak
vermemekte ve vatandaslik egitimini desteklememektedir. Ayrica, yasa ve
yonetmelikler, Sosyal Bilgiler dersinde 6gretmenleri sinirlandirmakta ve onlarin
vatandaslikla ilgili bircok konuyu ele almalarini zorlastirmaktadir.

Tartisma ve Oneriler: Bu arastrma sonuglari, 6grencilerin edilgen ve gérev odakl
vatandaslik algistnin Sosyal Bilgiler dersinin basinda ve sonunda degismedigini
gostermektedir. Bu sonug, Sosyal Bilgiler dersinde etkin vatandashk egitiminin
beklenilen diizeyde gerceklesmedigini gostermektedir. Sosyal Bilgiler dersinde
etkin vatandaslik egitimi, deger agirlikli, daha ¢ok kuramsal bilgi ve siav odakly,
siyasal konulardan uzak ve geleneksel 6gretimle gerceklesmektedir. Bu ders
sonucunda, ogrencilerin siyasal okuryazarlik, etkili diistinme ve katilim becerileri
yeterli diizeyde gelismemektir. Sosyal Bilgiler dersinde etkin vatandashk egitimini,
Ogretmen, Ogrenci ve egitim sisteminden kaynaklanan kimi etmenler
etkilemektedir. Bu etmenler arasinda 6gretmenin vatandaslik algisi, siyasal goriist
ve egitim gegmisi 6nem tagimaktadir. Ofretmenlerin cogunun, etkin vatandas
algisina sahip olmamasi Sosyal Bilgiler dersinde edilgen ve gorev odakli
vatandaglik egitimini giiclendirmektedir. Ogretmenlerin daha onceki egitim
yasaminda vatandasligt devlete karst sorumluluklar olarak 6grenmesi ve etkin
vatandaslik egitimine iliskin bilgi ve deneyim eksikligi uygulamalarina olumsuz
yansimaktadir. Bu nedenle, dgretmenlerin etkin vatandashk egitimi konusunda
hizmet 6ncesinde ve hizmet ici etkinliklerle bilgilendirilmeleri uygulamalarmnin
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gliclenmesinde etkili olacaktir.

Ogrencilerin, yasi, cinsiyeti ve sosyo-ekonomik ve kiiltiirel yapis1 etkin vatandaglik
egitimini etkilemektedir. Ozellikle kiz 6grencilerin siyasal konularda ilgisiz
tutumlar1 ve diistincelerini actklama konusunda daha az katilm gostermesi
toplumsal yasamda kadinin roliiyle iligkilendirilebilir. Ogretmenler, etkin
vatandaslik egitimi amaciyla Sosyal Bilgiler dersinde kiz 6grencilerin sosyal ve
siyasal katilimlarini artiracak 6nlemler almalidir. Ayrica, edilgen vatandas algisinin
alt sosyo-ekonomik kiiltiirde daha gticlti olmast ve hak ve 6zgiirliiklerin g6z ard1
edilmesi, dgrencilerin okulda elde ettigi etkin vatandashk kazanimlarmi sosyal
cevrenin desteklememesine neden olmaktadir. Béylece, 6grenciler etkin vatandashk
kazanmmlarmi cevrelerinde ve toplumda uygulayamayacagimi dustindiikleri igin
yeterli 6nemi vermemekte ve benimsememektedir.

Egitim sistemi yapisindan ve isleyisinden kaynaklanan kimi nedenler etkin
vatandaslik egitimini olumsuz etkilemektedir. Bunlardan biri sinav merkezli egitim
sistemidir. Sinav merkezli egitim sistemi 6gretmenlerin ve 6grencilerin vatandashk
egitiminde kuramsal bilgilere yonlenmelerine neden olmaktadir. Boylece,
vatandaslik egitimi uygulamali bir egitim olmaktan uzaklasarak kuramsal bilgilere
dayali bir egitime doniismektedir. Bunun yani sira o6grenciler, Sosyal Bilgiler
dersinde elde ettigi etkin vatandaslik kazanimlarimi okulda uygulayamamaktadir.
Etkin vatandaslik egitiminin gergeklestirilebilmesi i¢in demokratik okul yapisi ve
kaltirtiniin olusturulmas: gerekmektedir. Ayrica, 8gretmenlerin siyasal konulara
ele almasin simirlayan yasalarin olmasi, 6grencilerin siyasal okuryazarlik ve siyasal
katim yeterliklerini ~gelistirmelerini olumsuz etkilemektedir. Bu nedenle,
ogretmenlerin akademik 6zgtirliigiini saglayacak yasalar yeniden diizenlenmelidir.

Anahtar Sozciikler: Vatandashk egitimi, etkin vatandashk, demokrasi, insan haklari,
Sosyal Bilgiler
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Abstract

Problem Statement: In educational systems, teachers and preservice teachers
are the keys to the effective use of technology in the teaching and learning
processes. Predicting teachers’ technology acceptance and use remains an
important issue. Models and theories have been developed to explain and
predict technology acceptance. The Unified Theory of Acceptance and Use
of Technology (UTAUT) is a validated model. While the number of studies
designed for teachers or preservice teachers is limited, it is used to
determine the variables influencing individuals’ technology acceptance.
Therefore, the development of an instrument based on UTAUT is
important for measuring preservice teachers’ acceptance and use of
information and communication technologies.

Purpose of Study: The purpose of this study was to develop an instrument
to determine preservice teachers’ acceptance and use of technology. It was
developed based on the UTAUT and two variables were added: self-
efficacy and attitude toward use.
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Methods: A systematic and step-by-step approach was followed to develop
an instrument for determining preservice teachers’ acceptance and use of
information and communication technologies. The data were analyzed in
two stages. The responses were assigned to two data sets (1 = 170, 409)
which were subjected to a two-stage factor analysis. The first data set was
used to explore the underlying factor structure of the instrument using
exploratory factor analysis (EFA). The second data set was used to confirm
the factorial structure derived from the EFA using confirmatory factor
analysis.

Findings and Results: An innovative instrument for measuring preservice
teachers’ acceptance and use of information and communication
technologies was developed, and named the UTAUT-PST. It included 23
items to measure seven factors: performance expectancy, effort
expectancy, social influence, facilitating conditions, behavioral intention,
self-efficacy, and attitude toward using.

Conclusions and Recommendations: Technology acceptance and use models
differ across cultures and remain an important field of study. In this
respect, the instrument is important because it was prepared for the
teacher training system in Turkey. In the literature, there are several
measurement tools presented to predict the variables that influence
technology acceptance, but this instrument was prepared for preservice
teachers based on UTAUT. It is important because it can be used both for
determining the current situation and for improving the process of
acceptance and use of technology.

Keywords: Acceptance and use of technology, UTAUT, preservice
teachers, instrument

Among the variables influencing the success of the process of technology
integration into education are teachers’ attitudes toward the process and their
support (Bingimlas, 2009; Lim, 2007; Teo, 2008). Researchers have attempted to
determine the variables influencing teachers” acceptance and use of technology (Teo,
2010; Teo, Ursavas, & Bahgekapili, 2010), and, as a result, certain models have been
developed to explain individuals’ technology acceptance and use (Davis, 1989;
Venkatesh, 2000). These theories and models mainly include (Pynoo et al.,, 2011):
Social Cognitive Theory (Bandura, 1986), Diffusion of Innovations Theory (Rogers,
1995), Technology Acceptance Model (Davis, Bagozzi, & Warshaw, 1989), and
Theory of Reasoned Action based on psychological and social changes (Fishbein &
Ajzen, 1975).

Theories examining human behavior generally belong to the psychology
literature, but have been used in other academic disciplines. One of these is the
Theory of Reasoned Action (TRA) developed by Fishbein and Ajzen (1975).
According to this theory, the best predictors of the planned and purposeful behavior
of a person are his or her attitudes toward the behavior and his or her related
subjective norms. In 1986, based on TRA, Davis (1989) developed the Technology
Acceptance Model (TAM), a model designed to explain individuals’ technology



Eurasian Journal of Educational Research | 23

acceptance. It consists of two basic components, perceived usefulness (PU) and
perceived ease of use (PEU). The former is defined as the degree of a person’s belief
that use of a certain system will increase his or her performance in what he or she is
doing while the latter is defined as the degree of a person’s belief that his or her use
of a certain system (information and communication technologies) will require him
or her to use less effort (Davis, 1989). The TAM was used in the field of education to
determine teachers’ technology acceptance (Hu, Clark, & Ma, 2003) and preservice
teachers’ technology acceptance (Ma, Andersson, & Streight, 2005; Teo, Lee & Chali,
2007; Teo, Chai, Hung, & Ling, 2008; Teo, 2008; Teo, Luan, & Sing, 2008; Teo, 2009;
Teo et al., 2010).

The TAM has been intensely criticized because it does not sufficiently explain
technology acceptance. Researchers attempted to increase its explanatory power by
adding variables (Legris, Ingham, & Collerette, 2003). In studies designed to better
explain technology acceptance by teachers or teacher candidates, behavioral
intention (BI) and attitudes toward using (A), were correlated not only to PU and
PEU, but also to technological complexity, subjective norm, facilitating conditions,
and self-efficacy. However, studies in related literature explained only 40% of the
intent to use technology (Venkatesh et al., 2003). This has made it necessary to view
technology acceptance models from a unified perspective. A study carried out by
Venkatesh et. al. (2003) discussed eight models explaining technology acceptance and
use: TRA, TAM, Motivation Model, Theory of Planned Behavior, Technology
Acceptance and Planned Behavior Combined Model, PC Use Model, Diffusion
Theory, and Social Cognitive Theory. In addition, the weak and strong aspects of
these models were compared. As a result of the study, a new model called the
Unified Theory of Acceptance and Use of Technology (UTAUT) was developed.
Figure 1 demonstrates the structure of the model (Venkatesh et. al., 2003).

Performance
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Figure 1. Unified Theory of Acceptance and Use of Technology (UTAUT)

As seen in Figure 1, there are four primary variables influencing the intention to
use and actual use of technology: performance expectancy (PE), effort expectancy
(EE), social influence (SI), and facilitating conditions (FC). In addition, UTAUT
includes four moderators, gender, age, experience, and voluntariness, that predict
the relationship between the primary variables and intent and use behaviors
(Venkatesh et. al., 2003). These are explained as follows:

e Performance expectancy is defined as the degree of expectancy regarding an
increase in the job performance of individuals who are using the system. It
can be considered the synthesis of variables such as PEU, found in the TAM
(Davis et al., 1989), extrinsic motivation, found in the Motivation Model
(Davis et al., 1989), job fit, found in the PC Use Model (Triandis, 1977), relative
advantage, found in the Diffusion of Innovations Theory (Rogers, 1995), and
result expectancies, found in Social Cognitive Theory (Compeau & Higgins,
1995; Venkatesh et.al., 2003).

o Effort expectancy is defined as the degree of facilities brought by use of the
system. It can be considered the synthesis of variables such as PEU, found in
the TAM (Davis et al, 1989), complexity, found in the PC Use Model (Triandis,
1977), and ease of use, found in the Diffusion of Innovations Theory (Rogers,
1995; Venkatesh et.al., 2003).

e Social influence is defined as the degree of importance that other people give
to use of the system. It can be considered the synthesis of variables such as
subjective norms, found in the TAM (Davis et al,, 1989), Planned Behavior
Theory (Ajzen, 1971), and PC Use Models (Triandis, 1977), and image, found
in the Diffusion of Innovations Theory (Rogers, 1995; Venkatesh et.al., 2003).

o Facilitating conditions are the organizational or technical sub-structure
supports necessary for use of the system. It can be considered the synthesis of
variables such as perceived behavioral control, found in Reasoned Behavior
Theory (Ajzen, 1971), facilitating conditions, found in the PC Use Model
(Trandis, 1977), and job fit, found in the Diffusion of Innovations Theory
(Rogers, 1995; Venkatesh et.al., 2003).

In the UTAUT, Bl is influenced by the four variables mentioned above, and is an
indicator of the efforts and demands of an individual to conduct an attitude (Davis,
1989). These variables constitute a theoretical substructure of this study. They are
used to predict individuals’ behavioral intentions and attitudes toward use of the
system. However, in the design phase, self-efficacy was considered a variable likely
to produce different results among some samples. Self-efficacy is defined as one’s
own judgment regarding his or her capacity to organize and achieve the activities
necessary to demonstrate a certain performance (Bandura, 1986).

While teachers’ acceptance of technology play an important role in their
technology use, data collection tools developed to measure the variables influencing
technology acceptance are limited in number (Teo, 2010). The first such tools
developed in this field were computer attitude scales (CASs). The CAS developed by
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Loyd and Gressard (1985) examined attitudes toward the computer under three sub-
dimensions: computer anxiety, computer confidence, and computer liking. Nickell
and Pinto (1986) developed one that consisted of 20 items, eight of which were
reverse items, and Kay (1993) developed the Computer Attitude Measurement CAS.
The Computer Technology Use Scale included 36 items, and was developed by
Conrad and Munro (2008) to cover dimensions such as computer self-efficacy,
attitudes toward technology, and technology-related anxiety.

Because the instruments implemented in most of the recent studies on technology
acceptance (Teo, 2009; Hu et al., 2003; Teo et al., 2008; Teo et al., 2008; Teo, 2009) used
PU and PEU, the adapted versions prepared by Davis et al. (1989) to measure the
primary variables of the TAM and those prepared by Compau and Higgins (1995) to
measure attitudes toward computer use (ATCU) were used. In addition, the
literature includes data collection tools developed to determine the variables
influencing individuals’ technology acceptance (Becker & Anderson, 1998; Teo &
Noyes, 2008; Teo, 2010). Among these, the Technology Acceptance Measure for
Preservice Teachers developed by Teo (2010) is a 5-point Likert-type instrument
using 16 items to measure preservice teachers’ acceptance and use of technology.
While developing the instrument, the TRA (Fishbein & Ajzen, 1975), the Theory of
Planned Behavior (Ajzen, 1991), te TAM (Davis, 1989), and the UTAUT (Venkatesh
et. al,, 2003) were used as bases. The instrument included five factors: PU, PEU,
subjective norm, FC, and ATCU.

In studies of the UTAUT, an effective model that explains technology acceptance
and use, adapted versions of the items prepared by Venkatesh et. al., (2003) were
generally used (Pynoo et. al., 2009; Irvin & Birch, 2011). It is evident in related
literature that technology use is a complex issue in classes, and that there are a
number of variables influencing teachers” technology use in classes (Teo, 2010).

Because UTAUT explains 70% of individuals” technology use and their attitudes
toward technology use, it is considered to be an important development in the
literature (Venkatesh et. al., 2003). On the other hand, the number of studies
designed for teachers or preservice teachers is limited, though UTAUT is used to
determine the variables influencing individuals’ technology acceptance. Therefore,
the development of an instrument based on the UTAUT is important for measuring
preservice teachers’ acceptance and use of information and communication
technologies.

Method

The purpose of this study was to develop a scale for determining preservice
teachers’ acceptance and use of information and communication technologies. A
systematic and step-by step-approach was followed while developing the scale.

Item generation

Following the related literature, scale items for determining the variables that
explain preservice teachers’ information and communication technology acceptance
and use were adapted from Venkatesh et al. (2003). The 53 items formed were
presented to eight field experts from the education technology field, and were
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organized according to their views. The pilot application was carried out with 12
preservice teachers from different departments, and it was found that the scale did
not include incomprehensible items. In addition, the pilot revealed that it took
approximately 25 minutes to administer the instrument.

Participants and Data Analysis

Participants in this study comprised 579 preservice teachers from two universities
in Turkey. The participants were enrolled in different programs and 67.4% (390) were
female. The participants were selected from the seniors, those closest to becoming
teachers.

The data were analyzed in two stages. The responses were assigned to one of two
data sets (n = 170, 409), and they were used in a two-stage factor analysis. The first
was used to explore the underlying factor structure of the instrument using
exploratory factor analysis (EFA). The second was used to confirm the factorial
structure derived from the EFA using confirmatory factor analysis (CFA). The EFA is
often considered a data-driven approach to identifying a smaller number of
underlying factors or latent variables. However, CFA testing is needed to confirm
EFA findings (Haig, 2005). Harrington (2009) stressed that EFA may be used as an
exploratory first step during the development of a tool, then CFA is used to examine
whether the structure identified in the EFA works in a new sample. In other words,
CFA is used to confirm the factor structure identified by the EFA.

Study One: EFA

Aim and participants. This study was designed to test and refine the 53 items
mentioned above. They were presented using a 5-point Likert response scale ranging
from 1 (strongly disagree) to 5 (strongly agree). The participants were 170 preservice
teachers (119 females and 51 males) enrolled in the education program at a teacher
training faculty in Turkey. The mean (standard deviation) of the participants’ daily
computer use was 2.24 (0.94). All participants were volunteers and were informed
about the purpose of this study and their rights not to participate and to withdraw
from completing the questionnaire at any time during or after data collection. It took
participants about 25 minutes to complete the questionnaire.

EFA. This was applied using principal axis factoring and varimax rotation to
extract factors. The eigenvalue and scree plot were used to determine the number of
factors extracted. In addition to Kaiser’s (1960) requirement that the eigenvalue be
greater than 1 and Cattell’s (1966) scree test, the factor load lower cut-off point was
set at 0.50 for each item, as suggested by Hair, Black, Babin, Anderson &Tatham
(2006). Moreover, as the factors were more meaningful and interpretable, items
found under more than one factor were excluded from analysis.

Results. Descriptive statistics and EFA were found for the 53 scale items. The
mean values of all items ranged from 2.09 to 4.35. Standard deviations ranged from
0.80 to 1.19, and the skew and kurtosis indices from -.80 to -1.50 and -.84 to 2.04,
respectively. Following Kline's (2005) recommendations, the data were considered to
be univariate normal.
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The initial solution yielded eight factors with eigenvalues exceeding 1,
accounting for a total of 59.49% of the variance. Inspection of the scree plot
supported the retention of eight factors as well. Using a cut-off of 0.5 for factor
loading, five items were excluded, reducing the items to 28. Table 1 shows the
principal axis factoring analysis of the eight constructs and the number of items per
factor. The reliability index for each factor was computed using Cronbach’s a, and
were high (.76 for PE, .88 for BI, .73 for SE, .89 for FC, .87 for SI, .78 for EE, and .84 for
A).

Table 1
Principal Axis Factoring Analysis With Varimax Rotation
Item PE BI SE FC SI EE h2

PE1 0.78 0.69
PE2 0.76 0.72
PE3 0.71 0.68
PE4 0.71 0.62
PE5 0.70 0.59
PE6 0.61 0.51
BI1 0.72 0.65
BI2 0.70 0.63
BI3 0.68 0.63
BI4 0.67 0.64
BI5 0.65 0.63
Sl 0.75 0.70
SI2 0.75 0.72
SI3 0.73 0.59
SI4 0.72 0.66
SI5 0.60 0.59
FC1 0.81 0.71
FC2 0.77 0.71
FC3 0.59 0.69
FC4 0.57 0.64
Sl 0.81 0.70
SI2 0.80 0.74
SI3 0.76 0.67
EE1 0.68 0.57
EE2 0.60 0.59
Al 0.76 0.76
A2 0.73 0.73
A3 0.54 0.54

Eigenvalue 4.27 3.50 335 248 222 181 172
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Percentage of variance

. 12.55 10.28 986 731 653 531 5.06
explained

Study Two: CFA

Aim and participants. This study was designed to assess the reliability and validity
of the scores regarding the 28 scale items. The participants in this study were 409
preservice teachers (271 female, 138 male) enrolled in the education program at a
teacher training faculty in Turkey. The mean (standard deviation) of the participants’
daily computer use was 2.50 (0.97). All participants were volunteers who were not
rewarded with money or in kind and were informed that they had the right to
withdraw from the study at any time during or after the study.

CFA. The model fit was assessed by a number of common indices: the minimum
fit function x2 test, the root mean square error of approximation (RMSEA; Steiger,
1990), the comparative fit index (CFI; Bentler, 1990), the Tucker-Lewis fit index (TLI;
Bentler & Bonett, 1980), and the standardized root mean square residual (SRMR; Hu
& Bentler, 1999). The x2 test assesses the fit of the model by comparing the sample
correlation matrix with the correlation matrix estimated under the model. Small
values indicate a good fit, reflecting a small discrepancy between the structure of the
observed data and the hypothesized model. Because x2 has been found to be too
sensitive to the sample size (Hu & Bentler, 1999), the ratio of 2 to its degrees of
freedom (x2/df) was used, and a range of not more than 3.0 was indicative of an
acceptable fit (Carmines & Mclver, 1981). The RMSEA reflects the extent to which the
model fit approximates a reasonably fit model; the model fit is acceptable when
values are less than .08 and good when values are less than .05 (Browne & Cudeck,
1993). The CFI and TLI compare the hypothesized model to a ‘null’ or worst fitting
model, taking into account model complexity, and indicate an acceptable model fit
when values are greater than .90, and a good model fit when values are greater than
.95 (Hu & Bentler, 1999). The SRMR is a standardized summary of the average
covariance residuals. When the model fit is perfect, the SRMR is zero. Hu and Bentler
(1999) suggest that an SRMR value close to .05 indicates a relatively good fit.

Results. To confirm the factor structure found in the EFA, the CFA was conducted
using the maximum likelihood estimator (MLE) using Amos 18.0 software (IBM
SPSS® Amos™ 18) on the second data set. Use of the MLE is popular in structural
equation modeling (Schumacker & Lomax, 2004). Because MLE assumes multivariate
normality of the observed variables, the data were examined with respect to
multivariate normality using Mardia’s normalized multivariate kurtosis value. The
Mardia’s coefficient for this data was 377.48, computed using Amos software. This is
lower than the value of 783, computed using the formula p(p+2) where p equals the
number of observed variables in the model (Raykov & Marcoludes, 2008).

Several models were computed and compared as part of the CFA. Various
conceptualizations of the factor structure of the proposed instrument were made:
First, a null model that assumes all factors are unrelated; second, a one-factor model
that tests if all factors can be summarized with one overall factor; and finally, a
correlated factor model that tests whether the eight factors are related to one another.
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The final model indicated that the participants discriminated between the seven
factors and that they were correlated with one another.

Table 2

Confirmatory Factor Analysis of Alternative Models
Model X2 Df x2/df TLI CFI RMSEA SRMR
Model 1 - Null 713119 253 2818 @ --- - 21 .36
Model 2 - One-Factor (23-items) 284556 252 1129 .60 .64 13 31
Model 3 - Seven - Factor Correlated ~ 637.85 209  3.05 92 93 .06 .05

Table 2 shows that all the parameters were statistically significant (p < .01). In
addition, all the standardized estimates and R? values were higher than .70 and .50,
respectively, as suggested by Hair et.al. (2006). Values of R? exceeding .50 indicate
that more than half of the variance for each factor (latent variable) was explained.
The Cronbach’s a for each factor of the UTAUT ranged from .65 to .86, meaning that
the model is acceptable, based on the recommendations by Hair et al. (2006). Table 3
shows the model comparisons.

Table 3

Results of the Confirmatory Factor Analysis
Item Unstandardized estimate  Standardized T value Rz A

estimate

Performance 861
Expectancy
PE1-7 83 72 18.13 52
PE2-8 91 74 17.81 .54
PE3-12 91 .76 20.36 58
PE4-10 93 .78 21.32 61
PE5-11 1.00 83 - 69
Effort Expectancy 733
EE1-4 1.02 .78 14.44 .61
EE2-3 1.00 74 - 54
Social Influence 774
SI1-- 1.04 79 15.05 62
SI2-6 .86 71 13.82 51
SI3-2 1.00 74 - 54
Facilitating .789
Conditions
FC1-10 1.18 .79 14.41 .62
FC2-9 1.16 77 14.34 59
FC3-2 1.00 73 - 53
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Self-efficacy .842
SE1-2 1.19 .87 18.21 .76
Table 3 Continue
Item Unstandardized Standardized T value* R2 A
estimate estimate
SE2-3 1.12 .84 18.55 71
SE3-1 1.00 72 - 52
Attitude .766
A1-3 1.36 78 15.94 .61
A2-4 1.42 76 15.75 .58
A3-1 1.00 74 - 54
Behavioral Intention .656
BI1-5 1.04 73 14.00 .53
BI2-4 1.27 .79 15.43 .62
BI3-1 1.32 .79 15.44 .62
BI4-2 1.00 71 - 51

“p < 0.01; - estimate set at 1.00 for identification purpose.

It is seen in Table 3 that the results demonstrate that except for the x2, all the values satisfied the
recommended level of acceptable fit [ x2=637.850 (p = 0.0001), df=209; x2 /df=3.052; TLI=0.925;
CFI=0.938; RMSEA=0.060(LO:.054, HI:.065); and SRMR=.050]. Hence, Model 3 was retained as the

model of best fit. Table 4 shows the correlation matrix for the UTAUT constructs.

It is seen in Table 3 that the results demonstrate that except for the x2, all the
values satisfied the recommended level of acceptable fit [ x2=637.850 (p = 0.0001),
df=209; x2 /df=3.052; TLI=0.925; CFI=0.938; RMSEA=0.060(LO:.054, HI..065); and

SRMR=.050]. Hence, Model 3 was retained as the model of best fit.

Table 4 shows the correlation matrix for the UTAUT constructs.

Table 4
Matrix of Intercorrelations among the UTAUT Constructs

Construct PE SI FC SE A EE BI
PE 1.00

SI .39 1.00

FC 30" 23" 1.00

SE 49 34 27 1.00

A 72" 33 27 627 1.00

EE 627 30" 27 .54 73 1.00

BI 76" 40™ 29" 54" 71 .60™ 1.00
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PE=Performance Expectancy; EE=Effort Expectancy; SI=Social Influence; FC=Facilitating
Conditions; BI=Behavioral Intention; SE=Self-Efficacy, A=Attitude Toward Using, “p<0.01.

Table 4 shows that all correlations between the UTAUT factors are moderate and
significant at p < .01 and p < .05. This suggests that the seven factors in the UTAUT
are distinct, though they are related.

Discussion and Conclsusion

The goal of this study was to develop a means to determine preservice teachers’
acceptance and use of technology. The UTAUT was used as a basis, and the variables
from this model were used. In addition, the variables of attitude toward use and self-
efficacy were not found to be significant, but were considered likely to be significant
in different samples. The 53 items prepared as a result of a literature review were
presented to field experts and re-organized according to their views. The analyses
revealed seven factors: PE, EE, SI, FC, SE, A, and BIL

A two-phase study was conducted. First, EFA was carried out, and using a cut-off
of 0.5 for factor loading, five items were deleted to reduce the scale items to 28.
Second, CFA was used to confirm the factors, and 23 items were ultimately used. The
instrument was capable of explaining more than half of the variance.

There are certain problems regarding teachers’ integration of technology into
instructional processes (Yildirim & Goktas, 2007; Bingimlas, 2009; Choy, Wong, &
Gao, 2008). This instrument will allow researchers to determine the variables that
influence the process of preservice teachers” technology integration.

Teachers can consider this instrument a useful tool to gain a better understanding
of the variables that predict technology acceptance among preservice teachers. These
data could help to determine new strategies for increasing preservice teachers’
acceptance of technology and to improve the process of preservice teachers’
technology usage.

The UTAUT-PST instrument could be used as a valid and reliable tool to
determine the variables influencing preservice teachers’ acceptance and use of
technology. In addition, it could provide an integrated approach for determining
preservice teachers’ acceptance and use of information and communication
technologies using UTAUT. Thus, it is thought to be beneficial for researchers in the
field.

Appendix A includes the 5-point Likert items ranging from 5 (completely agree) to
1 (completely disagree).

In conclusion, the UTAUT-PST instrument differs from other measurement tools
developed for the UTAUT that are found in the literature. First, it includes the self-
efficacy variable, which could reveal different results with some samples. This was
tested before, but was not found to be significant in the UTAUT. Second, it differs
from other tools because it was prepared for use with preservice teachers.
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The Technology Acceptance and Use Model (TAM) differs across cultures, and
remains an important field of study (Venkatesh & Zhang, 2010). In this respect, our
instrument is important and appropriate for use in the teacher training system in
Turkey. While the literature contains several measurement tools developed to predict
the variables that influence technology acceptance, this instrument was prepared for
preservice teachers based on the UTAUT, and can be used both for determining the
current situation and for improving the scientific research related with preservice
teachers’ use of technology.
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Ogretmen Adaylarinin Bilgi ve iletisim Teknolojileri Kabul ve
Kullanimlarina Yénelik Olcek Gelistirme Caligsmasi: UTAUT-PST
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approach for preservice teachers’ acceptance and use of technology: UTAUT-
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Ozet

Problem Durumu: Bireylerin teknoloji kabul ve kullanimlarin: etkileyen degiskenlerin
belirlenmesi alanyazinda ¢nemli bir arastirma alanimi olusturmaktadir. Teknoloji
Kabul ve Kullanim Birlestirilmis Modeli (TKKBM) bireylerin teknoloji kabul ve
kullanimini agiklamada oldukca basarilt bir modeldir. Bununla birlikte, TTKBM
halen yeni ve az denenmis bir modeldir. Alanyazmn incelendiginde goriilmektedir ki;
ogretmen adaylarmin teknoloji kabul ve kullanimlarmi etkileyen degiskenleri
belirlemeye yonelik olarak hazirlanmis 6l¢gme araglari simirli sayidadir. Bu baglamda
ozel olarak 6gretmenler ya da 6gretmen adaylar i¢in Teknoloji Kabul ve Kullanim
Birlestirilmis Modeli'nin temel alindigi bir Olgegin gelistirilmesi 6nem
kazanmaktadr.

Aragtirmamn  Amacr: Bu calismada ogretmen adaylarinin teknoloji kabul ve
kullanimlarmi etkileyen degiskenleri belirlemeye yonelik bir olcek gelistirilmesi
amaclanmistir. Bu baglamda Teknoloji Kabul ve Kullanim Birlestirilmis Modeli temel
almmis ve bu modelde incelenen degiskenler kullanilmistir. Bununla birlikte,
modelde anlamli bulunmayan, ama farkli 6rneklemlerde anlamli ¢ikabilecegi
distintilen 6zyeterlik ve kullanima kars1 tutum degiskenlerine de yer verilmistir.

Aragtirmamn Yontemi: Arastirma iki farkl tiniversitenin farkli programlarinda egitim
gormekte olan 579 son smif 6gretmen adaymin katilimi ile gerceklestirilmistir.
Ogretmen olmaya en yakin grup olduklarindan son smif 6gretmen adaylart
arastirmaya dahil edilmistir. Alanyazin taramasi dogrultusunda &gretmen
adaylarmin teknoloji kabul ve kullanimlarimi agiklamay1 amaglayan bilesenlere
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yonelik olarak Venkatesh vd. (2003)’ten uyarlanan maddeler kullanilmistir. Olgek
gelistirme stirecinde adim adim ilerleyen sistematik bir yaklagim izlenmistir. Bu
baglamda oncelikle veri seti ikiye bolinmustiir (n=170-409). 5’li Likert tipinde
hazirlanan 6lgme aracinda yer alan 6lgme maddeleri arasmdaki muhtemel iliskiyi
ortaya ¢ikarma amaciyla veriler ilk olarak Agciklayici Faktor Analizine (AFA) tabi
tutulmustur. Arastrmanin ilk boltimiinde kullanilan veri seti n=170 6gretmen
adayindan (119 kadin, 51 erkek) olusmaktadir. 53 maddeden olusan ilk veri seti ile
betimleyici istatistikler ve agmmlayici faktor analizi yapilmis boylece ogretmen
adaylarmin teknoloji kabul ve kullanimim yordayan degiskenlerin hangi faktorler
altinda toplandig1 belirlenmeye calisilmistir. Olgekte yer alan her bir maddeye iliskin
ortalama puanlarin 2.09 ve 4.35 arasinda degistigi ayrica 6lgme maddelerine verilen
cevaplara iliskin standart sapmalarin 0.80 ve 1.19 arasinda degistigi hesaplanmustir.
Normallik varsaymmlarindan gegirilen verilerin ortalama etrafinda dagildig normal
dagilim gosterdigi tespit edilmistir. Faktor analiz sonucunda 7 faktdrden olusan
Ol¢me araci ayrica cizgi grafigi ve paralel analize tabi tutulmustur. Bu analizler
sonucunda ©6l¢me maddelerinin toplamda varyansin %59.49unu agikladigt
hesaplanmistir. Arastirma kapsaminda elde edilen bu 6lgme aracinin mevcut faktor
yapisinin dogrulanmasi amaciyla segilen ikinci bir érneklem {tizerinde dogrulayici
faktor analizi yapilmistir. Calisma 2 olarak adlandirilan bu asamaya 409 6gretmen
aday1 (271 kadin, 138 erkek) dahil edilmistir. Cok degiskenli normallik varsaymmin
test edildigi modelde ayrica 6lgme modelinin saglanmasina iliskin pek ¢ok uyum
iyiligi indeksi kullamilmistir. Modelin farkli faktor yapilarinda da testi ayrica
saglanmistir. Bu calismanin sonucunda, 6gretmen adaylarinin bilgi ve iletisim
teknolojileri kabul ve kullanimin etkileyen degiskenleri belirlemeye yonelik yenilikgi
bir 6lgek olan UTAUT-PST gelistirilmistir.

Aragtirmamn Bulgulari: Bu galismanin sonucunda, 6gretmen adaylarin bilgi ve
iletisim teknolojileri kabul ve kullanimini etkileyen degiskenleri belirlemeye yonelik
yenilik¢i bir ¢lcek olan UTAUT-PST gelistirilmistir. UTAUT-PST 2 bolumden
olusmaktadir. {lk bsliimde demografik bilgilerin yer aldig1 8 madde ikinci boliimde
ise 5’li Likert tipi 23 madde bulunmaktadir ve bu maddeler Performans Beklentisi,
Caba Beklentisi, Sosyal Etki, Kolaylastirict Durumlar, Ozyeterlik, Kullanima Kars1
Tutum ve Davranigsal Niyet olmak tizere 7 faktor altinda toplanmaktadir.

Arastirmamn  Sonuglart ve Oneriler: Teknoloji Kabul ve Kullamm Birlestirilmis
Modelinin farkh kiiltiirlerle calisiimas: alanyazinda 6nemini korumaktadir. Bu
baglamda Tirkiye’deki kosullara ve ogretmen yetistirme sistemine uygun olarak
hazirlanan bu o6lcek Onem kazanmaktadir. Bireylerin teknoloji kabul ve
kullanimlarmi etkileyebilecegi diistintilen degiskenlerin modele katilmasi ile
gliclendirilen tlgek mevcut durumun belirlenmesi ve stirecin iyilestirilmesine katki
saglamas1 agisindan onemlidir.  Benzer sekilde olgegin Ogretmenler icin de
uyarlamasi yapilabilir ve farkli 6rneklemlerde uygulandig: calismalar desenlenebilir.

Anahtar Kelimeler: Teknoloji kabul ve kullanimi, teknoloji kabul ve kullanim
birlestirilmis modeli, 6gretmen aday1, 6lgek
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Abstract

Problem Statement: Inter-instituted collaboration has attracted broad
attention for educational quality improvement in the last decade. The
team performance of these innovative team projects received foremost
attention, particularly with knowledge-sharing, emotional intelligence,
and team conflicts.

Purpose of Study: The purpose of the study was to empirically investigate
the relationships among these three factors. The sample of this study was
178 professors, involving collaboration projects from twenty vocational
institutes at the higher-education level.

Methods: The collected data were statistically analyzed using SPSS 17.0 for
Windows and LISREL 8.70 for Confirmatory Factor Analysis (CFA) and
Structural Equation Modeling (SEM). Also, the study undertook the
Maximum Likelihood Estimation to analyze the linear relationships
among the three major variables.

Results: The statistical analysis result indicated that knowledge-sharing
created a positive effect on team performance. On the other hand, team
conflict caused a negative effect on team performance. Emotional
intelligence did not have any significant direct effect on team performance
but played a moderating role.

Conclusions and Recommendations: This study concluded that vocational
institutes are academic organizations where knowledge-sharing is a
crucial mission and where strategies are put into place to fulfill that
mission; team conflict should be avoided for better team performance.
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This study finally proposed several suggestions for improved team
performance.

Keywords: Knowledge-sharing, emotional intelligence, team conflict, team
performance, collaboration

Introduction

In this era of knowledge-based economy, it becomes increasingly important for
higher-education institutes to create extensive educational resources and reinforce
the sharing mechanism for a better quality of education (Pausits & Pellert, 2009). In
the last decades especially, the vocational and technical institutes at the higher
education level in Taiwan have rapidly grown from 67 institutes in 2001 to 77
institutes in 2010 (Ministry of Education, 2011). This rapid growth in terms of
institute and student quantities consequently attenuated educational financial
resources and threatened educational quality. This superficially prosperous but
truthfully detrimental educational trend instigated the vigilance of university
administrators to integrate the existent educational resources for a better educational
quality. A series of inter-instituted collaboration policies and projects was proposed
among the vocational institutes at the higher-education level to create the greatest
benefit for students’ learning achievement from the limited resources.

The quality of this inter-instituted collaboration and team performance highly
relied on the function of knowledge-sharing in the collaboration team (Louis, 2006;
Mohammadi, Yeganeh, & Rad, 2010). The team performance also reflected the
collaboration attitude, competence, and culture behind each participant institute and
team member. Like any other professional community, team conflicts somehow
inevitably exist in participant institutes and even among faculty members with a
high social status. These team conflicts, such as competition and varieties, usually
have destructive effects on the interaction quality and collaboration achievement
(Jehn & Chatman, 2000). In addition, participants’ emotional intelligence is an
important factor dominating team performance during the growth processes (Birx,
Lasala, & Edd, 2011).

However, due to the rise of conflicts, the question is asked whether the emotional
intelligence of faculty members, who possess a high social status and well-educated
disposition, influences team performance the same as any other group of members.
Does a group’s emotional intelligence affect team performance through other
mediator factors, such knowledge-sharing and team conflict? What are the
relationships among knowledge-sharing, team members’ emotional intelligence,
team conflict, and team performance? The main purpose of this research was to
explore the relationships among the factors of knowledge-sharing, emotional
intelligence, and team conflicts concerning team performance during the processes of
undertaking inter-instituted collaboration projects.
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Literature Review

The inter-instituted and interdisciplinary academic teams have attracted
increasing attention in recent years to undertake sophisticated and innovative
research for the development of advanced skills. In the processes of team work, the
collaboration heavily relied on the effective coordination of participants from various
fields and dispositions, as well as cooperative strategies (Hoegl & Gemuenden, 2001).
Inter-instituted collaboration mainly integrated institutes with different backgrounds
and professional expertise; in this inter-instituted team, conflicts are inevitable, even
though the team was established for knowledge-sharing with the major purpose of
cooperatively solving mutual problems for better team performance. When any
faculty member joins the team, his\her supportive attitude might create a positive
emotional atmosphere, whereas an obstructive attitude might create negative
emotions. Both types of emotion would influence team performance (Jordan, Field, &
Armenakis, 2002).

Knowledge-Sharing

Vocational and technical institutes at the higher-educational level purport to
deliver, apply, and create knowledge for youngsters to succeed in the workplace;
knowledge-sharing is therefore a major purpose in the institutes as a matter of course
and a crucial strategy to improve academic achievement and faculty performances
(Senge, 1998). With the current economy being knowledge-based, knowledge-sharing
has become increasingly important due to the following: (1) Intangible products,
such as inventive ideas, processes, and information are taking a growing share of
global trade from the traditional, tangible goods of the manufacturing economy; (2)
Increasingly, the only sustainable competitive advantage is continuous innovation;
(3) Expertise learnt and applied in one part of the organization should be
equivalently utilized in another (Argote & Ingram, 2000; Gurteen, 1999).

In faculty teamwork for educational improvement, each faculty member is
encouraged to provide his\her professional expertise to reach the best team
achievement. They are recompensed for this collaboration (Nancy, 2000; Wang,
2004). While working on cooperative projects, each participant faculty member
reciprocally achieves better competencies from other team members through
knowledge-sharing processes. Knowledge-sharing, therefore, is recognized as a
crucial factor in benefiting organization learning, knowledge creation, and team
performance (Bartol & Srivastava, 2002).

The effectiveness and efficiency of knowledge-sharing is highly dependent on the
internal and external culture of the organization team, such as team members’
cognition and emotional intelligence, their communication mechanism in team work,
and their knowledge application to the organizational mission (Goh, 2002; Gurteen,
1999). The quality and benefits of knowledge-sharing seem to rely on team members’
emotional intelligence, collaborative culture, and team conflicts (Cummings, 2002;
Wu, Ho, Lin, Chang, & Chen, 2013). A question for research is whether knowledge-
sharing in an inter-instituted team, consisting of a well-educated faculty with elite
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personalities and socio-economic status, would play a similar role and be affected by
similar factors as knowledge-sharing in ordinary teams.

Emotional Intelligence

Emotional Intelligence (EI) is a skill or ability or self-perceived ability to identify,
assess, and control the emotions of oneself, others, and groups. Salovey and Mayer
(1997) also declaimed EI as the ability to perceive emotion, integrate emotions into
the thought process, understand emotions and regulate emotions to promote
personal growth. To be more specific, emotional intelligence includes two important
components: (1) Regulation of emotions (ROE), which relates to individuals” ability
to regulate their emotions, thus enabling a more rapid recovery from an emotional
climax or distress; and (2) Use of emotions (UOE), which relates to individuals’
ability to make use of their emotions by directing them toward constructive activities
and personal performance (Davies, Stankov, & Roberts, 1998). In other words, EI
represents the ability to deal with personal emotions for intra-personal and inter-
personal relationships. El is the subset of social intelligence to monitor one's own and
others' feelings and emotions, to adjust emotions for favorable interpretation, and to
express personal EI with socially acceptable and even respected behaviors.

Emotional intelligence is recognized as an inherent trait to identify, control, and
present personal emotions while individuals encounter outside stimuli (Wu &
Zheng, 2003). Emotional intelligence reflects the individual personality and affects
interpersonal relationships. Several studies declaimed that superior emotional
intelligence included some concrete abilities, as follows: (1) to appropriately identify,
evaluate, and deliver personal emotions (Salovey & Mayer, 1997); (2) to integrate and
manage personal emotions in order to facilitate better-quality thinking skills (Jordan
& Troth, 2011); (3) to be aware of others” emotions for better management of personal
relationships (Zhang & Wang, 2011); and (4) to exploit various styles of emotions to
facilitate problem-solving efficiency (Wu et al., 2003).

In the team activity, members' emotions and potential emotional traits will affect
the organization and other members, including the team climate. The relationships
among the team members consequently influence team spirit and job performance
(Rosete & Ciarrochi, 2005). Synthetically, team members’ emotional intelligence
usually constructs an organizational culture and influences team performance.

Team conflict

Studies revealed that team performance highly relied on team cohesion, mutual
trust, and reciprocal support among team members. These crucial factors ensure
team work to reach high performance and ultimate success (Plowman &
McDonough, 2010). Team conflict usually results from the inner discord of team
members and is expressed in outer disharmony or the underachievement of team
performance. Team conflict could be provoked by team members’ personal
divergence, such as cognition, roles, and ideology, and interpersonal (even inter-
group) relationships. That is, there are two major types of team-conflict factors, one
resulting from interpersonal relationships within the group and another resulting
from tasks developed and/or required by the team. In this study, the team conflicts
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include task conflicts and relationship conflicts (Jehn & Chatman, 2000). Both
conflicts create unfavorable interaction, information delivery, task cooperation, and
substantive supports among team members, as well as a lack of sympathy for team
goals. Those indifferent behaviors and attitudes degrade team performance (DeDreu
& Weingart, 2003).

The team conflict discussed in this study focused on the hindrance of team
cohesion and performance. Plowman and McDonough (2010) concluded that
conflicting team members could not trust each other and would tend to limit
communication for self-protection. Members only made an effort at self-performance
but not toward team goals; minor discussions on initiative ideas would be initiated
among team members. Obviously, unconstructive team conflict would limit
knowledge-sharing and innovation inspiration for meaningless self-protection,
which would certainly diminish team performance.

Team performance

Currently, this society highly values cooperative relationships (both the
relationships of competition and cooperation) among institutes for the assurance of
educational quality and improvement. Vocational institutes at the higher-educational
level are therefore dedicated to inter-instituted collaboration projects for resource
sharing and reciprocal supports. These projects place a high regard on team
performance in this innovative policy.

Team performance is usually defined as the extent to which a team can reach the
predictable goal or completely reach the expected quality of a task (Faraj & Sproull,
2000). Studies revealed several factors regarding team performance, which included
the following: (1) role identity and commitment of each member (Senior, 1997), (2)
team cohesiveness, (3) communication mechanism and information-sharing quality
(Mesmer-Magnus & DeChurch, 2009), (4) homogeneity of members to team goals,
and (5) consensus among team members toward goal approaches (Plowman &
McDonough, 2010). Therefore, team performance is often improved. In brief, team
performances based on the effects of teamwork strongly support the notion that
effective information-sharing between team members increases both performance
and productivity through interaction (Mesmer-Magnus et al., 2009).

Another factor manipulating team performance is team members” emotional
intelligence (Rapisarda, 2002); in the research of Davies, Stankov, and Roberts (1998),
it was revealed that individuals with consistent and pleasant emotional intelligence
would be beneficial to team cohesion and performance.

Theoretic framework

This study was designed to explore the relationships among the factors of team
performance in inter-instituted collaboration projects in Taiwan. The aforementioned
literature review seemingly concluded that team performance could be affected by
knowledge-sharing (Plowman & McDonough, 2010); that the knowledge-sharing
mechanism and quality varied due to team members’ emotional intelligence
(Mesmer-Magnus et al,2009); and that team members’ EI management and
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expression-quality might provoke team conflict and consequently determinate team
performance (DeDreu & Weingart, 2003; Jehn & Chatman, 2000). Because of the
interactive relationships among these factors, this study proposed the following
hypotheses:

H1: Emotional intelligence would cause a significantly positive effect on
knowledge-sharing (H1-1); emotional intelligence would also have a
significantly positive effect on team performance through knowledge-sharing
as a moderating factor (H1-2).

H2: Emotional intelligence would create a significantly negative effect on team
conflict (H2-1); emotional intelligence would also create a significantly
negative effect on team performance though team conflict as a moderating
factor (H2-2).

H3: Emotional intelligence would create a significantly positive effect on team
performance.

H4: Knowledge-sharing would create a significantly positive effect on team
performance.

H5: Team conflict would create a significantly negative effect on team
performance.

Methodology

Consistent with the research background and purpose, this study proposed the
conceptual framework to examine the linear relationships among the major variables,
including knowledge-sharing, emotional intelligence, team conflict, and team
performance.

Research population and sample

The population was composed of the faculty members of 22 vocational institutes
at the higher-educational level located in Central Taiwan who participated in the
inter-instituted collaboration projects (N=250). The survey questionnaires were
delivered to all faculty members who participated the collaboration projects. After
three follow-up emails to the non-respondents, a total of 196 questionnaires were
returned (approximately 71.2% response rate), including 18 incomplete respondents;
thus, 178 questionnaires, as a sample of this study, were finally analyzed for this
study.

The analysis result indicated a high percent of sampled participants aged
between 41 and 50 (N=123, 69.1%) and 55 of faculty members (30.9%) aged 31 to 40
(Table 1). These project participants included 85 Assistant Professors (47.7%), 60
Associate Professors (33.7%), and 33 Full Professors (18.5%). These participants had
various periods of experience involving these inter-instituted collaboration projects
(Table 1).
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Table 1
Backgrounds of Sampled Participants

Variables Level N Percent (%)
30-40 55 30.9
Age 41-50 67 37.6
51 above 56 31.5
Male 97 54.5
Gender
Female 81 45.5
Professor 33 18.5
Position Associate Professor 60 33.7
Assistant Professor 85 47.8
Participating 1-2 67 37.6
Experiences 2.3 60 33.7
(years) over 3 51 28.7

Research instrument

The questionnaire used in this study consisted of four domains; each domain was
surveyed using an adapted questionnaire, revised from previous studies addressing
similar issues to this one. This complete questionnaire included the following: (1) a
knowledge-sharing domain using six items revised from the questionnaire
developed by Van den Hooff and Van Weenen (2004); (2) an emotional-intelligence
domain using eight items revised from the questionnaire developed by Mayer &
Geher (1996); (3) a team-conflict domain using four items adapted from Jehn and
Chatman’s research (2000); and (4) a team-performance domain using eight items
adapted from the findings of Edmondson (1999). This 26-item questionnaire used a 5-
point Likert Scale (5 = strongly agree; 1 = strongly disagree). The reliabilities of this
questionnaire were approved by means of the Cronbach’s a in emotional intelligence
(a=0.93), knowledge-sharing (a=0.87), team conflict (a=0.87), and team performance
(o= 0.93; Table 2). All Cronbach’s a values exceeded the benchmark of 0.70,
indicating that the instrument possessed an acceptable internal consistency
(Nunnally & Bernstein, 1994).

Data analyses

The collected data were statistically analyzed using SPSS 17.0 for Windows and
LISREL 8.70 for Confirmatory Factor Analysis (CFA) and Structural Equation
Modeling (SEM). Also, the study undertook the Maximum Likelihood Estimation to
analyze the linear relationships among the major four variables. This study also
examined each hypothesis for the purpose of research to determine the direction and
significance of the relationship structure.
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Results
The Results of Measurement Model Analyses

The data were first analyzed to ensure the instrument quality by Convergent
validity and Discriminant validity. The four major indices were then identified,
including factor loading, parameter estimation, average variance extracted, and
composite reliability, proposed by Bagozzi & Yi (1988).

The instrument quality should be ensured by the acceptable factor loadings above
0.50 and the significant t-value (Bagozzi & Yi, 1988; Hair, Black, Babin, & Anderson,
2009). The factor loadings tested in this instrument were between 0.58 and 0.94 with
the t-values higher than 1.96 and within a significance level of 5% (Table 2); thus,
these values constituted evidence of the convergent validity. This data analysis
indicated that this measurement possessed an acceptable convergent validity. The
composite reliability in acceptable latent variables must reach 0.6 and above (Fornell
& Larcker, 1981). The internal reliabilities of latent variables were also tested to be
acceptable (within 0.86 to 0.93), reaching the standard of above 0.60 (Fornell &
Larcker, 1981).

Moreover, convergent and discriminant validities were evaluated using the
average variance extracted. On the basis of the test’s criterion, each value of average
variances extracted should exceed 0.50 (Bagozzi & Yi, 1988). All of the average
variances extracted for emotional intelligence (0.61), knowledge-sharing (0.54), team
conflict (0.61), and team performance (0.61) exceeded the threshold of 0.50, which
indicates that this study had adequate levels of convergent and discriminant validity.

The analysis results of Structure Equation Modeling (SEM)

The goodness-of-fit of the structural model can be evaluated using many statistics
of the SEM structural model. The Chi-square (x2) test, Normed Fit Index (NFI), non-
Normed Fit Index (NNFI), Comparative-Fit Index (CFI), Incremental Fit Index (IFI),
and Root Mean Square Error of Approximation (RMSEA) have been applied to the
evaluated model fitness (Joreskog & Sorbom, 1996). In this study, except for the 2
test (x2=761.48, df=289, p<0.001) and RMSEA (0.09) that could not determine the
goodness-of-fit of the structural model (¥2=761.48, df=289, p<0.001), other statistics
such as y2/df (2.63), NFI (0.91), NNFI (0.93), CFI (0.94), and IFI (0.94), all indicated an
acceptable model fitness for the structural model. This model, hence, could
appropriately explain the linear relationship among the lurking variables in this
study, such as emotional intelligence, knowledge-sharing, team conflict, and team
performance (Joreskog & Sorbom, 1996).
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Table 2
Factor Loadings ~ t-Value ~ AVE ~ and CR
Latent Variables Meust;remen Factor Loadings t-Value AVE* CR**
El'l 0.88 14.58
EI2 081 12.75
EI3 0.74 11.16
Emotion Intelligence El4 0.82 13.12 061 093
(EI) EI5 0.75 11.55 ' '
El6 0.77 11.83
EL7 0.67 9.80
EI8 0.81 12.83
KS1 0.60 8.41
KS2 0.67 9.61
Knowledge-Sharing KS3 0.70 10.17 0.54 0.87
(KS) KS 4 072 10.48 ' '
KS5 0.86 13.55
KSé6 0.83 12.98
TC1 0.68 9.98
TC2 0.94 15.92
Team Conflict (TC) TC3 0.88 14.43 0.61 0.86
TC4 0.58 8.12
TP1 0.84 13.77
TP2 0.92 15.98
TP3 0.93 16.25
TP4 091 15.73
Team Performance (TP) 0.61 0.93
TP5 0.70 10.51
TP6 0.59 8,51
TP7 0.64 9.38
TP8 0.65 9.59

*AVE: Average variance extracted=(ZA?) / [ZA\2+%(0) |
**CR: Composite reliability= (X\) 2 / [(ZN)2 +X(0) ] (Joreskog & Sérbom, 1996)
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Table 3
Covariance Matrix
EI KS TC TP
EI 0.78
KS 0.28 0.73
TC -0.21 -0.41 0.78
TP 0.31 0.64 -0.67 0.78"

*A diagonal line shows the square of average variance extracted.

The causal relationships among variables were constructed and verified through
the SEM (Table 4, Figure. 1). The SEM analysis obtained the following results: (1)
Emotional intelligence created a significantly positive effect on knowledge-sharing
(y11=0.29, t=3.31, p<0.001); emotional intelligence also significantly created an
indirect positive effect on team performance through knowledge-sharing (0.29 x
0.45=0.13, p<0.01). Hypothesis 1 was thus accepted. Knowledge-sharing was proved
to play the mediator between emotional intelligence and team performance. (2)
Emotional intelligence created a significantly negative effect on team conflict (y21= -
0.22, t= -2.68, p<0.01); emotional intelligence also significantly created a negative but
indirect effect, through team conflict, on team performance (-0.22) x (-0.52) =0.11,
p<0.01). Thus, Hypothesis 2 was confirmed, and it was concluded that team conflict
acted as mediator between emotional intelligence and team performance. (3) The
effect of emotional intelligence on team performance was not significant (y31=0.10,
t=1.55, p>0.05); thus, Hypothesis 3 was rejected. It meant emotional intelligence
would not directly affect team performance. (4) The relationship between
knowledge-sharing and team performance was significantly and positively related
(P31=0.45, t=5.60, p<0.001), confirming Hypothesis 4. (5) Team conflict was also
proved to possess a negative effect on team performance (f32=-0.52, t=-6.77, p<0.001);
thus, Hypothesis 5 was confirmed.

Table 4
The Path Coefficients of SEM and t-value

Hypothesis  Route Relationship Path Coefficient t-Value Results
Hia El- KS 0.29 3.31 confirmed
Hi2 EI-KS—TP 0.13 2.23 confirmed
H2a EI-TC -0.22 -2.68 confirmed
Hz EI-TC—-TP 0.11 2.03 confirmed
Hs EI-TP 0.10 1.55 rejected
Ha KS—TP 0.45 5.60 confirmed
Hs TC—>TP -0.52 -6.77 confirmed




Eurasian Journal of Educational Research | 47

0.65 056 051 049 0.26 031
EREREIREA RS
059 06 0.70 0.71_-0.86 0.83
0.23 TP1 [=-032
Knowledge
sharing
035 08 087 1 1y Jep17

0.20%*

082 . 050 TP4 |«—0.10
Emotional \ ¢ 10 Team

0. Intelligence Performance

. 068 TP5 |«—0.51

Q57

041 —» EI6 067, TP6 |«—0.68
081 0.11%% R6

| N
Team Conflict -

™ Jeon

0.68 09 0.89 058
‘ TC1 ‘ ‘ TC2 ‘ ‘ TC3 ‘ ‘ TC4 ‘
054 0.14 021 066 5: p<0.01; %% p<0.001

Figure 1. Structure model

Discussion and Conclusion

This study mainly investigated factor effects on the team performance of faculty
members while they were conducting inter-instituted collaboration projects. The
factors proposed in this higher-education setting included knowledge-sharing,
emotional intelligence, and team conflict. The research findings provoked some
discussion issues as follows:

(1) Knowledge-sharing played an important role among faculty members in
higher-education settings.

This study verified that knowledge-sharing had a significant effect on team
performance in higher-education settings, just like the research findings of Nancy
(2000). This finding seemingly reflected that faculty members, even belonging to
competitive organizations, graciously appreciated the knowledge-sharing
mechanism in collaboration projects for the enhancement of both their personal
academic achievement and team performance. Similar to the findings of Hoegl and
Gemuenden (2001), this study reconfirmed that faculty members highly appraised
both intra- and inter-instituted knowledge-sharing.
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(2) Team conflict in inter-instituted collaboration significantly diminished team
performance.

The result of the study revealed that team conflict among participant institutes
significantly diminished the team performances, just like the similar conclusion of
DeDreu and Weingart’s research (2003). This explicit finding confirmed that team
conflict had brutal effects on team performance, no matter the team members’
educational background and/ or socio-economic status. Team members encountering
team conflicts easily aroused negative emotions such as distrust, anxiety, and self-
protection (Chen & Tjosvold, 2002). These reactions, due to negative emotions,
consequently instigated unfavorable information-interpretation, poor
communication, anxious interpersonal relationships, and even hostility among team
members (Chen et al., 2002; Das, 2006). It is reasonable to predict that people in the
midst of team conflict usually conceal their ideas, loose enthusiasm, restrain
dedication, and finally demote team performance (Jehn & Chatman, 2000). This
study reveals that team conflict among faculty members who possessed a high
intention to pursue personal academic achievement and reputation also created a
negative effect on the team performance.

(3) Emotion intelligence acted as an antecedent variable; both knowledge-sharing
and team conflict played an important role in moderating factors between
knowledge-sharing and team performance.

A. This study verified that team members’ emotional intelligence significantly
affected team members’ intention and dedication to share knowledge for better team
performance.

This result was similar to those conclusions of Nancy’s (2000) and Cummings’
(2002) research projects, which all revealed that team members’ recognition and
intentions were the dominant factor of promptly delivering immediate information
and sharing expertise to team partners for achievement enhancement. As Rosete and
Ciarrochi (2005) concluded, sociable team members with a high quality of emotional
intelligence usually developed a pleasant team atmosphere, which favorably
encouraged members to share their work experience and on-going information, and
to achieve comparatively high performance.

B. Inferior emotional intelligence caused negative team conflicts.

This study obtained similar results as those conclusions of Chen and Tjosvold
(2002) and Jordan and Troth (2011), whose studies all revealed that the inferior
emotional intelligence of team members potentially caused team conflict. In this
inter-instituted collaboration team, participants with inferior emotional intelligence
inappropriately adjusted and managed their emotions, and then initiated intra- and
inter-instituted conflicts; finally, this conflict instigated brutal destruction to team
performances (Jordan, Field, & Armenakis, 2002).

C.  The emotional intelligence of university faculty created significant effects on
the team performance; their effects differed from that of other group members
possibly due to their faculty’s highly academic cultivation and socio-economic status.
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Attention should be paid to the fact that the faculty’s emotional intelligence did
not have a significant effect on the team performance of the inter-instituted
collaboration. This result was completely different from that of Van den Hooff et al.
(2004), who showed that participants’ emotional intelligence presented a highly
significant relationship to team performance. In this study, faculty members’
backgrounds of high academic achievement and elites” socio-economic status--which
were approved to promote team identity (Ostrove & Cole, 2003)--might miscarry the
direct effects of emotional intelligence on team performance. In other words, the
emotional intelligence of university faculty members could only create negative
effects on the knowledge-sharing mechanism but not on team performance directly
(rather, indirectly). Likewise, the faculty members’ emotional intelligence also
created a significant negative effect on team conflict, which consequently created a
significant negative effect on team performance. This factor--emotional intelligence--
created indirect effects on team performance in faculty members’ relationship
mechanism (Black, Crest, & Volland, 2001; Louis, 2006). This phenomenon might
reflect the unique cultural characteristics of university faculty, a type of social elites
who could well manage or just suppress emotion and highly valued professional
achievement, considering their high socio-economic status and high professional
identity (Mohammadi, Yeganeh, & Rad, 2010). However, their thinking styles and
behavior, nevertheless, were as inevitably influenced by emotional intelligence as
any other human being (Rosete & Ciarrochi, 2005). Knowledge-sharing mechanisms
and team conflict were consequently influenced as moderating factors to influence
team performance (Clercq, Dimov, & Thongpapanl, 2010; Fleming & Thompson,
2004).

Synthetically, the emotional intelligence of faculty members seemed not to create
significant effects on team performance due to the special community culture of
higher-educational campuses, such as faculty members’ academic achievement and
social status (Perry & Marsh, 2003). However, emotional intelligence played the role
of antecedent in team conflict, resulting in significant effects on team performance.

Conclusion

This study was conducted to analyze the factors of team performance of inter-
instituted collaboration. Particularly, this study emphasized the relationships among
several factors to team performance, including faculty members’ emotional
intelligence, knowledge-sharing, and team conflict. The following four conclusions
were drawn on the bases of research findings:

(1) Knowledge-sharing among faculty members at the higher-education level
was proved to be a crucial factor dominating team performance in inter-
instituted collaboration. Similar to any other organization, knowledge-
sharing in higher-education settings is the major mission of institutes and the
major strategy to implementing this mission.

(2) Team conflict existing within inter-instituted community created direct but
negative effects on faculty members’ team performance in collaboration
projects. As in any other community, team conflict within a faculty
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community at a higher-education level significantly destroyed team
performance, even among faculty members who possessed high academic
backgrounds and highly valued achievement.

(3) The emotional intelligence of faculty members at higher-education institutes,
unlike that of any other type of team member, was proved to not create any
significant effect on team performance. This could reflect that these well-
educated faculty members with a high socio-economic status and self-identity
might well manage and appropriately express their emotion taking the elite’s
dignity and team privilege into account. This consideration for the sake of the
general good could be a part of faculty members’ sense of professional
morality and benefit to team performance (Porter, 2007).

(4) Emotion intelligence was proved to play the important role of antecedent to
team performance in the relationship structure for inter-instituted faculty
collaboration. This antecedent variable (emotional intelligence) drove
knowledge-sharing and team conflict, as moderating factors which indirectly
influenced the team performance. This fact might reflect a part of faculty
cultural traits that classify faculty with achievement. Social elites could easily
manage their EQs for team performance, but their inferior EQs still
circuitously diminished team performance through knowledge-sharing and
team conflict. EQ was nevertheless, in both direct and indirect aspects, a
crucial factor in this relationship structure of the faculty community team
performance.

Suggestion

The vocational institutes at the higher-education level have been rapidly growing
and encountering consequent financial reduction in the last decade. These institutes
increasingly carried out inter-instituted collaboration policies to integrate and share
educational resources for reciprocal advantages and better achievement. The
collaboration policy brought together competing faculty members with various
professional expertise and from different institutes to work in an innovative inter-
instituted team (Stoll & Louis, 2007). The team performance attracted high attention
due to its team members’ academic backgrounds and high social status. Based on the
aforementioned research conclusions, this study finally proposed the following
suggestions for the team performance improvement and long-termed inter-instituted
collaboration:

(1) Faculty members should recognize that emotional intelligence plays an
important role in knowledge-sharing and conflict solution and should
cultivate positive EQ for both personal achievement and team performance in
academic institutes (Bishop & Scott, 2000; Zhang & Wang, 2011).

(2) In educational settings, the mechanism of knowledge-sharing should be
effectively reinforced through both intra-instituted and inter-instituted
collaboration to reciprocally utilize educational resources and create
innovative knowledge (Argote & Ingram, 2000; Faraj & Sproull, 2000).
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(3) Vocational institutes are suggested to reinforce the integration and
collaboration mechanisms among various fields of faculties--and even
institutes--in order to diminish possible inner and outer team conflicts for new
missions and challenges in this collaboration era (Black, Crest, & Volland,
2001).

(4) In order to motivate faculty members to share and further develop their
expertise for team performance improvement, administrative policies should
be designed corresponding with the culture traits of the social-elite
community, which are characterized to be academic, highly self-esteemed,
independent, and even disparagingly critical (Porter, 2007; Stoll & Louis,
2007; Wu, Lin, Lin, & Chang, 2013).

Finally, in order to further understand the factors and factor relationships
regarding inter-instituted team performance, this study suggests that future studies
could address the structural mechanism and contextual effects of these three factors.
Quality research methods are also suggested to investigate the in-depth and
authentic research issues from various resources.
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Abstract

Problem Statement: “Self-concept” is a primary issue of emotional and
social development. Though the most important stage in the formation of
self-concept is childhood, measuring the development of the self in the
preschool period is quite difficult, for the tools used to measure children’s
self-concept either require the child’s knowing how to read and write or
have been designed to measure the self-concepts of children with special
developmental characteristics.

Purpose of Study: This study aimed to adapt the DeMoulin Self-Concept
Developmental Scale (DSCDS) for 5- and 6-year-old Turkish children and
to determine its validity and reliability for determining the self-perception
of these children with normal development.

Methods: The study was conducted with 345 participants, roughly half of
whom were Turkish children aged 5-6 years. The scale was investigated
for its linguistic equivalence and applicability. Data was collected by using
both the original DSCDS translated into Turkish and the Marmara Social-
Emotional Adjustment Scale and the Marmara Readiness for School Scale.
Ultimately, the validity and reliability of the Turkish DSCDS were
analyzed.

Findings and Results: The maximum reliability produced according to
Cronbach’s alpha and Spearman’s rank correlation coefficient was 0.88,
and the lowest reliability calculated with the Guttman method was 0.88. It
was determined that the DSCDS for these children composed of 29 items
and two subdimensions applied to participants according to the Turkish
Developmental Norms as a high-quality measurement tool.

Conclusions and Recommendations: With the validity and reliability studies
of the DSCDS for children aged 5-6 years completed, a norm study can be
arranged in order to expand the scale by applying it to groups of children
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with different characteristics, such as those with a low socioeconomic
status, those residing in orphanages, and adopted children.

Keywords: Self-concept, validity, reliability, preschool, children aged 5-6
years

Introduction

Interactions between developmental stages of the life cycle establish a necessary
substructure to enable people to adapt to new situations. In this process, emotional
and social factors play an important role, particularly the concept of self, an aspect of
personality development in the psychosocial domain (Berk, 1997, p. 141). To define
and describe the concept of the self, nearly all researchers refer to William James,
whose approach holds that one’s self-concept involves numerous basic
comprehensions of how he or she interprets, arranges, and lives life (Bukato &
Daehler, 1992, p. 457). By contrast, Carl Rogers explained that the concept of self
involves perceptions regarding the characteristics of “I” and “me.” Attaching
importance to self-awareness, Rogers held that the self has two subdimensions: the
real self, or a person’s perceiving him or herself as he or she is, and the ideal self, or
what a person desires to be (Ciiceloglu, 1993, p. 427-429).

The approach adopted by DeMoulin (1999), another researcher who studies self-
concept, resembles the one put forward by James. DeMoulin has examined the
concept of self under two dimensions and generally includes all the experiences that
we attach to these dimensions: self-efficacy and self-esteem (DeMoulin, 1999, p. 12).
Self-efficacy refers to one’s awareness of whether his or her behavior overlaps his or
her capacity. It is based on our sensitivity and motivation toward works to be
performed and self-confidence. By contrast, self-esteem refers to one’s perception of
his or her standing among other people (Fan & Chen, 2001, p. 10).

The development of the self is a slow process that continues throughout life and
changes with age. It is not only a person’s ability to describe, but also to know and
perceive him- or herself as a distinct social entity. It also involves other factors to
describe a person as unique, such as values, desires, and attitudes (Zigler &
Stevenson, 1987, p. 416).

In the formation of self-concept, the most important stage is childhood. Events
lived during this period constitute a person’s judgments and values about him- or
herself. A childhood without support for the healthy development of self-concept can
cause significant problems for self-concept, beginning with adolescence (DeMoulin,
2000a, p. 145). During infancy, the most important development of self in terms of “I”
and “me” is learning the self as a whole and determining and revealing its
relationships with an independent self (Phillips, 1983, p. 120). The development of
the self starts in the second year of life with self-understanding and self-awareness.
In childhood and adolescence, the self gradually develops the ability to evaluate
personality characteristics and capacity in a rich, multifaceted way (Berk, 1997, p. 54).

As children develop an interpretation about their inner mental worlds, they start
to think about themselves more carefully. During preschool, the concept of self
involves more than a person’s physical appearance. A preschool child’s self-
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perceptions include pieces of information acquired for years regarding his or her
personal and physical characteristics, preferred activities, activities at which he or
she excels, and things which she or he has and knows about others (Bukato &
Daehler, 1992, p. 122).

However, measuring the development of this concept, which is crucial during
childhood, is rather difficult for two reasons. First, self-awareness emerges during
this period. Second, many factors discussed regarding self-concept are intertwined
and difficult to not only elucidate but, for the children, describe. These children’s
inability to read and write, as well as various highly influential factors—family,
environment, and teachers—on self-concept, the self’s inherent abstractedness, and
the trouble preschoolers have describing the self are other factors that complicate the
evaluation process.

The Coopersmith Self-Esteem Inventory (1967), Piers-Harris Self-Concept Scale
for Children (1959), and the Efficacy and Social Acceptance Scale for Children are
among the most frequently used tools to measure children’s self-concepts (Dai, 2002,
p. 32; Onder, 1997, pp. 443-448). One of these—the Piers-Harris Self-Concept Scale
for Children—has been translated into Turkish. It is a paper-and-pencil test
composed of 80 items with six subtests that aims to determine children’s self-
confidence, self-concept, self-perception, and self-evaluation. It applies to people
aged 9 to 20 years only.

Another self-concept scale adapted for the Turkish context is the Efficacy
Perception Scale for Children, first adapted by Onder (1997) into Turkish and with
the name Self-Concept Scale for Small Children. The scale aims to collect information
about different dimensions of self-concepts of 4 to 6-year-old preschool children with
different characteristics, including developmental differences and premature birth.
This scale was developed specifically for children with abnormal development
and/or needing special education, hence its inappropriateness for measuring the
self-concept levels of 5 to 6-year-old children with normal development. To measure
the self-concept of this latter group, the DeMoulin Self-Concept Developmental Scale
(DSCDS) is more suitable. This more recent scale is a measurement tool that affords
the opportunity to perform systematic and comparative analyses of children’s
individual self-concepts for diagnostic purposes (DeMoulin, 1998a, p. 33; DeMoulin,
1998b, p. 16). The DSCDS was developed by DeMoulin at the University of
Tennessee in a program aiming to support the self-concept called “I Like Me!” used
in four different studies of roughly 950 preschool students from schools in West
Tennessee, Kentucky, and Kansas (DeMoulin, 2000a, p. 144).

More specifically, the DSCDS is a tool affording the opportunity to make a very
comprehensive and systematic analysis of children’s self-concepts. With 30
questions, the DSCDS includes two subscales: self-efficacy and self-esteem. In the
scale, information obtained by asking three sources—the child, the child’s teacher,
and the child’s family interrelated questions. For primary and secondary
measurements in which the reliability coefficient, gender, age, or any other role-
determining conditions did not make any important difference, the self-efficacy and
self-esteem Cronbach’s alphas both fell between 0.79 and 0.91 (DeMoulin, 2000a, p.
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145). To assess the potential of using the DSCDS in the Turkish context, this study
aimed to adapt DeMoulin’s (2000a) for Turkish children aged 5-6 years with normal
development and to examine its validity and reliability.

Method
Research Sample

To obtain qualitative data, this study was conducted with 345 participants, 170 of
whom were 5- or 6-year-old students of middling socioeconomic status at four
different preschools in Istanbul, all of whom were randomized into groups.
Additionally, 90 other participants— 30 children, 30 mothers, and 30 teachers—were
administered the method of test-retest for reliability twice with an interval of 7 days.
Mothers were chosen for participation because mothers also participated in the
original scale’s development and, compared to fathers, they are closer to and spend
more time with their children, which enables them to form a better understanding of
their children’s development. Since the scale requires individual administration, one-
on-one administrations with each participant were performed by the researcher at
four different schools.

Research Instruments

The DeMoulin Self-Concept Developmental Scale. The DSCDS for 5- and 6-year-old
Turkish children scale includes 30 items and two subscales—one of self-efficacy (i.e.,
the child’s self-perception of him- or herself as a singular entity) and the other for
self-esteem (i.e., the child’s perception of him- or herself within a social group). Each
subscale entails 15 items, each of which begins with “I feel,” after which the child is
asked to paint the facial expression that he or she believes best reflects his or her
feelings about the statement. The child and administrator sit facing each other at a
table and the child is given the answer form with various facial expressions and
colored pencils. The administration held with each participant lasted about 20
minutes. For each item, the facial expressions include scores ranging from 1 to 3. The
child is given the score value of the facial expression that he or she chooses, and later,
these answers are compared to assess whether they agree with one another. In the
statistical procedures of the original DSCDS involving 950 children, the primary and
secondary measurements—gender, age, and other role-determining conditions—
made no significant differences. Thus, the reliability coefficients were found to vary
from 0.79 and 0.91 (DeMoulin, 2000a, p. 143; DeMoulin, 2001, p. 118).

The Marmara Social-Emotional Adjustment Scale (MSEAS). The MSEAS was
developed by nine specialists on the faculty of Marmara University (Giiven et al.,
2004, p. 145) and aims to measure the social-emotional adjustment of children aged
60-72 months. The internal reliability coefficients of the scale and its subdimensions
after being administered to 490 people revealed a high Cronbach’s alpha of 0.83 (p <
0.01). Moreover, as a result of test-retest of the scale, the correlation value was also
quite high (r = 0.89, p < 0.01). According to the results of item total and item
discrimination analysis, correlation values of all dimensions, save Factor 7, amounted
to 0.01. (Giiven et al,, 2004, p. 146).

Marmara Readiness for Elementary School Scale (MRESS). The MRESS was prepared
by Unutkan and Oktay (2004) to determine the readiness of children aged 5-6 years
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old (60-72 months old) to transition from preschool to elementary education. The
study involved 1,002 children and five subscales to measure their abilities with
mathematics, science, language use, drawing, and escaping from a labyrinth for 74
questions total. For the reliability study, the maintainability coefficients of the
development and administration forms were calculated to be 0.90 for the
development form and 0.93 for the administration form, while the internal
consistency coefficients (i.e., Cronbach’s alpha) were 0.98 for the development form
and 0.93 for the administration form (Unutkan, 2003, p. 88, Unutkan & Oktay, 2004,
p- 150). Since no test exists with the same scope available to determine the self-
concept levels of children in this age group, the MSEAS and MRESS were
administered to evaluate criteria validity and examine correlations.

Procedure

The studies related to the DSCDS for children aged 5-6 years entailed three types:
linguistic equivalency studies, validity studies, and reliability studies. Within this
scope, a study to evaluate criteria validity was also performed.

Linguistic equivalency-related studies. After necessary permissions were granted by
DeMoulin et al. concerning the use and the validity and reliability studies of DSCDS
for children aged 5-6 years, the linguistic equivalency study of the scale was
performed. Aimed to assess the linguistic equivalency of the scale, five specialists in
either preschool education and/or psychology whose native language is Turkish and
who were fluent in English were first asked to translate the scale into Turkish.
Ultimately, five different Turkish versions were obtained. To translate the scale into
Turkish, careful attention was paid to select statements, including elements of
Turkish preschool education system, that would be understood by children. The five
Turkish versions formed and with this understanding were consolidated into a single
form with the guidance of Dr. Ayla Oktay and Dr. Rengin Zembat. Secondly, the five
specialists in preschool education and whose native language is English and who
were fluent in Turkish were asked to translate the composite Turkish version into
English. Once obtained, the English version was compared to the original version of
the scale. The adaptation level was very high according to the specialists. Ultimately,
the scale was administered to the children in the sample group twice with an interval
of 7 days.

Reliability-related studies. The validity and reliability of the Turkish DSCDS for
children aged 5-6 years were evaluated by both item analysis and distinctiveness
analysis. For the administration results of 170 children, the Cronbach’s alpha and
both the Spearman and Guttman internal consistency coefficients were used.
Maximum reliability was obtained according to Cronbach’s alpha and the Spearman
method (0.88), while minimum reliability was obtained according to the Guttman
method (0.88).

Validity-related studies. To test distinctiveness, correlations were examined
between the children’s, teachers’, and mothers’ results for the Turkish DSCDS both in
total and in the subdimensions of self-efficacy and self-esteem. To examine criteria
validity, since tests to determine self-concept levels of children in this age group with
the same scope were unavailable, the MSEAS and MRESS were administered and
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their correlations examined. Comparative results revealed that the criteria validity of
the DSCDS for children aged 5-6 years was very high.

Results
The results of arithmetic means and standard deviation of the test and test items
are give in Table 1.

Table 1

Arithmetic Means and Standard Deviation of The Test And Test Items.

Questions n M Sd
S2 170 2,4294 ,8414
S3 170 2,6353 ,6315
S4 170 2,4647 ,7469
S5 170 2,2059 ,8898
S6 170 2,8000 ,5056
S7 170 2,6000 7249
S8 170 2,7000 ,5843
S9 170 2,6235 ,6876
S10 170 2,6000 ,6563
S11 170 2,5471 ,7999
S12 170 2,7176 ,6637
S13 170 2,4294 8272
S14 170 1,2412 ,5391
S15 170 2,5471 ,7303
S16 170 2,56235 ,7474
S17 170 1,2176 4415
S18 170 2,9000 3713
S19 170 2,7765 4835
520 170 2,7882 ,5238
521 170 2,8118 4984
S22 170 2,4471 ,8286
523 170 1,8294 9296
S24 170 2,6588 ,6353
525 170 2,4412 ,8210
526 170 2,6941 ,5963
S27 170 2,8824 ,4045
528 170 2,7235 ,6154
529 170 24824 ,7396
S30 170 2,7647 ,5136

170 2,6588 ,6259
TOTAL 170 75,14 9,64

n: Number in Subsample M: Arithmetic Mean, Sd: Standard Deviation
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Table 1 shows the arithmetic means and standard deviation values of the general
test in total and its items. When the mean values of the test items were compared, it
was found that Item 17 had the highest means, while Item 16 had the lowest.

The results of the Turkish DeMoulin Self-Concept Developmental Scale (for
children aged 5-6 years) in an administration with an interval of 7 days, give in
Table 2.

Table 2
The Child-Teacher-Mother Total and Subscales

CHILD M N Sd Std. E. R
Pre-Test Total 5000 30 6,0663 1,1075 *,607
Post-Test Total )000 30 7,1293 1,3016
Pre-Test Self Efficacy 1333 30 3,3211 ,6064 *615
Post-Test Self Efficacy 1333 30 3,8299 ,6992
Pre-Test Self Esteem 667 30 3,5848 ,6545 ,*516
Post-Test Self Esteem 3667 30 4,0742 ,7438
TEACHER
Pre Tests Total 40,8333 30 2,2141 ,4042 ** 341
Post Tests Total 42,2000 30 1,0954 ,2000
Self Esteem Pre-Test 41,1000 30 1,6887 ,3083 ** 379
Self Esteem Post-Test 41,5667 30 1,0400 ,1899
Self Efficacy Pre-Test 81,9333 30 2,8640 ,5229 **439
Self Efficacy Post-Test 83,7667 30 1,3309 ,2430
MOTHER
Pre Tests Total 40,0000 30 3,0057 ,5488 *594
Post Tests Total 40,3000 30 2,3216 A239
Self Esteem Pre-Test 40,1667 30 1,8399 ,3359 *521
Self Esteem Post-Test 40,3667 30 1,7317 ,3162
Self Efficacy Pre-Test 80,1667 30 4,0093 ,7320 ** 440
Self Efficacy Post-Test 80,6667 30 3,3665 ,6146

M: Arithmetic Mean, N: Total Number Sampel, Sd: Standard Deviation, Std. Error:
Std.E ; R:Multiple

correlation, *p<,01 **p<,05

As shown in Table 2, the results obtained for the test’s general total were 0.607,
and the total was statistically significant at 0.01. The results obtained in the self-
efficacy subscale increased to 0.61. The correlation coefficient for the self-esteem
subscale was the lowest (0.51), yet statistically significant at 0.01 as well.
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The results of test-retest reliability coefficient for the general total of the
DeMoulin Self-Concept Developmental Scale (for children aged 5-6 years) are give in
Table 3.

Table 3
Test—Retest Reliability Coefficient for The General Total Of The Demoulin Self-Concept
Developmental Scale (for children aged 5-6 years).

N R L

Test-retest

correlation 170 ,607 P<,01
*p<,01

As shown in Table 3, for the results of the tests administered to the children, the
test-retest reliability coefficient was 0.607 and was significant at 0.01.

The results of the internal consistency coefficients for the general totals of the
Demoulin Self-Concept Developmental Scale (for children aged 5-6 years) are give

in Table 4.

Table 4
The Internal Consistency Coefficients for The General Totals Of The DeMoulin Self-
Concept Developmental Scale (for children aged 5-6 years).

Internal Consistency n R p
Technique

Cronbach’s alpha 170 * 8851 p<,01

Spearman 170 * 8851 p<.01

Guttman 170 *,8805 p<01

*p<,01

As shown in Table 4, the maximum reliability was obtained by Cronbach’s alpha
and the Spearman method (0.88), while the minimum reliability was obtained by the
Guttman method (0.88).

The 1tem analysis results for the DeMoulin Self-Concept Developmental Scale (for
children aged 5-6 years) are give in Table 5.
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Table 5
Item Analysis Results for The DeMoulin Self-Concept Developmental Scale (for children
aged 5-6 years).

Item Itemn Total Item Remaining Distinctiveness
Number N ; » ; » ‘ sd »

S1 170 *,699 p<,01 *,6505 P<,01 12,461 90 p<,01

S2 170 *,289 p<,.01 *,2276 P<,01 4,352 90 p<,01

S3 170 *509 p<,01 *,4481 P<,01 8,289 90 p<,01

S4 170 *,588 p<,01 *,5225 P<,01 9,164 90 p<,01

S5 170 *153 p<,01 *,1009 P<,01 1,575 90 p<,01

S6 170 *570 p<,01 *,5158 P<,01 7,526 90 p<,01

S7 170 *369 p<,01 *,3145 P<,01 3,702 90 p<,01

S8 170 *,609 p<,01 *5613 P<,01 7,512 90 p<01

S9 170 *,600 p<,01 *,5541 P<,01 8,906 90 p<,01
S10 170 *507 p<.01 *,4419 P<,01 7,270 90 p<,.01
S11 170 **,088 p>05 **,0189 p>05 1,318 90 p>,05
S12 170 *,785 p<.01 *,7482 P<,01 16,810 90 p<,01
S13 170 *,158 p<,01 *,1032 P<,01 2,236 90 p<,01
S14 170 *,442 p<,01 *,3785 P<,01 7,317 90 p<,01
S15 170 *,635 p<,01 *,5856 P<,01 9,581 90 p<,01
S16 170 *,265 p<.01 *2217 P<,01 3,851 90 p<,01
S17 170 *,385 p<,01 *,3520 P<,01 3,696 90 p<,01
S18 170 *,608 p<,01 *5749 P<,01 7,515 90 p<,01
S19 170 *,500 p<,01 *,4575 P<,01 5112 90 p<,01
520 170 *,408 p<,01 *,3635 P<,01 4,693 90 p<,01
S21 170 *,496 p<01 *4271 P<,01 6,299 90 p<,01
S22 170 *523 p<.01 *,4478 P<,01 11,055 90 p<,01
523 170 *,602 p<,01 *,5580 P<,01 7,652 90 p<,01
S24 170 *,652 p<,01 *,5992 P<,01 11,242 90 p<,01
525 170 *,460 p<,01 *,4092 P<,01 5,550 90 p<,01
526 170 *,306 p<,01 *,2673 P<,01 3,308 90 p<,01
S27 170 *531 p<.01 *,4825 P<,01 5,832 90 p<,01
528 170 *433 p<,01 *3678 P<,01 6,547 90 p<,01
S29 170 *414 p<,01 *,3683 P<,01 5,152 90 p<,01
S30 170 *,588 p<,01 *,5431 P<,01 7,814 90 p<,01

N: Total number sampel, Sd: Standard deviation, *p<,01 **p<,05



64 Nalan Kuru Turash
[

Three types of item analyses—item total, item remainder, and distinctiveness—
were employed. Excepting Item 11, all scores are arranged in order, beginning with
the child who earned the highest total score. Findings related to validity and validity
criteria for the DSCDS, MRESS, and MSEAS totals, subscales, and total scores are
shown in Tables 6 and 7. Here, significant relationships were found between the
DSCDS and MRESS and the subscales of the labyrinth and line at a significance of
0.05, and between all other subdimensions at a significance of 0.01.

The results of relationships between totals and subscales for the Marmara
Readiness for School Scale and the DeMoulin Self-Concept Developmental Scale (for
children aged 5-6 years) are give in Table 6.

Table 6

Relationships Between Totals And Subscales for The Marmara Readiness For School
Scale and The Demoulin Self-Concept Developmental Scale (for children aged 5-6
years).Scales and Sub-Dimensions between which Relations were Examined

N r P
D. Self Concept Scale (Total) & Readiness for School- Mathematics 40 *737 p<01
D. Self Concept Scale (Total) & Readiness for School- Science 40 *612 p<01
D. Self Concept Scale (Total) & Readiness for School- Voice 40 *719 p<01
D. Self Concept Scale (Total) & Readiness for School- Line 40 *020  p>,05

D. Self Concept Scale (Total) & Readiness for School- Mathematics- 40 **115 p>.05
Labyrinth

D. Self Concept Scale (Total) & Readiness for School- Mathematics- Total 40 *782 p<01

<,01  *p<,05

As seen in Table 6, significant relationships were found between DSCDS and
MRESS and the sub-scales of labyrinth and line at the level of .05 and between all the
other sub-dimensions at the level of .01.

The results of relationships the totals and subscales between the DeMoulin Self-
Concept Developmental Scale (for children aged 5-6 years) and Marmara Social-
Emotional Adjustment Scale are give in Table 7.
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Table 7

Relationships The Totals And Subscales Between The Demoulin Self-Concept
Developmental Scale (For Children Aged 5-6 Years) And Marmara Social-Emotional
Adjustment Scale. Scales and Sub-Dimensions in which Relationships were Examined

N r p
D.S.C. Scale (Total) & MSEA - Communications with Peers 40  **379 p<,05
D.S.C. Scale (Total) & MSEA - Reacting in accordance with Social Situation 40  *612 p<,01
D.S.C. Scale (Total) & MSEA - Delaying Personal Satisfaction 40  **273 p<,05

D.S.C. Scale (Total) & MSEA - Behaving in accordance with the Requirements 40  *665 p<,01
of Social Life

D.S.C. Scale (Total) & MSEA - Positive Approach to Social Environment 40  *664 p<,01
D.S.C. Scale (Total) & MSEA - Reacting to Negative Social Situations 40  *671 p<,01
D.S.C. Scale (Total) & MSEA - Total 40 %765 p<,01

<,01  *p<,05

As shown in Table 7, significant relationships were found between the DSCS and
MSEAS regarding the subdimensions of ‘communication with peers’ and ‘delaying
personal satisfaction” at a significance of 0.05 and between all other subdimensions at
0.01.

Reliability of the DSCDS for children aged 5-6 years. According to the arithmetic
means and standard deviations of the DSCDS’s self-esteem subscale and test items,
the highest score possible is 45. The mean of the study group was 38.07, meaning that
a mean close to the highest possible score was obtained. While the means of all items
exceeded 2.0, the means of Items 16 and 22 were below 2. The mean of means of all
items was 2.53 (see Table 1). For the results of the tests administered to the children,
the test-retest reliability coefficient was 0.607 and significant at 0.01 (see Table 3).
When the characteristics of preschool children were considered, including their
relative inability to read and write and the abstractedness of the topic of self-concept,
this result was observed to be rather high.

According to the item analysis procedure results for the child’s total, except for
Item 11, all items yielded statistically significant results and proved to be valid and
reliable (see Table 5). According to the arithmetic means and standard deviation
values of the self-efficacy subscale of DSCDS for children aged 5-6 years and the test
items, the highest score possible was 45. The mean of the study group was 37.064.
While the means of all items exceeded 2, only the mean of the Item 13 was below 2
(1.24). However, the total score correlation confidence of the item total was high. As
such, it was included within the scope of the test. When these results and the
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aforementioned characteristics of preschool children are considered, the reliability of
DSCDS for children aged 5-6 years was quite high (0.166)

Validity of the DSCDS for children aged 5-6 years. For the validity of the scale, the
self-concept test was first administered to the children in the study group, and the
same test was administered to the children’s mothers and teachers in order to
determining the children’s perceptions of their self-concept. The correlations between
the administration results were examined, after which criteria validity was applied.
Since a test to determine self-concept levels of children in this age group with the
same scope was unavailable, the MSEAS and MRESS were administered for criteria
validity and the correlations examined.

According to the DSCDS for children aged 5-6 years in terms of child-mother-
teacher administration correlations, the highest correlation was obtained among the
DSCDS teacher-child total scores (0.86). In the teacher-mother administrations, the
lowest correlation was obtained from the self-esteem subscale perception (0.46).
According to the relationships between the DSCDS's self-efficacy and self-esteem
subscales and MRESS's total and subscales, no significant relationship was found
except between the line and labyrinth subscales, though significant relationships
were found between all the scales and their subdimensions at 0.01 (see Table 6).

According to the relationships between the DSCDS's self-efficacy and self-esteem
subscales and the MSEAS's total and subscales, significant relationships were found
between the DSCDS self-efficacy subscale and the MSEAS, namely for the
subdimension of ‘delaying personal satisfaction’ subdimension, between the self-
esteem subscale and the subdimension of ‘communication with peers’ at a
significance of 0.05, and between all the other scales and their subdimensions at a
significance of 0.01 (see Table 7). When these results were examined together, the
criteria validity for the DSCDS for children aged from 5-6 years was deemed quite
high. The results obtained in this study suggest that the DSCDS for children aged 5-6
years is a valid and reliable tool in determining self-concept levels of 5- and 6-year-
old children.

As a result of the Turkish linguistic equivalency and the validity and reliability
studies of the DSCDS, some items were modified, while others remained the same.
Accordingly, in its original version, the scale consisting of 30 items and two
subdimensions (i.e., self-esteem and self-efficacy) was reduced to 29 items, given the
insufficiency of the validity and reliability level of Item 11 determined as a result of
the validity and reliability studies, though the subdimensions remained the same.
The self-efficacy subdimension provides analysis for sensitivity to school, while the
self-esteem subdimension provides analysis for sensitivity to oneself; the sum of two
subdimensions points to the self-concept level. Though the scale did not originally
specify an age group, it was limited to 5- and 6-year-old children for the validity and
reliability studies.

Discussion and Conclusion
In the adaptation process of the DSCDS for Turkish children aged 5-6 years,
internal consistency coefficients for the general total maximum reliability was found
with Cronbach’s alpha and Spearman methods (0.88), while the lowest reliability rate
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was found with the Guttman method (0.88). According to the internal consistency
coefficients for the self-sufficiency subscale, the highest internal consistency rate of
children’s self-sufficiency was obtained with the Spearman method (0.83), and the
lowest rate with Cronbach’s alpha (0.79). The test-retest reliability coefficients for the
self-sufficiency subscale were 0.516 among the implementation results performed on
children and were determined to be significant at 0.01. According to the internal
consistency coefficients for the self-esteem subscale, the highest internal consistency
rate was obtained with the Spearman method (0.83), and the lowest rate from
Cronbach’s alpha (0.80).

In the statistical procedures made with 950 children for the original scale, the
primary and secondary measurements—gender, age, and other role-determining
conditions —did not make any significant difference, and the reliability coefficients
were found to vary between 0.79 and 0.91 (DeMoulin, 2000b, p. 35). As shown, the
results of the present study are very similar to the results of the original. Considering
the relative inability of children aged 5-6 years to read and write and the
abstractedness of the topic of self-concept, these results are quite high. Furthermore,
the criteria-related validity of the scale appears to be high. However, a comparison
seems impossible, since no criteria-related validity can be gauged in the English
version. Factors such as gender and socioeconomic status had an important impact
on measurements. For the original form of the scale, there was no significant
difference between means for 359 girls and 294 boys (DeMoulin, 2000b, p. 36).

There are different scales in Turkey to measure children’s self-concepts.
However, these scales generally necessitate literacy or are designed to measure the
self-concepts of children with different developmental characteristics. On this point,
the Coopersmith Self-Esteem Inventory (1967), the Piers-Harris Self-Concept Scale
for Children (1959), and the Efficacy and Social Acceptance Scale for Children
(Harter & Pike, 1984) can be counted among the most frequently used measurement
tools in the world for measuring children’s self-concepts (Oner, 1997, p. 443).

One of these tools—the Piers-Harris Self-Concept Scale for Children—was
translated into Turkish. The test-retest reliability coefficients calculated with data
obtained from 447 students in the study of the adapted scale by Catakli (1985) were
0.72 for primary schoolers, yet varied between 0.72 and 0.91 for secondary schoolers.
The internal consistency coefficients, on the other hand, were 0.87 for primary
schoolers and 0.86 for secondary schoolers (Oner, 1997, pp. 443-448).

As can be seen, the validity and reliability coefficients of the Piers-Harris Self-
Concept Scale for Children are similar to the results of this study. Two important
details are that the scale is intended for primary- and secondary-school students and
the consistency coefficients rise as the age groups become older. Once again, the
problems encountered while measuring the abstractedness of the topic of self-
concept in preschoolers emerge here.

Another self-concept scale translated into Turkish is the Efficacy Perception for
Children, which was completed by Onder (1997) with the name Self-Concept Scale
for Small Children. The scale aims to collect information about different dimensions
of self-concepts of preschoolers aged 4-6 years with different characteristics,
including developmental differences and premature birth. In the validity and
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reliability study that Onder (1997) performed on 146 children from a middling
socioeconomic level, the internal reliability coefficient was calculated to be 0.88 for
whole scale (Onder, 1997, p. 47).

The present study, which involved adapting a self-concept scale into Turkish and
gauging its validity and reliability, revealed results similar to the reliability
coefficient of DSCDS for children. Similarly, relations between preschoolers’ self-
concept and overall time of attendance at school and gender were investigated. As a
result, it was determined that the overall time of attendance at school can influence
self-concept, though gender does not play any role in this equation. This result aligns
with other research findings.

Regarding this study’s findings, future research could seeks to conduct a norm
study of DSCDS for children aged 5-6 years, given that the validity and reliability of
the scale are now complete. In this way, it would be possible to study a larger sample
of children. At the same time, testing the workgroups of the DSCDS with different
characteristics (e.g., children from low socio-economic levels, children from
nurseries, and children residing at orphanages, among others) by performing
applications of the scale can extend the scope of application, as well as obtain further
data regarding the validity and reliability of the scale.
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I
Demoulin Cocuklar i¢in Benlik Algis1 Olcegi (5-6 yas )'nin
Gecerlik Giivenirlik Calismasi
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Ozet

Problem Durumu: Okul 6ncesi egitimi doneminin kendine has 6zellikleri; tiim gelisim
alanlarinda gerceklesen i¢ ice ve birbirine baghh karmasik stirecleri desteklemeyi,
ihtiyaglart anlamay1 ve onlara uygun egitsel ortami diizenleyebilmeyi
gerektirmektedir. Ttim gelisim alanlar1 birileri ile iliski icindedir. “Benlik Algis1”
duygusal ve sosyal gelisimin 6ncelikli konularindan biridir. Benlik algis1 kisinin
bagkalarmndan aldig1 geri Dbildirimler sonucu kendi hakkinda edindigi
degerlendirmelerdir. Bu sebeple benlik algist insan davramisimin en onemli ve
merkezi konusudur. Benlik algisimn olusumunda en 6nemli devre ¢ocukluktur. Bu
doénemde yasanan olaylar kisinin kendi hakkindaki yargt ve degerlerini olusturur.
Son giinlerde okul o6ncesi donemde benlik algisinin gelisimi, gelisimi etkileyen
faktorler ile diger gelisim alanlar1 ve okul olgunlugu tizerindeki etkisi konular1
siklikla ele alinmaktadir. Ancak, okul 6ncesi dénemde benlik algis1 konusunda
onemli sikintilardan biri, benligin gelisiminin 6l¢tilmesinin gercekten oldukca zor
olmasidir. Bu zorlugun baslica nedeni olarak bu donemde benlik ile ilgili
farkindaligin hentiz ortaya c¢ikmaya baslamasi ve benlik kavrami iginde ele
almabilecek bir ¢ok faktoriin i¢ ice girmis olmasi dustiniilebilir. Bununla beraber
cocuklarmn okul 6ncesi donemde ¢ocuklarin hentiz okuma yazma bilmiyor olmalari,
aile, yakin cevre ve Ogretmen gibi farkli unsurlarin benlik algis1 tizerindeki
etkilerinin ytiksek olmasi, benlik algistnin oldukca soyut bir konu benligin 6l¢gme
stirecini zorlastiran diger faktorler arasinda sayilabilir. Diinyada gocuklarin benlik
algisinin Slgtilmesinde en ¢ok kullanilan 6lgme araglar1 arasinda Coopersmith
Kendilik Degeri Olgegi (1967), Piers-Harris Cocuklar icin Kendilik Kavrami Olgegi
(1959) ve Cocuklar igin yeterlik ve Sosyal Kabul Edilme Olgegi siralanabilir. Soz
konusu bu olcekler iilkemizde de kullanilmaktadir. Ancak ya okuma yazma
gerektirmekte ya da 6zel gelisim ozellikleri gosteren ¢ocuklarmn benlik algilarini
6l¢mek {tizere tasarlanmis bulunmaktadirlar. Tiirkiye’de normal gelisim gosteren 6
yas cocuklarinda benlik algist diizeyi lgen bir 6lgcek bulunmamaktadir. Bu calismada
normal gelisim gosteren okul 6ncesi ¢ocuklarm benlik algist diizeylerini belirlemeye
yonelik “Demoulin Cocuklar Icin Benlik Algis1 Testi” (5-6yas) ‘nin gegerlik
guvenirlik ¢alismasi yapilarak alanda s6z konusu ihtiyacin karsilanmasina katkida
bulunulmaya ¢alisilmistir.

Aragtirmamn Amaci: Bu arastirmanin amact Demoulin (2000a) tarafindan gelistirilen
Demoulin Cocuklar Igin Benlik Algist Olcegi (DSCDS)yi Tiirkgeye uyarlamak ve
6lcegin normal gelisim seyri izleyen 5-6 yas grubu Tiirk cocuklarin benlik algist
diizeylerini belirlemeye yonelik kullanilabilecegine iliskin gegerlik ve gtivenirlik
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karutlar1 elde etmektir. Arastirmann Yontemi: Arastirma Istanbul’da bulunan dort
ayr1 resmi ilkogretim okullarimn hazirlik simiflarina devam eden ve orta-sosyo
ekonomik diizeyden gelen 5-6 yas grubunda 170 cocuk ile gerceklestirilmistir.
Ayrica 30 ¢ocuk ve 30 anne ile de giivenirlik icin tekrar test yontemi galisiimis ve
¢ocuklarin 6gretmenleri, anneleri ve kendilerine &lgek bir hafta ara ile iki kez
uygulanmistir. Demoulin Cocuklar igin Benlik Algis1 Olcegi(DSCDS) nin kullanimi
ve gecerlik giivenirlik calismasi ile ilgili olarak oncelikle 6lgegin dilsel esdegerlik
calismast yapilmistir. Ardindan uygulama ve analiz ¢alismalarina baglanmuistir.
Arastirmanin verileri, (DSCDS) nin Tiirkceye ¢evrilmis 6zgtin formunun yan sira
Marmara Sosyal ve Duygusal Uyum Olgegi( MASDU) ve Marmara llkigretime Hazir Olus
Olgekleri (MIHOO) kullanilarak elde edilmistir. Verilerin ¢oziimlenmesinde
betimleyici istatistiklerin yani sira agimlayici, dogrulayici faktor analizi ile [ligkili/
Miskisiz Grup T Testi, Pearson Moment Korelasyon Katsayist kullanilmistir. Olgegin
toplamu ile iki alt 6lgeginin i¢ tututarhlik katsayilarmi belirlemek tizere ise, Cronbacf
alfa, Spearman, Guttman tekniklerine bakilmistir. Elde edilen veriler SPSS 10
programu kullanilarak analiz edilmistir.

Aragtirmamn  Bulgulari: Demoulin Cocuklar Icin Benlik Algist Olgegi(DSCDS)nin
kullanmmu ve gegerlik giivenirlik calismast ile ilgili olarak gerekli izinler alindiktan
sonra oncelikle 6lcegin dilsel esdegerlik calismasi yapilmistir. Ardindan, DSCDS nin
olusturulan Tiirkce formu tizerinden gecerlik giivenirlik ¢alismas: yapilmustir. Bu
asamada madde analizi ve ayrit ediciligi islemleri yapilmistir. Buna gore 30 maddelik
Olcegin sadece bir istatistiksel agidan &zellikli olmadig tespit edilmistir. Bunun
disinda tiim maddeler istatistiksel agidan anlamli sonug¢ vermistir. Giivenirlik
katsayisim bulmak tizere, 170 ¢ocugun uygulama sonuglari tizerinde Cronbach alfa,
Spearman, Guttman teknikleri i¢ tutarlilik katsayilar1 uygulanmistir. Maksimum
guvenirlik Cronbach Alfa, Spearman tekniklerinde (0.88), en diisiik gtivenirlik
Guttman tekniginde (0.88)elde edilmistir. Aywrt edicili§i smnamak igin yapilan
calismalarda, dlgegin, cocuk, 6gretmen ve anne uygulama sonuglarinin hem toplam
hem de 6z yeterlilik 6z saygi alt boyutlarindaki korelasyonlara bakilmistir. Ardindan
kriter gegerliligi yapilmistir. Ancak alanda bu yas grubu cocuklarin benlik algisi
diizeylerini belirlemeye  yonelik ayni kapsamda bir test bulunamadigindan,
Marmara Sosyal Duygusal Uyum Olcegi ve Marmara [lkogretime Hazir Olus Olgegi
kriter gecerliligi amaci ile uygulanmis ve korelasyonlara bakilmistir. Sonuglar toplu
olarak degerlendirildiginde Demoulin Cocuklar Igin Benlik Algisi Olgegi (6 yas)'nin
tum olcekler ve alt boyutlar1 arasinda ise .01 diizeyinde anlamli iliskiler
bulunmustur. Demoulin Cocuklar Icin Benlik Algis1 Olgegi (6 yas )'nin 6grencilere
bir hafta ara ile iki kez yapilan uygulama sonuglar1 arasinda test-tekrar test
guvenirlik katsayis1 .607 olarak bulunmustur ve bu sonug .01 diizeyinde anlamlidur.

Arastirmamn Sonug ve Onerileri : 5-6 yas hazirlik grubuna devam eden ve Tiirk
Gelisim Normlarma uygun normal gelisim seyri i¢inde olan ¢ocuklara uygulanan, 29
madde ve iki alt Slcekten olusan Demoulin Cocuklar Icin Benlik Algis1 Olgegi
(DSCDS)'nin  yiiksek nitelikli bir 6l¢me aract oldugu belirlenmistir. Cocuklara
yapilan uygulama sonuglar1 arasinda test-tekrar test gtivenirlik katsayis1 .607 olarak
bulunmustur ve .01 diizeyinde anlamlidir . Demoulin Benlik Algisi testi'nin kriter
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gecerliliginin de oldukga yiiksek oldugu bulunmustur. Bu sonucun okul 6ncesi
cocuklarmn 8zellikleri goz 6niine alindiginda ve hentiz okuma yazma bilinmeyen bir
donemde olmalari, 6lgegin benlik algis1 gibi oldukca soyut bir konu ile ilgili oldugu
gibi faktorler de diistintildigtinde oldukga ytiksek oldugu goriilmektedir.

Gegerlik ve giivenirlik calismasi yapilan Demoulin Cocuklar Igin Benlik Algist
Olgeginin norm gahismast yapilabilir, farkh zelligi olan calisma gruplarina (diisiik
sosyo-ekonomik diizeyde yasayan c¢ocuklar, yetistirme yurdunda kalan c¢ocuklar,
evlat edilmis ¢cocuklar vb.) uygulama yapilarak sinanmasi 6lgegin uygulama alanini
genisletebilir.

Anahtar Kelimeler: Benlik algisi, gecerlik, gtivenirlik, okul 6ncesi, 5-6 yas ¢ocuklar
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Abstract

Problem Statement: The most significant disadvantage of open-ended items
that allow the valid measurement of upper level cognitive behaviours,
such as synthesis and evaluation, is scoring. The difficulty associated with
objectively scoring the answers to the items contributes to the reduction of
the reliability of the scores. Moreover, other sources of error also affect
reliability. When measurement involves more than one source of error, as
in the case of scoring open-ended items, item response theory, which
removes the restriction of the classical test theory, is preferred.

Purpose of Study: The purpose of the study is to assess the infit-outfit
statistics and reliability coefficients of the scores for a statistics exam
composed of open-ended items using the many facet Rasch model
(MFRM) analysis for each source of variability (i.e., students, items, and
raters) and to interpret the reliability of the scores.

Methods: In this study, MFRM was used to analyse the answers given to 10
open-ended items in a Statistics I course; the answers were provided by 55
third year graduate students of the Psychological Counselling and
Guidance Department of the Faculty of Education in the fall semester of
the 2010-2011 academic year. The scoring was performed by three raters
who were experts in statistics and work as academic staff at the university.
Thereby, this study contains the following three sources of variability
(facets): students, items, and raters. Measurement reports, including infit
and outfit statistics, separation indexes and reliability coefficients were
calculated for each facet by FACET computer package programme.

Findings and Results: According to the MFRM analysis, the reliability
coefficients for the student and item facets were .79 and .90, respectively;
moreover, the separation indexes of the student and item facets were 1.95

*Dr. Sakarya University, Sakarya, Turkey, gnguler@gmail.com
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and 2.95, respectively. Additionally, complete consistency was found
between the raters in this study.

Conclusions and Recommendations: The MFRM makes important
contributions to the analysis of measurement results, the development of
measurement tools, the organization of appropriate measurement
circumstances, and the provision of effective training for raters. Because it
is believed to provide important information, the use of the MFRM might
be recommended when analysing the results obtained from exams in
which open-ended items are used and through which important decisions
about the students’ future are made.

Keywords: Open-ended questions, reliability, many facet Rasch model

Introduction

One measurement tool that is frequently used in education is the open-ended
item. These items enable students to freely communicate their answers and allow
educators to analyse the insufficiencies and mistakes that cannot be analysed using
other typical measurement tools, such as multiple-choice items (Hong, 1984). Open-
ended items also enable students to pursue the process of thinking and strategy
formation. Thus, those items help educators to understand each student’s level of
knowledge and asses how they structure their knowledge. Compared to multiple
choice items, open-ended items offer three distinct advantages. Firstly, they remove
the ability to select correct answers by chance, thus lessening measurement errors
associated with other methods, which ultimately ensures the ability to obtain more
reliable results. Secondly, open-ended items also eliminate the students’ ability to
select the correct answer through a process of elimination. For instance, for the
equation 2(X + 4) = 38 - X, students can find the correct answer with a multiple choice
item by simply replacing X with the values given in the options and computing the
answers, thereby succeeding despite not using the approach that is being assessed. In
this instance, the measurement is actually assessing a different approach than the
intended one, thereby leading to a decrease in the construct validity of the test. This
is not an issue with open-ended items. Thirdly, open-ended items do not permit
students to use corrective feedback in order to find the correct answer after a failed
attempt; note that this is an issue with multiple-choice items (Bridgeman, 1992). For
example, when a student fails to find the correct answer among the options on a
multiple choice item, they can return to the question and employ a new strategy in
an attempt to find the answer.

Despite the advantages, open-ended items also present some disadvantages. For
example, a large portion of the time allocated for the entire assessment must be
dedicated to writing the answers rather than thinking about them. This means fewer
items can be included for a given amount of time permitted for the assessment,
which lowers the sensitivity and the content validity of the measurement tool
(Ozgelik, 1998). Moreover, one of the most significant disadvantages of open-ended
items that allow the valid measurement of upper level cognitive behaviours, such as
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synthesis and evaluation, is scoring. The difficulty associated with objectively scoring
the answers to the items contributes to a reduction in the reliability of the scores.
Therefore, a great many studies have analysed the scoring of items (Alharby, 2006;
Geer, 1988; Giiler & Gelbal, 2010a; Hong, 1984; Levia, Rios, & Martinez, 2006). When
open-ended items are rated as correct-incorrect (0-1), intra-rater reliability (i.e.,
whether or not a rater gives the same scores to the same answers at different times)
and inter-rater reliability (i.e., whether or not different raters give the same scores to
a specific answer) must be tested. The method commonly used to assess these aspects
in the classical test theory (CTT) is the calculation of the Pearson product-moment
correlation coefficient between the scores. A correlation value close to 1 suggests that
consistency between scorings (i.e., rating reliability) is high, whereas a value close to
0 means that scoring reliability is low. However, note that the correlation coefficient
is influenced by the size of the sample and that it is independent of the score
averages; in fact, these are the greatest restrictions to its use. In this case, the t test
between the score averages should be used when two scoring situations are
available, and ANOVA should be used alongside the correlation coefficient in cases
with more than two scoring situations (Goodwin, 2001; Gtiler & Gelbal, 2010b).

In addition to the scoring of answers given to for open-ended items, other sources
of error can affect reliability. For example, different reliability coefficients can be
calculated for various sources of error, such as the internal consistency for each item
on the entire test and test-retest reliability (i.e., the consistency between answers
given by the same student for the same items at different times), both of which are
available with the CTT. Note that reliability cannot be assessed using a method
through which all the sources of error are simultaneously assessed. In cases of
measurement that contain more than one source of error (e.g., the case of scoring
open-ended items), the generalizability theory and item response theory are
preferred because they remove the restriction of the CTT. This study examines the
reliability of scores from open-ended statistical items by using the many facet Rasch
model (MFRM), which is an extension of the Rasch model developed by Linacre
(1989). The MFRM is part of the item response theory, and the sources of student,
item, and rater variability are treated together.

Many Facet Rasch Model

The MFRM is conceptually similar to regression analysis; i.e., the dependent
variable is the logistic transformation of the probability of the rates of scores that a
student can achieve on an item, and the independent variables are the sources of
variability (facets), such as a student’s level of ability, an item’s level of difficulty,
and a rater’s level of severity/leniency in scoring (Randall & Engelhard, 2009). Thus,
a MFRM in which three facets are available can be stated as follows:

Log (Psirc / Psirc~1) = Bs - Di - Cr - Fc

7814

Psire: The probability of student “s” being rated on item “i” by rater “r” with
category c.

i

Psire1: The probability of student “s” being rated on item “i” by rater “r” with
category c-1.
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Bs: The ability of student “s.”.
Di: The difficulty of item “1.”

u_n
T.

C;: The severity of rater
F.: The difficulty of the step up from category c-1 to category c.

MFRM enables parameter predictions that are independent of the sample in
relation to each facet. More specifically, item response theory is based on the
supposition that no interactions exist between the facets; in contrast, the
generalizability theory supposes that interactions do exist between them (Smith &
Kulikowich, 2004). The latter approach allows for the observation of the levels of
different facets, such as students’ levels of ability, raters” levels of severity/leniency
in scoring, and the levels of difficulty for items, on a single linear scale (i.e., usually
called the logit scale). On such a scale, each student’s level of ability is included as
predictions that are independent of the distributional properties of certain items and
independent of the scores given by certain raters. Similarly, predictions can be made
for the levels of difficulty for the test items and raters’ levels of severity/leniency,
both of which are independent of the distributional properties of the other facets
(Smith & Kulikowich, 2004). Moreover, students who are not considered to be a
source of variability (facet) in the generalizability theory and who are described as an
object of measurement are also considered as a source of variability in the MFRM.
Thus, it is possible to simultaneously calculate separate reliability coefficients for
each facet (e.g., students, items and raters) (Alharby, 2006).

The probabilities of students” answers are called “log-odds” and are represented
on a logit table with “log-odds” units or “logits” units. Increasing positive values on
the logits table reference high abilities for students, a high level of difficulty for the
items, and increased severity for the raters; accordingly, high negative values are
related with lower levels of ability for students, lower levels of difficulty for the
items, and leniency in scoring for the raters. The visibility of the levels of each facet
on such a logit table allows the researcher to see the ordering of the levels of the
facets and the size of the difference between each element of each facet (Giiler &
Gelbal, 2010a; Hetharman, 2004).

In the MFRM, the infit and outfit statistical values are used to evaluate the
suitability of the data. Additionally, the reliability of the separation index is also
examined for each facet. This coefficient is an indicator of the extent to which the
elements in the source of each variability (e.g. individuals or items) are separated
from each other and is the proportion of the real score variance to the observed score
variance. It is calculated using the following equation:

R =SD2- MSE / SD2

Here, SD2 represents the observed variance in a facet, while MSE represents the
squared average of the prediction error (i.e., the square of the standard error)
(Engelhard, 1994; Randall & Engelhard, 2009). Andrich (1982) gave detailed
explanation how the separation index is obtained as well as the relationship with the
KR-20 coefficient in detail (as cited in Engalhard, 1994, pg.62). In accordance with the
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determination of rater consistency, high values for the reliability of separation index
for raters predicate that there are significant differences in rater consistency.

The FACET programme, i.e., a software package that computes the MFRM, can
be used to produce a table showing the unexpected responses in addition to logit
scale, infit and outfit statistics and reliability coefficients for each facet. In cases with
facets with low reliability, unexpected response tables can provide important
information to diagnose what the source of unacceptable reliability value. In fact, the
table shows which rater has scored which student’s answer in an unexpected way.
For instance, in a case with three raters, if the first rater has given a low score to the
tenth student for their answer to the second item, whereas the second and third
raters have given higher scores for the same response, this table will contain
information to reveal this situation. Thus, it helps to detect unexpected responses
when they emerge and helps the researchers to determine what the sources of low
reliability and to plan more reliable measurement conditions. The research
conducted by Nakamura (2002) offers information on the education of raters and on
the revision of items; it is a good reference for those who wish to obtain further
knowledge on this particular aspect.

This study uses the MFRM analysis to compute the separation indexes and
reliability coefficients of the scores for a statistics exam composed of open-ended
items for each facet (i.e., students, items, and raters) and to interpret the reliability of
the scores.

Method
Researc Design

This is a descriptive survey and qualitative research method was used. In the
study the MFRM to analyse the answers given to 10 open-ended items.

Study Group

This study uses the MFRM to analyse the answers given to 10 open-ended items
in a Statistics I course; the answers were provided by 55 third year graduate students
of the Psychological Counselling and Guidance Department of the Faculty of
Education in the fall semester of the 2010-2011 academic year. Twenty nine of the
students were female and twenty six were male.

Research Instrument and Procedure

The scoring was performed by three raters who were experts in statistics and
work as academic staff at the university. In order to prepare the answer key for the
test, the raters answered the items separately and then compared their answers;
consequently, they agreed on the common answers for the answer key. Moreover, in
case answers provided by students required comments from the raters, all potential
answers were also noted. Thus, an answer key was jointly formed, and the raters
used this common answer key to independently perform scorings of the tests. One of
the statistic items is shown in Table 1 as an example.
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[
Tablel

Examples of the Statistics Questions

Question: The number of correct answers from 8 students on a 20-item mathematics

exam.

Students Number of

correct
answers
1 6
2 13
3 16
4 19
5 9
6 1
7 6
8 10

According to table;
a) Find the mode, median, and mean of the data.

b)  Draw the histogram of the data and interpret
it (At most 3 sentences).

The standard deviation for the number of correct
answers is 6. The same students also took physics,
chemistry, and Turkish exams, each of which included
20 items, and the standard deviations for the number
of correct answers in the physics exam, the chemistry
exam, and the Turkish exam were 8, 3, and 5,
respectively.

According to these standard deviations, interpret the
variability of the students’ correct answers in 3
sentences or less.

As such, this study contains the following three sources of variability: students,
items, and raters. Measurement reports, including infit and outfit statistics and
standardized residual values, were calculated for each facet. The FACET computer
package programme developed by Linacre (2007) was employed in the analyses of

the answers.

Results

The logit table for the scores given by the three raters for the answers from the 55
students on the 10 item test is presented in Figure 1.
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Figure 1: Logit Map for Three Facets

This figure presents the results for all the sources of variability on a single linear
scale. As can be seen in the column where the students (i.e., “examinees”) are shown,
the students were ordered based on their scores from -1 to 1, i.e., from those with the
fewest correct answers to those with the most correct answers. Thus, student 2
showed the least ability, whereas students 19, 9, and 14 demonstrated the highest
ability level. In the column showing the items ranked according to difficulty, the item
closest to -1 is the item with the lowest level of difficulty (i.e., the least difficult), and
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as the item approaches 1, its level of difficulty increases (i.e., it becomes more
difficult). Hence, the least difficult items are number 1 and 2, and the most difficult
item is number 10. In the raters’ column, the movement from -1 to 1 demonstrates a
movement from the most lenient rater to the strictest rater. From Figure 1, the three
raters included in the study performed at the same level of severity/leniency; i.e.,
they all scored at the level of 0 logits in terms of scoring. Table 2 shows the analysis
report in relation to the students.

Table 2
Students” Measurement Report

Obsod ~ Obsod  Obsvd  Fair-M Model Infit Quifit
Score Count Average Average Measure S.E. MnSq Zstd Mns Z;t Nu Student
300 30 (.00  1.60) Ma:r"m“ 19 19
298 30 9.9 9.94 95 41 03 0 03 0 9 9
298 30 9.9 9.94 95 41 03 0 0.2 0 14 14
297 30 9.9 9.91 83 31 05 0 0.7 0 6 6
295 30 9.8 9.85 69 22 12 0 0.8 0 18 18
295 30 9.8 9.85 69 22 1.1 0 0.4 0 22 22
290 30 9.7 9.70 54 14 0.8 0 03 0 26 26
290 30 9.7 9.70 54 14 0.7 0 05 0 44 44
289 30 9.6 9.67 52 13 0.7 0 0.4 0 10 10
289 30 9.6 9.67 52 13 0.8 0 0.4 0 10 10
289 30 9.6 9.67 52 13 0.6 0 05 0 41 41
288 30 9.6 9.65 50 13 0.7 0 0.4 0 8 8
288 30 9.6 9.65 50 13 0.7 0 0.9 0 31 31
286 30 95 9.59 47 12 0.6 0 0.4 0 5 5
281 30 94 9.45 42 10 0.7 0 0.9 0 1 1
280 30 93 9.42 41 10 1.1 0 0.8 0 11 11
280 30 93 9.42 41 10 1.0 0 05 0 46 46
279 30 93 9.39 40 09 0.7 0 0.7 0 52 52
278 30 93 9.36 39 09 12 0 05 0 34 34
276 30 9.2 9.30 37 09 0.6 0 0.4 -1 4 4
274 30 9.1 9.24 36 08 0.9 0 0.7 0 53 53
267 30 8.9 9.04 32 07 13 0 1.6 0 25 25
265 30 8.8 8.98 31 07 1.1 0 0.9 0 15 15
255 30 85 8.67 26 06 0.7 0 0.8 0 33 33
255 30 85 8.67 26 06 12 0 1.0 0 38 38
256 30 85 8.70 26 06 0.7 0 0.6 0 45 45
252 30 84 857 25 06 1.0 0 0.9 0 49 49
249 30 83 8.48 24 06 1.1 0 1.0 0 23 23
238 30 7.9 8.11 20 06 0.8 0 1.0 0 7 7
235 30 7.8 8.01 19 05 0.8 0 0.8 0 29 29
234 30 7.8 7.98 19 05 1.1 0 1.1 0 50 50
231 30 7.7 7.88 18 05 0.9 0 0.9 0 37 37
233 30 7.8 7.94 18 05 0.9 0 1.0 0 39 39
228 30 7.6 7.77 17 05 14 1 15 1 51 51
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Table 2 Continue
Obsud  Obsod  Obsod  FairM = Model Infit Mng”tﬁt S Ne Student
Score Count  Average  Average S.E. MnSq Zstd q d
220 30 73 7.49 15 05 12 0 1.1 0 35 35
220 30 7.3 7.49 15 05 12 0 12 0 54 54
201 29 6.9 711 12 .05 14 1 15 1 28 28
197 30 6.6 6.67 09 05 1.1 0 1.0 0 27 27
196 30 6.5 6.63 09 05 1.0 0 1.0 0 42 42
190 30 6.3 6.41 08 05 12 0 12 1 24 24
187 30 6.2 6.30 07 05 12 0 1.1 0 48 48
181 30 6.0 6.08 06 05 13 1 13 1 20 20
183 30 6.1 6.15 06 05 08 -1 08 -1 21 21
183 30 6.1 6.15 06 05 0.9 0 0.9 0 36 36
167 30 56 5.56 03 04 0.8 -1 0.8 -1 43 43
154 30 5.1 5.09 01 04 1.1 0 1.0 0 13 13
146 30 49 4.80 -01 04 1.0 0 1.0 0 17 17
139 30 4.6 454 -02 04 1.0 0 0.9 0 55 55
136 30 45 443 -03 04 0.9 0 0.9 0 32 32
109 30 3.6 3.48 -08 05 0.9 0 08 0 47 47
104 30 35 331 -09 05 12 0 1.1 0 3 3
106 30 35 3.37 -09 05 1.0 0 12 0 30 30
101 30 34 3.20 -10 05 1.1 0 14 1 40 40
79 30 26 2.46 -15 05 12 1 17 1 16 16
31 30 1.0 0.94 -33 08 14 0 1.0 0 2 2
226.7 30.0 7.6 7.61 26 09 0.9 0.0 09 01  mean(cou.=55)
67.2 0.1 22 2.30 27 08 03 0.7 03 08  sp.
RMSE (Model): .12 Adj.S.D.: .24 Seperation: 1.95 Reliability: .79
Fixed (all same) chi-square: 398.2  d.f.: 53 significance: .00
Random (normal) chi-square: 43.5  d.f.:52 significance: .79

According to the last column in Table 2, student 19 is the most capable student
(i.e., with the logit score of 2.00), and student 2 is the least capable student (i.e., with
the logit score of -0.33). The infit and outfit statistics should be examined in order to
check the consistency between the data and the model (Randall & Engelhard, 2009).
The outfit statistic is the mean-square of the residuals between the observed data and
the expected data and is quite sensitive to the unexpected extreme values (Engelhard,
1994). For instance, it is sufficiently sensitive to detect a student giving an incorrect
answer to an easy question although he/she gave correct answers most of the other
questions. On the other hand, the infit statistic is less sensitive to extreme values than
the outfit statistic. The desired value for the infit statistic is 1. Values above 1 indicate
that the data contains more variance than expected, whereas values below 1 indicate
that the data contains less variance than expected (i.e, interdata dependence)
(Hetherman, 2004). In the case of fit between the data and the model, the expected
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value for both mean-squares is 1. The value limits mentioned in the literature for
both the infit and the outfit statistics are rather similar. The acceptable values range
between 0.6 and 1.5 according to Lunz, Wright, and Linacre (1990), whereas Turner
(2003) reported the acceptable range as 0.5 to 1.5. Thus, students numbered 9, 14, 22,
26, 10, 12, 8, 5, 4, and 25 display infit and outfit statistics outside the acceptable
values. Finally, the separation index in the last line was 1.95, and the reliability
coefficient was 0.79. Note that the reliability coefficient is interpreted to be equivalent
to Cronbach’s alpha or to the generalizability coefficient (Nakamura, 2002). Thus, the
internal consistency coefficient of the test is acceptable. The values for the items are
shown in Table 3.

Table 3

Items’ Measurement Report

Obsvd  Obsvd Obsvd Fair-M Model Infit Outfit

Score Count  Average Average Measure SE. MnSq Zstd MnSq Zstd Nu ftems
914 162 5.6 6.36 18 .02 1.1 1 1.3 1 10 10
1108 162 6.8 7.96 .07 .02 1.0 0 1.2 0 4 4
1134 162 7.0 8.13 .06 .02 1.0 0 0.8 0 6 6
1195 162 74 8.50 .02 .03 1.0 0 0.8 0 9 9
1243 162 7.7 8.75 -.01 .03 1.0 0 0.7 -1 8 8
1271 162 7.8 8.88 -.03 .03 1.0 0 0.7 -1 3 3
1281 162 7.9 8.93 -.04 .03 1.0 0 0.7 0 7 7
1336 162 8.2 9.16 -.08 .03 14 2 14 1 5 5
1334 161 8.3 9.18 -.09 .03 0.9 0 0.6 -1 1 1
1352 162 8.3 9.22 -.09 .03 0.8 -1 0.5 -1 2 2

1216.8 161.9 7.5 8.51 .00 .03 1.0 0.1 0.9 -0.5 Mean (count:10)
128.4 0.3 0.8 0.83 .08 .00 0.2 1 0.3 1.0 S.D.

RMSE (Model): . Adj.S.D.: .08 Seperation: 2.95 Reliability: .90

Fixed (all same) chi-square: 105.2 d.f.:9

Random (normal) chi-square: 9.1

d.f.:8

significance: .00

significance: .34

According to Table 3 and Figure 1, the most difficult item is number 10 (i.e., with

the logit value of 0.18), and the easiest items are 1 and 2 (i.e., both with the logit value
of -0.09). A close examination of the infit and outfit statistics of the items clearly
reveals that those values are within acceptable limits for all of the items (i.e., the
values are between 0.5 and 1.6). The separation index for the items was 2.95, whereas
the reliability coefficient was calculated as 0.90. Upon examining the order of items
according to the level of difficulty, we found that the first two items were the easiest
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for the students, while the final item was the most difficult; moreover, the rest of the
items were close to each other in terms of difficulty, i.e., at the medium level. When
the items on a test vary in terms of difficulty level, ordering them from easiest to
most difficult will help reduce students’ test anxiety, thereby allowing the educator
to obtain the students’ real scores and raising the reliability of the scores. From this
perspective, the items in the study were well organised according to the level of
difficulty. The values for the raters are shown in Table 4.

Table 4

Raters’ Measurement Report

Obsvd Obsvd  Obsvd Fair-M Measure Model Infit Outfit N Raters
Score Count  Average  Average SE. MnSq Zstd MnSq  Zstd

3991 540 74 8.55 01 01 1.0 0 09 0 3 3
4074 539 7.6 8.70 .00 01 0.8 -2 0.8 -1 1 1
4103 540 7.6 8.74 -.01 .01 1.2 2 0.9 0 2 2
4056.0  539.7 75 8.66 .00 01 1.0 02 09 -08 Mean (count:3)
475 05 0.1 0.08 .01 .00 0.1 22 0.0 02 s.d.

RMSE (Model): .01 Adj.S.D.: .00 Seperation: .00 Reliability: .00

Fixed (all same) chi-square: 1.5 d.f.:2 significance: .48

The consistency of the scores assigned by the raters is very important for the
reliability of the scoring. Differences in scoring can often be observed between raters
in an environment with more than one rater even when the raters have been
provided with a well-designed, shared working programme to help them assign
consistent scores. Since the differences in scoring are reflected in the students’ scores,
this creates a bias and threatens the reliability of the scores (Nakamura, 2000). From
this perspective, the data in Table 4 indicates that the three raters in this study
approached scoring with very similar severity/leniency. More specifically, rater 3
was the most severe (i.e., with a logit value of 0.019), whereas rater 2 was the most
lenient (i.e., with a logit value of -0.01); additionally, the logit value for rater 1 was 0.
In contrast to the separation indexes for the students and the items, the desirable
value for the separation index for the raters is close to 0. If complete consistency
exists among the raters” scoring, then the separation index will be 0 (Nakamura, 2000;
Linacre, 1989). As is evident in Table 4, the separation index for the raters is 0;
therefore, complete consistency was achieved with the raters in this study. In
addition to these results, the statistics for the categories can be seen in Table 5.
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Table 5
Category Statistics
Data Quality Control Step calib. Expectation
mea most Thurst. Cat
s counts o O Av. Exp. Out , . n at prob threshold peak
< used % mean mean fit nean s catg -5  from at pr.%
0 267 ! 16 03 03 8 ¢ 1 L 100
6 . . . 60) ow ow
1 5 0 17 .03 -.01 9 3.96 08  -31 4;4 -.08 1
2 18 1 18 -01 02 4 127 08 w19, -.08 3
3 25 2 19 .06 .06 6 -29 08  -11 1-5 -.06 4
4 6 0 20 .06 .09 5 1.50 08 -05 (;8 -.04 1
1 -
5 162 0 30 13 12 8 -319 .08 .00 03 -.04 17
6 3 0 30 .05 16 4 4.13 07 .05 .03 .05 0
7 5 0 30 24 20 5 -33 07 11 .08 .05 0
8 37 2 33 24 25 7 -1.78 07 19 15 .05 3
9 41 3 35 32 .30 1.1 17 06 31 24 .07 3
10 1050 g 100 37 37 1.1 291 .06 (';-’8 44 .00 .08 100

The data in Table 5 shows that the frequencies of the values in the 0.5 to 10
category ranging in the 0 to 10 scoring category are very low. These mid values are
not very often used in scoring. Thus, a similar study should be conducted for scoring
with three categories containing the scores 0.5 to 10.

Discussion and Conclusions

The MFRM has been used in many measurement settings to simultaneously
provide a considerable amount of useful information about many facets (e.g.,
students, items, occasions, or raters) in a single analysis (Atilgan, 2005; Basttirk, 2010;
Nakamura, 2002; Nakamura, 2000; Semerci, 2011). This study used the MFRM to
analyse the scores that three raters assigned to the answers given by 55 students on a
statistics test containing 10 open-ended items. This enables us to gather detailed
information on each facet in the assessment and to interpret the results as a whole.
As demonstrated in the study, the information for each facet is accessible through
separate analysis report tables, and the position of students, items, and raters in
relation to each other on the logit table easily communicates information about the
three facets. The extent to which separation indexes and reliability coefficients for
each facet and the data as a whole yield reliable results can be examined in the
analysis report tables. Furthermore, the infit and outfit statistics and the presence of
any unsuitable elements within each facet can be identified. Consequently,
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inappropriate items can be changed or removed from the prospective measurement
tool, and when unsuitability among the raters is identified, required education can be
provided to alleviate the situation (Nakamura, 2002). The data in this study indicates
that the reliability was not adversely affected by any of the sources of variability. The
inter-rater reliability in particular is very good. Since the infit and outfit statistics did
not exceed the desired values, no unexpected responses were identified; however,
too many scoring categories (i.e., 10) were used, and categories other than 0, 5, and 10
were not used very much. Therefore, if that statistics test was used again in the
future, a reduction in the scoring categories available to the raters would be more
appropriate.

Therefore, the MFRM makes important contributions to the analysis of test results
by easily allowing the simultaneous assessment of many perspectives; moreover, it
can be used in the development of measurement tools, in the organisation of the
appropriate measurement circumstances, and in the provision of effective training
for raters (Kim, Park, & Kang, 2012; Looney, 2012; Nakamura, 2000; Revesz, 2012).
Because it is believed to provide important information, the use of the MFRM might
be recommended when analysing the results obtained from exams in which open-
ended items are used and through which important decisions concerning the
students” futures are made. In addition to this, since one unique part of the MFRM is
the detailed information in the rater measurement report, it can be used not only for
educational settings but also for other assessment conditions with more than one
rater (e.g., performance assessment in medicine, engineering, or art).
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Ozet

Problem Durumu: Egitimde kullanilan 6l¢me arag ve yontemlerinden biri de agik-
u¢lu maddelerdir. Agik-uclu maddeler, 6grencilerin cevaplarmi kendi ifadeleriyle
ozgiirce aktarabilmelerini saglarken diger bazi 6lgme araglarryla analiz edilemeyen
eksikleri/hatalar1 analiz edebilmeyi de miimkiin kilar. Agik-uglu maddeler
ogrencilerin diisiinme ve strateji kurabilme siirecinin izlenmesini; 6grencinin bilgi
diizeyinin ve bilgiyi nasil yapilandirdigimin daha gegerli sekilde anlasilabilmesini
saglar. Acik-uclu maddelerin, ¢coktan se¢meli maddelere gore baslica ti¢ avantajt
bulunmaktadir: 1. Sans basarisin1 ortadan kaldirarak bu sebeple olusacak 6l¢me
hatasini azaltip; daha gtivenilir sonuglara ulasiimasim saglar. 2. Coktan se¢meli
maddelerde 6grenci, dogru cevabi seceneklerden giderek de bulabilmektedir. Ancak
bu tir bir saglama yapilarak dogru cevaplamak, agik-u¢lu maddelerde miimkiin
degildir. Ornegin; 2(X+4)= 38-X esitliginde X degerinin bulunmasinda; 6grenci
seceneklerde verilen degerleri denklemde yerine koyarak dogru cevabi bulabilir.
Halbuki o6grenciden bilmesi istenilen ¢6ztim yolu bu degildir. Bu durum, 6lgmenin
istenilen yapidan farkli bir yapiy1 6l¢mesine sebep olacaktir ki bu da testin yap1
gecerliginin diismesine yol agar. Acik-uglu maddelerde yap1 gecerligini tehdit eden
bu tiir bir faktér bulunmamaktadir. 3. Coktan segmeli maddelerin dogasinda yer alan
istenmeyen diizeltici déniitin yapilmasma izin vermez. Ogrenci, dogru cevabi
seceneklerde bulamaymca soruya tekrar doniip yeni bir stratejiyle cevabi bulma
yoluna gitmektedir. A¢ik-u¢lu maddelerde bu tiir bir durum s6z konusu degildir.

Ozellikle sentez ve degerlendirme gibi st diizey biligsel davranis basamaklarmim
gecerli bir sekilde olctilebilmesini saglayan agik-uglu maddelerin en onemli
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dezavantaji ise puanlanmasidir. Acik-uglu maddelere verilen cevaplarin objektif
puanlanmasindaki gticliik, elde edilen puanlarin giivenirligini diistiren 6nemli
sebeplerden biridir. Agik-uclu maddelere giivenirligi etkileyen farkl hata kaynaklar:
da bulunmaktadir. Sinavin biittiniinii olusturan her bir maddenin i¢-tutarlilig, farkl
zamanlarda ayni maddelere ayni 6grencilerin verdikleri cevaplar arasindaki tutarlig
ifade eden test-tekrar test giiveniligi gibi klasik test kurami (KTK)'nda yer alan herbir
hata kaynagi icin farkh giivenirlik katsayilart hesaplamak miimkiindtir. KTK'da tim
hata kaynaklarinin ve bunlar arasindaki etkilesimin birlikte ayn1 anda ele alinabildigi
bir yontemle gitivenirligin hesaplanmasi miimkiin olmamaktadir. Agik-uglu
maddelerde oldugu gibi hata kaynaklarinin birden fazla oldugu 6l¢me durumlarinda
KTIK'mn bu smrhligim ortadan kaldiran genellenebilirlik ve madde tepki
kuramlarinin (MTK) kullanilmasi tercih edilmektedir.

Bu calismada, agik-uclu istatistik maddelerinden alman puanlarin gtivenirligi;
6grenci, madde ve puanlayic yiizeyinin birlikte ele alindigt MTK’da yer alan, Rasch
modelinin bir uzantis1 olan ¢ok ytizeyli Rasch modeli (CYRM) kullanilarak
incelenmistir.

Arastirmamn Amaci:Bu ¢alismada, agik-uglu maddelerden olusan istatistik sinavi
puanlarinin CYRM analiziyle herbir ytizey (6grenciler, maddeler ve puanlayicilar)
i¢in uyum indeksleri ve gtivenirlik katsayilarmin bulunmasi, sonuglar dogrultusunda
puanlarin giivenirliginin yorumlanmasi amaglanmustir.

Aragtirmamn Bulgulari: Arastirmada yer alan 55 6grencinin 10 maddeye verdigi
cevaplarin i¢ puanlayici tarafindan puanlanmasiyla elde edilen veriler logit cetvelle
incelenmistir. Bu cetvelde tim ytizeylerin sonuglarimi ortak bir dogrusal olcek
tizerinde gérmek miimkiindiir. Cetvelde, 6grenci stitunu incelendiginde, -1'den 1'e
maddeleri en az dogru cevaplayan 6grencilerden en ¢cok dogru cevaplayanlara dogru
bir siralama yer almaktadir. Boylece, en az basar1 gosterenin 2. (logit puani -0.33); en
yiiksek basar1 gosterenlerin 19. (logit puan 2.00), 9. ve 14. 8grenciler oldugunu agikca
gormek miimkiindir. Maddelerin yer aldig: stitunda da -1’e en yakin madde, giicliik
diizeyi en diistik (en zor) iken; 1’e yaklastikca maddelerin giicliik diizeyleri artmakta
(en kolay)'dir. Boylece, en zor 1. ve 2.; en kolay 10. maddenin oldugu goriilmektedir.
Puanlayic stitununda -1'den 1'e; en comert puan verenden en kati puanlayiciya
dogru bir gidis s6z konusudur ve {i¢ puanlayicinin da puanlamadaki katilik-
comertlik diizeylerinin aym oldugu (0 logits diizeyinde) gortilmektedir. Verilerin,
modele uyumunu i¢ ve dis uyum istatistikleri gostermektedir. Dis-uyum, gozlenen
ile beklenen veriler arasindaki artiklarin kareler ortalamasidir ve beklenmedik ug
degerlere karsi oldukca duyarlidir. Ig-uyum ise dis-uyuma gore uc degerlere karst
daha az duyarlidir. Ig-uyum icin istenilen deger 1 olup; daha biiytik degerler
verilerin beklenenden daha fazla degisim gosterdigini, daha kiiciik degelerse
beklenenden daha az degisim oldugunu (veriler aras1 bagimlilik) gosterir. Verilerin
modele uyumlu olmast durumunda her iki kareler ortalamas: i¢in de beklenen
degerler 1'dir. Alan yazinda uyumun oldugunu séyleyebilmek tizere; dis ve i¢ uyum
i¢in belirtilen sinir degerler ¢ok biiytik farkliliklar gostermemektedir. Kabul edilebilir
degerler (0.6, 1.5) ya da (0.5, 1.5) araliginda yer almaktadir. Buna gore; 9, 14, 22, 26,
10, 12, 8, 5, 4, 25 numaral1 6grenciler kabul edilebilir smirlarin disinda i¢ ya da dis
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uyum degerleri gostermislerdir. Son olarak, ayirma indeksinin 1.95 ve gtivenirlik
katsayisimin .79 oldugu gortilmiistiir. Buradan, testin i¢-tutarlilik katsayisinin kabul
edilebilir dtizeyde oldugu soylenebilir.

Maddeler icin elde edilen analiz sonuglar1 incelendiginde (Sekil 1), en zor 10. (logit
degeri 0.18), en kolay 1. ve 2. maddeler (logit degeri -.09) dir. Maddelerin i¢ ve dis
uyumlar1 incelendiginde, tiim maddelere iliskin bu degerlerin kabul edilebilir
sinirlar (0.5, 1.6) icinde yer aldig1 gortilmektedir. Maddelere ait ayirma indeksi 2.95,
guvenirlik katsayis1 .90 olarak bulunmustur. Bu bilgiler disinda, maddelerin gti¢liik
diizeylerine gore siralamasi incelendiginde, ilk iki maddenin 6grencilere en kolay, en
son maddenin en zor geldigi ve diger maddelerin gticlik diizeyleri acgisindan
birbirine yakin ve orta diizeyde oldugu gortilmektedir. Sinavlarda yer alan
maddelerin gtigliik dtizeyleri farkhilik gosterdiginde, maddelerin kolaydan-zora
dogru siralanmasi dgrencilerin smav kaygisinin diismesine yardmmci olacak; bu
durum ogrencilerin gercek puanlarim gorebilmemize dolayisiyla puanlarin
guvenirliginin artmasina katki saglayacaktir. Bu acidan incelendiginde, maddelerin
guicliik diizeylerine gore iyi organize edildigi sdylenebilir.

Puanlayici 6lgme raporu incelendiginde, ti¢ puanlayictnin puanlama agisindan
birbirine ¢ok yakin comertlik-katilik diizeyinde oldugu sdylenebilir. Puanlamada en
kat1 3. (logit degeri 0.01), en comert 2. (logit degeri -0.01) puanlayicinin ve 1.
puanlayicinin 0 logit degerine sahip oldugu goriilmektedir. Puanlayicilara iliskin
ayirma indeksinin, 6grenciler ve maddeler icin elde edilenlerin aksine 0’a yakin bir
deger almasi istenir. Puanlayicilarin puanlamalar1 arasinda tam bir tutarhlik s6z
konusuysa, ayirma indeksi 0 olacaktir. Puanlayicilarin ayirma indeksi O olup,
puanlayicilar arasinda tam bir tutarliligin oldugu sdylenebilir.

Ayrica, calismada yer alan puan kategorilerine iliskin yer alan raporda kategoriler
icin frekans ve ytizde degerleri elde edilmistir. Buna gore; 0, 5 ve 10 puanlar
arasinda kalan degerlerin frekanslar1 oldukca azdir. Bu ara degerlerin puanlamada
¢ok kullanilmadig soylenebilir. Boylece, benzer bir calismanin sadece 0, 5 ve 10
puanlarindan olusan {ii¢ kategori tiizerinden diizenlenmesinin uygun olacag:
soylenebilir.

Sonug ve Oneriler: CYRM analizi, 6lgmedeki farkl yiizeylere iliskin hem tek tek ve
ayrintili bilgi edinmemizi saglarken hem de bir biitiin olarak elde edilen sonuglarin
yorumlanmasina izin vermektedir. Herbir ytizeye iliskin bilgiler ayr1 ayr1 sunulan
analiz tablolartyla incelenebilirken, ytizeylerin ortak logit-cetveliyle tim ytizeylerin
birbirine gore durumu aymi anda kolayca goriilebilmektedir. Analiz rapor
tablolarinda, herbir yiizey i¢in ayirma indeksi ve gtivenirlik katsayis1 degerleriyle
verilerin bir biitiin olarak ne o&lctide giivenilir sonuglar verdigi; i¢c ve dis uyum
katsayilariyla herbir ytizeyde yer alan elemanlar icinde uyumsuzluk gosterenlerin
olup olmadig: teshis edilebilmektedir. Boylelikle, maddeler arasinda uyumsuzluk
gosteren bir maddenin daha sonraki Slgmeler igin diizeltilmesi/6l¢gme aracindan
¢ikarilmasi, puanlayicilar icin gozlenen uyumsuzluk durumunda puanlayicilara
gerekli egitim programlarmin diizenlenmesi saglanabilir. CYRM'nin 6lgme
sonuglarmin pek ¢ok yoniiyle ayni anda ve kolaylikla incelenebilmesinde, 6l¢me
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araclarmin gelistirilmesinde, uygun o6lgme kosullarmin diizenlenmesinde 6nemli
bilgiler sundugu soylenebilir. Ozellikle &grencilerin gelecegine iliskin Snemli
kararlarin alindig birden fazla puanlayicinin bulundugu smavlardan elde edilen
sonuglarm analizinde CYRM'nin kullanilmasi 6nerilebilir.

Anahtar kelimeler: Acik-uclu maddeler (agik-uglu sorular), Giivenirlik, Cok ytizeyli
Rasch modeli
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Abstract

Problem Statement: Societies want to ensure that their children receive an
education that includes an emphasis on good character. Therefore,
character education classes in schools are an effective means of achieving
this goal. Character education curricula in societies that are experiencing
global changes strive for their students to gain universal values.
However, although character elements are similar, character education
applications and individual attitudes and behaviors can vary from
country to country. This situation is due to the fact that societies have
different socio-cultural, economic and religious beliefs, which effect
character education curricula regarding societal behaviors.

Purpose of Study: The purpose of this research is to determine and
compare the perception of certain character values among middle school
students who attend American and Turkish schools. When reviewing
these countries” character education curricula, it seems that they have
many similar traits. However, differences in their societal backgrounds
reveal student’s perspectives about certain character values. Recognizing
similarities and differences that exist between American and Turkish
middle school students” values about good character, this study will try
to explain the reasons for such differences.

Method: In this study, a quantitative method was used as the research
design. The research sample consisted of 286 American and 278 Turkish
students. Survey results were evaluated with the SPSS statistical

program.

Findings and Results: Descriptive statistics for each character value shows
that each country’s students demonstrated their highest intensity on
issues of substance abuse. However, the lowest intensity focused on
environmentalism with the American students and multiculturalism
with the Turkish students. Empathy and tolerance were the highest in
terms of mean difference between the two countries’ students. In
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contrast, American and Turkish students have the lowest mean
difference in terms of responsibility and multiculturalism.

Conclusions and Recommendations: Student responses indicated that each
country’s students have different perspectives on certain core values.
One of the most highly contrasted characteristics of America and Turkey
is diversity and multiculturalism. This situation offers both more
opportunities and more challenges to Americans. However, the survey
results show that American students can be adversely affected in terms
of tolerance and empathy. Communal living, parental and peer effects
on the students’ responsibility and substance dependency are also
apparent in their effects on the students. Educators recognize that
societal differences can impact a student’s ability to gain good character
values.

Keywords: Character education, good character, different values,
comparative education.

Introduction

All societies want to have citizens who have good character. The sustainability of
society depends on citizens who protect their cultural values. All people believe that
education is essential for having a strong society and raising citizens who have good
character. What can we do to ensure that our children will grow up with good
character? The answer to this question presupposes a systematic way of teaching
character education. Character education is an effective program for schools; it
values students with good character and schools with a positive school climate.
Knowing why they are in school helps students develop a better character by helping
them see how what they are learning leads to success in their life goals (Tully, 2009).
Although schools know that character education is important, they do not know
what they can do to create quality character education in their daily curriculum. To
answer these questions, it is helpful to define character and character education.

Character is defined as “the complex set of psychological characteristics that
motivate and enable an individual to act as a moral agent, ie, the subset of
psychological characteristics that lead one to want to and be able to do the right
thing.” This definition has been simplified by the Character Education Partnership
(2008) and defined as “understanding, caring about and acting upon core ethical
values.” These definitions include properties of a good person such as empathy,
compassion, conscience, moral reasoning, moral values, moral identity, perspective-
taking, moral indignation, moral sensitivity, etc. (Berkowitz & Hoppe, 2009), and
they are not formed automatically. Good character is developed through an effective
and appropriate teaching process. In this process, schools are the basic institution for
students to learn good character. Today, media tools such as television and Internet
can affect children negatively, because children often spend much more time with
media tools than with their families. Therefore, communication is decreased between
parents and children. Negative pressure of the media and ineffective parent
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communication can produce children who are annoying, disrespectful and
aggressive within the society (Kirkorian, Wartella, & Anderson, 2008). Schools can
decrease the negative effects of media tools. With a good character education
program in the schools, independent thinking and strong moral principles can help
children make correct choices even in stressful situations. Thus, students can become
polite, dependable and influential members of society (Creasy, 2008). In this case,
schools” responsibilities and challenges in relation to character education have
increased significantly in modern times. Clearly, Kevin Ryan, Director of the Center
for the Advancement of Ethics and Character at Boston University, stated, “Rather
than being the schools” latest fad, character education is the schools’ ‘oldest mission’
(as cited in Schaeffer, 1999, p. 2).

What is Character Education?

Character education is the exact and ever-developing set of experiences designed
to promote positive social attitudes and related behaviors that encourage the growth
of social competence and a congenial disposition. This learning is supported by the
development of opportunities that introduce students to six valued traits, and it
provides direct instruction in the common traits of self-control and feelings
management, such as respect, responsibility, trustworthiness, fairness, caring, and
honesty. In other words, students from early childhood years onward are tutored in
the principles of mediation and positive communication, which develops the
characteristics of conscientiousness, affability, and an inner confidence that allows
them to successfully engage in new adventures and experiences (White & Warfa,
2011).

Good character education should incorporate some core properties, which are
gathered under the following two traditions. One of these traditions is social and
emotional learning (SEL). SEL skills presented to students include good study habits,
effective skills for group work and positive classroom participation, emotional
competence, thoughtful problem solving, and nonviolent decision making (Elias,
2010; Cagatay, 2009). Another tradition is character and moral education (CE).
Schools that incorporate CE emphasize safe learning environments, prevention of
peer bullying, victimization, discipline problems, reduction of cheating, and
promotion of ethical development in order to produce public-spirited citizens (Elias,
2010). Also, social and sporting activities are important for students’ character
development (Ustiinyer, 2009). When these ideas are presented successfully, schools
effectively prepare their students for life.

Assessing Character Education in Different Educational Systems: America and Turkey

Obviously, certain character traits are useful in order to make a society function.
Although character elements are similar, character education applications can vary
from country to country. Because this research is conducted among American and
Turkish students, a review of these countries’ character education programs is
important.

In the United States, character education has changed over time. Until the 1950s,
character education was not highly valued, because America was involved in an
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economic revolution, and it had to offer specialized courses in these fields. After
World War I, civic values gained importance. From 1960-70, the country experienced
a cultural revolution. Ethical dilemmas and controversies resulting from this
revolution included emerging concepts of individualism, personalism, and
relativism. Recently, an increase in violent events in schools and individual conflicts
has obligated school programs to emphasize character education in the U.S.
(Beachum & McCray, 2005). As a result, character education has received attention
among educators and policy makers and has become a high priority both for now
and in the future (Edgington, 2002).

Six core universal moral values have been currently emphasized in American
schools. These values were outlined by a group including 29 people from state school
boards, teachers' unions, universities, ethics centers, youth organizations, and
religious groups. Those people participated in what has come to be known as the
“Aspen Conference” in Mississippi in July 1992 (Terri, Dunne, Palomares & Schilling,
1995). They agreed that character education should include the values of
trustworthiness, respect, responsibility, justice and fairness, caring, civic virtue and
citizenship.

Now, according to statistical data, 18 U.S. states have mandated character
education through legislation, 18 states have encouraged character education
through legislation, 7 states have supported character education but have no current
legislation, and 7 states have no legislation specifically addressing character
education in their schools (The Character Education Partnership, 2011).

In Turkey, character education applications have been in practice for a longer
time. In the beginning, this education generally motivated students to adopt a
successful social life. From 1920 to 1980, Turkey primarily emphasized the values of
responsibility, cooperation and sensitivity. The values of respect, trustworthiness,
justice and civic virtue were also important for students. Since 1980, Ataturk
nationalism has gained greater importance. The goal is to raise all individuals as
citizens who are committed to the principles and reforms of Atatiirk and to the
nationalism of Atatiirk as expressed in the constitution. Character education further
promotes raising citizens who adopt, protect and promote the national, moral,
human, spiritual and cultural values of the Turkish nation, who love and always seek
to exalt their family, country and nation, who know their duties and responsibilities
towards the Republic of Turkey which is a democratic, secular and social state
governed by the rule of law, founded on human rights and on the tenets laid down
in the preamble to the Constitution, and to exhibit these individual behaviors.
Turkish nationalism continued with the 2005 character education curriculum, which
emphasizes multiculturalism (Keskin, 2008) along with commitment to the state of
Turkey. Turkish schools still use this curriculum, and this program of character
education is integrated into the social studies curriculum. As a result, the Turkish
social studies curriculum includes similar values to those recognized in America.

Each theme in the Turkish social studies curriculum emphasizes at least one
value. Values correlate with curriculum standards. For example, the “production,
distribution, and consumption” theme emphasizes the importance of resources for
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Turkey’s economy and what can be done to improve areas such as skilled labor,
payment of taxes and environmental awareness. This theme also correlates the
“responsibility” value with its standards. Another example is the "global
connections" theme. This theme mentions Turkey’s relations with other countries in
economic, political and social cooperation. In addition it emphasizes that when
natural disasters or other catastrophes occur, cooperation and solidarity are
priorities. As such, this theme has been associated with the "helpfulness" value (Milli
Egitim Bakanligi, 2011). Thus, students are encouraged to associate values with
specific issues.

When American and Turkish character education programs are reviewed, it is
seen that common values exist in both countries’ education programs. However,
perspectives on good character may change these countries’ middle school students
who have different cultural characteristics. For this reason, this study was designed
to gather and compare data on American and Turkish students” views and attitudes
about good character, and it was based on a case study approach. Specifically the
following research questions were addressed:

e Is there a difference in students’ character scores on the character survey
based on the interaction of nationality and gender?

e What similarities and differences exist between each country’s students’
values about good character?

Method
Research Sample

The purpose of this study is to determine middle school (6th, 7th and 8th grade)
Turkish and American students” attitudes related to their values. With this purpose,
school survey was used as a research design in this study. The reason this selected
study group focuses on middle school students is that at this level character
education has been strongly infused in each country. The selected American study
group was a middle school located in San Diego, California. The Turkish study
group was a middle school located in Ankara. It is noteworthy that in each school the
socio-economic level is similar according to the demographics of the city. The survey
was conducted in each school during the 2011 spring semester. The participants in
this study were 286 American and 278 Turkish middle school students, totalling 564.
Among the students, 21% (n=118) were American females, 30% (n=168) were
American males, 23% (n=130) were Turkish females and 26% (n=148) were Turkish
males.

Research Instrument and Procedure

This study is intended to determine differences between Turkish and American
students” perspectives about good character. The survey instrument was created by
the researcher. First, educational systems and curriculums were reviewed for each
country to determine the place of character education. Next, character education
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standards and curriculum values were listed and compared. Field literature was
reviewed and survey items were composed. When statements were prepared for the
survey, common values of each country were emphasized. The survey was divided
into two sections. The first section asked participants their personal information such
as gender and grade level. The second section involved 40 statements that were
constructed for the purpose of measuring views about good character. After the
survey was completed, its content was evaluated by two American Art and
Character Education instructors in San Diego (U.S.) and two Turkish social studies
teachers in Ankara (Turkey). They responded positively that the survey items
reflected the aims of character education, and the survey was valid in reflecting
student attitudes toward character education. The prepared survey was conducted
with the 75 students. The pilot test helped to ensure validity and reliability of the
survey. The conducted survey was assessed using the SPSS. According to the
statistical analysis of the pilot test, some statements who had a lower score were
removed from the survey. Finally, the survey statements were reduced to a number
of 25.

The survey items indicate a large range of character values. Respect for others,
honesty, politeness, tolerance, multiculturalism, empathy, responsibility, charity,
citizenship, environmentalism, substance dependency and socialization are items
queried in this survey. Table 1 shows example statements reflecting values in the
survey.

Table 1
Some Items of the Character Survey
Character Values Items
Respect for others I could never pay back my mother for all she has done.
Honesty I tell the truth even though I may receive a consequence.
Politeness It is important for me to use manners.
If I am being tolerant of other people, I make friends much more
Tolerance .
easily.
Multiculturalism Everyone who lives here has to adapt to our cultural values.
Empathy I can put myself in somebody else’s place and understand how he/she
feels.
Responsibility I get annoyed with myself if I do not turn my homework in on time.
Charity If I give help to poor people, they will probably become lazy.
Citizenship I'am honored that I am a member of American society.
. . I would like to join an environmental protection association as a
Environmentalism
volunteer.
Sociability I share my sadness and my happiness with my friends.
Substance

dependency Marijuana usage turns peoples’ lives upside down.
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Data Analysis

In the first phase of the analysis, the survey statements were coded. The survey
statements asked the respondents to rate their agreement with statements about the
value of good character, using a 5-point Likert scale from 1= strongly disagree to
5=strongly agree on the positive items. Items with negative statements had reversed
coding (1= strongly agree to 5= strongly disagree). After coding the survey items, the
survey validity and reliability were determined. The result of the survey’s validity
analysis was KMO .866. That point was significant for the survey’s validity, because
KMO values must range up to .60 for survey factorability (Buytikoztiirk, 2010;
Tabachnick & Fidell 2001, as cited in Worthington & Whittaker, 2006). The alpha
reliability coefficient of the survey indicated .82. After the survey was proven as
valid and reliable, students’ responses were determined using mean and standard
deviation. Next, the students’ average scores from each country were compared
using independent sample t-tests about certain character values. In addition to
determining students’ gender and nation interaction two-way ANOVA statistical
analysis was used.

Results

The results of this study indicate that American and Turkish students have
significant differences in relation to some character values. In the study, key
indicators for character education included respect, helpfulness, friendship,
tolerance, honesty etc. Relevant responses about character perspectives of American
and Turkish students are discussed below.

In order to determine the differences in total character scores based on nationality
(Turkish and American) and gender, scores were analyzed by means of a 2x2 (nation
X gender) factorial analysis of variance. Significant main effects were found for both
nation [F (1, 560) = 39.55; p<0.05] and gender [F (1, 560) = 5.07; p<0.05]. The nation X
gender interaction was not significant [F (1, 560) =,45; p>0.05] making interpretation
of main effects difficult. Turkish females had a mean of 4.32 (SD=.31), while
American males had the lowest mean of 3.60 (SD=.45). Overall, Turkish students had
a statistically significantly higher mean (4.23, SD= .37) than American students (3.68,
SD=.46) (Table2).

Table 2
Descriptive Statistics of Sample Group

Gender American Turkish

N M SD N M SD
Male 168 3.60 45 148 414 .39
Female 118 3.80 45 130 432 31

Total 286 3.68 46 278 4.23 37
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American and Turkish students” perspectives about some character values have
different points in terms of statistical analysis. Table 3 indicates descriptive statistics
for means and standard deviations according to each nation’s students and compares
these values with the t test.

Table 3

The Result of The t-test on the American and Turkish Students’ Opinions about Survey’s Values

American Students Turkish Students

Some Core Values N M SD M SD Mean Dif. t p
Responsibility 564 3.77 .887 3.66 742 11 1.677 094

Multiculturalism 564 3.14 1.251 3.34 1.368 .20 1.862  .063

Charity 564 3.69 .825 4.11 .833 42 6.075 .000*
Sociability 564 3.94 .662 437 618 43 7.966  .000*
Politeness 564 4.21 .856 4.66 17 45 6.787  .000*
Substance abuse 564 4.31 .946 4.88 495 .64 8.886  .000*
Citizenship 564 4.05 1.155 4.74 704 .69 8.604  .000*
Environmentalism 564 2.99 1.129 3.68 1.009 .69 7.599  .000*
Honesty 564 3.31 .840 4.04 798 73 10.563  .000*
Respect for others 564 3.92 .690 4.67 430 75 15.430 000*
Empathy 564 3.38 922 423 951 .85 10.734  .000*
Tolerance 564 3.45 785 432 .679 .87 14.056  .000*

*p<0.05

Descriptive statistics for means and standard deviation values of students’
opinions for each value showed that each country’s students (American students’
average score is 4.31 and Turkish students’ average score is 4.88) demonstrated their
highest intensity on issues of substance abuse. However, the lowest intensity was
focused in the realm of environmentalism with the American students (M=2.99) and
in the realm of multiculturalism with the Turkish students (M=3.34). However,
empathy and tolerance were the highest two mean differences between the two
countries’ students. While American students had an average score of 3.45 regarding
tolerance, Turkish students had a 4.32 average score. In addition, although the
average score of American students on empathy was 3.38, Turkish students had a
4.23 average score for this perspective. In contrast, American and Turkish students
had the lowest mean differences in terms of responsibility and multiculturalism.
Americans scored an average of 3.77 compared to Turkish students 3.66 on
responsibility. The average score of American students’” multiculturalism was 3.14
and Turkish students” multiculturalism average score was 3.66.
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Discussion and Conclusion

Character education has a value for all countries” education systems. McDonnell
(1991) notes that character education is a top priority in order to remedy the national
crisis of the diminishing real character among students (as cited in Beachum &
McCray, 2005). This paper aims to review good character perspectives of middle
school students in the countries of America and Turkey, which have different
cultural features. It also shows which character values are different among students
in these countries’” middle schools. Student responses indicated that each country’s
students have different perspectives on some core values. These results are expected,
because these countries have different social, cultural, economic and religious
backgrounds. One of the most highly contrasting characteristics of America and
Turkey is diversity. The U.S. Department of Homeland Security (2009) explained that
since the 1960s, the number of immigrants arriving in the United States each year has
tripled and includes groups from all over the globe (as cited in Healey, 2011).
Diversity offers both opportunities and challenges to a society like America and its
educators. This feature provides American society with a multitude of enhanced
ways to target, describe and resolve social, economic and political problems.
Diversity also presents important challenges to this nation, to schools and to
educators. As a result students may have erroneous stereotypes, misconceptions and
poor attitudes toward outside racial, ethnic and social class groups (Banks, 2002).
When young students enter formal schooling, their family and societal values can
either be solidified or contradicted as they become part of the school community.
When the ethnicities and cultural backgrounds of students and educators diversify,
their values are also subject to realignment (Manning, 2009). In this case, universal
values are important for both America and other countries which are experiencing
global changes.

Although the teaching of some universal values that are important in the global
world has been emphasized much more recently (Hicken, 2002), student responses
indicated that each country’s students have different perspectives on some values.
The most important differences between the two countries” students are reflected in
the categories of tolerance and empathy. Each value is more positive for Turkish
students than American students. Actually these values are interrelated with each
other. If students show empathy, they can put themselves in another person’s shoes;
they can understand the inner feelings of another person. Thus they can show
tolerance toward other people who think differently from them and do not agree
with their ideas. Increasing lack of tolerance might be a risk for anti-social behaviors
like bullying (Acker, 2007). Also included in tolerance is the idea of students not
making fun of other students who are different from them or from another race, but
instead trying to understand and reach out to these students. If a student has
offended another student, tolerance can be demonstrated by the giving and accepting
of apologies (Prestwich, 2004). In the past decade tales of bullying, isolation leading
to suicide, and more tragically to school shootings, point to the imminent need to
address the causes underlying school violence in America (Hollingshead, Crump,
Eddy & Rowe, 2009). In addition, in American schools, students tend to be
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segregated by social class, race, neighborhood, etc. (Berkowitz & Hoppe, 2009).
However, tolerance, understanding, acceptance, and respect are cornerstones of
sound social studies values, which is premised on the 1997 NCSS position paper on
character education. Therefore, social studies teachers should provide opportunities
for students to understand and to practice character traits that lead to more
enlightened, tolerant, and inclusive understandings from preK to 12t grade, to
provide opportunities for students to understand and to practice values that lead to
more enlightened, tolerant, and inclusive understanding of diversity and acceptance
(Lintner, 2011).

In the study, the highest degree of similarity between the two countries” students
is shown as the values of responsibility and multiculturalism. Some educators
believe that at the heart of character education is the belief that responsible behavior
should be taught, and generally researchers agree that responsibility is a core value
(Edgington, (2002); Richardson, Tolson, Huang & Lee (2009); Dancer (2007); Harak,
(2006); Elias, (2010) in the character education programs. However, in addition to
schools’ participation, parents have an important role in developing this
responsibility in their children. The similarity of each country’s students’
perspectives about responsibility indicated that although parents are from different
cultures, their children’s perspectives are not different in the area of responsibility.
This result can be explained because each country is a democratic society. In a
democratic society, citizens behave honestly, responsibly and fairly. In this context,
perpetuating these values in students is the duty of schools (Schwartz, Beatty &
Dachnowicz, 2006, as cited in Avci, 2011).

An important and positive result from this study indicates that each country’s
middle school students show the highest level of opposition toward substance abuse.
It is clear that all educators and parents share mutual concern that children will
engage in risky behaviors such as substance abuse, which could endanger their lives
and futures (Williams, 2010). In school environments, many character education
programs are geared toward information, prevention, and treatment of substance
abuse and dependency (Elias, 2010; Davis, 2006).

In contrast to substance abuse, American middle school students indicated a low
level of concern about environmentalism. This result can be explained because
independence and individualism are very highly valued in America.
Environmentalism interferes with other freedoms, as it requires a considerable
amount of regulation to be effective. This regulation often interferes with corporate
profitability and individualism. American citizens tend to value medical insurance,
retirement etc. more than the environment. However, in America environmentalism
is seen as a cornerstone for a sustainable environment. There are efforts to develop
more consciousness among American students regarding their environment. For
example, American School & University's Green Cleaning Award Program was created
in conjunction with the Healthy Schools Campaign and the Green Cleaning efforts of
schools around the nation to move forward with green cleaning as they aimed to
embrace green principles and practices (Lustig, 2007). Despite these efforts,
American students do not seem to internalize environmentalism as well as expected,
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though educators might think that developing environmentalist youth is an ongoing
process and students” sensitivity has increased during the past decade.

Turkish middle school students also indicated less concern about
multiculturalism. Multiculturalism has a plural perspective. Respect, tolerance,
kindness, empathy, and sociability can affect this perspective positively. However, in
the study, students have a positive attitude about respect, tolerance etc. in Turkey.
Basbay and Bektas (2009) stated that people who are opposed to multiculturalism
have the idea that multiculturalism injures integration into the society in Turkey. In
spite of this Turkish people who support multiculturalism believe that
multiculturalism can promote cultural richness and emphasize important values of
each individual. (as cited in Unlii & Orten, 2013). Lower level positive
multiculturalist attitudes can reflect students who do not have many experiences
with a multicultural life, and thus this value can be insignificant for them.
Additionally, tolerance is linked with multiculturalism as “majority rule with respect
for minority rights,” and this may be misunderstood by the students. Most school
children quickly grasp the concept of “majority rule” but the idea of “respect for
minority rights” is much more difficult to comprehend (Avery, 2002). This
situation is evident in American students. If we think about multiculturalism among
American students who have many experiences with different cultures, we see their
average score related to multiculturalism is lower than Turkish students' score. This
result can be explained because many American citizens consider the U.S. a super
power and the U.S. culture to be a dominant culture. Especially in Southern
California, where immigration is a huge concern, many people feel other cultures
should adapt to the U.S. culture. However, it is important to note that multicultural
education's goal is to be inclusive and tolerant by exposing all students to the wide
variety of cultural heritagesfound in the schools, districts, states or nationin
America. In this way, American culture moves away from the image of the culturally
dominant Anglo-Saxon Protestant majority, and becomes enriched by the diversity.
During the 1990s, most Americans came toaccept this understanding of
multiculturalism. Typically, more than seven in ten respondents agree with survey
questions asking if schools should “increase the amount of coursework, counseling
and school activities....to promote understanding and tolerance among students of
different races and ethnic backgrounds.” This is afairly new mantra for most
Americans; the rapidity of its acceptance is a testimonial to Americans’ belief in the
need for mutual tolerance and respect in order to solidify its democracy (Hochschild
& Scovronick, 2003).

Finally, societies’ moral practices may differ, but the fundamental moral
principles underlying the practices do not. This point emphasizes universality. The
sense of universality makes teaching character education both easy and exciting. The
study of universally honored virtues keeps us from focusing too much on what
people should do or how they should act. (Jacobs & Spencer, 2001). However, all
countries’ character education programs must assume responsibility for developing
good behaviors. Brimi (2008) emphasizes that although American schools do have
programs, classes, and assemblies to educate students in developing good character
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traits, there is a lack of success in students” daily lives. Students do not participate
fully in these programs, because they feel they are treated like children and the
programs are too repetitive and simple and boring. Thus they dismiss them and go
about their daily lives just as before, without changing their behaviors. This situation
can be a generalization applied to each country’s education systems. To see positive
results of character education in the schools, effective character training methods
must be applied in the learning environment.
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Ozet

Problem Durumu: Toplumlar stirdirilebilirliklerini saglayabilmek igin inandiklar
kilttirel degerlerin toplum bireyleri tarafindan benimsenmesi ve muhafaza edilmesi
gerektigini dustintirler. Bu ideali gerceklestirmede egitim kurumlarinin etkili ve
onemli bir unsur oldugu herkes tarafindan kabul edilir. Okullarn uygulayacaklar:
karakter egitimi programlar1 bireylerin ¢ocukluklarmin ilk yillarindan itibaren
toplumsal yasamda olumlu sosyal beceriler edinebilmelerine ve bu becerilerini
davranmiglara dontstiirmelerine neden olacak saygi, diristlik, sorumluluk,
caliskanlik ve giivenilirlik gibi bazi1 degerleri etkili bir sekilde kazanmalarini
saglayacaktir. Ancak, egitimcilerin de vurguladig1 tizere, karakter egitimi programi
tek basina etkili bir faktor degildir. Cocuklarin aile yasantisindan elde ettikleri
deneyim ve tecriibelerin, medya unsurlarinin ve edinilen arkadas ¢evresinin cocugun
psiko-sosyal davranislarma olumlu ya da olumsuz katkis1 tartisiimasi gereken
onemli faktorler olarak o¢n plana c¢ikmaktadir. Nitekim bu durum sunu
gostermektedir ki, karakter egitiminde g6z ontinde bulundurulan ve biitiin
toplumlarin kabul edecekleri evrensel degerler, okullarn karakter egitimi
programlarinda yer almakla birlikte, toplumlarin kiilttirel o6zellikleri ve bu
ozelliklerin sosyal yasantilarina etkisi farkli toplumlarda yer alan bireylerin farkl
degerlerle donatilmasina neden olmaktadir.

Aragtirmamn Amaci: Bu arastirmanin amaci, ortaokul diizeyindeki Amerikan ve Tiirk
ogrencilerinin baz1 degerlerle ilgili sahip olduklar1 bakis acilarini yansitabilmektir.
Arastirmada, iki tilke ogrencilerinin sahip olduklar1 degerlerle ilgili dustince
benzerliklerinin ve farkliliklarinin neler oldugunu belirlemeye ve bu perspektiflerin
hangi faktorlerin etkisi altinda gerceklesebilecegi ile ilgili yorumlamalarda
bulunulmaya ¢alisilmistir.

Aragtirmamn Yéntemi: Arastirmada tarama yontemi kullanilmistir. Veri toplama araci
olarak da 20 sorudan olusan 51i Likert tipi bir tlcek kullamilmistir. Bu 6lgek, 286
Amerikan ve 278 Tiirk olmak tizere toplam 564 6grenciye uygulanmistir. Elde edilen
veriler ile oncelikle her iki wulusa ait 6grencilerin toplam deger puanlar
hesaplanmistir. Daha sonra bu deger puan tizerinde, ait olunan ulus, sahip olunan
cinsiyet ve her iki degiskenin ortak etkisini hesaplamak tizere ¢ift yonliit ANOVA
istatistik modeli kullanilmustir. Son olarak da her iki tilkeye ait 8grencilerin arastirma
kapsaminda yer alan degerlerle ilgili sahip olduklar1 diistincelerin ulus degiskeni goz
ontinde bulundurularak degisebilirligi bagimsiz 6rneklemler t testi istatistik yontemi
ile tespit edilmistir.
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Aragtirmamn Bulgulan: Istatistiksel analizler sonucunda elde edilen bulgulara gore,
ogrencilerin bir biitiin olarak sahip olduklar1 deger yargilari tizerinde ait olunan ulus
degiskeninin [F (1, 560) = 39.55; p<0.05] ve sahip olunan cinsiyetin [F (1, 560) = 5.07;
p<0.05] istatistiksel agidan anlamli etkileri vardir. Buna karsin ulus ve cinsiyet
degiskeninin 6grencilerin toplam puanlar tizerindeki ortak etkisi istatistiksel agidan
anlaml1 degildir [F (1, 560) = ,45; p>0.05]. Hem Amerikan hem de Tuirk 6grencilerin
kendi iclerinde en yiiksek ortalama puana sahip deger yargilar1 madde bagimliligina
karsi olan tutumlaridir. Amerikan 6grencilerinin kendi iclerinde en diisiik ortalama
puana sahip deger yargilar ¢evrecilik iken, Tiirk 6grencilerin sahip oldugu en diistik
ortalama puana sahip deger yargis1 ise c¢ok kilturliliiktiir. Amerikan ve Tiirk
ogrencilerin ortalama puan acisindan en yiiksek farka sahip deger yargilar tolerans
ve empatidir. Buna karsin, Amerikan ve Tiirk 6grencilerin ortalama puan agisindan
en diisiik farka sahip deger yargilar1 ise sorumluluk ve ¢ok kiilttirliltktiir.

Arastirmamn Sonuglar ve Oneriler: Aragtirma sonuglari, 5gretim siirecinde 6grencilere
her ne kadar evrensel degerlerin benimsetilmesi 6ngoriilse de, uluslarin sahip
olduklari farkli sosyo-ekonomik ve kiiltiirel 6zelliklerin onlarin degerlerle ilgili bakis
acilarina yansimasina neden olabileceginin bir gostergesidir. Calismada Amerikan ve
Tiirk 6grencilerin en fazla tolerans ve empati kurma ile ilgili birbirilerinden farkh
diistincelere sahip olduklar gortilmektedir. Bu durum iki toplumun sahip oldugu
farkli sosyal yasam tarzindan kaynaklanabilmektedir. Amerikan toplumunun, Tiirk
toplumundan daha fazla farkl etnik ve dinsel kokene sahip insanlar1 barindirdig: bir
gercektir. Amerikan toplumunda insanlar bir arada yasamaya daha alistk olmalarina
karsin, toleransm bu toplumda Tiirk toplumundan daha distik seviyede oldugu
goriilmektedir. Bu sonucun en 6nemli nedenlerinden biri, Amerikalilarin kendilerini
“stiper gii¢” olarak gormeleri ve kendilerinin farkli toplumlara ait insanlara hosgori
ve tolerans gostermeleri yerine bu insanlarin kendilerine uyum saglamalar
gerektigine inanmalar1 olabilir. Buna karsin, Amerikan ve Tirk 6grencilerin
sorumluluk ve ¢ok kulturliliik ile ilgili deger yargilarinda birbirlerine en yakin
olduklar1 sonucu goriilmektedir. Sorumluluk, karakter egitimi miifredatinda
ogrencilere kazandirilmas: gerekli goriilen degerlerden bir tanesidir. Ancak, bu
degeri sadece ogretim stirecinde ve okullarda o6grencilere asilamak miimkiin
degildir. Aile yasantis1 da ¢grencilerin sorumluluk sahibi olmalarinda 6nemli bir
etkendir. Her iki toplumda da, 6grencilerin okul ve aile igerisinde tistlendikleri
sorumluluklarin birbirlerine yakin seviyede oldugu séylenebilir. Birbirine en yakin
bir diger deger olan ok kiiltiirliiliik ise, dikkat cekici dzellige sahip ve yorumlanmasi
kolay olmayan bir degerdir. Bu deger, Amerikan ve Tiirk 6grencilerin birbirleri ile
¢ok farkli olmadiklarini gosteren bir degerdir. Oysa cok kiltiirliiliikk, daha ¢nce de
soz edildigi gibi Amerikan toplumunun farkl etnik, din ve kiiltiire sahip insanlar
barindiran bir toplum yapisina sahip olmasi agisindan, Amerikan &grencilerinin
gunliik sosyal yasantilarina yanstyan bir degerdir. Ne var ki, demografik anlamda
daha sade bir toplum yapisina ve daha milliyetci bir anlayisa sahip Turk
toplumunda, o6grencilerin bu degere ait ortalama puanlarinin Amerikan
ogrencilerinden kismen ytiiksek olmasi, gercek yasamda bu degerle ilgili ¢cok fazla
tecriibeye sahip olmasalar da soyut anlamda bu degerle ilgili olumlu bir tutum
icerisinde olduklarimi gostermektedir. Ancak, bu degerin Tiirk dgrencilerinin kendi
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iclerindeki deger yargilar1 arasinda en diistik ortalama puana sahip oldugunu da
vurgulamakta fayda vardir. Bu durum, 6grencilerde tecriibeye dayali yargilarin,
soyut anlamdaki yargilara goére daha baskimn oldugu gercegini bize gostermektedir.
Amerikan 6grencilerinin ise, gevrecilik konusunda en diisiik seviyede duyarliliga
sahip olduklar1 goriilmiistiir. Bu sonug, Amerika’da her ne kadar bu konu ile ilgili
egitimsel faaliyetler gergeklestirilse de cevre sorunlarmin ve ¢evre bilincinin
ogrencilere yeteri kadar verilemediginin bir gostergesi olabilir. Her iki topluma ait
ogrenciler, kendi iclerinde en yiiksek ortalama puana madde bagimlilig1 konusunda
sahiptirler. Giintimiiz gencliginin 6nemli problemlerinden biri olan madde
bagmmliliginin her iki toplumun 6grencileri tarafindan da yadsmmast olumlu bir
sonugctur.

Sonug olarak, farkli toplumlara ait bireylerin deger yargilarinda farklilik olsa dahi,
temelde biittin toplumlar benzer evrensel degerlerin altin1 ¢izmektedirler. Evrensel
degerlerin 6nemsendigi karakter egitimi programlarinin sorumlulugu 6grencilerde
iyi davranslar gelistirmektir. Ne var ki, Amerikan toplumunda 6grenciler karakter
egitimi programlarmin kendi seviyelerinden daha diistik, basit, tekrarci ve sikict
oldugunu dtistinmektedirler. Bu durumu baska {ilkelerdeki karakter egitimi
programlart igin de genellemek miimkiin olabilir. Bu sorunu asabilmek ve
okullardaki karakter egitimlerinin pozitif sonuglarmi gorebilmek igin 6grenme
ortaminda etkili metodlarin uygulanmasi gerekmektedir.

Anahtar Kelimeler: Karakter egitimi, iyi karakter, farkli degerler, karsilastirmali egitim.
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Abstract

Problem Statement: Because communication skills, particularly pragmatic
skills, are fundamental for living an independent life in society, these skills
are vital to the quality of life of individuals with developmental
disabilities (DD) and their families. Studies of the pragmatic skills of
individuals with DD can provide important insights into the
communication skills of these individuals, facilitating the design and
delivery of appropriate and effective services for these individuals and
their families. Thus, describing and comparing the pragmatic language
skills of individuals with Autism Spectrum Disorders (ASD) and
intellectual disability (ID) in Turkey is important because communication
skills represent one of the most important developmental domains for the
quality of life of individuals with DD.

Purpose of Study: The purpose of this study was to explore the pragmatic
language skills of children with DD (ASD and ID) in Turkey.

Methods: This descriptive and relational study was carried out with a
sample of 86 children with DD, including 34 children with ASD and 52
children with ID. Data were collected using the Turkish Version of the
Gilliam Autism Rating Scale-2 (TV-GARS-2) and the Turkish Version of
the Pragmatic Language Skills Inventory (TV-PLSI).

Findings and Results: The results revealed that the majority of the
participants exhibited very poor pragmatic language skills. The results of
the correlation analysis revealed a significant negative correlation between
Autism Index scores and Pragmatic Language Skills Index scores. The
results also revealed significant differences in TV-PLSI scores between
children with ASD and children with ID. Children with ID had a higher
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level of pragmatic skills than children with ASD. Communication Skills
suscale of TV-GARS-2 explained 30 percent of the variance in pragmatic
language skills of children with ASD. In contrast, the other two scales (i.e.,
Stereotyped Behavior and Social Interaction) did not contribute
significantly to the model.

Conclusions and Recommendations: Consistent with the international
literature, Turkish children with DD also exhibit lower levels of pragmatic
skills than children with typical development and children with ID have
higher scores than children with ASD. Communication skills explained
30% of the variance and represented the best predictor of pragmatic
language skills among children with ASD. More studies that include
larger samples are needed. Services and intervention programs should
consider addressing pragmatic language skills.

Keywords: Pragmatic language skills, developmental disabilities, autism
spectrum disorders, intellectual disability, Turkish sample.

Introduction

The American Speech and Hearing Association (ASHA) defines the pragmatic
function of language as the system combining language components (i.e., phonology,
morphology, syntax and semantics) to generate functional and socially appropriate
communication. According to Westby and Cutler (1994), pragmatic communication
skills are fundamental for successfully completing academic and nonacademic tasks
(cited in Leonard, Milich, & Larch, 2011). Bierman (2004) stated that children who use
appropriate pragmatic communication skills usually have successful social
interactions with peers, family, and teachers. However, communication problems,
including pragmatic problems, are common in individuals with developmental
disabilities (DD) (Rispoli, Franco, Meer, Lang, & Camargo, 2010), as reported in
studies that investigated the development and use of pragmatic language skills in
individuals with DD. The pragmatic problems reported in individuals with DD
include problems taking turns in conversation, failure to adapt a message to the
needs of a listener, failure to respond to verbal cues from others, overuse of
stereotyped phrases, difficulty in understanding sarcasm, jokes and metaphors, and
failure to continue revising utterances when conversational trouble is protracted
(Green, Johnson, & Bretherton, 2013).

Among individuals with DD, individuals with autism spectrum disorders (ASD)
and intellectual disabilities (ID) are two groups reported to exhibit difficulties in
pragmatic language skills. As cited in Volden and Phillips (2010), several studies
reported that individuals with ASD exhibit pragmatic language difficulties in a
number of communication skills, such as irregular or irrelevant conversation
(Kanner, 1946), lack of ease in the use of words (Rutter, 1965), stereotypic or
inappropriate use of language (Bartak, Rutter, & Cox, 1975) and metaphorical
language skills (Cantwell, Baker, & Rutter, 1978), problems with initiating a
conversation (Baron-Cohen, 1988; Tager-Flusberg, 1996) and with responding to
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others’ initiations (Stone & Caro-Martinez, 1990), difficulty taking turns
appropriately (Botting & Conti-Ramsden, 2003; Curcio & Paccia,1987; Prizant &
Duchan, 1981; Prizant & Rydell, 1984), problems with developing and maintaining a
topic (Baltaxe, 1977; Bishop & Adams, 1989; Eales, 1993; McCaleb & Prizant, 1985;
Tager-Flusberg & Andersen, 1991; Volden, 2002), and sudden and inexplicable topic
shifts (Bishop, 1998; Bishop & Adams, 1989; Eales, 1993; Fine, Bartolucci, Szatmari, &
Ginsberg, 1994; Tager-Flusberg & Andersen, 1991). In addition, Adams, Lockton,
Gaile, Earli, and Freed (2012) stated that ASD should be viewed as a spectrum
because language and social interaction skills are highly variable within the group.
Those authors also state that the majority of children have subtle higher-level
language difficulties, such as difficulties with inference generation, narrative
organization and comprehension of discourse and mild social difficulties.

Regardless of the level of disability, the language and communication domain is
the most influenced developmental domain among individuals with ID (Alev, 2011).
Both qualitative and quantitative differences are apparent when comparing the
language skills of individuals with ID to those of individuals with typical
development. In addition to that individuals with ID primarily exhibit problems with
language skills in the areas of sentence structure, establishing hypotheses, and
phonological processes, the pragmatic skills of these individuals are also influenced
negatively (Owens, 1999). However, some studies reported that children with ID
acquire important pragmatic language skills, such as appropriately repeating and
revising utterances in response to requests for clarification (Coggins & Stoel-
Gammon, 1982; Johnston & Stansfield, 1997; Pearl, Donahue, & Bryan, 1981; Scudder
& Tremain, 1992). Children with ID are also reported to have problems with
continuing to revise utterances during delayed or extended conversations (Scudder
& Tremain, 1992).

As stated above, the communication domain is one of the most important and
influenced areas in individuals with DD. Because communication skills, specifically
pragmatic skills, are fundamental for leading an independent life in society,
achieving academic and social success (i.e., establishing and maintaining friendships
and relationships), and participating in employment and leisure activities, these
skills are vital to the quality of life of individuals with DD and their families. The
studies of the pragmatic skills of individuals with DD that are available in the
international literature are primarily US-based. These studies indicate that studying
the pragmatic skills of individuals with DD provides insights that are important for
understanding the communication skills of individuals with DD and for designing
and delivering appropriate and effective services for those individuals and their
families. A search of studies in Turkey revealed only one study of the pragmatic
skills of children with delays/disabilities. Sahin et al. (2009) performed a study that
included 67 young children between the ages of 3 and 6 years and compared children
with language delays to children with typical development. Children with language
delays received educational treatment, auditory processing training, and speech and
language training that consisted of acoustic signal perception, auditory
discrimination, auditory comprehension, conception training, phonological
processing training, speech sound processing, and speech and language education.
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The authors concluded that during the critical early language development period,
children who have receptive and expressive language delays also exhibit delays in
pragmatic language usage. However, more studies describing and comparing the
pragmatic language skills of individuals with ASD and ID in Turkey are needed
because the language and communication domain is one of the most important
developmental domains and skills for the quality of life of individuals with DD.

The purpose of this study is to explore the pragmatic language skills of children
with DD (ASD and ID) in Turkey. For this purpose, the following questions were
addressed:

(1) What is the level of pragmatic language skills of children withASD and
children with ID?; (2) Is there any significant difference between the pragmatic
language skills scores of children with ASD and children with ID?; and (3) Which of
the following factors are the best predictors of pragmatic language skills in children
with ASD: Stereotyped Behaviors, Communication Skills or Social Interaction Skills?

Methods
Research Design

This study is a descriptive and relational study (Biiytikoztiirk, Cakmak, Akgtin,
Karadeniz and Demirel, 2008) that describes, compares, and predicts variables
related to the pragmatic skills of children with ASD and ID.

Research Sample

The study was carried out with a sample of 86 children with DD, including 34
children with ASD and 52 children with mild ID. Of the 34 children with ASD, 24
children were male and 12 children were female. The ages of the included children
ranged from 60 to 144 months, with a mean of 103 months (SD: 29.09). The Turkish
version of the Gilliam Autism Rating Scale-2 (TV-GARS-2) scores of the included
children with ASD ranged from 70 to 123. As illustrated in Table 1, most of the
children had Autism Index scores higher than 85, indicating that those children have
a very high probability of exhibiting ASD (the minimum score that can be obtained
on the TV-GARS-2 is 55, and the maximum score is 153).

Table 1

Level of Autism
Probability of Autism Level of Autism (TV-AI*) f %
1. Unlikely <69 - -
2. Possibly 70-84 8 23.5
3. Very Likely >85 26 76.5
Total - 34 100

*TV-AI: Turkish Version of Autism Index
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Of the 52 children with mild ID, 35 children were male and 17 children were
female. The ages of the included children ranged from 61 to 144 months, with a mean
of 106 months (SD: 26.94). Convenience sampling procedure was followed to
recruite participants coming from a private special education and rehabilitation
center in the city of Antalya, Turkey. All of the included children had an
official/medical report that indicated their official/medical diagnosis of “having
mild level ID”, which was stated by a psychiatrist or neurologist from a state run
hospital. The children also had an educational diagnosis and report from the Antalya
Guidance and Research Center, which is a state center that coordinates special
education services and is affiliated with the Ministry of National Education and the
Province of Antalya Education Directorate in Turkey.

Research Instruments and Procedure

Turkish Version of the Gilliam Autism Rating Scale-2 (TV-GARS-2) (Diken, Ardig,
Diken, & Gilliam, 2012). The Gilliam Autism Rating Scale-2 (GARS-2) (2005), which
was normed on a sample of 1,107 children and young adults aged between 3 and 22
years who had been diagnosed with ASD in the United States, is a revised version of
the Gilliam Autism Rating Scale. The scale was initially developed in 1995 by James
E. Gilliam in the United States. The GARS-2 contains a total of 42 items and three
subscales. Subscale 1 is called Stereotype Behaviors, subscale 2 is called
Communication and subscale 3 is called Social Interaction. Each subscale includes 14
items that are rated by the principal caregiver or teacher/specialist who knows the
child best, using a 4 point Likert-type scale (0=not observed, 1=rarely observed,
2=sometimes observed, 3=frequently observed). In the original study testing the
GARS-2, reliability and validity were examined by performing a series of
psychometric procedures, such as content sampling and time sampling for reliability,
content validity, criterion-related validity, and construct-identification validity. The
results of these analyses demonstrated that the GARS-2 has sound psychometric
features. The TV-GARS-2 was normed in Turkey with 1,191 individuals with autism
who were aged between 3 and 23 years. In addition to the validity and reliability
analyses performed with the original version, Confirmatory Factor Analysis (CFA)
was performed in a Turkish standardization study. The results demonstrated that the
TV-GARS-2 is a valid and reliable tool that can be used in the assessment process for
Turkish individuals with ASD. As for all standardized tests, the raw scores obtained
via subscales are converted to standardized scores and the standardized scores are
converted to the Autism Index (AI), which indicates the severity and probability of
an ASD diagnosis. The Cronbach Alpha coefficients for the Stereotyped Behaviors
subscale, the Communication subscale, the Social Interaction subscale, and the whole
scale (42 items) were .79, .77, .85 and .88, respectively, in the Turkish
standardization study. However, the reliability of the subscales and the total score
were reexamined in the current study. The resulting Cronbach Alpha coefficients for
the current study were .88 for Stereotyped Behaviors, .89 for Communication, .90 for
Social Interaction, and .94 for the whole scale (42 items).

Turkish Version of the Pragmatic Language Skills Inventory (TV-PLSI) (Alev, Diken,
Ardig, Diken, Sekercioglu, & Gilliam, 2014). The Pragmatic Language Skills Inventory
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(PLSI) was developed by James E. Gilliam and Lynda Miller in 2004 in the United
States. Based on teacher evaluation, this inventory is a norm-referenced evaluation
tool that consists of 45 items. The PLSI is comprised of three subscales (i.e,
Classroom Interaction Skills, Social Interaction Skills, and Personal Interaction Skills),
with 15 items in each subscale; thus, a total of 45 items can be used to explore the
pragmatic language development/skills of 5- to 12-year-old children. The PLSI uses a
9-point Likert scale that is rated by the principal caregiver or teacher who knows the
individual best and can be applied in 5-10 minutes. The raw score is first converted
to standardized scores for each subscale, and the total standardized score is then
converted to a norm score called the Pragmatic Language Skills Index (PLSI). The
Turkish Version of the PLSI (TV-PLSI) was studied in 1,383 Turkish children with
typical development. Data were also collected from individuals diagnosed with ID
and autism to examine the discrimination validity of the TV-PLSI. The results of the
Turkish version’s validity analyses, such as construct validity, item analysis,
criterion-related validity, interrelationship of the subscales, relationship between
subscale standard scores and Pragmatic Language Skills Index, discriminate analysis
between diagnostic groups, and Confirmatory Factor Analysis (CFA), revealed that
the TV-PLSI had a parallel construction (ie., 3 subscales with 15 items in each
subscale and a total of 45 items) to the original version and had acceptable
psychometric values in terms of validity. The results of reliability studies (i.e.,
content sampling and time sampling) indicated that Classroom Interaction Skills had
a Cronbach Alpha coefficient of .96, Social Interaction Skills had a Cronbach Alpha
coefficient of .98, Personal Interaction Skills had a Cronbach Alpha coefficient of .95,
and the Pragmatic Language Skills Index had a Cronbach Alpha coefficient of .98 in
the Turkish standardization study. The reliability of the TV-PLSI was explored again
for the current study by calculating Cronbach Alpha coefficients. The results
demonstrated that Classroom Interaction Skills had a Cronbach Alpha coefficient of
.98, Social Interaction Skills had a Cronbach Alpha coefficient of .98, Personal
Interaction Skills had a Cronbach Alpha coefficient of .97, and the Pragmatic
Language Skills Index had a Cronbach Alpha coefficient of .98.

Data Collection and Analysis

Data were collected from individuals who had an official/medical diagnosis of
either ASD or ID and were receiving special education services from a private special
education and rehabilitation center in the city of Antalya, Turkey. Special education
teachers at this center were contacted and asked to voluntarily participate in the
study. Parental approval was also obtained for the collection of data on the children.
Therefore, consents were obtained using consent form from the teachers and parents
of individuals with DD. Teachers were given instructions on how to complete the
TV-GARS-2 and the TV-PLSI soon after expressing the purpose of the study. The
teachers then completed the scales for appropriate students that they had been
teaching. The collected data were analyzed using appropriate data analysis
techniques, such as descriptive analyses with frequency and percentage calculations,
the Independent Samples t-test, and correlation and standard multiple regression
analysis using the stepwise method.
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Results
Level of Pragmatic Language Skills

Frequency and percentage calculations were used to decribe the pragmatic
language skills level of children with ASD and children with ID. In addition, the
relationship between the degree of the ASD score (i.e., Autism Index-Al) and the
pragmatic language skills score of children with ASD was examined using
correlation analysis.

Table 2
Level of Pragmatic Language Skills.

Groups

Children with ASD Children with ID
Level of PLS* TV-PLST** f % f %
1. Very Poor <63 26 76.5 24 46.2
2. Poor 64-76 6 17.6 15 28.8
3. Below Average 77-89 2 59 9 17.3
4. Average 90-110 - - 4 7.7
5.Above Average 111-117 - - - -
6. Superior 118-122 - - - -
7. Very Superior >123 - - - -
Total - 34 100 52 100

*PLS: Pragmatic Language Skills, **TV-PLSI: Turkish Version of Pragmatic Language
Skills Index

The results presented in Table 2 reveal that the majority of the studied children
exhibited very poor level pragmatic language skills. More specifically, 26 of 34
(76.5%) children with ASD and 24 of 52 (46.2%) children with ID, exhibited very poor
pragmatic language skills. In addition, 6 (17.6%) children with ASD and 15 (28.8%)
children with ID exhibited poor pragmatic language skills.

The relationship between the autism level and the pragmatic language skills level
of children with ASD was explored using correlation analysis. The results of the
correlation analysis revealed significant negative correlations between Al scores and
PLSI scores (Pearson’s r(34)= -0.51, p<.001), Classroom Interaction Skills scores
(Pearson’s r(34)=-0.53, p<.001), Social Interaction Skills scores (Pearson’s r(34)=-0.41,
p<.001), and Personal Interaction Skills scores (Pearson’s r(34)= -0.45, p<.001) among
children with ASD.
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Differences in TV-PLSI scores

To compare the TV-PLSI scores of children with ASD and children with ID, a
series of Independent Samples t-tests was performed. To control for Type 1 error
across multiple tests, the Bonferroni adjustment was used. Specifically, the common
alpha value (i.e., 0.05) was divided by the number of t-tests performed (i.e., 4) (Huck,
2011; Pallant, 2005). Therefore, 0.0125 was used as the adjusted alpha value. The
results of the t-tests are presented in Table 3.

Table 3

Independent Samples t-test results for the TV-PLSI scores of Children with ASD and
Children with ID.

Scale Group N X SD daf t p 72
Classroom ASD 34 2.03 1.98 84 -2.73 .008 .07
Interaction

Skills D 52 3.50 3.01

Social ASD 34 2.03 1.90 84 -2.96 .004 .08
Interaction

Skills D 52 3.49 2.65

Personal ASD 34 3.15 3.00 84 -2.58 011 .07
Interaction

Skills D 52 4.99 3.54

Pragmatic ASD 34 58.59 11.43 84 -2.89 .005 .08
Language

Skills Index 52 67.08 15.79

The results of the Independent Samples t-test revealed significant differences
between the TV-PLSI scores of children with ASD and children with ID. More
specifically, a significant difference in subscale standardized scores for the first
subscale (i.e., Classroom Interaction Skills) was observed between children with ASD
and children with ID. The magnitude of the difference between the means (effect
size) was moderate. For the second subscale (i.e., Social Interaction Skills), a
significant difference in subscale standardized scores was observed between children
with ASD and children with ID with a moderate magnitude of the difference
between the means. For the third subscale (i.e., Personal Interaction Skills), a
significant difference in subscale standardized scores was observed between children
with ASD and children with ID. The magnitude of the difference between the means
was also moderate. Finally, the groups were compared with respect to total
standardized scores or PLSI scores. The results also revealed a significant difference
in standardized PLSI scores between children with ASD and children with ID with a
moderate magnitude of the difference between the means.
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Predictors of Pragmatic Language Skills among Individuals with ASD

To identify the structure(s) or feature(s) of ASD predicting the pragmatic
language skills of children with ASD, standard multiple regression analysis was
performed using the stepwise method. Prior to the analysis, assumption testing was
conducted and no serious violations were observed with respect to multicollinearity,
outliers, normality, linearity, homoscedasticity, and independence of residuals. The
results of the correlation analysis revealed significant correlations between the
Stereotyped Behaviors subscale of the TV-GARS-2 and the PLSI (Pearson’s r(34)= -
0.48, p<.001), between the Communication subscale of the TV-GARS-2 and the PLSI
(Pearson’s r(34)= -0.56, p<.001), and between the Social Interaction subscale of the
TV-GARS-2 and the PLSI (Pearson’s r(34)= -0.55, p<.001). Based on the correlation
results, the Stereotyped Behavior, Communication Skills, and Social Interaction Skills
subscales were entered into the standard multiple regression analysis using the
stepwise method to determine which subscale(s) or skill(s) predicted the pragmatic
language skills of children with ASD. The results are presented in Table 4.

Table 4
Predictors of Pragmatic Language Skills among Children with ASD

Variables B Std. Error Beta t p
Constant 80.885 5.392 15.00 <.001
Communication

Subscale -1.962 517 -546 -3.798 <.001

(R=.546, R Square=.298, Adjusted R Square=.277 ; F(1,34)=14.428, p<.001 )

The results of standard multiple regression analysis using the stepwise method
revealed that Communication Skills explained 30% of the observed variance in
pragmatic language skills. In contrast, the other two sub-scales (i.e., Stereotyped
Behaviors and Social Interaction) failed to contribute significantly to the current
model.

Discussion and Conclusion

The pragmatic language skills of children with DD (ASD and ID) in Turkey were
explored in the current study. First, the levels of pragmatic language skills among
children with ASD and children with ID were described. The results demonstrated
that nearly the entire sample exhibited below average pragmatic language skills
compared to the norm group, which was comprised of children with typical
development. More specifically, 32 of 34 (94.1%) children with ASD and 39 of 52
(75%) children with ID exhibited poor or very poor pragmatic language skills.
Further, significant negative correlations were found between Autism Index (AI)
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scores and PLSI scores; this finding indicates that as the severity of ASD increases,
scores on the PLSI decrease. All of these results support the idea proposed in several
studies from the international literature (i.e., Bierman, 2004; Green, Johnson, &
Bretherton, 2013; Owens, 1999; Scudder & Tremain, 1992; Rispoli, Franco, Meer,
Lang, & Camargo, 2010; Volden & Phillips 2010) that regardless of culture and race,
problems in pragmatic language skills are common among children with DD.

Second, differences between the pragmatic language skill scores of children with
ASD and children with ID were investigated. A comparison indicated that significant
differences of a moderate magnitude existed between the PLSI scores of children
with ASD and children with ID. More specifically, children with ASD had lower PLSI
scores (i.e., subscale scores and total scores) than children with ID. This result is also
consistent with the international literature. For example, as cited by Volden and
Phillips (2010), several researchers reported in recent decades that children with ASD
exhibit pragmatic language difficulties in many communication skills. Luyster,
Kadlec, Carter, and Tager-Flusberg (2008) also stated that all children with ASD,
even those who had age appropriate scores on standardized language tests, have
significant impairments in many aspects of pragmatics and discourse. However,
levels of communication difficulties may vary because ASD is a spectrum (i.e., from
low severity, high functioning ASD, to very severe ASD characteristics comorbid
with ID), that encompasses a range of severity levels and symptoms.

Similar to children with ASD, levels of communication difficulties may also vary
among children with ID because the level of ID may differ for each child, from mild
to severe ID. For example, when comparing children with ID to children with ASD,
some researchers report that children with ID do acquire important pragmatic
language skills, such as appropriately repeating and revising utterances in response
to requests for clarification (ie., Coggins & Stoel-Gammon, 1982; Johnston &
Stansfield, 1997; Pearl, Donahue, & Bryan, 1981; Scudder & Tremain, 1992). With
respect to the characteristics of the current sample, the Autism Index (AI) scores of
the sample ranged from 70 to 123. Most of the participants had an Al score higher
than 85, indicating that these participants have a very high probability of exhibiting
ASD (the minimum score that can be obtained on the TV-GARS-2 is 55, and the
maximum score is 153). In contrast, the children with ID had a diagnosis of mild ID.
Therefore, consistent with the literature, children with mild ID are expected to
exhibit higher levels of pragmatic language skills than children with ASD. However,
the higher level of pragmatic language skills should only be considered to exist
between these two sample groups because, as stated above, both groups had below
average pragmatic language skills when compared with to the norm group
containing that contained children with typical development.

Finally, the best predictors of the pragmatic language skills of children with ASD
among the subscales of the TV-GARS-2 (i.e., Stereotyped Behaviors, Communication
Skills and Social Interaction Skills) were explored in the current study.
Communication Skills explained a considerable amount of the variance (30% of the
variance) observed in the pragmatic language skills of children with ASD.
Communication Skills are expected to be the best predictor of pragmatic language
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skills because pragmatic language skills are part of the developmental domain of
communication. The obtained values were significant, even though the sample size
was not large enough. Social Interaction Skills failed to contribute to predicting PLSI
scores, even though social interactions have been identified as a form of practical
language use (i.e., Bignell & Cain 2007; Camarata & Gibson 1999; Leonard, Milich, &
Lorch, 2011; Perkins, 2010; Russell, 2007). Subsequent studies with larger samples are
needed to identify the unique contributions of each construct within Communication
Skills.

The results of the current study should be interpreted in the context of the
limitations of the study. First, the sample was not large enough in size and did not
include children with typical development. Although the TV-PLSI was standardized
with children with typical development and also discriminate analyses performed
with a group of children with ASD and ID during standardization study of TV-PLSI,
the results presented here would be more meaningful if a group of children with
typical development was part of the current study. Second, two groups could not be
matched based on their standardized IQ scores because there were difficulties in the
standardized IQ assessment process for most children with ASD (i.e., some of these
children were not able to use standard tests). Despite these limitations, the results of
the current study provide great insights for future research and practice in Turkey
and in other countries. To extend the results of the current study, more studies
should be performed with larger sample sizes, including children with typical
development. Different variables, particularly context-based variables should be
included to explore differences between groups in future studies. The current study
indicated that both groups had poor pragmatic language skills, which are essential
for becoming a successful part of larger society. Therefore, the programs or services
provided to these children and their families must include components designed to
improve the pragmatic language skills of these children. School- and home-based
intervention programs that focus on pragmatic language interventions should also be
developed and implemented in Turkey. While developing and implementing these
intervention programs, the subcomponents of pragmatic skills, the level and
spectrum of DD, and the social contexts of individuals with DD should also be
considered.
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Gelisimsel Yetersizligi olan Cocuklarin Pragmatik Dil Becerileri:
Tiirkiye’de Betimsel ve iliskisel Bir Calisma
Ataf:

Diken, O. (2014). Pragmatic language skills of children with developmental
disabilities: A descriptive and relational study in Turkey. Eurasian Journal of
Educational Research, 55, 109-122. http:/ /dx.doi.org/ 10.14689/ ejer.2014.55.7

Ozet

Problem Durumu: Gelisimsel alanlar icerisinde iletisim alani (iletisim alaninda da
pragmatik dil becerileri), gelisimsel yetersizligi olan ¢ocuklar icin en 6nemli ve ayni
zamanda en onemli derecede olumsuz anlamda etkilenmis gelisimsel alanlardan
biridir. Iletisim becerileri ve ozellikle pragmatik dil becerileri gelisimsel yetersizligi
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olan cocuklari toplumda bagimmsiz yasamasi, akademik ve akademik olmayan
becerilerde basarili olmasi, is ve bagimsiz yasam becerilerinde onemli bir yer
tutarken, bu ¢ocuklar ve ailelerinin yasam kalitesi acisindan da 6nem arz etmektedir.
Bu baglamda wuluslararast alan yazin gelisimsel yetersizligi olan c¢ocuklarin
pragmatik dil becerileri tizerine ¢alismalar yapilmasmin, bu ¢ocuklar ve aileleri igin
sunulacak hizmetlerin icerigini ve kalitesini belirlemede 6nemli katkilar sundugunu
ortaya koymaktadir. Ancak yetersizligi olan ¢ocuklarin pragmatik dil becerilerine
iliskin ¢alismalar incelendiginde sadece gecikmis dil 6zelligi gosteren gocuklar ile
yapilan bir calisma disinda gelisimsel yetersizligi olan ¢ocuklar (otizm spektrum
bozuklugu ve zihinsel yetersizlik) ile yapilan ¢alismaya rastlanilmamustir.

Arastirmamn Amact: Bu calismanin amaci Tirkiye’de gelisimsel yetersizligi (otizm
spektrum bozuklugu ve zihinsel yetersizlik) olan cocuklarin pragmatik dil
becerilerini incelemektir.

Arastirmamn Yontemi: Bu calismada betimsel ve iliskisel arastirma modeli
kullanilmustir. Calismanin katilimcilarin ise 34t otizm spektrum bozuklugu (OSB)
ve 52’si zihinsel yetersizlik (ZY) olmak tizere yaslar1 5 ile 12 arasinda degisen toplam
86 gelisimsel yetersizligi olan cocuk olusturmustur. Gilliam Otistik Bozukluk
Derecelendirme Olgegi-2-Tiirkge Versiyonu ve Pragmatik Dil Becerileri Envanteri-
Tiirkce Versiyonu kullanilarak Antalya ilinde bir 6zel egitim ve rehabilitasyon
merkezine devam eden katilimcilarin 6gretmenlerinden veriler toplanmustr.

Aragtirmamn Bulgulari: Bulgular her iki grubun biiytik bir kisminin oldukga dustik
pragmatik dil becerileri gosterdigini ortaya koymustur. Daha spesifik olarak, 34 OSB
gosteren ¢ocugun 32 (%94.1) sinin ve 52 ZY gosteren ¢ocugun 39 (%75) unun dustik
ve ¢ok disiik olarak adlandirilan pragmatik dil becerileri gosterdikleri gortilmiisttir.
OSB derecesi ile pragmatik dil becerileri puani arasinda negatif yonde anlamli bir
iliski bulunmustur. Bulgular ayrica ZY gosteren ¢ocuklarin OSB gosteren gocuklara
nazaran daha iyi pragmatik dil becerileri gosterdiklerini ortaya koymustur. Calisma
da son olarak yapilan regresyon analizinde pragmatik dil becerilerini OSB gosteren
cocuklarin iletisim puanlar1 %30 varyansla agiklarken, sosyal etkilesim ve stereotip
davranislarin pragmatik dil becerilerini agiklamadig1 goriilmisttir.

Aragtirmamn Sonuglar: ve Onerileri: Bu cahismadan elde edilen bulgular uluslararasi
alan yazmi destekler niteliktedir. Tiirkiye’de de gelisimsel yetersizligi olan
¢ocuklarin pragmatik dil becerilerinin yetersiz oldugu ve ZY gosteren cocuklarin
OSB gosteren ¢ocuklar ile karsilastirildiginda daha ytiksek pragmatik dil beceri
puanlar1 elde ettikleri sonucuna varilmistir. Pragmatik dil becerileri yasama aktif
katihmda ve nihayetinde gelisimsel yetersizligi olan ¢ocuklarin yasam kalitelerini
yiikseltmede o¢nemli yere sahip oldugundan, Tiirkiye’de bu alanda daha buytik
orneklemler ile daha ¢ok calisma yapilmasi ve sunulan hizmetler ve miidahale
programlarinda iletisim ve pragmatik dil Dbecerilerine ©ncelik verilmesi
onerilmektedir.

Anahtar Sozciikler: Pragmatik dil becerileri, gelisimsel yetersizlikler, otizm spektrum
bozuklugu, zihinsel yetersizlik, Ttirk drneklemi.
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Abstract

Problem Statement: In the process of instrument education, students being
unwilling (lacking motivation) to play an instrument or to practise is a
problem that educators frequently face. Recognizing the factors
motivating the students will yield useful results for instrument educators
in terms of developing correct teaching methods and approaches. Factors
motivating the students are addressed from the perspective of several
motivational theories in the relevant literature.

Purpose of the Study: In this research, factors motivating students to play
their instruments are explained in light of the perspectives of expectancy-
value and flow theories. Moreover, I tried to tie these factors to variables
such as the school of the students, sex, etc.

Method: This study was performed at institutions providing professional
music education in Antalya and Burdur, Turkey. The study group
consisted of 190 students and data were collected by a questionnaire
developed to determine the motivations of students from the perspectives
of flow and expectancy-value theories. The questionnaires consisted of
two parts. In the first part, the personal characteristics of the students (sex,
age, school, grade, daily instrument practise duration, number of years of
playing, pass mark of instrument class, etc.) were recorded. In the second
part, questions were prepared to determine the motivation of students
within the scope of expectancy-value and flow theories. While preparing
the questions, four sub-aspects of the expectancy-value theory were taken
into consideration. Descriptive statistical techniques were applied to
determine the demographic characteristics of the participants. A chi-
squared test was conducted for two variables to determine whether the
answers varied as according to sex, age, school, grade, daily instrument
practise time, and number of years of playing.

Findings and Results: The questionnaire answers showed significant
differences based on several personal characteristics of the students.

* Dr. Akdeniz University, Antalya, Turkey. Email:buraksabahat@gmail.com.
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Conclusions and Recommendations: Instrument educators should observe of
the abilities of their students to motivate them and increase their daily
practise time and success. Educators should be careful about giving
instructions in accordance with the levels of their students.

Keywords: Instrument education, motivation, expectancy-value, flow

This study focuses on using the correct teaching techniques to instruct students at
playing instruments and getting students to adopt a habit of conscious practise. In
addition, student lacking willingness (motivation) to play and instrument or practise
is a problem that instrument educators frequently face. Recognizing factors
motivating the students creates useful results for instrument educators in terms of
developing correct teaching methods and approaches. Factors motivating the
students are addressed from the perspective of several motivation theories in the
relevant literature.

Expectancy-Value Theory

Theories have been developed relating to achievement motivation to try to
explain which tasks are preferentially selected by people. These theories also
investigate how people make efforts to achieve their goals. There are many
motivating factors and theories that explain these factors. According to expectancy-
value theory, the choice of task determines a person’s performance and effort,
perception about how well this person performs this task and his/her esteem about
the task (Wigfield & Eccles, 2000). With regards to the expectancy-value theory, the
expectancy is the probability that behaviour will achieve the aim; the value is the
level of significance of that aim (Agikgoz, 2005, p. 227). According to expectancy-
value theory, individuals may consider many options, compare them with each other
and may choose the task that they regard as the highest (and whose realization
probability is the highest; A¢ikgoz, 2005, p. 228). The person considers tasks to be
attractive, easy and logical based on the theory; if he believes that he will accomplish
that task, he will be motivated to perform the task. According to another point of
view, behaviours of the individual are the outcome of his desires or values and his
beliefs are the judgment about the world and himself (Scheibe, 1970). The perception
of an individual performing a task is related to the perception about how useful he
deems the task to be in the future. For a student to be motivated to complete a task,
he needs to value and place emphasis on the outcome. Furthermore, the student
needs to believe in achieving the task at that time or in the future. Wigfield and
Eccless (2000) discuss that these definitions may be compared with very similar
definitions. For instance, Bandura (1997) addressed the concept of expectancy while
addressing self-efficacy. This author distinguished efficacy expectancies or the belief
that a person will complete a task and outcome expectancies or beliefs that efforts
will translate into the desired outcome. Bandura (1997) expressed that expectancy-
value theorists are interested in outcome expectancy in the models they develop.
These individuals see the models as an aim relating to the future and they present
data predicting expectancies of efficacy relating to performance and choice of the
person more than outcome expectancies (Wigfield & Eccless, 2000, p.70).
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Studies in fields other than music show that students decide which fields are
significant to them at a very young age and make judgments about their efficacies for
a particular task (Wigfield 1994; Wigfield & Eccless, 1992). In a study conducted in
expectancy-value theory in music education, 133 instrument students participated.
The ages of the students ranged between 7 and 9 years and all of the students were in
at the beginning stages of playing instruments. The study concluded that the
students” expectancies and the values that they placed on music education were the
elements that determined their progression in music. Although students in the study
group had not yet started music education, they expressed clear expectations and
values about music education. Students showed specific levels of interest in learning
to play instruments and were conscious of the costs required to be engaged in music.
The students were also aware of being good at music and the benefits of music for
short-term and long-term goals. While many students considered music to be a
sport, hobby or other means of entertainment, the significant majority of students
were interested in music intrinsically. However, students do not view music as a
career field for the future. It was understood that the intrinsic motivation levels of
some students were low; these students they were aware of the benefits of being
successful at music for their overall education. Although being engaged in music is
useful for the vast majority of students, it is not a very likely significant occupation
for the future. Few students considered music as a career field. Another interesting
finding of the study is the relationship between the comments of students learning to
play an instrument and their musical performances over the last 9 months. Students
stating that they would play their instrument for a few years showed the least
progress, no matter how long they practised at home; students indicating that they
would continue to play their instruments achieved the highest performance levels
(McPherson, 2000). Expectancy-value theory constitutes an important aspect of
studies on motivation (Pintrich & Schunk, 1996; Barry, 2007) and has four sub-
aspects:

Attainment Value relates to the importance that a student places on accomplishing
a particular task (Barry, 2007). This term refers to how important a student believes it
is to do well on a task (O'Neill & McPherson, 2002). Here, the value that a student
places on the outcome of the task is in question. For instance, if the student wants to
be regarded as a good musician by his friends, he will be motivated to play at a
concert; the student lacking such motivation will not be similarly prompted to
participate in a concert. A student desiring to be a good musician will consider
playing his instrument as a way to reach this aim and will be motivated to practise.

Intrinsic Motivation describes the personal enjoyment and satisfaction that a
student derives from making music (Barry, 2007). This term can also be described as
the feeling of enjoyment that an instrumentalist has when performing for the sheer
pleasure of making music (O'Neill & McPherson, 2002). For instance, students
playing instruments since they enjoy the sound of instruments (as opposed to being
concerned about grades or other external stimuli) have intrinsic motivation; these
students love and enjoys the task whatever it is.

Extrinsic motivation refers to being interested in music to achieve an aim not
having a direct relation to the musical performance. O’Neill and McPherson (2002)
describe extrinsic motivation as the extrinsic utility value of learning. Here, the
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important aspect is the extrinsic benefits of playing the instrument and importance
attributed to these benefits by the student. These extrinsic benefits may be targets for
future, such as career choices. For instance, practising an instrument for the purpose
of obtaining a passing mark, external awards and compliments of parents or teachers
without enjoying the process of making music shows that a student has extrinsic
motivation. While extrinsic motivation is deemed necessary and useful for some
cases in education, excessive use of extrinsic motivation may occasionally cause
unfavourable situations. The student may depend on extrinsic stimuli such as
awards, marks or compliment to be engaged in music; when these stimuli disappear,
interest may disappear, too.

Perceived Cost The perceived negative aspects of learning an instrument such as
the amount of practise required for continual improvement are defined as the
perceived cost of engaging in the activity. Children may decide that the cost of
practising every day is not worth the effort, because it does not leave sufficient time
for other activities in their life, such as sports (O’'Neill & McPherson, 2002).

Flow Theory

Another theory we investigate by examining theories of motivation for
instrument education is the theory of flow developed by Csikszentmihalyi.
Csikszentmihalyi (1990) questioned the happiness of life; his theory expressed that
being happy started at the point that the person established control over his
conscious. Experiences that we feel when our actions are under our control and we
feel great pleasure performing tasks are called optimal experiences (Csikszentmihalyi
1990; Ozsahin, 2003). An optimal experience is recognized as the most important part
of Csikszentmihalyi’s theory. It is necessary to achieve a balance between the level of
difficulty perceived for a task and the efficacy of skills of the person to achieve that
task to experience. (O'Neill & McPherson, 2002). Achieving a balance between the
task and skill by definition means that the individual finds that the task is pleasant
and is motivated to complete that task. Failing to achieve a balance between the level
of difficulty of the task and the level of skill leads to negative outcomes in terms of
motivation. If the task is very easy and the level of skill is very high, boredom will
ensue. If, on the other hand, the task is very difficult and the level of skill required is
very low, anxiety will arise. If the task is easy and the level of skill is low, apathy will
become evident. If the level of challenge of the task and the level of skill are both
high, flow will occur (O'Neill & McPherson 2002; Ozsahin, 2003). Balance between
skill and challenge occurs consistently during a period of education. For instance, a
student beginning to play an instrument may have difficulty perceiving the skills
taught at the beginning. Anxiety may arise since he will not consider his level of skill
to be sufficient to play at the level instructed by the teacher. As he practises, he will
dominate the study and flow will occur while practising. Then, once he learns very
well and exceeds the level of skill, he will get bored with practising and lose the
motivation to practise.

The following criteria are required for flow: activities requiring skill that compel
the person, clear goals and feedback, concentration on the task at hand, sense of
control, loss of self consciousness and transformation of time. Although the theory of
flow is discussed as one of the theories of motivation, the flow process is the most
ideal learning environment based on the theory. As a result, when individuals are
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faced with a difficult task for which they have highly developed skills, they derive
the highest pleasure for that task; their thoughts are in flow without being attached
to anything. This case translates into an ideal learning environment based on the
theory (Custodero, 2005).

Scientific research about the theory of flow started with the self-reports of adults
and adolescents about their daily lives (Csikszentmihalyi, 1975; Csikszentmihalyi &
Larson 1984; Csikszentmihalyi & Csikszentmihalyi, 1988; Ozsahin, 2003). Additional
studies on sports (Jackson & Marsc, 1996) and musical activities (O'Neill, 1999;
Custodero, 1999, 2005) also contributed to this field of research. O'Neill (1999) tried
to explain the effects of motivational and social factors of instrument students using
the process of musical development with the flow model. Custodero (1999)
developed a method to observe the flows of students during music activities and
examined the flow experiences of music education in early childhood. The flow
experiences of students decreased with age. Byrne (2003) analysed the relations
between the flow experiences of students and creative products and came to the
conclusion that there was a significant relation between musical compositions and
flow experiences of university students.

According to the literature, many factors motivating the students are applicable
to instrument education. It is important to determine the factors motivating the
students in terms of forming the instructional programme and raising the
performance level. In this research, I tried to explain the factors motivating the
students in terms of expectancy-value and flow theories. Moreover, it was tried to
benefit the relation of these factors with variables such as school of students, sex, etc.
We believe that revealing these relations will shed light on teaching students how to
play instruments and will serve as a resource for future research.

Method
Research Sample

This study was performed at institutions providing professional music education
in Antalya and Burdur, Turkey Country. These schools included the Akdeniz
University Faculty of Fine Arts, the Department of Music (FFA), the Turkish Music
Conservatory (TMC) and the Western Music Conservatory (A.U. Cons) in Antalya
and Mehmet Akif Ersoy University Faculty of Education Department of Music
Education (MAKU) in Burdur, Turkey Country. A total of 190 students attending
these institutions participated in the study. The demographics of the students are as
follows: 53.2% were females and 46.5% were males and 18.9% were between the ages
of 17 and 19. Nearly one third ( 28.9%) of students attended the FFA; 12.6% were
students of the TMC and 8.4% were students of the Western Music Conservatory.
Moreover, 28.9% of students attended until grade 1, 37.4% attended until grade 2,
15.8% attended until grade 3 and 17.9% attended until grade 4. Nearly one quarter
(24.7%) of students practise their instruments a minimum of 1 hour per day; 52.1% of
students practise for 1-2 hours and 23.2% practise for 3 hours or more per day.
About one third (32.6%) of students have been playing an instrument for 0-2 years,
30.5% of students have been playing instruments for 3-5 years, 25.8% of students
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have been playing instruments for 6-8 years and11.1% of students have been playing
instruments for more than 9 years.

Research Instrument and Procedure

The data were collected by a questionnaire developed to determine the
motivations of the students with respect to their instruments in light of the theories
of flow and expectancy value. The questionnaires consisted of two parts. In the first
part, personal characteristics such as sex, age, school, grade, daily practise duration,
and number of years of playing and pass mark in the instrument class were
determined. In the second part, questions were prepared to determine the motivation
of students with respect to their instruments within the scope of expectancy-value
and flow theories. The Cronbach a coefficient of the scale was found to be a=0.719.

Table 1
Factors Motivating Students to Play Instruments
Theory Item

Attainment Value, I play the instrument because I want to be regarded a good
Expectancy-Value Theory musician by my friends
Extrinsic Motivation, I play the instrument because I think being a musician will
Expectancy-Value Theory yield good money
Intrinsic Motivation, I play the instrument because I enjoy playing the instrument
Expectancy-Value Theory very much
Extrinsic Motivation, I play the instrument because I think if I am good at playing,
Expectancy-Value Theory I will achieve a good mark
Perceived Cost, Expectancy- I play the instrument because playing the instrument is a
Value Theory more important occupation for me than daily tasks
Theory of Flow If the work that I should practise is lower than my level of

skill, I don’t want to practise because I get bored

Theory of Flow If the work that I should practise is higher than my level of
skill,  am very worried and don’t want to practise that work

Theory of Flow I don’t regard playing the instrument at all, because my level
of skill is very low and the effort needed to practises is very
low

While preparing the questions, four sub-aspects of the expectancy-value theory
were taken into consideration (Barry, 2007, p. 24). These aspects are attainment value,
intrinsic motivation, extrinsic motivation and perceived cost. The questionnaire was
given by the researcher at the school within class hours. Eight scales that were
missing or completed incorrectly were not included in the study.

Data Analysis

Descriptive statistical techniques were applied to determine the demographic
characteristics of the participants. A chi-squared test was conducted for two variables
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to determine whether the students’” answers varied according to personal variables
such as sex, age, school, grade, daily practise duration and year of playing. This
technique tests whether there is a significant relation between two categorical
variables (Buytiikoztiirk, 2010, p. 148).

Results

Means and standard deviations of answers to the questionnaire items were
calculated to determine which factors motivated students to play instruments the
most. The item “I play the instrument because I enjoy playing instrument very
much” had the highest point average (4.37) and was an intrinsic motivation element;
the expression “I don’t regard playing the instrument at all because both my level of
skill is very low and the effort needed to practises is very low” was the element of the
flow theory has and had the lowest point average (2.17).

The rate of responses of “I play the instrument because I want to be regarded as a
good musician by my friends” was 47.4% for prospective teachers attending MAKU,
40.0% for students of FFA and 18.8% for Western Music Conservatory students. The
rate of students answering “I agree” to the same expression was 25.3% for students
of MAKU, 36.4% for students of FFA, 58.3% for students of TMC and 43.8% for
students of the Western Music Conservatory. The variance observed for the answers
of playing instruments to be regarded as a good musician by others was significant
(x2 (6, N=190) =13.263, p=.039). No significant relations were found between answers
and other variables (sex, age, grade, daily practise duration, number of years of
playing).

The majority of students who practised for less than 1 hour per day agreed with
the expression “I play the instrument because I enjoy playing the instrument very
much” (72.3%). The rate increased to 88.9% for students who practised 1-2 hours a
day and rose to 93.2% for students practicing 3 hours or more. According to the chi-
squared results of answers to the above expression, there was a significant difference
with daily practise duration (32 (6, N=190)=18.521, p= .005). No significant relation
was found between answers to this question and other variables (sex, age, grade,
school, number of years of playing).

Considering the sample of females, 16.8% selected the expression “I play the
instrument because I think if I am good at playing I think I will achieve a good
mark,” 27.7% answered “I slightly agree” and 55.4% answered “I agree.”
Considering the sample of males, 30.3% answered the same expression with “I don’t
agree,” 16.9% answered “I slightly agree,” and 52.8% answered “I agree.” Answers to
this expression differed significantly according to sex (32 (2, N=190) =6.256 p= .044).
No significant relations were found between answers to this question and other
variables (school, age, grade, daily practise duration, number of years of playing).

The rate of the answers of “I don’t agree” for “I play the instrument because I
think being a musician will yield good money” was 40.0% for prospective teachers
attending MAKU, 21.8% for students of FFA, 8.3% for students of TMC, and 18.8%
for Western Music Conservatory students. While students of FFA provided the
answer “I agree” at a rate of 52.7%, students of Western Music Conservatory and
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TMC gave an answer of “I slightly agree” with a rate of 50%. A significant difference
was found by the schools of students thinking that the reason for playing an
instrument was the good income (x2 (6, N=190) =18.521, p= .005). No significant
relation was found between the answers to this question and other variables (sex,
age, grade, daily practise duration, number of years of playing).

Students practising for less than 1 hour per day provided the answer “I don't
agree” for the expression of “I play the instrument because playing the instrument is
a more important occupation for me than daily tasks” at a rate of 25.5%, 40.4% of
students gave the answer “I slightly agree,” and 34.X% gave the answer of “I agree.”
The rate of students practising for 1-2 hours a day for the same expression was 71.7%
and the rate of students practising for 3 hours or more for the same expression was
65.9%. Answers to the expression “I play the instrument because playing the
instrument is a more important occupation for me than daily tasks” show significant
differences according to daily practise duration (y2 (4, N=190) =20.319, p=.000).

We now examine the results according to grade of students; 72.7% of grade 1
students, 60.6% of grade 2 students, 63.3% of grade 3 students and 41.2% of grade 4
students provided the answer “I agree” to the expression “I play the instrument
because playing the instrument is a more important occupation for me than daily
task.” The difference between answers to this expression was found to be significant
(x2 (6, N=190) =18.246, p= .006).For students practising less than 1 hour per day,
61.7% gave the answer “I agree” for the expression “If the work that I should practise
is lower than my level of skill, I don’t want to practise because I get bored.” The
corresponding rate was 41.4% for students practising 1-2 hours a day and 38.6% for
students practising for 3 hours or more each day. Based on the results of the chi-
squared test for the answers of the above expression, the answers showed significant
differences according to daily practise duration (2 (6, N=190) =12.521 p= .005). No
significant relation was found between other variables (sex, age, grade, school,
number of years of playing) and answers to this question. The rate of students
providing the answer “I don’t agree” for the expression “If the work that I should
practise is higher than my level of skill, I am very worried and don’t want to practise
that work” was 30.5% for prospective teachers attending MAKU, 36.4% for students
of FFA, 66.7% for students of TMC and 62.5% for students of the Western Music
Conservatory. These differences were significant (32 (6, N=190) =14.882 p= .022).

Students practising for less than 1 hour a day gave the answer “I agree” for the
expression “If the work that I should practise is higher than my level of skill, I am
very worried and don’t want to practise that work” at a rate of 59.6%; students that
practised more than 3 hours per day gave the answer “I don’t agree” at a rate of
61.4%. Pursuant to the results of the chi-squared test for the answers of the above
expression, the answers of students differed significantly according to daily practise
duration (2 (4, N=190) =20.835, p=.000).

Students who had played an instrument for 9 or more years gave the answer “I
don’t agree” at a rate of 76.2% for the expression “If the work that I should practise is
higher than my level of skill, I am very worried and don’t want to practise that
work.” A corresponding rate of 14.3% students provided the answer “I agree,”
students playing for 3-5 years gave the answer “I agree” at a rate of 37.9% and
students playing for 6-8 years gave the answer “I agree” at the rate of 40.8%. The
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answers to the above expression showed significant difference according to the
number of years that the students had been playing an instrument (32 (6, N=190)
=14.490, p= .025).

Discussion and Conclusion

Answers to the questionnaire about motivation showed significant differences
based on the personal characteristics of the students. The answer “I agree” for
students in the Turkish music conservatory for the expression “I play the instrument
because I want to be regarded as a good musician by my friends” (the element of
attainment value) was calculated to be significantly higher than the corresponding
fractions of students from other schools who responded similarly. Attainment value
is related to the importance that a person attaches to a task (O'Neill & Mcpherson,
2002). Based on these results, students of Turkish music wanted to be regarded as a
good musician by their friends in terms of social and cultural structure of the school.

The answer of “I agree” for the expression “I play the instrument because I enjoy
playing the instrument very much” (an element of intrinsic motivation) for students
practising for 3 hours or more each day was calculated to be given significantly more
frequently than other answers. Intrinsic motivation is defined as a pleasure that
derives from making music (O’'Neill & Mcpherson, 2002). Based on this result, a
student enjoying practising will carry on practising to sustain this pleasure. This
result shows parallelism with the findings of Schmidt (2005), who found that
performance and effort are related to self-concept and intrinsic motivation in his
study on the relationships among motivation, performance achievement and musical
experience. Moreover, practise time was found to be primarily related to intrinsic
motivation.

Answers of “I agree” of female students for the expression “I play the instrument
because I think if I am good at playing, I will achieve a good mark” (an element of
extrinsic motivation) occurred significantly more frequently than similar answers
from male students. This result does not support the findings of Rusillo and Arias
(2004), whose research concluded that female students developed lower extrinsic
motivation than male students in their study when they examined academic success
and sex relations.

40% of MAKU students gave the answer of “I don’t agree” for the expression of
“I play the instrument because I think being a musician will yield good money in the
future” (an extrinsic motivation element). FFA students answered similarly at a rate
of 52.7%. Extrinsic motivation relates to students practising for extrinsic reasons,
such as future targets and career preferences (O’Neill & McPherson, 2002). It is
observed that students of the faculty of education that did not have the goal of
earning money from playing the instruments provided the answer “I don’t agree”
mostly for this expression. In addition, students in the department of music planning
to earn money by playing the instrument mostly gave the answer “I agree” for the
same expression.

Considering answers to the expression “I play the instrument because playing the
instrument is a more important occupation for me than daily tasks” as being
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elements of perceived cost, positive answers to the expression increased as the
duration of daily practise increased and reduced as the students got older. Perceived
cost is related to the extent of preference of students for playing instruments at that
moment and coping with the difficulties (Barry, 2007). Accordingly, additional
practise rather than completing other tasks can be considered a usual outcome. In
addition, reduction of answers of the same expression for lower-grade students can
be interpreted a reduction in motivation as the students get older.

Answers to the expression “If the work that I should practise is lower than my
level of skill, I don’t want to practise because I get bored” varied according to the
duration of daily practise. It is possible to draw the conclusion that the reason behind
the minimal practise of students can be due to a mismatch between ability levels and
assigned work. Over two thirds (66.7%) of students of Turkish music provided the
answer “I don’t agree” to the expression “If the work that I should practise is higher
than my level of skill, I am very worried and don’t want to practise that work” and
44.2% of students of the faculty of education gave the answer “I agree.” One can
conclude that students in the Turkish music conservatory achieved a better balance
between skill and challenge. Again, it is seen that answers of the same expression
differed according to the daily practise duration of the students. Accordingly, 61.4%
of students practising for 3 hours or more each day gave the answer “I don’t agree”
and 59.6% of students practising for less than 1 hour gave the answer “I agree.” One
can conclude that the balance between skill and challenge and flow significantly
affects daily the practise durations of the students. Students who had been practising
for 9 years or more gave the answer “I don’t agree” at a rate of 76.2% and 41.9% of
students practising for 0-2 years gave the answer “I agree.” Concern diminishes with
additional years of playing and the balance between skill and challenge improves.

The following recommendations can be presented in accordance with the results
of this study:

Instrument educators should observe levels of their students to motivate them
and to increase daily practise duration and success. Educators should be careful
about instructing works in accordance with the levels of their students. Intrinsic
motivation mechanisms of theory of flow are an important step in this flow process.
Even if the teacher determines a workload convenient for the level of a student, self-
regulation, self-control, concentration, awareness and motivation may affect the
processes of learning and teaching adversely. For this reason, the theory imposes the
task of achieving a balance between the motivation of the student and the individual
and social different motivation sources to affect this motivation beyond choosing the
correct repertoire in practice (Ozmenteg,, 2010). In addition, due to the reasons
discussed above, knowledge about how students can be motivated is required.
Studies on motivation for instruments and music education should be sustained, the
relation between motivation level and instrument performance should be analysed
and studies and research about reflections of other motivation theories for
instrument education should be conducted. Socio-cultural variables to direct
motivation sources of students should furthermore be determined. Qualitative
research methodologies for music/instrument education research should be
developed and employed. The subject of “musician psychology” should be
addressed during the process of teacher/academician education.
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Calg: Egitiminde Motivasyon: Beklenti-Deger ve Akis Kuramlari
Perspektifinde bir Inceleme

Atf

Burak, S. (2014). Motivation for instrument education: A Study with the perspective
of expectancy-value and flow theories, Eurasian Journal of Educational Research,
55, 123-136. http:/ / dx.doi.org/10.14689/ ejer.2014.55.8

Ozet

Problem Durumu: Genellikle bireysel dersler seklinde gerceklesen calgt egitimi
stirecinde, calgilarini ¢almaya ya da ¢alismaya yonelik isteklilik (gtidii) duymayan
ogrenciler calgr egitimcileri tarafindan siklikla kargilagilan bir sorundur. Ogrencileri
calgilarma gtidiileyen etmenlerin bilinmesi ¢alg1 egitimcileri agisindan dogru 6gretim
yontem ve yaklagimlar1 gelistirmeleri agisindan yararh sonuglar doguracaktir. [lgili
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alanyazin incelendiginde 6grencileri calgilarma gitidiileyen etmenlerin baz1 giidi
kuramlar1 perspektifinde el alindigr gortilmektedir. Bu kuramlardan biri olan
beklenti deger kuramina gore bir kisinin bir isteki secimi, gosterdigi performans ve
¢abasmy, o kisinin o isi ne kadar iyi yapabilecegine yonelik algisi ile ayni ise ne kadar
deger verdigi belirlemektedir. Beklenti-deger kuraminda beklenti, o davramisin
amaca ulastirma olasiligl, deger ise o amacin 6nem derecesidir. Bu kurama gore
bireyler, cesitli secenekleri degerlendirebilir, birbirleri ile karsilastirabilir, sonunda
kendi deger verdigi ve gerceklesme olasilig1i en yiiksek olan isi segebilir. Calg1
egitiminde giidii kuramlar1 incelendiginde karsimiza ¢ikan bir bagka kuram olan akis
kuraminda ise yapilacak isin algilanan giicliik derecesi ile kisinin kendi yeteneginin o
isi basarmaya yonelik yeterligi arasindaki dengenin saglanmas1 gerekmektedir. Eger
gorev cok kolay ve beceri diizeyi ¢ok yiiksek ise can sikintis1 baglayacaktir. Is cok zor
ve beceri diizeyi ¢ok duistik ise kaygz ile sonuclanacaktir. Eger hem is kolay hem de
yetenek diizeyi diisiik ise 6grencide ilgisizlik baslayacaktir. Eger isin giicliik diizeyi
yiiksek ve beceri diizeyi de ytliksek ise akis gerceklesecektir.

Arastirmamn Amaci: Bu arastirmada ogrencileri calgilarma giidiileyen etmenler
beklenti-deger ve akis kuramlar1 perspektifinden agiklanmaya ¢alisilmistir. Ayrica bu
etmenlerin 6grencilerin okuduklart okul, cinsiyet gibi degiskenleri ile olan
iligkilerinin belirlenmesi amaglanmustir.

Arastirmamn Yontemi: Bu arastirma, Akdeniz Bolgesinde mesleki miizik egitimi
veren kurumlarda okumakta olan toplam 190 6grenci tizerinde gerceklestirilmistir.
Arastirmada veriler, 6grencilerin beklenti deger ve akis kuramlar1 perspektifinde
calgilarma yonelik motivasyonlarini belirlemek amaci ile gelistirilmis olan anket ile
toplanmistir. Calisma  grubundaki 6grencilerin  demografik — ozelliklerinin
belirlenmesi amac ile betimsel istatistik tekniklerine bagvurulmustur. Ogrencilerin
ankete verdikleri yamitlarin cinsiyet, yas, okul, smif, gtinlitk calisma siiresi, calgt
calma yil1 gibi kisisel degiskenlerine gore farklilasip farklilasmadigini belirlemek
tizere iki degisken icin ki kare testi uygulanmustir.

Arastirmamn Bulgulari: Arastirma sonuglarindan dgrencilerin motivasyon anketine
verdikleri yamitlarin onlarin bazi kisisel Ozelliklerine gore anlamli farkliliklar
gosterdigi anlasilmistir. Buna gore bir elde etme degeri (attainment value) 6gesi olan
“calg1 caliyorum ctinkti diger arkadaslarmm tarafindan iyi bir miizisyen olarak
goriilmek istiyorum” ifadesine Tiirk Muizigi Konservatuar: 6grencilerinin verdikleri
katiliyorum yanitlarmin diger okullarda okumakta olan 6grencilere gore anlamh
derecede yiiksek olarak hesaplandig1 anlagilmistir. Bir i¢csel motivasyon 6gesi olan “
calgt caliyorum ctinkii calg1 calmaktan biiytik bir keyif aliyorum” ifadesine gtinliik
calisma stireleri 3 saat ve tizeri olan 6grencilerin verdikleri katiliyorum yanutlar:
digerlerine gore anlamli oranda yiiksek olarak hesaplanmistir. Digsal motivasyon
6gesi olan “calgl caliyorum ¢linkii calgimda basarili olursam iyi bir not alabilirim
diye diistintiyorum” ifadesine kiz ¢grencilerin verdikleri katiliyorum yamitlarmimn
erkek ogrencilere gore anlamli derecede yiiksek olarak bulunmustur. Yine bir dissal
motivasyon 8gesi olan “calg: caliyorum ¢linkii miizisyenligin bana ileride iyi bir gelir
getirecegini duistintiyorum” ifadesine miizik 6gretmeni adaylarmin % 401mn
katilmiyorum, Gtizel Sanatlar Fakiiltesi ¢grencilerinin ise %52,7’sinin katiliyorum
yanitin1 verdikleri anlagilmaktadir. Verilen deger (perceived cost), 6gesi olan “calgl
caliyorum ciinkii galgt ¢almak benim i¢in giinliik islerden ¢ok daha ¢nemli bir
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ugrastir” ifadesine verilen yanitlar incelendiginde bu ifadeye verilen olumlu
yanitlarin guinliik ¢alg1 calisma stiresi yiikseldikce ytikseldigi, 6grencilerin simiflar
yiikseldikge azaldig1 anlasilmaktadir. “Calgimda calismam gereken eser yetenek
diizeyimin ¢ok altinda ise calismak istemiyorum ctinkii sikiliyorum” ifadesine
verilen yanitlarin 6grencilerin giinltik calgi calisma miktarma gore farklilik
gosterdigi anlasiimaktadir.

Aragtirmamn Sonuclart ve Onerileri: Calg egitimcileri 6grencileri motive etmek,
gunlik calisma stirelerini arttrmak ve calgi basarilarini yiikseltmek icin
ogrencilerinin seviyelerini ¢ok iyi gozlemlemeli ve onlarin seviyelerine uygun eserler
vermeye 6zen gostermelidir. Akis kuraminda i¢sel gtidiilenme mekanizmalarmin bu
akis siirecinde onemli bir adimdir. Ogretmenin dgrencinin seviyesine goére eser
belirlemesi durumunda bile 6grencinin guid, farkindalik, yogunlasma, 6zdtizenleme
ve 0z denetleme becerilerinde yasadigi bir sorun ogrenme-ogretme siireclerini
olumsuz etkileyebilecektir. Bu nedenle kuram uygulamada dogru dagar se¢iminin
otesinde, 6grencinin giidiisti ile bu gudiiyt etkileyebilecek bireysel ya da sosyal
farkli giidi kaynaklar1 arasinda denge kurma gorevi de ytiklemektedir. Bununla
birlikte yine yukarida siralanan nedenlerden dolay1 6grencilerinin ne sekilde motive
olduklar1 konusunda bilgi sahibi olunmalidir. Calg1 egitiminde ve miizik egitiminde
motivasyon ile ilgili calismalar devam ettirilmeli, motivasyon diizeyi ile calgt
performans: arasindaki iliskiye bakilmali ve diger motivasyon kuramlarmin calgt
egitimindeki yansimalart ile ilgili calisma ve arastirmalar yapilmalidir. Ogrencilerin
gudi kaynaklaria yon verebilecek sosyo-kiiltiirel degiskenler belirlenmelidir. Buna
uygun olarak miizik/calg1 egitimi arastirmalarinda nitel arastirma metodolojisinin
kullanimi ~ gelistirilmelidir. Ogretmen/6gretim  elemani  yetistirme ~siirecinde
“miizisyen psikolojisi” konusuna yer verilmelidir.

Anahtar Kelimeler: Calgt egitimi, motivasyon, beklenti-deger, akis
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Abstract

Problem  Statement: Successful inclusion is established through
understanding and respecting differences among individuals. This study
emerged from the idea that books play an important role in this
understanding and from the lack of published children’s books about
disabilities. Although, stories are very important in any educational
curriculum, there are no example stories including children with
disabilities in Turkish children’s literature (C'sL).

Purpose of Study: The purpose of this research is to examine the opinions of
pre-service teachers about their experiences during the storybook writing
process.

Methods: This qualitative study was conducted in two phases. The first
phase focused on how stories about successful inclusion situations in the
community were developed by college students. In the second phase the
experiences of the storywriters were examined through the use of semi-
structured interviews. The data were analyzed inductively.

Findings and Results: The outcomes of the interviews revealed that the
story writers gained positive experiences, and the writing process
contributed to their individual and career development. The interviews
further showed that the stories would increase the social acceptance of
children with disabilities.

Conclusions and Recommendations: Attitudes, opinions, expectations,
feelings and thoughts can be changed by reading storybooks about
children with disabilities in Turkey. These changes are based on greater
familiarization of special education, the development of positive
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intentions toward individuals with disabilities (ID), and the
encouragement of positive interactive relationships among children of
different abilities. This could help the society improve their view of what
professional practice could be by developing insights to explore
alternative ways of looking at practices and providing access to
storybooks about integrated early childhood and primary literacy
experiences.

Keywords: Stories for children, children with disabilities, inclusion,
storybook writing process.

Education provides children with an understanding of their social positions, the
era and the society in which they live. They benefit from the knowledge and
experiences throughout their lives to develop their personalities. In this respect, the
books that are read in childhood are particularly significant (Bozdag, 2000). Starting
from an early age, most children start to realize the differences and similarities of the
people around them and themselves. Those who are two years old or younger can
usually differentiate the physical properties such as skin and hair colour. This
awareness sets the stage for children noticing unfamiliar characteristics such as facial
hair, glasses and disabilities. Although they may be worried about these differences,
it is important to give them time and opportunities where they can talk about this
and express how they feel (Williams, Inkster & Blaska, 2005).

The content of books that correspond to children’s requirements, interests,
mental, emotional and psychological development, and most importantly that can be
read by children with pleasure, should address their interests and life experiences.
They should be age-related and comprehensible. The story should have a simple and
realistic plot; the actions should have reasonable results; and the characters should be
so real that there should be no suspicions in the child’s mind (Ataseven & Inand,
2000). In addition, the pictures in the books should be related to the topics,
explanatory, interpretative, enjoyable and attractive (Sever, 2007). When children’s
books are written in a way that leads the children to fill in certain blanks, their
limited life experience is enriched, as they can think about different kinds of people
and their developing values and culture become more apparent. In this way, children
can adapt more easily to their social and cultural environment (Ataseven & Inandi,
2000).

Can children’s books about differences help the reader adapt to society? This is a
recently argued topic in Turkey. Regarding this point, Alpoge (2000) emphasizes that
children’s stories should express that a different child or one with disabilities has a
lot of characteristics in common with the normally developing children, and these
different people can be successful and talented in some subjects and share these
experiences with others. It should also be expressed that the differences are nothing
to fear, and that they bring diversity to the community. In the stories, it is important
to note that the possibilities of communication will be lost if we divide the world into
‘us’ and ‘them’. Success can be achieved by creating characters with whom the
children can identify (Alpoge, 2000; Alpoge, 2003).



Eurasian Journal of Educational Research |139

In 1992, a study by Blaska and Lynch reviewed 500 award-winning books for
children, published 1987-1991, for the inclusion and depiction of individuals with
disabilities (ID). Of the books that were reviewed, ten (2%) included ID in the story
line or illustrations. Within those ten books, ID was integral to the story line in only
six of the books (Blaska, 2003).

In recent literature, there are several stories and books written for children with
various disabilities and chronic illnesses, such as attention deficit disorders, attention
deficit and hyperactivity disorders, AIDS, autism, Down's syndrome, hearing
impairment, hydrocephalus, mental retardation, visual impairment and other types
of disabilities (Ashton, 2006; the National Dissemination Centre for Children with
Disabilities, 2001). These stories involve texts about different groups of disabilities
supported with pictures and examples derived from real life. Reading books about
ID helps children to express their feelings and to ask questions. They can have the
opportunity to develop empathy and an understanding for disabled people
(Williams et al., 2005).

In terms of characters, Turkish stories and novels mainly feature normally
developing individuals. Having scanned the stories for children, we could find only
one story about a person with a disability (Ural, 1993). However, those with ID are
also members of society. The success of inclusion, which allows children with
disabilities to be educated with their peers, depends on the acceptance of the children
with disabilities by both society and their peers. C’sL, which has an important role in
children’s lives, must be enriched in the aspects of the lives with similar and different
characteristics of ID. Starting from an early age, children must be guided to be more
sensitive, insightful and tolerant towards others. They must acquire the skills to
cooperate and support each other. To this end, books about people with disabilities
are extremely important. If the stories show the problems and the solutions within
the lives of the people with disabilities, children can better understand characters
with disabilities and their differences and can thus develop tolerance for them.

The fact that there are no books for children that are about children with
disabilities has motivated the researcher of this project to educate pre-service
teachers to write books for children that are about ID. Stories can have an important
role in the education of teachers in the field of special education to explain the
implications of an identified need and identify strategies that could be used to
support children with and without disabilities (Jarvis, Dyson, Thomas, Graham,
Iantaffi & Burchell, 2004). This could help pre-service teachers not only advance in
their understanding in the field and knowledge of richer practical repertoires, but
also present their material in a child’s voice, that offers a significant ‘reframing’ for
many, which has the potential to lead to practical change (Jarvis et al., 2004). The
purpose of this research was to examine the opinions of pre-service teachers about
their experiences during the storybook writing process.
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Method

This qualitative study was conducted in two phases. The story writing process
was used in the first phase to conduct an action process and to collect and analyse
the data. Action process workshops were conducted to prepare children’s storybooks
about children with disabilities. During the second phase, the data were collected
through semi-structured interviews about story writing processes from the
participants and analysed inductively.
Participants

The participants of this study were pre-service teachers (college students) from
the Departments of Early Childhood Education and Special Education at Faculty of
Education at Anadolu University. With the aim of writing children’s literature that
addressed children with special needs, it was announced to undergraduate students
at the Faculty of Education, which includes special education, early childhood
education and primary education, that a study on facilitating the acceptance of
students with special needs by their peers in inclusive classes would be conducted.
Volunteers were asked to register to participate in this study (in the related
department). Considering this announcement, 67 undergraduate students registered
for the study. At the pre-meeting held with these students, a consent form was given
to the volunteers. This document informed students that a long period (maximum
ten weeks) study was planned, their attendance to the study was important in order
to implement the study successfully, and during the study process, volunteers who
wanted to leave the study would be able to do so. They were given one week to
make their decision. During this time, 19 volunteers agreed and signed the consent
form. Later 2 out of 19 volunteers left during the study. The remaining students (17)
from special education and early childhood education departments attended all
phases of the study. Volunteers included 12 students from the Department of Special
Education, and 5 from the Department of Early Childhood Education (Table 1). All
participants had taken at least one course related to special education, and six of
them had taken a course entitled “C’sL”.

Table 1
Participants in the Story Writing Process

Early Childhood
Special Education Department Education

Department
Sex of Female Male Female  Male
participants
Number of 6 6 5 -
Participants
School 2/Sophomore  4/Senior 2/Sophomore 1/Junior 4/Senior 1/Junior
Years/Grades
Number 2 4 2 1 3 5 -

Data Collection and Procedure

Story writing process. During the story writing process, nine workshops were
conducted during seven months, usually at fortnightly intervals. The first of these
was organized to ascertain the determination of the participants and provide general
explanations. The participants shared their experiences during the story writing
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process and their storybooks with the other participants in these workshops. The
workshops lasted approximately 1.5 to 2.5 hours. Twenty-five pages of field notes
were written by the researcher, including workshop agendas and the responses to
the stories of the children, other stakeholders and the participants. Three days before
the first workshop, the topic of the workshop was determined and announced to the
participants via email and on the school board. The first workshop was directed by
the researcher. The following ones were directed by a selected participant and the
decisions about who would direct the following workshop were determined at the
end of each workshop. The researcher participated in all the workshops and
supervised all participants. The aims, activities and decisions of the workshops are
shown in Table 2.

Table 2
The aims, activities and decisions of the workshops

Workshop  Aim Activity Decision

Number (decision was taken)

1 e to inform the Discussion about: e storybooks about
participants about e the topics of children children with disabilities
children with with disabilities and should be written
disabilities and inclusion o the participants were

inclusion. o what happened in the ~ required to examine the
e to determine what inclusive classes Turkish children’s
could be provided e what we could do to stories (15 day period)
in order to increase promote inclusive o A participant was
the acceptance of classes selected to direct the
Cl’.lﬂdlje.n.with ) e selecting a moderator following workshops.
disabilities by their for each of the
peers. following workshops
2 e to discuss the story e content, writing e two participants who
writing process styles, target age had experience of
group; illustration children with disabilities
styles of the obtained were chosen to prepare a
stories presentation in order to
e discussion of the share their experiences
reasons why there are
no SCD
3 e to share e two participants e all the participants
participants’ shared their should observe both
experience about experiences of children with disabilities
children with children with and their parents both at
disabilities intellectual home and at school
disabilities and their o the support meetings
parents would be held for the

participants who wanted
to meet with children
with disabilities and
their families
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Table 2 Continue

Workshop Aim Activity Decision

Number (decision was taken)

4 e toshare * participants related their o {0 read the stories aloud
participants’ observation and their to each other
observations story plots.

5 e to discuss story ° the .researc}}er and e to read the stories aloud
writing principles participants discussed to each other

the narration principles
and criteria (length,

* to sha}‘e L content, view point,
participants’ first etc.) related to C’sL, and
draft selected the vocabulary

for children with
disabilities.

e the comprehension
level of the primary
students was discussed.

o five participants read
their story/stories
aloud

e the participants gave
recommendations to
each other about their
the stories

6 e to read participants’ all participants read e to get permission from
storybooks their storybooks aloud the elementary

schools, which have
inclusive classes, to
read the storybooks
created by the
participants aloud in
the inclusive classes

7 e torevise the participants read o the participants should
participants’ the1.r stories aloud and take notes about
storybooks revised questions and

suggestions coming
from the inclusive class
students

8 ¢ torevise all the participants e toask for assistance for
participants’ presented their illustrations of the
storybooks experiences in c:lasses storybooks from the

all the participants Art Department of the
shared the children’s Departments of
reactions and the Education and Fine
corrections they had Arts
made and considered
these reactions
9 e to complete the the final drafts of

storybooks

nineteen written and
illustrated stories were
typed and saved on
computer.

the final drafts of the
stories were revised
with the participants
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At the end of the story writing process about children with disabilities, nineteen
stories were completed related to different disabilities. Table 3 presents the titles and
content of the stories, which were written in Turkish.

Table 3

The Titles and Content of the Stories

Title

Content

Rabbit without a
Tail

The adventures of a rabbit without a tail who copes with his friends” making fun
of him and who is later accepted by his friends

Ahmet and His Ahmet, a boy in a wheelchair, cures a wounded pigeon that came to his balcony.

Friends This pigeon helps Ahmet build a relationship with his friends to share and join in
their games.

Teacher Zeynep The wheelchair adventures of regular students and teacher Zeynep, who helps a
student in a wheelchair who is going to join this class.

Magic Feather This is a fantasy story about a girl who cannot walk. In her dream, she talks
about life to a toy soldier and a sailor who have lost their legs.

Hero with Three A lion with three legs. It tells of the difficulties that he experiences and his

Legs cooperation with his friends to cope with the problems.

My Wings: Two
Little Falcons

The feelings, the difficulties and the struggles of a stork whose wings are broken
and two little falcons that helps her.

Life is Beautiful

About a high school student who has to use a wheelchair. The story is a first
person narration that tells of his achievements on the disabled basketball team
and in the disabled dancing group. It also tells of his interaction with his
environment and how he is positively affected by his achievements.

Little Chick

About a little chick with one eye and its relationships with its family.

Beautiful Blue
Eyes

About a student whose sight has deteriorated. It is about his problems before the
diagnosis, his period of adapting to his friends after the diagnosis and the
regulations in the school, which are enacted for him.

Let’s Play Guiding A visually disabled student is about to join a new class. Before he comes to the

Eyes Game class, the games that the other students are demonstrating develop the students’
tolerance and understanding.

Rainbow A blind student at high school; his interactions with his father and his
achievements in music.

You Should Try A primary school student who is trying to prepare homework about helping
each other. She comes across a blind man on the street.

Birthday Present The story of how a boy with visual disabilities changes direction after he receives

a colouring set as a birthday present.

Dream of Omar

Omar is the son of a poor family. He needs to buy a hearing aid device for
himself, and for that he needs to work in the bazaar after school.
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Table 3 Continue
Title Content
Mommy, What A blind girl hears about a rainbow from the kids in a park, and asks her mother

Does Rainbow
Mean?

‘Mommy, what is a rainbow?’ After that, she develops an interaction with the
kids in the park.

Celebration
Present

Ali is a hearing impaired boy. He learns how to make shoes and makes a pair of
shoes for his mother as a celebration gift.

School Love

About a child who has intellectual disabilities and spasticity and who cannot
walk properly. The story draws attention to this child’s happiness about starting
school and achievements that he gains in skills.

Best Friendships

The characteristics of a student who has hydrocephaly, the negative reactions of
his friends in the first days of school and the change of these reactions in a
positive way with the help of the teacher.

Ozgtir's World

A child with autism; his reactions to changes in routines and repeating
behaviours. It also tells about a relationship that is initiated by one of his peers.

All the stories included the problems that ID children encounter; they
emphasized the positive and negative experiences of the characters with a solution to
the problems. The main themes of the stories were about understanding,
collaboration, and respect of differences. We are pleased to note that after this
research, these 19 stories were published by an educational book company.

Interviews. Although all the participants were invited to attend an individual face-
to-face interview, only 11 of them volunteered and had time to share their
experiences (Table 4).

Table 4
Participants who Attended the Interview
Special Education Department Early Education Department
Female Male Female Male
Number of
Participants 3 3 5 -
School
Years/Grades 4/Senior 1/Junior  2/Senior 1/Junior -
Number of
participants 3 1 2 5

Semi-structured interviews were conducted with each participant individually by
the researcher. All interviews were audio recorded. A code name was used for each



Eurasian Journal of Educational Research |145

participant to assure anonymity. The interviews lasted from 18 to 25 minutes. The
interview questions are given in Appendix 1.

Researcher Features

The researcher has a bachelor's, master’s and doctoral degree from the
Department of Special Education. She has worked as an instructor at the university
since 1986. She supervised in instructional practice for pre-service teachers for 27
years at the Department of Special Education. In addition to this, she instructed
Teaching Skills and Concepts to Individuals with Intellectual Disabilities, Applied
Behavioral Analysis and Development of Individualized Education Program courses
at the undergraduate level. She also teaches graduate courses (Qualitative Research,
Applied Behavior Analysis and Developing Social Competence) and supervises
theses in the same field.

Data Analysis and Credibility

All the interviews were transcribed by the researcher; the transcriptions were
confirmed by another colleague studying in the area of special education. All the
data sections that were indexed and interpreted were coded simultaneously using 20
different codes from the transcriptions. The coded data sections were omitted, and
the data which had the same codes were collected in a file. Two copies of these files
were prepared. Each file was analysed independently by the researcher and her
colleague and main themes and sub-themes were formed. The researchers formed
the themes through negotiation and agreement after comparing all the themes.
Another colleague revised the themes and seven main themes were obtained. A third
colleague revised results and research reports, and arranged subthemes. Finally, the
themes were verified taking into consideration the field notes written at the
workshops. Thus the researcher tried to provide credibility and reliability.

Results

Seven main themes were determined by evaluating the opinions of the
participants about story writing process. These themes were: aim, insufficiency of
Turkish C’sL about ID, observations, opinions and contributions of the
stakeholders, benefits, writing process and problems, and suggestions for story
writers when writing SCD (Table 5). Numbers given in parenthesis are the
number (frequency) of participants stating similar opinions.
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Table 5
Summary of Main Themes, Subthemes and Exemplary Quotes
Themes Subthemes - Explanations - Exemplary quote
Frequencies
Aim The aim included two
subthemes. All of the story
writers mentioned their social
aims. Only one of the
participants said that she had
an individual aim.
Social aims “My aim is ... ID are not well known by

To provide the acceptance
of ID by society (11)

To familiarize the
characteristics of children
with disabilities to
normally developing ones
(10)

To make contributions to
create C'sL about children
with disabilities (3)

To make contributions to
the field of special
education, and to give hope
2

To reflect the emotions of
ID (1)

Individual aim

Personal satisfaction

Insufficiency of Approximately 1000 children’s

Turkish
Children’s
Literature about
ID

stories in CsL  were
researched by the
participants during the story
writing process. Eight of the
participants stated that they
could not find any children’s
SCD, and two of them stated

that they found only one

story.

Observations The participants expressed
their opinions about the
experiences that they gained
while reading their
storybooks to ID, their
parents and normally
developing children.
Therefore, the observation

theme was formed into two
sub-themes.

society. Our basic aim in this study is to help
normally developed individuals recognize
children with disabilities. This group
includes students, adults and regular
primary class teachers. My basic aim is to
familiarize ID and facilitate their acceptance
by the community.”

“I would like to receive personal satisfaction
by making a contribution to the field.”
“When I searched children’s libraries and the
market, I scanned approximately 300 books,
but none of them mentioned children with
disabilities. This is terrible. In our
environment and society, there are negative
and insensitive attitudes toward people with
a disability.”
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Table 5 Continue

Themes

Subthemes - Explanations -
Frequencies

Exemplary quote

Observations on the children
with disabilities and their
parents

e Educational and social
necessities of the children
with disabilities and their
parents (7)

o The feeling of shame of the
families with children with
mental retardation (5)

e The attitude differences
between families with
children with disabilities and
normally developing
children toward their
children (2)

¢ ID need understanding
rather than sympathy (2)

e In inclusion classes, the
children with disabilities
were able to comprehend the
stories (2)

e The attitudes of two families,
one of which is hopeful and
the other one is desperate
about the future of their
children (1)

e The success of a child with
severe mental retardation (1)

One of the participants observed
triplet  siblings ~ with  mental
retardation and their mother.

“Compared to the other mothers, their
mother was the most optimistic and
positive one. ... The triplets, who are
thirteen years old, have been attending
the school for five years. Their mother
gets up at 5 a.m. to change their nappies
and comb their hair. Their mother says
that they are happy hours for her when
they spend time together, and she is
hopeful for them...there was another
mother at school. The teacher thought her
child would be able to read soon. The
child was mentally retarded but not at a
serious level. ... The mother was always
pessimistic; for example, she thought the
child could not do anything, be educated
andfor could even be stabbed on the
street. The teacher gave this mother’s
child a welcoming task to the triplets. The
mother criticized the teacher as she
thought the child could not achieve this
task. ... She did not let the child do it
although she could have managed.”

Seven participants stated that the
observed families with children with
disabilities have necessities for their
educational and social life.

“It is quite wnormal for a normally
developing child to finish her/his school.
However, for this child (a child with severe
mental retardation) it is miraculous to
fasten their own buttons; to be able to
button up their own clothes. In my view, it
is something to proud of.”
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Table 5 Continue

Themes

Subthemes - Explanations -
Frequencies

Exemplary quote

Opinions
Contributions of
the Stakeholders

During  the

One

Observations on the normally

developing children

story  writing
process, all the storywriters
read their stories to normally
developing students both in
pre-school and in primary
school regular classes.

student in the class
perceived this story as
defining his negative
attitudes toward students

with disabilities and became
very upset.

and  Participant/s
¢ shared their story writing

process with their friends,
families, families of the
children with disabilities and
received their opinions
about writing stories for
disabilities (11)

expressed that the people
around them had positive
attitudes toward the idea of
writing SCD (11).

expressed that one of the
people with whom he shared
the stories gave a negative
opinion (1).

Participants/storywriters
that the students:

“were able to comprehend the stories”.
“received the messages of the stories”
“discussed SCD”

“asked why was the main character in the
story not able to see?”

“would like to dramatize the game of
guiding eyes told in the story”

“entitled one of the stories “Let’s Play
Guiding Eyes Game”

“the students examined the rabbit in the toy
corner, discovered its tail and expressed that
rabbits had tails; but the rabbit in this story
did not have one, although the rabbit was
also able to do good things”.
This normally developing
called the storyteller:

“a disgusting person”.

expressed

student

“there was a need for this kind of stories”,
“giving ideas about the conclusions of the
stories”

“the storybooks should include how children
with disabilities learn”

“these kinds of stories provide normally
developing children with an awareness of the
presence of children with disabilities”
“writing this kind of story is a sensitive
behaviour”

“these stories could provide benefits to the
teachers of children with disabilities”

“these stories would create consciousness not
only in normally developing children but
also in teachers, families and other adults.”
“there was no need for these kinds of SCD”
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Table 5 Continue

Themes

Subthemes - Explanations - Frequencies

Exemplary quote

Benefits

Personal benefits

Receiving information in detail about
children with disabilities and
recognizing these children (7)
Increased in self-confidence due to
participating in such a study,
resulting in the writing of SCD (5)
Developing empathy towards
children with disabilities and also
their parents (5)

Learning group work based on
collaboration and sharing (4)
Learning the ways of making
contributions to ID (2)

Professional benefits

Learning how to develop materials
for normally developing children (4)
Learning the process of story writing
0)

Increased interest in and love of
special education profession (2)
Learning how to prepare activities for
children with disabilities (2)

Using the written stories in
professional life (1)

Developing creative thinking skills (1)

Social benefits

Contribution to an understanding
and acceptance toward children with
disabilities in society (11)
Contribution to knowing and
acceptance for normally developing
children toward children with
disabilities (11)

Contribution to self-acceptance of the
ID by exploring parts from their own
lives in these stories (5)

Providing more information about
children with disabilities to families
and teachers (4)

Leading story writing focusing on the
lives of the peoples with disabilities
2

Contribution to the positive change of
the view points toward special
education teachers in society (1)

“I'm attending this faculty four years. I
have learned in these workshops
collaboration with others.”

“I didn’t know about developing some
materials for normal children.”

“People may see those [children with
disabilities] on the streets, in their
environment and in social settings. In
order not to watch in a passive way,
primarily something might be told to
children at pre-school level by stories,
something might be differentiated. This
is important for teachers. They might
not have encountered a child with
disabilities. However, they will be
informed thanks to our stories. At the
same time, I think it will also make
contributions to the families. With the
help of these stories, they may
understand better their view of life,
feelings, what they experienced and
felt”
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Table 5 Continue
Themes Subthemes - Explanations - Exemplary quote
Frequencies
Writing All the participants Problems are
Process and o expressed that they encountered “not having example stories in Turkish
Problems some problems during the story literature”(10)
writing process (11). “selecting appropriate word choices and
¢ said that they had a strong need to sentence structures according to the
share the process with classmates, level of the children”(3)
roommates, special education “using a comprehensible style for the
teachers, primary education teachers, children to understand better” (2)
student advisors, relatives, colleagues  “creating the theme of the story”(2)
and so on (11). “writing the introductory sentence for
e mentioned that there were no the stories” (2)
difficulties for them in observing “choosing animals as story characters
children with disabilities, conducting  in such a way as to avoid labeling the
interviews with the families of these children” (1)
children or reading the stories to the “difficulty of being empathic”(1)
normally developing children who “creating a story” (1)
were attending regular classes (11).
Suggestions e To understand the ID and their “They should recognize closely children
for  Story families better, the future writer with disability and their families”
Writers should observe these people and  “They should recognize both normal
when spend their time with them over a children and children with disabilities.
Writing long period (11). And they should compare the two
SCD e The future writer should read more groups.”
stories about children (8). “They  will need  participant

The future writer should build
empathy toward the ID and their
families (3).

The future writer should work with
ID (2).

The future writer should become
familiarized with
developing  children
development periods (1).
The future writer should research the
culture and family structures in
Turkey (1).

The future writer should read and
follow scientific publications about
ID(1)

normally
and  their

observation, especially with a disabled
person and in their life area.”

Discussion and Conclusion

The purpose of this study was to explore the experiences of storywriters when
creating SCD. Although stories are very important in any educational curriculum,
there are no example stories including children with disabilities in Turkish C’'sL. As
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mentioned by Blaska (2003), the inadequate existence of children with disabilities
focuses on the need for more stories that signify the diversity of society including
persons with varying abilities. While more storybooks with characters with
disabilities are published today in the world, the percentage is still very insufficient
when compared to the total number of children’s picture books published each year
(Blaska, 2003).

Additionally, it is clear that these stories can help children with disabilities to
adopt models for themselves and their daily problems. These stories can be useful for
normally developing children to understand children with disabilities and for
children with disabilities to understand and find themselves. The success of the
inclusion depends on the acceptance of the students with disabilities by their peers
and their considering themselves as members of their class. When interaction
opportunities with peers are provided to students with disabilities, they can also
represent appropriate social behaviours, improve their friendships and learn
cooperation. At the same time, normally developed students learn that their peers
with disabilities are individuals. Moreover, they learn to develop sensitivity toward
people who are not exactly similar to themselves and to have social responsibilities
due to having peers with disabilities in the classroom environment (Vaughn, Bos &
Schumm, 2003; Friend & Bursuck, 2006).

The story writing process was extremely difficult for the storywriters, as there
were no example stories, and they had no previous experience of writing storybooks.
The storywriters expressed that the story writing process contributed greatly to their
gaining more knowledge about children with disabilities. They also indicated that it
provided them with the opportunity to better recognize those with disabilities,
improve their self-confidence, developing collaboration skills, gain a higher interest in
special education as a career and improve their creative thinking abilities. Similar
outcomes were obtained as a result of a study on learning through writing stories
about students with disabilities in inclusion classes conducted by Jarvis et al. (2004),
where it was emphasized that in special education teacher training, writing stories has
an important function. Moreover, attitudes, opinions, expectations, feelings and
thoughts can be changed by reading storybooks about children with disabilities in
Turkey based on making the field of special education better known, developing
positive intentions toward ID (Blaska, 2003), encouraging positive interactive
relationships among children of different abilities (Gross and Ortiz, 1994), avoiding
stereotypes and bias in children’s books (Walling, 2001), being supported in a creative
and risky process, which could help society have a better view of what professional
practice could be (Jarvis et al., 2004), developing insights to explore alternative ways
of looking at practice (Chambers, 2003), and providing collection and access to
storybooks about integrated early childhood and primary literacy experiences
(Williams et al., 2005).

Teachers have a crucial role in providing both positive social interactions
between students with disabilities and typical students. They must offer education
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about all kinds of differences among individuals, which includes ID (Mastropieri &
Scruggs, 2004). The curriculum should include the characteristics of ID, regardless of
whether the teacher encounters only a few students with disabilities during her/his
teaching period. All students should be educated on understanding ID and
developing positive attitudes toward all other students (Friend & Bursuck, 2006).
While explaining the characteristics of the peers with disabilities to normally
developed students, stories will provide significant opportunities for teachers.

In Turkey, it is observed that a lot of people have erroneous and negative
attitudes toward ID, since they do not have enough knowledge and experience on
the subject. It is thought that SCD may make contributions to eliminate the
knowledge deficiency in society.
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APPENDIX 1
Interview Questions
1.Could you introduce yourself?

2.What was your aim in joining a study on writing stories for children with
disabilities?

3.You scanned the children stories. In the stories you reached, did you encounter
any parts from the lives of children with disabilities? Or did you encounter a
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story which was completely dedicated to a child with disabilities or her/his
parents? What did you think after you scanned these stories?

4.What kind of contributions did the writing a story for children with disabilities
workshops make in recognizing individuals with disabilities?

5.What kind of benefits do you think you will receive for your career as a result of
this study?

6.In your opinion, what are the benefits of these kinds of stories being on the
market for children with disabilities?

7.With whom, except the study group, did you share the information that you
wrote stories for children with disabilities? When you shared this information,
what kind of reactions did you receive? How did these reactions affect you?

8.What kinds of problems did you come across while writing the stories?

9.What do you suggest to people who will write stories about children with
disabilities?

Ozel Gereksinimli Cocuklar1 Anlatan Oykiiler: Oykii Yazma Siireci ve
Opykii Yazarlarinin Goriigleri

Atif:

Vuran, S. (2014). Stories about children with disabilities: the writing process and the
opinions of the storywriters. Eurasian Journal of Educational Research.55, 137-
158. http:/ /dx.doi.org/ 10.14689/ ejer.2014.55.9

Ozet

Problem Durumu: Diinya'nmin pek cok yerinde oldugu gibi Tirkiye'de de yasalar
okulotncesi donemden baslayarak 6zel gereksinimli cocuklarin akranlar ile birlikte
normal simiflarda egitilmesini sngormektedir. Ozel gereksinimli grencilerin normal
siniflarda, akranlar ile birlikte gerekli destek hizmetler sunularak egitilmesine
kaynastirma denilmektedir. Basarili kaynastirma smuflari farkliliklart anlama ve
farkliliklara saygi duymaya dayalidir. Kaynastirma smifindaki 6grencilerin 6zel
gereksinimli akranlarim kabul etmeleri, 6zelliklerinin farkinda olmalari, onlara kars1
hosgorii anlayis ve isbirligi gelistirmeleri kaynastirmanin basarisini artiracagr gibi
ogretmenin  isini  kolaylastiracaktir. Normal &grencilerin  kaynastirmaya
hazirlanmasinda, 6zel gereksinimli c¢ocuklarin 6zelliklerini anlatan resimli ve
eglenceli ¢ocuk oykiilerinin, bu bireylere karsi olumlu tutumlar artirmak ve farkl
yetenekleri olan ¢ocuklar arasindaki olumlu akran iligkilerini gelistirmek amaciyla
kullanilabilecegi belirtilmektedir. Tirk cocuk alanyazininda, ©zel gereksinimli
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cocuklara iliskin kaynaklar yoktur. Bu nedenle 6zel gereksinimli ¢ocuklar1 anlatan
kaynaklara gereksinim duyulmustur.

Calismamn Amaci: Bu calismada normal 6grencileri kaynastirmaya hazirlamak tizere
ozel gereksinimli ¢ocuklar1 anlatan gocuk oOykiileri olusturmak ve bu &ykiilerin
yazarlarmin (6gretmen adaylarinin) goriislerini belirlemek amaglanmustir.

Yontem: Bgitim Fakiiltesi, Ozel Egitim ve Okuloncesi Ogretmenligi Boliimlerinden 12
goniillii 6gretmen adayr Oykii yazma calismalarimin tamamina katilmislardir.
Katilimcilarin 7’si 6zel egitim 6gretmenligi boltimiinde, 5’1 okul dncesi 6gretmenligi
bolimiindendir. Katilimcilarin tamami 6zel egitimle ilgili en az bir ders, altist gocuk
edebiyat1 dersleri almislardir. Bu katilimcilarin 11i gontlléi olarak gortismelere
katilmiglardir. Gortismelere okul oncesi egitim bolumiinden 5 kisi, 6zel egitim
ogretmenligi boltimiinden 6 kisi katilmistir. Bu nitel bir calismadir. ki evreden
olusmaktadir. flk evrede zel gereksinimli ogrencilerinin kaynastirma simniflarinda
akranlar1 tarafindan kabul edilmelerini kolaylastirmak {izere 6zel gereksinimli
cocuklart anlatan dykiiler yazilmistir. Oykii yazma siirecinde, yedi aylik bir stirede
dokuz c¢alisma toplantist yapilmistir. Bunlardan ilkinde, “Katilimcilarla 6zel
gereksinimli ¢ocuklar, kaynastirma, kaynastirma smiflarinda neler oluyor?”, “Biz
kaynastirma smuiflar1 icin neler yapabiliriz?” konular: tartisilmistir. Kaynastirma
simiflarinda 6zel gereksinimli 6grencilerin akranlar tarafindan kabul edilmemeleri
tizerinde odaklanilmistir. Ozel gereksinimli ©grencilerin akranlar1 tarafindan
kabuliinti artirmak icin “Neler yapilabilir?” tizerinde tartisihrken, 6zel gereksinimli
cocuklarin 6zelliklerini anlatan kitapgiklar yazilmasi fikri ortaya atilmistir. Daha
sonra bu kitapciklarin, resimli dykti formunda olmasiin cocuklar tarafindan
okunabilirligini artirabilecegi tartisilmis ve o6ykii kitaplarinin yazilmasina karar
verilmistir. ~ Daha sonraki calisma toplantilarinda katilimcilar 6ykii yazma
stirecindeki deneyimlerini ve yazdiklar1 Oykiileri ve gruptaki diger gontillii
katilimcilarla paylasmislardir.

Toplantilar yaklasik 1,5-2,5 saat stirmiistiir. Bu stirecte arastirmaci tarafindan 25
sayfalik saha notlar1 tutulmustur. Toplantilarin giindemi {i¢ giin 6nce belirlenip
katilimcilara e-posta ve duvar ilanlar1 araciligiyla duyurulmus ve ilk toplant1 yazar
tarafindan yiiriitilmustiir.  Izleyen toplantilar katiimcilardan biri tarafindan
yurttilmistir. Her toplantinin sonunda gelecek toplantinin giindemine karar
verilmistir.

Toplantilarda 18 oykii yazilmigtir. Oykiilerin tamami 6zel gereksinimli bireylerin
yasadiklar1 sorunlar1 icermekle birlikte, sorunlarin ¢6ztimiinde ve ¢dztimiiyle birlikte
ortaya ¢itkan olumlu yasantilar1 dile getirmistir. Tim &ykiilerde 6zel gereksinimli
olan ve olmayan bireyler arasinda hosgorti, isbirligi ve farkliliklara saygi temalar:
islenmistir. Bu 6yktilerin isimleri;
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I
*Omer'in Hayali
* Bayram Hediyesi
* Giizel Mavi Gozler
* Kiigiik Civciv
* Anne Gokkusagi Ne Demek?
* Zeynep Ogretmen
* Okul Sevinci
* Ahmet ve Arkadaslari
* Sihirli Tiy
¢ Ozgiir'tin Diinyast
* En Iyi Arkadagliklar
* Gokkusagi
* Bir de Siz Deneyin
* Hayat Giizel
* Dogum Giinti Hediyesi
* Ug Ayakli Kahraman
* Ponpon Kuyrugu Olmayan Tavsan
* Haydi Goren Rehber Oyunu Oynayalim
* Benim Kanatlarmm: Tki Kiiciik Sahin

Ikinci evrede 6zel gereksinimli cocuklari anlatan dykiilerin yazarlarmin, éykii yazma
stirecinde deneyimlerini ve beklentilerini incelemek amaglanmistir. Bu asamada
oykii yazma siirecine katilan oOgretmen adaylari ile siirecteki deneyimlerini
paylasmak amaciyla yaklasik 20'ser dakikalik yar1 yapilandirilmis goriismeler
yapilmistir. Tim goriismelerin yazili dokiimleri yazar tarafindan yapilmis ve ses
kayitlar1 alanda ¢alisan bir baska arastirmaci tarafindan dinlenerek dogrulanmuistir.
Gortismelerin doktimleri iki kopya olarak hazirlanmistir. Dokiimler arastirmaci ve
bir baska uzman tarafindan bagimsiz olarak analiz edilmistir. Bu siirecte ana ve alt
temalar olusturulmustur. Bu temalar karsilastirilarak uzlasma saglanmistir. Ugtincii
bir uzman tarafindan temalar gozden gecirilerek yedi ana tema olusturulmustur.
Sonu¢ olarak toplantilardaki saha notlar1 dikkate ahndiginda alt temalar
cesitlendirilerek veri analizinin giivenilirligi ve inanirligs saglanmustir.

Sonuglar: Arastrma bulgularma gore Tirk cocuk oykiileri literatiirtinde oyki
yazarlar1 i¢in 6rnek olusturabilecek 6zel gereksinimli ¢ocuklari anlatan Sykiilere
rastlanmamistir. Bu ytizden 6ykii yazma stireci, yazarlar i¢in oldukca zorlayic
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olmustur. Arastirma bulgular1 bu siirecin 8gretmen adaylarinin bireysel ve mesleki
gelisimine katkida bulundugu, 6zel gereksinimli ¢ocuklar: anlatan oykiilerin 6zel
gereksinimli ¢ocuklarin sosyal kabultinii artirdigina iliskin olumlu deneyimler
kazandirdigim gostermektedir.

Tartisma ve Oneriler: Tiirk toplumundaki pek cok kisi 6zel gereksinimli gocuklara
iliskin yeterli bilgi ve deneyimleri olmadig icin onlar hakkinda yanlis ve dolayistyla
olumsuz tutumlara sahip olabilmektedir. Bu ytizden de toplumda 6zel gereksinimli
cocuklarmn kabulii ile ilgili sorunlar devam etmektedir. Ozel gereksinimli ¢ocuklart
anlatan oykiilerin toplumdaki bilgi eksikligini kapatmaya bir &lctide katkida
bulunacag diistintilmektedir. Kaynastirma siniflarinda, 6zel gereksinimli ¢ocuklar
anlatan oOykilerin kullamilmasmin, 6zel gereksinimli olan ve olmayan cocuklar,
ogretmenleri ve ailelerine olumlu Kkatkilar saglayacagi soylenebilir ve bagka
arastirmalarla desteklenebilir.

Ozel gereksinimli gocuklar hakkinda oykii kitaplarinin gerek okulncesi gerekse
ilkogretim doneminde okutulmasi bu ¢ocuklara/bireylere karst tutumlari,
beklentileri, diistinceleri degistirebilir. Farkhi yetenekleri olan ¢ocuklar arasinda
etkilesimleri cesaretlendirebilir. Bu ¢ocuklar biiytidiiklerinde de onlarn bu
hosgoriilii tutumlar1 toplumun 6zel gereksinimli bireylere olumlu bakis agisina
katkida bulunabilir. Bu oykilerin tutum degisikligine neden olup olmadig:
arastirilabilir.
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Abstract

Problem Statement: In disaster prone countries, preparedness is an
important factor in disaster mitigation. There are various disaster
management approaches. However, one common point of these
approaches is that they are “preventive.” First and foremost of the
principal components of the preventive approach is preparedness and
education. It is possible to increase the capacity to cope with the disasters,
which show variety in terms of their development periods and times and
mostly involve uncertainty, by raising the awareness of all components, all
individuals and communities in line with this common cause.

Purpose of Study: The goal of this study is to determine the levels of
disaster awareness and attitude and the individual priorities of the
personnel and the students at Umuttepe Campus of Kocaeli University.

Methods: In this survey, a relational scanning model was applied and the
data were collected by a measurement tool via the Internet. The data were
analyzed with percentage, frequency, arithmetic means, t-test, F-test (one-
way ANOVA) and Scheffe test by using SPSS 14.00 statistical program.

indings and Results: The difference between the awareness levels of
academic and administrative personnel is associated with the positive
influence of education level and responsibilities. Level of education is an
important factor in reducing disaster damages. Comparison of age groups
shows similar results for both personnel and student groups. This result is
anticipated, because older groups are supposed to be more sensitive and
responsible to the problems in their Turkish communities in regard to
their experiences.

Students in the Department of Engineering have the highest awareness
level of all. Most of these students are from the Departments of Geology
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and Geophysics and have the privilege of taking courses related to
disasters.

Conclusion and Recommendations: After the devastating 1999 Kocaeli
earthquake in Turkey, some key institutions initiated and developed
several disaster preparedness training programs, which included basic
disaster awareness, awareness of structural and nonstructural earthquake
hazards mitigation. Those were undoubtedly very beneficial programs,
none of which was included in a formal education system, however. For
this reason, most of the disaster prone countries initiated disaster
education programs, considering the major disasters on their land in their
curriculum. Our results support the world's science-based developments
and emphasize that education and training in disaster awareness in formal
education is very important.

Keywords: Disaster, earthquake, disaster awareness, attitude, disaster
education.

Thanks to the developing and changing approaches to the fights against disasters,
all the institutions need to prepare “disaster and emergency plans” in order to
preplan what to do in case of an emergency. In disaster prone countries,
preparedness is an important factor in disaster mitigation. There are various disaster
management approaches. However, one common point of these approaches is that
they are “preventive.” First and foremost of the principal components of preventive
approach is preparedness and education, as they are considered to be the most
important parts of disaster and emergency management (Baldwin, 1994; Quarantelli,
1986; Ford & Schmidt, 2000). It is possible to increase the capacity to cope with the
disasters, which show variety in terms of their development periods and times and
mostly involve uncertainty, by raising the awareness of all components, all
individuals and communities in line with this common cause. In this system, known
as integrated disaster management in the developing world, the right “intervention”
could be possible by healthily carrying out the pre-event works.

In previous studies, it has been reported that disaster awareness develops in a
positive way after the disasters. Training gains speed and public preparations of
communities living in disaster prone regions are higher than in the other regions
(Doung, 2009; Tanaka, 2005). The studies of Tierney et al. (2001) and Palm and
Carroll (1998), emphasize that factors, such as gender, age, disaster experience,
ethnicity, and social class significantly affect public activities in earthquake
preparedness and urban vulnerability studies. Additionally, marital status, number
of children, home ownership status and level of education are also effective in the
development of these activities. In order to mitigate the effects of the disasters after
the 1999 earthquakes, which wounded our country deeply, and to develop the
behavior pattern at the time of the disaster, training programs were developed by
many institutions, such as the Ministry of Education, Bogazici University, Kandilli
Observatory and Earthquake Research Institute, Turkish Red Crescent, universities,
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municipalities and non-governmental organizations (MEB, 2011; Sanduvac & Petal,
2010; GHI, 2011). Unfortunately, these training programs could only be continued for
a short time after the great losses.Thet could not go beyond social activities and could
not be integrated into the education system. In a study carried out by Karanci et al.
(2005), it is stated that such short disaster preparedness trainings increase the
individuals” motivation, but do not cause a permanent change in behavior. The same
study emphasized that education reduces the anxiety for potential disasters, and as
the education level increases, anxiety decreases (Karanci et al., 2005). Therefore,
determination of existing awareness, attitude and individual priority levels from the
individual to the society for the development of community-based disaster trainings
and programs, and inclusion of courses on disaster trainings in all levels of education
will serve the development of social awareness. In addition, awareness at the
corporate level, knowing attitudes and individual priorities will develop the
capacities of institutions to cope with disasters in a positive way. It is quite important
for personnel and students to know how to behave at the time of an event, especially
in educational institutions, to reduce vulnerability. It is the group with the power of
educated people that will realize the fastest, the most accurate and the most effective
intervention in case of an emergency or disaster. In a study conducted by Sudarmadi
et al. (2001), it is reported that educated people are the center of the future and their
environmental sensitivity is higher than others’.

The purpose of the study

This study aims to determine the related awareness, attitudes and individual
priorities of the personnel (academic and administrative) and the students at
Umuttepe campus. For this purpose, answers for the following questions were
researched.

e What are the awareness and attitude levels of personnel and students
related to natural disasters (especially earthquakes)?

o Is there a significant correlation between the titles of the personnel and
their awareness and attitude?

e Do the awareness and attitude levels of students related to disasters differ
according to classes they attend?

e Do the awareness and attitude levels of individuals related to disasters
differ significantly according to certain factors (disaster experience, age,
gender and disaster training they received)?

e Do the awareness and attitude of students related to disasters differ
significantly according to the departments in which they study?

e What are the individual priorities of participants in the research regarding
disasters?
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Method

Research Design

The relational scanning model was applied in this survey. This is an analysis
method carried out to determine if there is a correlation between two or more
variables (Karasar, 1994). The comparison method used in the relational scanning
model is another method used in this study.

Research Sample

The group participating in this research consisted of academic and administrative
personnel working at Umuttepe Campus of Kocaeli University and studying 1st and
4th year students. Within the scope of the research, 190 personnel (10% of the staff of
Umuttepe Campus), 129 of whom were academic, 61 of whom were administrative
and 735 students (10% of students of Umuttepe Campus) were contacted. In total,
466 students in their first year and 269 students in their 4th year were reached.

Research Instrument and Procedure

Reviewing the literature examining the awareness and attitude levels regarding
disasters, a great number of question repositories expedient to the purpose were
constituted. The measurement instruments of Yakut (2004a; 2004b), Fisek and
Kabasakal (2008) were of benefit in the construction of the items. To examine the
intelligibility and scientific competence, the items were presented to ten faculty
members/instructors working in different disciplines (earth sciences engineering,
experts in Turkish language and literature, disaster and emergency, and assessment
and evaluation) to get their expert opinion. After receiving their feedback, corrections
were made in the measurement instruments. A pilot study was conducted with 156
first-year students of the Department of Medicine with the aim of testing the
intelligibility of the items in the measurement instrument. This number is considered
appropriate by the experts working in the field of assessment and evaluation.
According to Buytikoztiirk (2002), in the cases when the number of variables is not
very high, a sample size between 100 and 200 is sufficient.

Validity and Reliability

A factor analysis was conducted in order to determine the validity level of the
scale. It consisted of 52 items in total, 25 of which were for awareness, 19 for attitude,
and the graded items were prepared for the determination of priorities and
independent variables after the pilot implementation. For the evaluation of the scale
in terms of reliability, the coefficient of internal consistency was examined. Internal
consistency means that the items have a certain conceptual structure. As a result of
the conducted factor analysis, 6 of the 25 items in the awareness section were
eliminated, as they were below the 0.45 factor value and 19 items were left behind.
Seven of the 19 items in the attitude section were eliminated and 12 items remained
(Gerdan, 2010).

As a result of the item analysis, pilot implementation coefficient of internal
consistency (reliability) was calculated as alpha=0.82 for the awareness part and
alpha=0.67 for the attitude part. These values are defined as “good” according to the
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measurement instrument development criteria. The measurement of awareness and
attitude in the measurement instrument were ranked with a triple Likert scale. The
Likert scale is a type of scale frequently used by social scientists to measure attitude
(Yurt, 2008).

A group of grading items, which could not be defined in the awareness and
attitude sections, but were important in terms of awareness level, aimed at
determining the individual priorities regarding disasters was also presented to the
practitioners. Each ranked item is intended to determine the individual priorities of
the participants in certain situations, and ranked as 1: The most, 2: A lot, 3: Little, 4:
The least.

Data Analyses

Statistical analysis of the survey was conducted using the SPSS 10.0 program. A
one-way ANOVA-test (F-test) was applied to test the differences among two or more
independent groups, such as age groups. Also, t-tests were applied in the survey in
order to compare the means of two groups, e.g. academic and administrative
personnel, female and male groups.

Results

This study aimed to determine the levels of disaster awareness and attitudes of
the personnel working at residences re-structured after the 1999 earthquake in terms
of construction techniques and the students of Kocaeli University at Umuttepe
campus. This objective is important in terms of the development of response capacity
of the students and the personnel and the determination of the priorities in the
awareness-raising training.

The study aimed that items including the awareness and attitude levels for the
personnel group would be associated with the items defined as independent
variables, such as duty type (academic, administrative), gender, age group, whether
or not they had experienced a prior devastating disaster, whether or not they had
received disaster training at an institution, whether or not they had taken
precautions to recover non-structural damages (fixing furniture) and whether or not
they had DASK (Turkish Catastrophe Insurance Pool).

It was aimed to obtain a relational result by carrying out the same application for
the student group with independent variables including question items related to
faculty, department type (numerical, verbal), class, gender, age group, whether or
not they had experienced a prior devastating disaster, whether or not they had
received disaster training from an institution, whether or not they had taken
precautions to recover non-structural damages (fixing furniture) and whether or not
they had DASK (Turkish Catastrophe Insurance Pool) for themselves or their
families.

Furthermore, an evaluation including the ranked choices to determine the
individual priorities was carried out for each group.
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Personnel Findings

The results of the relational analysis obtained for the determination of the
awareness and attitude levels for the personnel are given below.

The limits used in statistical evaluations for the significance value (p), which is
used to determine whether there is a significant correlation (significance of the
difference between the groups) between two comparison groups (t-test) and among
more than two groups (ANOVA), are p<0,01, p<0,05, p<0,001 and p<0,005. In
addition, in the cases when the p significance value is in the specified limits, the
sample means (M) belonging to the groups are also expected to vary from each other.

The results of the t-test for the awareness and attitude level’s correlation to duty
type are given in Table 1.

Table 1

The Results of the Awareness and Attitude Level t-Test According to the Duty Types of
Personnel

N M S t P
Administrative 61 40.77 5.96 2.48 0.014
Awareness
Academic 129 43.07 5.99
Administrative 61 29.47 2.79 0.200
Attitude -1.28
Academic 129 29.96 2.30

Table 1 shows a remarkable difference between the two groups of the personnel
[t(188)=-2.48, p<0.01 or p<0.05]). The awareness level of the academic personnel
(M=43.07) is higher than the administrative personnel (M= 40.77). This finding can be
interpreted as meaning that there is a significant correlation between the duty types
and the awareness.

There is no significant difference in t-test results for the attitude levels of the
personnel associated with their duty type [t(188)=-1.28, p<0.05]. The result of the F-
test for the awareness of the personnel shows a significant difference according to
age group [F(4-185)=7.237; p<0.001]. The Scheffe-test was applied to determine the
differences in the age groups, and the results show that the awareness level is the
highest (M= 44.51) in the age group of 40 and over. The values subsequently decrease
in a positive correlation with the age group: ages 36-40 (M=43.80), ages 26-30
(M=41.68), ages 31-35 (M=40.07) and ages 20-25 (M=35.50), respectively.

Similarly, the result of the F-test for the attitude of the personnel shows a
significant difference according to age group [F(4-185)= 3.342; p<0.01 p<0.05].. The
Scheffe-test was applied to determine the difference in the age groups, and the
results show that the attitude level is the highest (M= 30.55) in the age group of 40
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and over. It is followed by 31-35 age group (M=30.17), 36-40 age group (M=29.60), 26-
30 age group (M=28.89), and 20-25 age group (M=29.50) respectively.

There is no significant difference in t-test results [tuss=1.05, p<0.001] for the
awareness and attitude level associated with gender. The t-test was applied to
determine the effects of people fixing the threatening materials in the places they
lived to remove the non-structural damages on their awareness and attitudes. While
a significant difference is observed in terms of the effects of fixing the furniture on
the awareness [tuss=5.59, p<0.001], no significant difference is observed in terms of
its effects on attitude [tass=1.80, p<0.001]. The ANOVA results for the effects of
personnel’s benefiting from the insurance systems for natural disasters, especially
earthquakes on their awareness levels are given in Table 2.

Table 2
Personnel’s Insurance (DASK) Awareness, Attitude ANOVA Results
sd (KO) F P
Between Groups 1276.32 3 42544  13.927 0.000
Awareness  Within Groups 5682.11 186 30.549
Total 6958.44 189
Between Groups 5.637 3 1.879 0.304 0.823
Attitude Within Groups 1151.542 186 6.191
Total 1157.179 189

While the results show that there is quite a significant correlation between having
DASK and one’s awareness level, no significant correlation is observed in terms of
the attitude levels.Although no permanent behavior change is observed in
individuals due to the negative effects of the disasters being forgotten over time and
the inadequacy of the informal training received, the need to take precautions in
living spaces is in question because of the expected (potential) earthquakes and
various legal requirements. Statements made by scientists and the media, which
remained on the agenda for a long time after the 1999 earthquakes, related to taking
individual precautions (earthquake Kkits, fixing furniture, etc.) bear an encouraging
qualification in this regard.

In the study, ranked items (1: The most, 2: A lot, 3: Little, 4: The least) take place
in the last part of the measurement instrument in order to reveal certain individual
and local changes during the periods before, during and after the 1999 earthquakes,
and reveal the situation related to the individuals’ preferences after the 1999
earthquakes. The frequency and percentage values calculated with 190 ranked items
in total belonging to the personnel, 108 of whom are females, 126 of whom have
experienced a disaster and 17 of whom have received disaster training, are given in
Table 3.
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Table 3

Frequencies and Percentages of Individual Priorities of the Personnel

N 4 n 4 n 4 n 4

Please order the events which affected you the most after the earthquake in 1999.

Deaths Wreckages Panic and fear Chaos in Social order

133 68,9 24 124 11 5.7 25.0 13.0

What do you think a potential major earthquake affects the most in the region you live? Please
order.

People Houses Public Buildings Industrial Institutions

138 71.5 17 8.8 13 6.7 25 13.0

What are the threatening factors during a potential earthquake in the region you live? Please
order.

Buildings, furniture Industrial Institutions Panic Natural Gas Leaks

95 49.2 35 18.1 27 14.0 36 18.7

Please order the reasons if you did not take earthquake-resistance test for the building you live
in after the 1999 Marmara Earthquake.

Financial Condition Finding it Construction after Failing to Achieve a
Unnecessary 1999 Consensus
20 104 25 13.0 34 17.6 114 59.1

What do you look for when you buy a new house? Please order.

Construction after 1999 Ground Study Structural Proximity to Certain
Reliability Centers
60 31.1 88 45.6 28 14.5 17 8.8

Table 3 shows what is looked for when buying a new house, “ground study” at
the rate of 45.6% for the personnel ranks first. The most important factor reported
among the reasons for not having an earthquake-resistance test for the building lived
in after the 1999 Marmara Earthquake is “failing to achieve a consensus” with a rate
of 59.1%; the least important factor is “Financial Condition” with a rate of 10.4%.

Student Findings

A significant correlation is observed between the type of faculty and the levels of
awareness in the results of ANOVA obtained associating the students’ faculty types
to their awareness and attitude levels [F(7-727)= 5.547; p<0.001]. Among the student
groups, the awareness levels of the students in engineering are higher than the
students of the other departments. However, a significant correlation can be
established between the faculty type and the attitude levels [F(7-727)=2.142; p<0.05].
In terms of attitude levels, the school with the highest value is the School of Health
Sciences. The School of Health Services has the highest arithmetic mean value with
M=30.4583.
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As a result of the analyses of the student groups, a correlation depending on
gender is not observed in parallel with the results obtained from the personnel data.
However, the remarkable point here is that the gender of the students of the School
of Health Sciences, differing in terms of attitude levels, are female. This situation can
be interpreted as gender affecting the attitude levels among student groups to some
extent. It is a foregone conclusion that the awareness levels of the students of
engineering are higher than the others. A part of the students of the departments
located in Umuttepe campus attend the Department of Earth Sciences (Departments
of Geology and Geophysics) and_take courses related to disasters, so they constitude
an exception in this regard. The results of the t-test for the awareness and attitude
levels to the department type (numerical, verbal) are given in Table 4.

Table 4

The Results of the Awareness and Attitude Level t-Test According to the Department
Type of the Students

N M S t P
Numerical 541 38.88 6.45 0.090 0.928
Awareness
Verbal 194 38.83 6.34
Numerical 541 29.31 2.96 0.706
Attitude 0.377
Verbal 194 29.22 3.06

There is no significant difference for the levels of awareness [t(733)=0.090,
p<0.001] and attitude [t(733)=0.377, p<0.001] according to the department types
(numerical, verbal). The results of the t-test for the awareness and attitude levels to
classes of the students are given in Table 5.

Table 5

The Results of the Awareness and Attitude Level t-Test According to the Classes of the
Students

N M S t P
1st grade 466 38.3605 6.3651
Awareness -2.849 0.005
4thgrade 269 39.75446 6.4316
1st grade 466 29.2532 3.0090
Attitude -0.453 0.651
4th grade 269 29.3569 2.9598

The scores of the awareness levels regarding natural disasters according to the
classes of the students vary significantly [t(733)=-2.849, p<0.005]. The awareness
levels of the 4th year students (M= 39.7546) are higher than the 1st year students (M=
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38.3605). This finding can be interpreted as meaning that there is a significant
correlation between the awareness levels and the students’ classes. However, no
correlation has been established between the attitude levels regarding natural
disasters and the students’ classes. [t(733)=-0.453, p<0.001].

No significant correlation is observed between the awareness levels of the
students [t(733)=0.201, p<0.001] and their gender. However, a significant correlation
at the least can be established between the gender of the students and their attitude
levels [t(733)=2.695, p<0.05]. The results of the F-test for awareness levels of the
students show a significant difference according to age group [F(2-732)= 6.719;
p<0.001]. The Scheffe-test was employed to examine the difference in the age groups,
and the results show that awareness level is the highest (M= 43.53) in the 26-30 age
group. It is followed by the 21-25 age group (M=39.38) and 15-21 age group
(M=38.18), respectively.

Similarly, the results of the F-test for attitude levels of the students show a
significant difference according to age group [F(2-732)= 3.619; p<0.05]. The Scheffe-
test was employed to examine the difference in the age groups and the results show
that attitude level is the highest in the 26-30 and 21-25 age groups. The fact that the
awareness and attitude levels of the students at older ages (26-30) are the highest of
the student age groups supports both the results of the personnel age groups and the
awareness levels of the 4th year students to be higher than the others.

A significant difference was obtained [t(733)=7.944, p<0.001] on the awareness
level between the students who had experienced a disaster before and those who had
no such experience. However, no significant difference is observed in terms of the
effect of the disaster experience on the attitude levels [t(733)=0.061, p<0.001].
According to the results, a significant difference is observed in terms of the effect of
the students receiving a previous disaster training on their awareness levels
[t(733)=6.416, p<0.001]. A less significant difference is observed in terms of the
attitude [t(733)=2.404, p<0.05].

The awareness level of a student group with a disaster experience is higher than
the others. This situation can be interpreted as experiences and acquirements gained
at a young age are more permanent. No significant difference can be observed in
terms of the attitude.

According to the results of the analyses, there is a significant correlation between
the students’ fixing the furniture and their awareness [t(733)=12.642, p<0.001]. It is
observed that the awareness levels of the ones who fix their furniture (M=42.6063)
are much higher than the others. A significant correlation in the level of [t(733)=1.455,
p<0.05] is observed between fixing the furniture and the attitude.

The number of people who take precautions for disaster training and non-
structural damages in the student groups is quite high compared to the numbers in
the personnel group. The training programs they received during the university
period (Department of Engineering) are also included in these training programs. It
can be said that students are interested in disaster training, these training programs
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have positive impacts on their awareness levels and they provide permanent
behavior changes in students.

A significant correlation is established between the students” having DASK and
their awareness levels [F(4-730)= 63.224; p<0.001]. There is a difference between the
means of the awareness level values of the ones who took out DASK between the
years 2000 and 20008 (M=42.60) and the ones who did not (M=36.60). On the other
hand, the results show that there is even a little significant correlation between the
attitude levels and taking out DASK (in the level of p<0.05). The results of the Scheffe
test for the ones who did not take out DASK in terms of their attitudes (M=27.8140)
.is quite low compared to the others. The frequency and percentage values calculated
with the graded items for the students in the study are given in Table 6.

Table 6

Frequencies and Percentages of Individual Priorities of Students

N P n P n P n P

Please order the events which affected you the most after the 1999 earthquakes.

Deaths Wreckages Panic and Fear Chaos in Social Order
484 65.6 104 14.2 53 72 97 13.0

What do you think a potential major earthquake affects the most in the region you live? Please
order.

People Houses Public Buildings Industrial Institutions

551 74.7 86 11.7 18 2.4 83 11.2

What are the threatening factors during a potential earthquake in the region you live? Please
order.

Buildings, Industrial Panic Natural Gas Leaks
furniture Institutions
375 50.8 146 19.8 106 14.4 111 15.0

Please order the reasons if you did not take earthquake-resistance test for the building you live
after the 1999 Marmara Earthquake.

Financial Finding it Construction after Failing to Achieve a
Condition Unnecessary 1999 Consensus
89 12.1 115 15.6 135 18.3 162 22.0

Those whose parents reside out of Kocaeli

237 321

What do you look for when you buy a new house? Please order.

Construction after Ground Study Structural Reliability Proximity to Certain
1999 Centers

120 16.0 123 17.0 192 26.0 303 41.0
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Table 6 shows what people look for when purchasing a new house. “Proximity to
certain centers” at the rate of 41% for the students ranks first. Except for students
whose parents reside outside of Kocaeli, the most important factor given for reasons
not taking earthquake-resistance tests for the building you live in after the 1999
Marmara Earthquake is “failing to achieve a consensus” with a rate of 22%.

Discussion and Conclusion

Although numerous different programs have been developed for preparedness
and damage mitigation related to disasters, unfortunately there are very few studies
for the determination of disaster awareness of communities, especially educational
institutions. (Horan, Ritchie, Meinhold, Gill, Hougheton, Gregg, et al, 2010). In one of
these studies, the correlation between the level of disaster preparedness and the
demographic factors of the educational institution was investigated, and no
significant correlation was established between them (Kano and Bourque, 2008). The
lack of studies for the determination of the awareness and knowledge levels of the
society prior to the development of the programs for disaster preparedness can be
thought to be one of the reasons for this result. It is quite important that the
personnel and the students know how to behave in case of disasters or emergencies,
especially in the educational institutions, to reduce the potential harm. It is necessary
to know the initial awareness levels of the communities in order prepare training
programs and to ensure the correct reactions in the face of unexpected hazards such
as earthquakes.

In comparing Table 3 with Table 6, “deaths” after the 1999 earthquakes are seen
to be the most important event affecting both the personnel (68.9%) and the students
(65.6%). Also, the percentages for the answers given by both the personnel and the
students for the item “What do you think a potential major earthquake affects the
most in the region you live?” are very close to each other. “People” are thought to be
affected the most with a percentage of over 70% for both groups. In another graded
item examining what the threatening factors are during a potential earthquake in the
region lived, “buildings and furniture” at the rate of 49.2% for the personnel and
50.8% for the students ranks first. While the most important factor when buying a
new house is “ground study” for the personnel group with a rate of 45.6%,
“proximity to certain centers” is preferred for the student group with a rate of 41%.

According to the results of the study, the awareness level of the academic
personnel being higher shows that there is a significant positive correlation between
the level of education and disaster awareness. Similarly, the fact that the education
level is an important factor in disaster mitigation is also stated in a study by Riistemli
and Karanci (1999).

A comparison of the age groups shows similar results both for the personnel and
the student groups. This result was anticipated, because, in Turkey, older age groups
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are expected to be more sensitive and responsible to the problems in their
communities, based on their experiences.

It is quite interesting that no correlation can be established between the
awareness and attitude levels of the personnel depending on their gender. However,
in a study of Bourque et al. (2012), females described themselves at higher risk in the
face of potential disasters. Furthermore, in most studies conducted on societies, a
significant difference is observed between the behavior patterns and the attitudes of
females and males in the face of events. One of the most important resources of this
difference is that females have lower education and income levels than males. In the
application realized in our campus, the fact that no difference is observed in terms of
gender or none of the groups have gained an advantage over the others can be
explained as the personnel profile having the same level of education and similar
level of income in their own groups.

It is surprising that the awareness and attitude levels of the personnel who have
experienced a destructive natural disaster before and received disaster training at an
institution do not differ significantly from the others. This situation can be explained
as the effects of the natural disasters being forgotten over time, the informal training
programs provided by various institutions not being given properly and not being
continuous or the trainings received after a certain age not being able to cause
permanent behavior change in individuals. First of all, it is necessary to fully
understand what the short, medium and long-term impact of the disasters on the
societies and the national economy are, and the studies on disaster awareness of all
the institutions from individuals to the society should be maintained in accordance
with this purpose.

According to the research findings, a significant difference is found between the
education level of the students and their disaster awareness levels. In addition, the
fact that the students at the Department of Engineering have higher disaster
awareness levels than the students in the other departments can be interpreted as
“Undergraduate education period” and in particular, and the fact that the disaster
related courses given in the 3rd year provide a positive contribution to awareness
raising.

Various training programs were conducted in our country. However, none of
these training programs, which are undoubtedly useful, are included in the formal
education system. Yet, the information learned at school is more scientific and
permanent than the information learned by chance from family and the environment
(Tsai, 2001).

The lack of disaster awareness is the first obstacle encountered in disaster
response. An approach perceiving the damages caused by disasters as reparation or
reconstruction of the buildings and facilities cannot meet the needs of communities
affected by disasters.

Above all, disaster mitigation can be possible by meeting psychological and
physical needs of the society. It is possible for the post-disaster psychology of the
society to be affected the least by raising the awareness before the disaster happens.
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Disaster awareness development can be achieved in many ways. However, turning
the awareness into a permanent behavior change in individuals is one of the
important issues to be emphasized. It is feasible with the development of sustainable
mitigation strategies and active participation of the individuals in these activities.

Therefore, the strategies to be implemented should focus on informing, training
and raising awareness of individuals from a young age. Disaster trainings are
increasing rapidly in the world, and many countries are including disaster training
programs in their curriculum. The findings of this study also support the inclusion of
disaster training in the formal education system.

For individuals to produce rational solutions for survival when disasters occur
can only be possible with the development of awareness at the national level.
Individuals should know the surrounding hazards, be aware of the potential risks
and have the knowledge and the skills to take precautions. The study by Sudarmadi
et al. (2001) emphasizes that educated groups are more knowledgeable and have a
higher awareness level of environmental problems. Further training is required to
increase this knowledge in developing countries.

A study conducted by Ronan and Johnston (2001) on adult and student groups
emphasizes that the knowledge, awareness and risk perception levels of student
groups are much higher than those of the adult groups, and training programs
provide a positive contribution to this development. The study by Tanaka (2005)
stresses that even if there are social differences; development of more effective
disaster training programs for potential disasters is one of today’s major needs for
research.

Results of this study show that raising disaster awareness in our country, which
is a country of natural disasters, is possible by integrating sustainable information
and education programs into our education system. In the studies to be conducted in
the future, practices to develop the disaster awareness of the society and to
standardize the contents of the formal and informal education should be carried out.
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Ozet

Problem Durumu: Diinyada gelisen ve degisen afetlere miidahale ve miicadele
yaklasimlari, tim kurumlarm herhangi bir afet veya acil durum aninda nasil
davranilacagmin bilinmesi i¢in kurumsal diizeyde afet ve acil durum planlarin
hazirlamalarmi gerektirmektedir. Afet riski olan tilkelerde, hazirlikli olmak afet
zararlarini azaltmak i¢in 6nemli bir unsurdur. Afet yonetimi igin gelistirilmis olan
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yaklagimlarin ortak yam “onleyici” olmasidir. Onleyici yaklagimm en temel
bilesenlerinin basinda ise hazirlikli olma ve egitim gelmektedir. Gelisim siireleri ve
zamanlar1 konusunda farkliliklar gosteren ve cogu zaman belirsizlik iceren afetlerle
bas edebilme kapasitesini arttirmak tiim bilesenleri, tiim bireyleri ve topluluklar: bu
ortak amag dogrultusunda bilinglendirmekle miimkiin olabilir. Gelisen diinyada
biittinlesik afet yonetimi olarak adlandirilan bu sistemde, dogru “miidahale” olay
oncesi calismalarin saghikl ytirtittilmesi ile miimkuind{ir.

Arastirmamn Amaci: Bu cahsma ile Kocaeli Universitesi Umuttepe yerleskesinde
calisan personel (akademik ve idari) ve 1999 sonrast yeniden yapilanan bu
yerleskede okuyan oOgrencilerin afetlerle ilgili farkindalik, tutum ve bireysel
onceliklerinin belirlenmesi amaglanmastir.

Arastirmanmn Yontemi: Bu calismada iliskisel tarama modeli kullanilmustir. liskisel
tarama modeli, iki veya daha fazla degisken arasindaki iliskinin var olup olmadigina
yonelik yapilan bir analiz yontemidir. iliskisel tarama modellerinde kullarulan
“karsilastirma yontemi” ise bu ¢alismada kullanilan bir diger yontemdir.

Aragtirmamn Bulgular: Calisma sonuclarina gore, akademik personelin farkindalik
diizeyi idari personele gore daha ytiksek bulunmustur. Buna karsilik tutum
diizeyleri agisindan personel gorev tiirtine bagh anlamli bir farklilik gézlenmemistir.
Analiz sonuclari, hem personelin hem de 6grencilerin farkindalik ve tutum diizeyleri
arasinda yas gruplari agisindan anlamli bir fark oldugunu gostermektedir. Her iki
grup icin ileri yas gruplarinin farkindalik ve tutum dtizeyleri digerlerine oranla daha
yiiksektir.  Benzer sekilde cinsiyete bagh olarak personel ve &grenciler igin
farkindalik diizeyine yonelik anlaml bir fark gozlenmemistir.

Ogrencilerin egitim gordiikleri fakiiltelerinin tiirtine gore farkindahk ve tutum
diizeyleri ile iliskilendirilmesinden elde edilen ANOVA sonuclarinda fakiilte tiirii ile
farkindalik diizeyleri arasinda anlamli bir iliski gozlenmektedir. Fakiilte tiirtine gore,
miihendislik fakiiltesi 6grencilerinin diger fakiilte 6grencilerine gore afetlerle ilgili
farkindalik diizeylerinin daha ytiksek oldugu goriilmektedir. Ogrencilerin siniflarina
gore, dogal afetlerle ilgili farkindalik dtizeyi puanlar1 anlamli bir farkhlik
gostermektedir. 4. smif Ogrencilerinin farkindalik dtizeyi (M= 39.7546), 1. smuf
dgrencilerinden (M= 38.3605) daha yiiksektir. Ogrenci t-testi sonuglarmna gore, daha
once afet yasamis 6grencilerin farkindalik diizeyi (M=40.4614) yasamamis olanlara
gore (M=36.8193) daha yiiksektir.

1999 depremleri sonrasinda “6liim”ler hem personel hem de 6grencileri etkileyen en
onemli olay olarak goriilmektedir. Personeller icerisinde %68.9 ve oOgrenciler
icerisinde ise %65.6 olan bu degerler birbirine oldukca yakindir.

Yine olasi bir depremin yasanan bolgede en c¢ok neleri etkileyecegi hakkindaki
sonuglarin ytizdesi de birbirine ¢ok yakindir. Burada da her iki grup igin %70"in
tizerinde “insanlar”in etkilenecegi diistintilmektedir.

Arastirmamin Sonuglart ve Onerileri:  Ozellikle egitim kurumlarinda afet ve acil
durumlarda personel ve 6grencilerin nasil davranacaklarini bilmeleri gorebilecekleri
zararlar1 azaltmak agisindan oldukga 6nemlidir. Egitim programlarimn hazirlanmasi
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ve deprem gibi ani gelisen tehlikeler karsisinda dogru tepkilerin giivence altina
almabilmesi i¢in topluluklarin baslangictaki farkindalik seviyesinin bilinmesi gerekir.

Calisma sonuglarma gore; akademik personelin farkindalik diizeyinin daha ytiksek
olmasi, egitim diizeyi ile afet farkindalig1 arasinda pozitif yonde anlamli bir iliskinin
oldugunu gostermektedir. Arastirmanin bulgularinda gerek farkindalik gerekse
tutum agisindan yas grubuna bagli olarak hem personel hem de 6grenci gruplari i¢in
anlaml1 bir iliski kurulmustur. Bu durum, Tiirkiye sartlarinda ileri yas grubundaki
insanlarin daha fazla sorumluga sahip olmalar1 ve hayat tecriibeleri ile orantili olarak
farkindalik ve tutumlarmda olumlu gelismelerin gozlenmesi ile aciklanabilir.

Arastirma bulgularia gore afet egitimi almis ogrenciler ile almamis ogrenciler
arasinda farkindalik ve tutum dtiizeyleri agismdan afet egitimi almis 6grencilerin
lehine anlaml1 bir fark gozlenmistir.

Afet farkindalig1 ve afetlere yonelik olumlu tutumlarin eksikligi afetlere miidahale ve
miicadele de karsilasilan ilk engeldir. Afetlerin yol a¢tig1 zararlari yalmzca hasar
goren yapilarin ve tesislerin onarmmi veya yeniden yapilanmasi olarak algilayan bir
yaklasim afetlerden etkilenen topluluklarin ihtiyaglarina cevap veremez. Her seyden
once afet zararlarmin azaltilmasi toplumun fiziksel ihtiyaglarmin giderilmesinin
yanisira psikolojik ihtiyaglarinin da giderilmesi ile miimkiin olabilir. Yasanan afetler
sonrast Oliimler her yas grubundaki insani en fazla etkileyen olaylardir.
Topluluklarin afetlerden en az seviyede etkilenmesi, afetler olmadan ©nce
farkindaligin arttirilmasi ve afetlerle miicadelede olumlu tutumlar gelistirilmesi ile
mimkiindiir. Bunlarin gelistirilmesi bircok yolla saglanabilir. Fakat sonucun bireyde
kalic1 davranis degisikligine dontstiirtilmesi tizerinde durulmasi gereken 6nemli
konulardan biridir. Bunu saglamak stirdiirtilebilir zarar azaltma stratejilerinin
gelistirilmesi ve bireylerin bu faaliyetler icerisine etkin katilimi ile mtimkiin olabilir.
Bu nedenle wuygulanacak stratejiler bireylerin kiiciik yaslardan itibaren
bilgilendirilmesi, egitilmesi ve bilinglendirilmesi tizerine yogunlasmalidir. Diinyada
afet egitimleri hizla artmakta ve her tilke sahip oldugu tehlikeleri iceren afet egitim
programlarimi miifredat programlan icerisine dahil etmektedir. Ulkemizde de
ozellikle 1999 depremleri sonrasi farkli kurumlar tarafindan afet farkindaligiin
arttirilmasi, yapisal ve yapisal olmayan tehlikelerin belirlenmesi ve azaltilmasina
yonelik birgok egitim gerceklestirilmistir. Ancak, stiphesiz ki faydali olan bu
egitimlerin hicbiri formal egitim sistemi icerisinde degildir.

Bu calismamn bulgular1 bireyde farkindaligmn artmasi ve kalici davranis degisikligine
katki saglamasi icin afet egitimlerinin formal egitim sistemi icerisine dahil edilmesini
desteklemektedir.

Anahtar Sézciikler: Afet, deprem, afet farkindaligi, tutum, afet egitimi.



|@ Eurasian Journal of Educational Research, Issue 55, 2014, 177-200

The Effects of Mothers’ Educational Levels on University
Students’ Environmental Protection Commitments and
Environmental Behaviors

Sinan SARACLI"
Veysel YILMAZ"

Talha ARSLAN™"

Suggested Citation:

Saracli, S., Yilmaz V., & Arslan T. (2014). The effects of mothers’ educational levels on
university  students’ environmental protection commitments and
environmental behaviors. Eurasian Journal of Educational Research, 55, 177-200.
http:/ /dx.doi.org/ 10.14689/ ejer.2014.55.11

Abstract

Problem Statement: The damage caused by recent environmental problems
has led to increased environmental concerns and the development of
environment-friendly consumption behaviours in almost every society.
Environment-friendly consumption involves the consideration of
environmental benefits by minimizing any damage done to the
environment at all stages of consumption. Studies researching the effects
of parents in environmental problems have demonstrated that mothers
were more concerned and worried about environmental issues than
fathers.

Purpose of Study: This study investigates the environmental sensitivities of
university students and the causal relationships between their
environmental protection commitments and environment-friendly
consumption behaviors through using Structural Equation Model (SEM)
which takes into consideration their mothers’ educational levels.
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Methods: As a pilot study, the prepared scale was applied to 60 randomly
chosen students. The final version of the scale was applied after extracting
any unclear questions.

After determining sampling, the scale was administered randomly to 520
students at Eskisehir Osmangazi University. Cronbach’s a values were
used to assess the reliability of the scale, and items with low reliability
scores were omitted. After reliability analysis, Exploratory Factor Analysis
(EFA) was applied, and the structural equation model was developed after
removing items which had factor loadings lower than 0.45.

Findings and Results: Environmental sensitivity/insensitivity significantly
affected the environmental protection commitment. Those with higher
environmental protection commitment levels exhibited more
environment-friendly consumption behaviour. It was also found that the
students’ genders, their families’ place of domicile and particularly the
parents’ educational levels were significant factors in determining
differences in the development of students’ environmental sensitivities
and behaviours.

Conclusion and Recommendations: Students whose mothers have graduated
from a university promise to be active environmentalists by joining related
organizations. Our results also show that the inclination toward
environmentalism is similar among women as it is among students” whose
mothers have graduated from a university. This result may suggest that
women tend to be more environmentalist and that this tendency increases
with education level. Considering that just 3.7% of mothers in Turkey
have graduated from a university, it is made clear once again how
important it is to encourage girls, some of whom will be mothers in the
future, to pursue a university education.

Keywords: Environmental sensitivity, environment-friendly consumption,
environmental protection commitment, Structural Equation Modelling,.

Introduction

The damage caused by recent environmental problems has led to increased
environmental concern and the development of environment-friendly consumption
behaviour in almost every society. Environment-friendly consumption involves the
consideration of environmental benefits by minimizing any damage done to the
environment at all stages of consumption. It may be regarded as a sub-component of
environmental behaviours, which include consuming ecologic and recyclable
products and purchasing from companies that produce non-polluting,
environmentally supportive, and environment-friendly products.

Even though most researchers consider Rachel Carson’s book, Silent Spring,
published in 1962, the start of the ecologic revolution, the ecological consciousness in
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fact started at the end of the 1960s and evolved into a mass movement in the 1970s
(Onder, 2009). With the widespread acceptance of the notion of environment-
behaviour interaction, a conceptual model of environment-oriented behaviours was
immediately required. Many researchers have thus developed various models
related to the associations among environmental sensitivity, environmental attitudes
and behaviours based on their own theoretical priorities or backgrounds (Wiseman &
Bogner, 2003; Frick, Kaiser & Wilson, 2004). For instance, the “Responsible
Environmental Behaviour Model” developed by Hinnes, Hungerford, and Tomera
(1986/87) constitutes one of the most noteworthy models in the field. Previous
studies have revealed that some researchers tended to examine the relationship
between environmental attitudes and environmental behaviours (Kaiser, Wolfing &
Fuhrer, 1999; Fraj & Martinez 2007; Steg & Vlek, 2009; Dono, Webb & Richardson,
2009; Yilmaz, Celik & Yagizer, 2009), whereas others were more likely to focus on
environmental sensitivity and environmental attitudes (Kaiser & Shimoda, 1999;
Cabuk & Nakiboglu, 2003; Tilikidou & Delistavrou, 2006; Tilikidou, 2007; Mostafa,
2007; Yilmaz, Celik & Yagizer, 2009).

Regardless of the particular focus, the relevant literature contains abundant
studies aimed at determining environmental concerns, attitudes and behaviours such
as cultural issues and socio-demographic factors like age, gender and parental
conditions. For instance, in terms of environmental attitude-behaviour consistency,
Fuji (2006) suggested that the perceived easiness of behaviours was the most effective
factor in individuals” decisions. As a cross-cultural study, Iuzuka (2000) suggested
that citizens of highly-developed and developing countries had different point of
views toward environmental issues, especially regarding the distribution of
responsibility of environmental protection. More specifically, the citizens of highly-
developed countries were found to be more likely to believe that environmental
protection is a part of state responsibility, contrary to the common wisdom of citizens
of developing countries, who are more likely to believe that this responsibility
belongs to citizens rather than the state. Regarding socio-demographic factors, Bhate
and Lawler (1997) revealed that some psychological and socio-demographic factors,
including age, gender, educational level, salary, and profession, had significant
effects on environmental behaviours. In a similar vein, Van Liere and Dunlap (1980)
found that age had a significant effect on environmental concerns, indicating that
young individuals were more open to discuss environmental issues than elders.
Likewise, Mohai and Twight (1987) suggested that age had a direct, significant effect
on environmental concern, whereas the place of residence had an indirect effect. In
terms of educational level, there is a positive correlation between educational level
and concerns about environmental issues (Kohut & Shriver, 1989; Vining & Ebro,
1990; Mainieri et al., 1997). More educated individuals tend to display more interest
and become more sensitive to environmental problems.

Regarding the association of gender and environment, it has been found that
women are potentially more sensitive toward environmental issues when compared
to men (Diamond & Orenstein, 1990; Stern, Dietz & Kalof, 1993; lizuka, 2000), who
are more likely to concern themselves with economic issues than with the
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environment (Passino & Lounsbury, 1976; Vanlier & Dunlap, 1980; lizuka, 2000).
Similarly, in terms of parental conditions, studies have demonstrated that mothers
were more concerned and worried about environmental issues than fathers (George
& Southwell, 1986; Dietz, Stern & Guagnano, 1998). More specifically, while mothers
were more concerned about issues relating to the family’s welfare and health,
including quality of local environmental conditions such as water, air, and solid
wastes, fathers were more concerned about the monetary and economic issues of the
family (George & Southwell, 1986; Dietz, Stern & Guagnano, 1998). This difference is
mostly derived from gender roles of parents. In sum, there have been many studies
on the socio-demographic factors which determine environmental attitudes and
behaviours. In the context of this body of research, this study aims to examine the
extent to which students’ environmental protection commitments are affected by
environmental sensitivities/insensitivities and whether these two factors would be
predictors of environment-friendly consumption behaviours, using the Structural
Equation Model (SEM) with a particular emphasis on the mothers’ educational
levels.

Method
Research Design

The aim of this study is to determine the effects of mothers of university students
on the students’ environmental protection commitments and environmental
behaviours. The population under study is the mothers of students at Eskisehir
Osmangazi University.

Sample

Since the general proportion of the attitudes and behaviors of the population
within the frame of research was not obvious, the contingent sampling technique was
not applicable. Assuming the normality assumption is met, the method that grounds
on the acceptable error level was used to determine the volume of the sample. In the
equation, which is calculated by using the formula indicating that the number of
units to which the scale is carried out, n= {(z?) (02)}/ (d?), the volume of sample was
calculated as 500, with 0.05 significance level, z=1.96, d (sensitivity) =0.043, and p
and q values of 0.5. After determining sampling, the scale was administered
randomly to 520 students at Eskisehir Osmangazi University. Out of 520 scales, 43
were excluded from the study due to incorrect or insufficient administration.

Research Instruments

As a pilot study, the prepared scale was applied to 60 randomly chosen students.
As a result, the scale was re-modified following the removal of non-understandable
items. The scale used in the study consists of three dimensions: Environmental
Protection =~ Commitment (A), Environment-Friendly = Consumption (B),
Environmental Sensitivity (C1) / Insensitivity (C2). The Environmental Protection
Commitment dimension, consisting of 20 items, is a 5-point Likert-type subscale
ranging from 1 (cannot definitely commit) to 5 (can cefinitely commit) and was
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developed by the authors. The Environment-Friendly Consumption dimension,
which consists of 7 items, is 5-point Likert-type subscale ranging from 1 (never) to 5
(always). The Environmental Sensitivity /Insensitivity dimension is a 12-item, 5-point
Likert-type subscale ranging from 1 (definitely disagree) to 5 (definitely agree). The
Environment-Friendly Consumption and Environmental Sensitivity/Insensitivity
dimensions were constructed on the basis of the studies conducted by Fraj and
Martinez (2007), Tilikidou and Delistavrou (2008), Yilmaz, Celik and Yagizer (2009).

Data Analyses

The theoretical premise of this study is based on the theory of planned behavior.
The theory of planned behavior was formulated by Ajzen (1985) within the
development of the theory of reasoned action (Ajzen & Fishbein, 1980). According to
this theory, human behavior is determined by certain factors and exhibits itself in a
planned manner. First, an “intention” has to emerge in order to motivate people to
demonstrate planned behavior. Factors affecting intention include “attitude towards
the behavior”, “subjective norm”, and “perceived behavioral control”. Secondly,
“behavior” is directly influenced by intention (Ajzen, 1985; Ajzen, 1991; Ajzen, 2005;
Ajzen & Fishbein, 2000). The theory of planned behavior is shown in Figure 1.

Attitude
Towards the
Behavior

Behaviorsal
Control

Figure 1. Theory of Planned Behavior (Ajzen, 2005)

In this study, the Environmental Sensitivity and Environmental Insensitivity
factors were used as substitutes for the attitude towards the behavior, subjective
norm, and perceived behavioral control factors. The Environmental Protection
Commitment factor was used as a substitute for intention, and the Environment-
Friendly Consumption factor replaced the behavior factor on the basis of planned
behavior theory. In this study, then, the theory of planned behavior constituted a
theoretical basis in explaining the causal relationships among factors.
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Our model suggested Environmental Sensitivity (Cl) and Environmental
Insensitivity (C2) as the predictors of Environmental Protection Commitment (A) and
the Environmental Protection Commitment (A) as the predictor of Environment-
Friendly Consumption (B) (see Figure 2). This study examined three hypotheses - H,
H> and Hj - which, in reference to Figure 2, represent relationships C1>A, C2>A
and A->B, respectively.

¥
m

Figure 2. Proposed Model

So far, a review of the literature has displayed that environmental sensitivity
and insensitivity lead to an increase and decrease in environmental attitude,
respectively, and that this attitude determines environmental behavior (Kaiser,
Wolfing & Fuhrer, 1999; Fraj & Martinez, 2007; Tilikidou & Delistavrou, 2006;
Tilikidou, 2007; Yilmaz, Celik & Yagizer, 2009). As can be seen in Table 1, it is
assumed that a one-unit increase in the suggested model in the students’
Environmental Sensitivity (C1) would result in an increase in their volunteering for
Environmental Protection Commitment (A); that a one-unit increase in their
Environmental Insensitivity (C2) would result in a decrease in their Environmental
Protection Commitments (A); and that an increase in their Environmental Protection
Commitments (A) would lead to an increase in their Environment-Friendly
Consumption (B) behaviors.

Table 1
Study Hypotheses

Hi As the students’ environmental sensitivity increases, their environmental protection
commitment increases.

H> As the students’ environmental insensitivity increases, their environmental protection
commitment decreases.

H; As the students’ environmental protection commitment increases, their environment-
friendly consumption behaviors increase.

Structural Equation Model (SEM)
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Structural Equation Modeling (SEM) is a statistical technique for testing and
estimating causal relationships using a combination of statistical data and qualitative
causal assumptions. It is used in social, behavioral and educational sciences,
particularly in psychology, biology, economy, marketing and medicine. SEM is a
comprehensive statistical method used in testing hypotheses about causal
relationships among observed and unobserved (latent) variables and has proved
useful in solving problems in formulating theoretical constructions (Schumacker &
Lomax, 2004; Reisinger & Turner, 1999; Raykov & Marcoulides, 2006; Yilmaz, 2004).
SEM also can expand the explanatory ability and statistical efficiency for model
testing with a single comprehensive method (Pang, 1996). While it has potential for
decision support modeling, it is probably most useful for theory testing, which is a
key phase in developing models (see Byrne, 1998; Cheng, 2001; Cudeck, Toit, &
Sorbom, 2000; Hayduk, 1987; Joreskog & Sérbom, 2001).

There are more than one goodness of fit indices for Structural Equation Model.
The most commonly used test statistics in SEM are likelihood ratio chi-square
statistics (¥2), root mean square error of approximation statistics (RMSEA), goodness
of fit index statistics (GFI) and adjusted goodness of fit index statistics (AGFI). If the
value of {x2/df} is less than 3, it means that there is an acceptable fit. If the RMSEA is
less than 0.05, it shows the perfect fit, 0.05< RMSEA <0.1 is close to perfect, whereas
RMSEA > 0.1 indicates a poor fit. Statistics of GFI is used similar to the statistics of
coefficient of determination (R?) in Regression Analysis. Statistics of AGFI is used
similar to the statistics of adjusted coefficient of determination in Regression
Analysis. Statistics of AGFI and GFI have value between 0 and 1, where values close
to 1 gernerally means that the model fits well. Otherwise, if the value of Mardia-
Based Kappa is close to 0 and the value of Relative Multivariate Kurtosis is close to 1,
it means that the model has the assumption of normality (Tabachnick & Fidell, 2007;
Schumacker & Lomax, 2004; Raykov & Marcoulides, 2006; Joreskog & Sorbom, 2001).

As seen in Table 5 and Table 4, our findings revealed that the mother’s education
level significantly affected the C1, C2, A and B factors. Therefore, the hypotheses
given in Table 2 were further developed in order to investigate the extent to which
the mother’s education level would affect the relationships in the model.

Table 2
Hypotheses Tested by the Mother’s Educational Level

H: Educational levels of students” mothers have a significant effect on their environmental
sensitivity.

H> Educational levels of students” mothers have a significant effect on their environmental
protection commitment.

H; Educational levels of students’” mothers have a significant effect on their environment-
friendly consumption behaviors.
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Validity and Reliability

As seen in Table 3, the Cronbach’s a values were used to assess the reliability of
the scale, and items with low reliability scores were omitted. After reliability
analysis, Exploratory Factor Analysis (EFA) was applied, and the structural equation
model was developed after removing items which had factor loadings lower than
0.45. The findings related to all items in the Environmental Protection Commitment
dimension in the scale can be seen in Table 4.

Table 3

Items in the Measurement Tool

Factors / Cronbach Alpha(a) / Averages Averages

Environment Protection Commitment(A)/ Cronbach Alpha(a)= 0.708 /Average=
3.54

al. That I will take part in tree-planting activities (That I will plant at least one tree 3.41
every year).

a2. That I will set aside the wastes of products consumed for recycling. 3.67
a3. That I will take action about nature polluters with the authority in question. 3.23
a4. That I will warn those in my immediate vicinity to refrain from any unnecessary 3.74
consumption.

a5. That I will warn those harming trees and flowers in parks and gardens. 3.66

Environment-Friendly Consumption(B)/ Cronbach Alpha(a)= 0.716 / Average =
3.07

b1. I prefer using products produced from renewable raw materials. 3.14
b2.Iam buying products with recyclable packaging. 3.31
b3. I am buying ecological products although they are more expensive. 2.76
b4. 1 am buying the products of companies backing environment projects. 3.08

Environmental Sensitivity(C1)/ Cronbach Alpha(a)= 0.784 / Average = 4.08

c1.1. It annoys me to see that factory wastes cause environment pollution. 3.95
c1.2. Environmental pollution worries me. 4.20
c1.3. I am concerned about the effects of air pollution on my family’s and me. 4.02
cl.4. I am afraid environmental pollution will made the world an uninhabitable 415
place.

Environmental Insensitivity(C2)/ Cronbach Alpha(a)= 0.814/ Average =2.12
c2.1. I never have serious concerns about issues like water and marine pollution. 2.08
c2.2. I don't believe that the extinction of animals and plants will destroy the World. 2.09

c2.3. I believe environmental issues are being exaggerated. 2.18
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Table 4
Summary of items of Environmental Protection Commitment
Gender Mother Education Level t t
ftems Female Male Elementary  Secondary University (Gen (Mother
School School der) Education level)
al. That I will take part in tree-planting activities 3.56 3.31 3.38 3.29 3.60 2.60™ 3.86™
a2. That I will set aside the wastes of products consumed for recycling 3.90 3.51 3.71 3.56 3.77 4.30™ 2.14Ns
a3. That I will take action about nature polluters with the local authorities 3.36 3.14 3.27 3.08 3.38 2.24 3.70"
a4. That I will warn those in my immediate vicinity to refrain from any unnecessary 3.87 3.64 3.83 3.57 3.87 2.89" 6.38"
consumption
a5. That I will warn those harming trees and flowers in parks and gardens 3.85 3.56 3.70 3.60 3.74 3.46™ 1.05Ns
a6. That I will fight those endangering the nature 3.70 3.41 3.54 3.45 3.62 3.477 1.44Ns
a7. That I will show no violence and aggression towards the environment I live in and 4.19 3.89 4.08 3.98 3.99 3.38™ 0.41Ns
what is inside it
a8. That I will not directly and indirectly harm my environment with economic 3.96 3.72 3.81 3.75 3.92 3.01" 1.48Ns
concerns in my business and private life
a9. That I will do my best to make the environment I live in more livable 3.96 3.86 4.01 3.84 3.89 1.31Ns 1.62Ns
al0. That I will take part in environmental cleaning campaigns 3.44 3.07 3.14 3.05 3.50 3.91™ 9.10™
all. That I will resist the destruction of world resources irresponsibly thinking that 3.95 3.72 3.88 3.71 3.90 2.88" 2.33Ns
they are limited
al2. That I will make no unnecessary consumption to make sure pollution is 391 3.68 3.83 3.68 3.85 2.94 2.14Ns.
eliminated at its source
al3. That I will use products produced from non-renewable resources like 391 3.68 3.95 3.64 3.8 2.81" 433"
underground oil, coal, natural gas and mines in an economical manner because we
will be unable to replace them with new resources
al4. That I will turn it off/fix it, when I see a dripping tap 4.32 4.07 431 412 4.16 3.227 2.24Ns.
a15. That I will check and switch off unnecessarily used lights 4.32 4.15 4.35 4.15 4.20 2.24* 2.32NS,
a16. That I will use the back of papers when I am studying 4.28 3.96 4.15 4.04 411 3.81™ 0.60Ns.
al?7. That I will warn those polluting the nature 3.74 3.53 3.66 3.52 3.70 2.44" 1.73Ns
al8. That I will be an actively involved member of nature and environment 3.33 2.94 2.97 2.94 3.41 3.947 10.30™
organizations like Temaa
a19. That I will work on a voluntary basis for nature and human beings 3.57 3.06 3.23 3.11 3.49 5.55"" 6.24
a20. That I will observe the articles of this contract in order to leave a cleaner world to 3.96 3.66 3.87 3.66 3.88 3.61™ 3.06"

newer generations
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Results

Among all participants, 40.9% were women and 59.1% were men. Regarding the
mothers” education level, 26.8% of participants’ mothers” were elementary school
graduates, 40.7% were high school graduates and 32.5% were university graduates.
In terms of the place of residence of the students’ families, 69.4% lived in cities, 23.3%
in districts and 7.3% in villages.

Regarding the factors used in the study, the mean scores of the Environmental
Protection =~ Commitment (A), Environment-Friendly = Consumption (B),
Environmental Sensitivity (C1) and Environmental Insensitivity (C2) factors were
calculated as 3.54, 3.07, 4.08 and 2.12, respectively. On the basis of these mean scores,
it can be concluded that the study participants’ environmental sensitivity was high
and that their environment-friendly consumption behaviours remained at a level
close to the mean.

Gender had a significant effect on the Environmental Protection Commitment
(A), Environmental Sensitivity (C1) and Environmental Insensitivity (C2) factors, but
not on the Environment-Friendly Consumption (B) factor (see Table 5).

Regarding the place of domicile of the participants’ families, no significant
difference was obtained in relation to the Environment-Friendly Consumption (B),
Environmental Sensitivity (C1) or Environmental Insensitivity (C2) factors in terms
of the mean scores of living in the city and district. On the other hand, there was a
significant difference between the mean scores in the village as compared to those for
the city and district.

As to the mothers’ levels of education, a significant difference was obtained
between the mean scores of elementary school, high school and university graduates
in relation to the Environmental Protection Commitment (A), Environment-Friendly
Consumption (B), Environmental Sensitivity (C1) and Environmental Insensitivity
(C2) factors. A significant difference was also found between the mean scores of
Environmental Protection Commitment (A) among students whose mothers were
university graduates and those whose mothers were elementary school and high
school graduates. Table 5 shows ANOVA results related to socio-demographic
variables such as gender, mother’s educational level, father’s educational level, and
the family’s place of domicile.

186



Eurasian Journal of Educational Research |187

Table 5

The Effects of Socio-Demographic Variables on Mean Scores of Factors

Mother’s educational level

Elementary Scholl High Scholl University F
statistics
A 3.58 342 3.67 6.57"
g B 3.07 2.94 3.23 6.74™
LE C1 3.98 422 4.08 5.24"
C2 1.81 212 2.37 9.87™
Father’s educational level
Elementary Scholl High Scholl University F
statistics
A 3.64 3.51 3.53 1.23Ns.
g B 3.16 3.01 3.08 1.26Ns.
L§ C1 429 411 3.98 7.56™
C2 1.84 2.03 2.29 6.56™
The family’s place of domicile
Village Districts City F
statistics
A 346 3.51 3.56 0.58Ns.
. B 3.39 3.06 3.04 3.77"
g C1 3.67 4.09 412 7.69™
& C2 2.69 2.06 2.08 5.50™
Gender
Female Male t
statistics
A 3.71 343 4.54™
5 B 313 3.03 14288
LE C1 424 3.97 4.45™
C2 1.99 2.20 -2.14"
Significance Level of F and t statistics: *** p <0.001 **p<0.01 *p<0.05

Findings relating to Structural Equation Models

In this study, three Structural Equation Models (SEMs) were analyzed using the
LISREL 8.80 software (Joreskog & Sorbom, 2001). The first one, named the
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“Environmentalist Behavior Model” (Model No I), included all students. This model
was used to determine the extent to which the mothers” educational levels would
affect the causal relationships. The other models were Model No II: “Students
Having Elementary School Graduate Mothers” and Model No III: “Students Having
University Graduate Mothers”.

Findings of Model No I

The model’s goodness of fit indices yielded the following: ¥2(100) = 255.53; y2/df
=255, RMSEA=0.057, NFI=0.94, NNFI=0.96, PNFI=0.78, CFI=0.96; IFI= 0.96,
RFI=0.93, RMR=0.054, GFI=0.94, AGFI=0.91. When examining the goodness of-fit
indices, it can be concluded that the model was within acceptable limits (see
Schermelleh-Engel, Moosbrugger & Miiller, 2003; Byrne 1998; Hayduk 1987; Joreskog
& Sorbom 2001). Using the model-related normality hypothesis, the Mardia-Based
Kappa values was calculated as 0.17 and the Relative Multivariate Kurtosis value as
1.17, indicating that the normality assumption was met. Table 6 presents the
structural equations belonging to Model No I, the results related to the hypotheses
and the standardized parameter estimate values.

Table 6
Standardized Parameter Estimate Values, t Values and Hypotheses (Model 1)

Hypotheses Paths Standardized parameter estimate t Results
values values
Hi (C1)>(A) 0.73 6.96  Confirmed
H> (C2)>(A) -0.34 -3.84  Confirmed
Hs (A)>(B) 0.62 6.21  Confirmed

Structural Equations

A =0.73*C1 - 0.34*C2 (R2=0.34)
B = A*0.62 (R2=0.38)
Reduced Structural Equations
A =0.73*C1 - 0.34*C2 (R2=0.34)
B =0.45*C1 - 0.21*C2 (R2=0.13)

As seen in Table 6, the findings revealed that the university students’
Environmental Sensitivity (C1) and their voluntarism in Environmental Protection
Commitment (A) had significant effects on Environment-Friendly Consumption (B).
Model No I's correlation matrix is presented in Table 7.
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Table 7
Correlation Matrix of Model No I

A B C1 2
A 1.00
B 0.62 1.00
C1 0.51 0.32 1.00
C2 0.12 0.07 0.64 1.00

As seen in Figure 3, a one-unit increase in the Environmental Sensitivity (C1) and
Environmental Insensitivity (C2) factors led to a 0.73-unit increase and a 0.34-unit
decrease, respectively, in Environmental Protection Commitment (A). Figure 3
furthermore shows that a one-unit increase in the Environmental Protection
Commitment (A) factor caused a 0.62-unit increase in Environment-Friendly
Consumption (B). The indirect effects of Environmental Sensitivity (C1) and
Environmental Insensitivity (C2) on Environment-Friendly Consumption (B) were
calculated as 0.73*0.62=0.45 and -0.34*0.62=0.21, respectively, which were found to be
statistically significant (¢ statistics is 5.72 for C1 and -3.58 for C2). Moreover, because
the C1->A, C2->A and A->B relationships were found to be statistically significant,
Hi, H; and Hj3 were all confirmed. R2 values of the SEMs related to factor B were
calculated as 0.34, 0.38 and 0.13. An examination of the R2 values shows that factor A
uniquely explained 38% of the change in factor B, while factors C1 and C2 explained
just 13%.
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Figure 3 Environmentalist Protection Commitment (Model No I)

Two different models were also established to examine the effects of the
education levels of students’” mothers on the C1>A, C2->A and A->B relationships
shown in Figure 3.

Findings of Model No IT

Findings of the model established for students having elementary school
graduate mothers are presented in Table 8. The model’s goodness of fit indices were
calculated as follows: y2 (100)=131.69; ¥2/df =1.32, RMSEA=0.05, NFI=0.86,
NNFI=0.96, PNFI=0.71, CFI=0.96; IFI= 0.96, RFI=0.83, RMR=0.04, GFI=0.89,
AGFI=0.84. These indices suggested a good fit of model without any need for
modification.

Table 8
Standardized Parameter Estimate Values, t Values and Hypotheses (Model 1)

Hypotheses Paths Standardized parameter estimate t Results
values values
Hi Not
(C1)>(A) 042 160 Comfirmed
Ho Not
(C2)>(A) -0.29 L7 Confirmed
Hs (A)>(B) 0.60 2.53  Confirmed

Structural Equations

A =042*C1-0.29*C2 (R2=0.07)
B = A*0.60 (R2=0.36)
Reduced Structural Equations
A =042*C1 - 0.29*C2 (R2=0.07)
B =0.25*C1 - 0.17*C2 (R2=0.03)

As a result of the analysis, it was demonstrated that the Environmental
Sensitivity (C1) and Environmental Insensitivity (C2) factors had significant effects
on Environmental Protection Commitment (A) in Model No II.

Findings of Model No I1I

Model No III's findings are presented in Table 9. The model’s goodness of-fit
indices were calculated as follows: ¥2(100) =217.39, y2/df =2.17, RMSEA=0.087,
NFI=0.87, NNFI=0.91, PNFI=0.73, CFI=0.93; IFI=0.93, RFI=0.85, RMR=0.085,
GFI=0.85, AGFI=0.80. These indices indicate a good fit of model without any
modification needed.
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Table 9
Standardized Parameter Estimate Values, t Values and Hypotheses (Model 111)
Hypotheses Paths Standardized parameter estimate t Results
values values
Hi (C1)>(A) 0.92 494  Confirmed
H> (C2)>(A) -0.46 -2.89  Confirmed
Hs (A)>(B) 0.69 4.05  Confirmed
Structural Equations
A =0.92*C1 - 0.46*C2 (R2=0.49)
B = A*0.69 (R2=0.48)
Reduced Structural Equations
A =0.92*C1 - 0.46*C2 (R2=0.49)
B =0.64*C1 - 0.32*C2 (R2=0.24)

As a result of the analysis, it was demonstrated that for students with university
graduate mothers, the Environmental Sensitivity (Cl) and Environmental
Insensitivity (C2) factors had a significant effect on Environmental Protection
Commitment (A) and that the Environmental Protection Commitment (A) factor had
a significant effect on Environment-Friendly Consumption (B).

The findings of Model No II and Model No III revealed that the mothers’
educational levels significantly affect the students” attitudes and behaviors toward
environmental issues (see the t statistics in Table 8 and Table 9). A summary of the
C1>A, C2->A and A->B relationships in all three models is developed in Table 10
and is presented in the following section.

Table 10
Significant Test Results of the Relationships in Structural Equation Models
Models Tested
Model I Model II Model III
C1>A Confirmed Not Confirmed Confirmed
1]
<
E C2>A Confirmed Not Confirmed Confirmed

A->B Confirmed Confirmed Confirmed
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Discussion and Conclusions

The objective of the current study was to investigate the extent to which students’
environmental protection commitments are predicted by environmental
sensitivities/insensitivities and to examine whether environmental
sensitivities/insensitivities factors would predict environment-friendly consumption
behaviors, using the Structural Equation Model (SEM) to take into account the
education level of the students” mothers’.

The study demonstrated that men had a higher rate of environmental
insensitivity compared to women. In other words, men were more unwilling and
reluctant to commit to the protection of nature (see Table 5: t=4.54, p<0.001). This
finding parallels many previous studies (Diamond & Orenstein, 1990; Stern, Dietz &
Kalof, 1993; lizuka, 2000). Some researchers have suggested that women are more
interested in local environmental issues compared with men, but this difference was
reduced in subjects concerning national environment. It has also been stated that
women have lower participation in political movements in the name of
environmental protection (Mohai, 1987; Stern, Dietz & Kalof, 1993; lizuka, 2000). In
addition, the students’ families’ place of residence had a significant effect on
environment-friendly consumption and environmental sensitivity (Table 5: F=3.77,
p<0.01, F=7.69, p.<0.001, respectively). Culturally, it is expected for students to
maintain their lives with their family until they reach their university education.
Therefore, this result indicates that the environment where the student has lived
until his/her university education may influence his/her environment-related
attitudes. With this finding in mind, questions related to the duration of family-
rooted attitudes, change in attitudes and the direction of these changes can be topics
for further study.

Another notable finding is that the mean scores of the Environmental Protection
Commitment (A), Environment-Friendly Consumption (B), Environmental
Sensitivity (C1) and Environmental Insensitivity (C2) factors were positively
correlated with the educational level of the students’ mothers. Interestingly, the
mothers’ educational level had a significant effect on Environmental Protection
Commitment (A), Environment-Friendly Consumption (B) and Environmental
Sensitivity (C) (Table 5: F=6.57, p.<0.01, F=6.74, p.<0.001, F=524, p.<0.01,
respectively), whereas fathers’ educational level had no significant effect on
Environmental Protection Commitment (A) and Environment-Friendly Consumption
(B) (Table 5: F=1.23, p. >0.29, F=1.26, p.>0.28, respectively). However, fathers’
educational level did have a significant effect on Environmental Sensitivity (C1) and
Environmental Insensitivity (C2) (Table 5: F=7.56, p.<0.001, F=6.56, p.<0.01,
respectively). This surprising finding suggests that the educational levels of parents
vary in determining their children’s environment-related attitudes and behaviors.
Because the social roles of mothers and fathers are different - largely a result of
differences in gender roles - their children’s environmental attitudes and behaviors
are also different. During socialization, children acquire separate information from
their parents through modeling. In a similar vein, there are various studies that
resonate with this finding, indicating that mothers are more interested in family
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welfare and health while fathers focus more on economic issues (George &
Southwell, 1986; Dietz, Stern & Guagnano, 1998).

An additional important finding is that women had higher mean scores when
compared to men in all items of the Environmental Protection Commitment
dimension, as presented in Table 1. The lowest mean scores were obtained for items
a3 (“That I will take action about nature polluters with the authority in question”)
and al8 (“That I will be an actively involved member of nature and environment
organizations like Tema”). The highest mean scores were obtained for items al4
(“That I will turn it off/fix it, when I see a dripping tap”) and a15 (“That I will check
and switch off unnecessarily used lights”). These tendencies can be interpreted based
on the perceived ease of these behaviors, a result which seems to parallel the findings
of Fuiji (2006).

To conclude, this study indicated that students” gender, their families’ places of
domicile and especially their mothers’ educational levels lead to differences in
environmental sensitivity, commitment to protect the environment and environment-
friendly consumption behaviors. One of the most remarkable findings may be that
the educational levels of the mothers proved to have a significant effect on the
students” environmental protection commitment and environmental behaviors. More
specifically, students whose mothers had graduated from a university displayed
more responsibility toward their environment, engaged more frequently in
environment-friendly consumption behaviors and were more willing to protect the
environment when compared with students whose mothers had completed
elementary school. This finding indicates that the more education their mothers
have, the more the students will tend toward environmental protection and
development commitments. Namely, those students with university graduate
mothers were more likely to become members of environmentalist organizations and
to commit to being active environmentalists. As seen in Table 1, there is a congruency
between women and students having university graduate mothers when it comes to
the commitment to environmental protection. This result demonstrates that more
educated women tend toward environmentalism, becoming a role model for their
children in terms of environmental issues. This finding is critical when one considers
that only 3.7% of mothers in Turkey are university graduates. In raising future
generations to be more sensitive and dynamic toward environmental problems, it
will be important to support female children’s education, since many of them will
one day be mothers. Thus, additional funds could be reserved within nature
protection programs for developing countries to help grant female children access to
university education and to create equal educational opportunities.

In conclusion, this study demonstrates that the Environmental Protection
Commitment (A) factor could be used to explain the Environment-Friendly
Consumption (B) variable (A->B). Two possible shortcomings of the study are that it
used a student sampling and that it relied on novel self-report measures.
Nonetheless, based on the present findings, further studies should be engaged in
order to clarify these results. In sum, one of this study’s most important contributions
is that the children of highly educated mothers are likely to become more
environmentally friendly individuals.
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Universite Ogrencilerinin Cevre Korumaya iligkin Vaatleri ile
Cevresel Davranislarinda Anne Egitim Diizeyinin Etkisi

Atif:

Saracli, S., Yilmaz V., & Arslan T. (2014). The effects of mothers’ educational levels on
university  students’ environmental protection commitments and
environmental behaviors. Eurasian Journal of Educational Research, 55, 177-200.
http:/ /dx.doi.org/ 10.14689/ ejer.2014.55.11

Ozet

Problem Durumu: Son zamanlarda gevresel sorunlarin verdigi zararlarin ortaya
¢ikmasi toplumda gevresel kaygiyr arttirmis ve bu durum cevre dostu tiiketim
davranisinin gelismesine sebep olmustur. Cevre dostu tiiketim, tiiketim eyleminin
her safhasinda gevreye verilecek zarar1 en aza indirerek cevresel fayday: diistinmek
olarak tarimlanabilir. Cevre dostu tiiketim cevresel davranisin alt bilesenlerinden
biri olarak gortilebilir. Cevre dostu tiiketim; ekolojik, geri dontsttirilebilir ve
ihtiyacimiz kadar tirtinleri tiiketerek sergilenebilecegi gibi dogayi kirletmeyen, cevre
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projelerini destekleyen ve gevre dostu tirtinler tireten firmalarin tirtinlerini satin
alarak da gosterilebilir.

Anne ve babanin cevre konular1 hakkinda etkisinin arastirildigi calismalarda
annelerin cevresel konularda babalara oranla daha ilgili ve endiseli oldugu
saptanmistir. Bu farkliigin  sosyal hayattaki rollerinden kaynaklandig:
belirtilmektedir. Anne ailenin refahi ve saglig ile ilgili konular hakkinda (bu konular
yerel cevre sartlarmin kalitesiyle alakalidir 6rnegin su, hava, kati atiklar) endise
duyarken, baba ailenin maddi ve ekonomik konular1 hakkinda kaygi duymaktadir.
Ayrica egitim-gevre iligskisinin varhigim saptayan ve egitim diizeyi ytikseldikce
bireylerin cevresel konularda daha bilgili oldugu ve dolayisiyla cevresel konularla
ilgi kaygilarinin arttigini belirten calismalarda literattirde mevcuttur.

Arastirmamn Amact: Bu ¢alismanin amaci Yapisal Esitlik Modeli (YEM) kullanarak
tiniversite 6grencilerinin ¢evresel duyarhliklarini, cevreyi koruma vaatlerini ve cevre
dostu tiiketim davranislart arasindaki nedensel iligkileri, annelerinin egitim
diizeylerini dikkate alarak incelemektir.

Arastirmamn Yontemi: Arastirmaya baslamadan 6nce hazirlanan 6lgek rassal olarak
secilen 60 6grenci tizerinde uygulanmistir. Pilot ¢alisma sonucunda anlasilmayan
ifadeler ¢ikarilarak 6lgege son hali verilmistir. Calismada kullanilan 6lgek ti¢ farkl
boyuttan olusmaktadir(Cevre Koruma Vaadi(A), Cevre Dostu Tiiketim(B), Cevresel
Duyarlilik(C1)/Duyarsizlik(C2)). “Cevre Koruma Vaadi” boyutu yeni gelistirilmis ve
literattirde ilk niteligindedir. “Cevre Koruma Vaadi” 20 ifadeden olusmaktadir ve 5
li Likert teknigi kullanilarak hazirlanmistir(l.Kesinlikle S6z Veremem, 2.56z
Veremem, 3.Kararsizim, 4. S6z Veririm, 5.Kesinlikle S6z Veririm). “Cevre Dostu
Tiiketim” boyutu 7 ifadeden olusmaktadir ve 5 li Likert teknigi kullanilmustir
(1.Hicbir Zaman, 2.Bazen, 3.Ara Sira, 4.Siklikla, 5.Her Zaman). “Cevresel
Duyarliik/Duyarsizlik” boyutu 12 ifadeden olusmaktadir ve 5 li Likert teknigi
kullanilarak hazirlanmistir (1.Kesinlikle Katilmiyorum, 2.Katilmiyorum, 3.Karasizim,
4 Katiliyorum, 5.Kesinlikle Katilryorum). Pilot uygulama tamamlandiktan sonra
Eskisehir Osmangazi Universitesi Kampiistinde rassal olarak ulasilan 520 6grenci
tizerinden goziimleme gerceklestirilmistir. Olgegin giivenilirligini arastirmak icin
Cronbach Alpha(a) degerlerine bakilmis, gitivenilirlik analizinden sonra agiklayici
faktor analizi (EFA) uygulanmus ve faktor yiikii 0.45" in altinda olan ifadeler clgekten
cikartilarak yapisal esitlik modeli gelistirilmistir.

Arastirmamn Bulgulari:Arastirmaya katilanlarm %40.9” u kadinlardan ve %50.1" i ise
erkeklerden olusmaktadir. Annenin egitim diizeyi dikkate alindiginda, katilimcilarin
%26,8 i ilkogretim, %40,7" si orta 6gretim ve %32,5 i ise {iniversite mezunlarmdan
olusmaktadir. Ayrica 6grencilerin ailelerinin yasadiklar1 yer dikkate alndiginda
%69.4" i sehirde, %23.3" i ilcede ve %7.3" niin ise koyde yasadig1 saptanmustir.

Arastirmada kullanilan faktorler dikkate alindiginda “Cevre Koruma Vaadi (A)”,
“Cevre Dostu Tiiketim (B)”, “Cevresel Duyarlilik (C1)” ve “Cevresel Duyarsizlik
(C2)” faktorlerinin ortalamalar sirastyla 3.54, 3.07, 4.08 ve 2.12 olarak hesaplanmustir.
Arastirmaya katilanlarin gevresel duyarliliklarinin yiiksek oldugu fakat cevre dostu
tiiketim davranislarinin ise ortalamaya yakin diizeyde kaldig1 soylenebilir. Cinsiyet
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degiskeni dikkate alindiginda “Cevre Koruma Vaadi (A)”, “Cevresel Duyarlilik (C1)”
ve “Cevresel Duyarsizlik (C2)” faktorlerinde anlamli etkiye sahip olurken “cevre
dostu tiiketim (B)” faktértinde anlamli etkisinin olmadig1 saptanmustir.

Arastirmaya katilanlarin ailelerinin yasadig yer dikkate alindiginda “Cevre Dostu
Tiiketim (B)”, “Cevresel Duyarlilik (C1)” ve “Cevresel Duyarsizlik (C2)” faktorlerine
iliskin “il” ve “ilce” de yasayanlarm ortalamalar1 arasinda anlaml1 bir farkin olmadig:
fakat “koyde” yasayanlar ile “il” ve “ilce” de yasayanlarin ortalamalar1 arasinda
anlaml1 bir farklihgmn oldugu saptanmustir.

”oou

Annelerinin egitim diizeyi dikkate alindiginda “Cevre Koruma Vaadi (A)”, “Cevre
Dostu Tiiketim (B)”, “Cevresel Duyarlilik (C1)” ve “Cevresel Duyarsizlik (C2)”
faktorlerine iliskin egitim ditizeyi “ilkogretim”, “ortacgretim” ve “iiniversite”
olanlarin ortalamalart arasinda anlamli bir farkliigin oldugu belirlenmistir.
Annesinin  egitim diizeyini “liniversite” olan &grenciler “ilkdgretim” ve
“ortadgretim” olanlarin “Cevre Koruma Vaadine(A)” ortalamalar1 arasinda anlamli
bir farkin oldugu gortilm{istiir.

Bu calismada {i¢ yapisal esitlik modeli (YEM) LISREL 8.80 programu kullanilarak
analiz edilmistir. Bunlardan ilki tiim 6grenciler icin gecerli olan “Cevreci Davranis”
olarak isimlendirilen modeldir (Model No I). Ogrencilerin annelerinin egitim
diizeylerindeki farkliligin “Cevreci Davramis” modelindeki nedensel iligkilerde
farkliiga sebep olup olmadigini arastirilmistir. Bunlar Model No II: “Annesi
[Ikogretim Mezunu Olan Ogrenciler” ve Model No III: “Annesi Universite Mezunu
Olan Ogrenciler” olarak isimlendirilmistir.

Model No I e ait bulgular

2 2
Modelin uyum olciitleri; £ = 255.53(s.d.=100); X / s.d =2.55, RMSEA=0.057,
NFI=0.94, NNFI=0.96, PNFI=0.78, CFI=0.96; IFI= 0.96, RFI=0.93, RMR=0.054,
GFI=0.94, AGFI=0.91 olarak hesaplanmistir. Uyum o6lctitleri incelendiginde modelin
kabul edilebilir smurlar iginde kaldig1 soylenebilir. Modele iliskin normallik
varsayimini sinayan test istatistiklerinden; Mardia-Based Kappa degeri 0.17 olarak ve
Relative Multivariate Kurtosis degeri ise 1.17 olarak hesaplanmis ve normallik
varsayiminin saglandig: goralmiistiir.

Model No II" ye ait bulgular

Annesi ilkdégretim mezunu olan 6grenciler i¢in kurulmus modele iliskin uyum
2 2

olctitleri; X =131.69 (5.d.=100); 4 / s.d =1.32, RMSEA=0.05, NFI=0.86, NNFI=0.96,
PNFI=0.71, CFI=0.96; IFI= 0.96, RFI=0.83, RMR=0.04, GFI=0.89, AGFI=0.84 olarak
hesaplanmistir. Uyum olctitleri incelendiginde modelin kabul edilebilir smurlar
icinde kaldig1 soylenebilir. Analiz sonucunda annesi ilkégretim mezunu olan
ogrencilere ait kurulan modelde “Cevresel Duyarlilik (C1)” ve “Cevresel Duyarsizlik
(C2)” faktorlerinin “Cevre Koruma Vaadi (A)” tizerinde anlamli bir etkisinin
olmadig1 saptanmustir.

Model No III" e ait bulgular
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Annesi tiniversite mezunu olan 6grenciler icin kurulmus modele iliskin uyum
2 2

olctitleri; X =217.39 (5.d.=100); 4 /s.d =2.17, RMSEA=0.087, NFI=0.87, NNFI=0.91,
PNFI=0.73, CFI=0.93; IFI= 0.93, RFI=0.85, RMR=0.085, GFI=0.85, AGFI=0.80 olarak
hesaplanmistir. Uyum o6lciitleri incelendiginde modelin kabul edilebilir smrlar
icinde kaldig1 soylenebilir. Analiz sonucunda annesi {iniversite mezunu olan
ogrenciler i¢in kurulan modelde “Cevresel Duyarlilik (C1)” ve “Cevresel Duyarsizlik
(C2)” faktorlerinin “Cevre Koruma Vaadi (A)” tizerinde anlamli etkisinin oldugu
ayrica “Cevre Koruma Vaadi (A)” faktortiniin “Cevre Dostu Tiiketim (B)” tizerinde
anlaml1 etkisinin oldugu saptanmustir.

Model No II ve Model No III' e ait bulgular incelendiginde annenin egitim diizeyinin
ogrencilerin gevreyle ilgili konulardaki tutum ve davranislar tizerinde etkili oldugu
goriilmektedir.

Arastirmamn Sonuglart ve Onerileri: Ogrencilerin annelerinin 6gretim diizeyi
yiikseldikge cevreyi koruma ve gelistirme vaatleri de yiikselmektedir. Ozellikle
tiniversite mezunu anneye sahip 6grenciler gevreci orgiitlere tiye olarak aktif bir
cevreci olmaya soz vermektedirler. Cinsiyete gore kadinlarmn ¢evre koruma vaatleri
ile anneleri {iniversite mezunu olan 6grencilerin vaatleriyle paralellik gosterdigi
goriilmektedir. Bu sonug kadinlarin daha gevreci olma egiliminde oldugu, egitim
diizeyi ytikseldikce bu egilimde de artis oldugu degerlendirilmektedir. Tiirkiye’ deki
tiniversite mezunu annelerin oranmin %3.7, oldugu dikkate alimrsa gelecegin
anneleri olan kiz ¢ocuklarinin tiniversite egitimi i¢in desteklenmelerinin ne kadar
o6nemli oldugu bir kez daha anlasilabilir.

Anahtar Sozciikler: Cevresel duyarlilik, cevre dostu tiiketim, gevre koruma vaadi,
yapisal esitlik modeli.
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Abstract

Problem statement: Although there is agreement on the potential of project-
based learning (PBL) and virtual manipulatives (VMs), their positive
impact depends on how they are used. This study was based on
supporting the use of online PBL environments and improving the
efficacy of the instructional practices in PBL by combining the potentials of
PBL and VMs.

Purpose of the study: The purpose of this study is to investigate the effect of
a PBL environment enriched with VMs by comparing it with a traditional
PBL environment. The comparison is focused on academic achievements
in Quadratic Equations and Polynomials subjects and attitudes towards
mathematics courses.

Methods: Since randomly assigning students to groups was not possible, a
quasi-experimental design was used in the study. One experimental group
(EG; N=30) and one comparison group (CG; N =30) were used in the
study. While the comparison group was taught with traditional PBL
activities, the experimental group received some other PBL by using the
web enriched with VMs. Participants in the EG and the CG were pre-
tested and post-tested with an Achievement Test (AT), including 25
questions about Polynomials and Quadratic Equations subjects. The
changes in attitudes were investigated by an attitude scale.

Findings and Results: The statistical analysis indicates that EG students
significantly outperformed CG students with respect to AT results. The
change in attitudes towards mathematics courses was not statistically
significant among the two groups.

Conclusions and Recommendations: The results of the study provided some
empirical evidence about the positive effects of VMs that are used to
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enrich PBL environments. Although changes in attitudes have not been
seen, positive academic achievements have been revealed in two subjects.
Based on the study, it is concluded that the combination of VMs and PBL
may be an effective way to enhance students’ understanding of
mathematics subjects and to improve their academic achievements.

Keywords: virtual manipulatives, project based learning, teaching
mathematics, comparative analysis

Introduction

Project-based learning (PBL) suggests learning environments in which projects
support learning. PBL has been used successfully in various courses in secondary
and tertiary education (Hennessy, 2006; Jonassen, Howland, Moore, & Marra, 2003).
Educators agree that working on projects is an engaging activity for students, and
PBL has valuable potential for facilitating and enhancing learning (ChanLin, 2008).
PBL includes problem-solving and exploration processes to drive learning. By
working with the projects, students engage in real-world contexts by applying logical
tasks that involve the skills and concepts to be learned. Bednar, Cunningham, Duffy,
and Perry (1992) define PBL as an instantiation of education theory, research, and
practice in constructivism. According to their definition, PBL guides students to
assume a real-life role and apply the tools of a knowledge domain in creating a
project.

Similarly, along with the improvements in information technology and the
popularity of the Internet, educators have begun using e-learning technologies to
improve learning outcomes (Hernandez-Ramos & Paz, 2010; Linn et al., 2000; Sendag,
& Odabagsi, 2009). The ePBL approach is derived from the PBL approach and
combines the advantages of web-based learning environments (WBLE) with PBL.
Krajcik, Czeniak, and Berger (1994) explain that PBL generally includes six steps:
Refining questions, finding information, planning, designing and conducting
experimental work, analyzing data, and sharing artifacts. In order to achieve these
steps, various tools have been used to construct and enrich ePBL environments, such
as webquests, blogs, forums, social networking or others. Most of these tools
generally help in sharing information, collaboration, or cooperation. Liu, Lou, Shih,
Meng, and Lee (2010) point out that PBL environment should provide an
environment to acquire knowledge emerging from a student’s work within
experimental work. This gives us an idea that one of the key factors for designing
ePBL environments is student-content interactivity. One type of useful tools for
developing interactive learning environments on the web is virtual manipulatives
(VMs). Although research studies on VMs have illustrated their positive effects on
enhancing students” understanding, there is a limited number of studies showing
that the VMs are used in PBL applications (Moyer, Bolyard, & Spikell, 2002; Steen,
Brooks, & Lyon, 2006). Therefore, this study discusses the potential outcomes of
combining VMs and PBL environments.
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In related studies section, research studies about PBL, ePBL, and VMs are
discussed briefly, and the need for this study is addressed.

Related Studies

PBL can be administered either in classrooms or in the outdoors. In contrast to
outdoor activities, the web is generally used to facilitate activities in ePBL
applications (Markham, Mergendoller, Larmer, & Ravitz, 2003). Students can be
allowed to access the information in a variety of forms and use information for
completing the tasks by ePBL. In this context, some researchers found that students
in ePBL applications showed better performances than those who completed projects
in the traditional way (Barak & Dori 2005; Jonassen et al., 2003; Guthrie, 2010), and
they expressed that ePBL has enhanced the students’ investigations of real-life
problems in a scientific manner. In another study, the researchers investigated the
positive effects of ePBL on students’ attitudes (Morgil, Seyhan, Alsan, & Temel,
2008). While some ePBL applications exist in science, the examples for mathematics
courses are limited. Al-A'ali (2008) focused on the challenges and opportunities of
using ePBL in mathematics lessons. The study noticed improvement in grades and
students” motivation. During project tasks, students should work on plans,
experiments, or designs to solve problems. This will require students to interact with
content or perform operations with information. Durmus and Karakirik (2006) point
out that, for mathematics education, VMs may provide interactive environments in
which students could pose and solve their own problems to form connections
between mathematical concepts and operations and then get immediate feedback
that might lead them to reflect on their conceptualization.

VMs are digital objects that can be used as stand-alone resources or as
components for constructing learning environments to enhance conceptual
understanding (NCTM, 2000; Reimer & Moyer, 2005). Research studies have shown
that VMs may have a positive impact on both the higher-order thinking and
motivation of students (Finkelstein, Adams, Keller, Kohl, Perkins, Podolefsky et al.,
2005; Huppert & Lazarowitz, 2002; Hsu & Thomas, 2002; Zacharia, 2007). Reimer and
Moyer (2005) showed that students’ interactions with the virtual base-10 blocks
improved their expressions in both writing and drawings related to their conceptual
understanding of the regrouping process in mathematics. Also, some other studies
promulgated the idea that VMs can support or enhance the learning of mathematical
concepts (Chin & Teou, 2009; Steen, Brooks, & Lyon, 2006) and can positively affect
the attitude toward mathematics (Mc Neil & Jarvin, 2007; Patricia, 2001).

Analyzing the literature about ePBL environments shows that these
environments have some limitations on student-context interactions. In addition, the
distributed feature of information resources or the use of knowledge resources other
than those teachers suggested may cause some challenges in ePBL.

In this sense, VMs can be used not only as a learning setting tools, but they can
also be used as information resources solely by providing manipulations to the
students. Thus, VMs can allow students to conduct experiments or to simulate
procedures or processes. Therefore, this study aimed to combine the potentials of
PBL and VMs to determine the efficacy of the ePBL instructional practices. The
differences in this study are the provision of a learning environment enriched with
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VMs so the students find information for their projects from the VMs and also the
use of VMs to construct new knowledge through their manipulation.

Therefore, this experimental study aimed to evaluate students’ learning outcomes
of an ePBL environment enriched with VMs for teaching mathematics. The major
purposes were:

1. To compare the learning outcomes (achievements and attitudes) of ePBL and
traditional PBL environments.

2. To explore students” work and learning as a result of their experiences with the
ePBL environment.

Method
Research Design

The study compared learning outcomes of two different PBL environments. Since
randomly assigning students to groups was not possible, a quasi-experimental
design was used in the study. The study utilized a pre-test/post-test nonequivalent
control group design.

Research Sample

One experimental group (EG; N =30: 14 male, 16 female) and one comparison
group (CG; N =30: 15 male, 15 female) were used in the study. Both of the students
in the EG and the CG received a mathematics course from the same teacher in 9th
grade. They have only a little introductory knowledge about quadratic equations and
polynomials. Thus, their backgrounds about the subjects can be considered similar.

Research Instrument and Procedure

The first step of the study was developing fifteen VMs related to the Polynomials
(n=6) and Quadratic Equations (n=9) subjects of a 10th grade mathematics curriculum.
Two mathematics education academicians and two mathematics teachers’ reviews
were taken to revise the VMs. The objectives for the learning domains used in this
study are presented in Table 1.

Table 1
The Learning Domains Used in this study
Learning Domains Sub domains Project #
Polynomials Operations on Polynomials Project 1
Division of P(X) to (X - A). (X - B) Project 1

Quadratic Equations ~ Solution of Equations which can be Project2
transformed in to quadratic equations
Relations 