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Article History: Purpose: Mock trial is an activity commonly used
Received: 01 Jun. 2018 both in and out of the class in citizenship education.
Received in revised form: 03 Nov. 2018 Mock trial is a simulation technique rooted in
Accepted: 08 Nov. 2018 experiential learning. This study aimed to evaluate

the Mock trial method used by a primary school
teacher in Turkey to solve the problems faced during
lessons. Research Methods: This research is designed
as an intrinsic case study, which involves the use of
Mock trials to solve the classroom problems.
Participants were a classroom teacher and 20 fourth
grade students attending her class. Research data
were analyzed using inductive thematic analysis.
Findings: Mock trial procedure was conducted
during the last 15 minutes of the lessons at one-to-
two-month intervals. The problem to be handled in
the Mock trial is decided by the consensus of the
students and the teacher. Students solve the problem by acting out their roles as decided in
the trial. In this way, students develop the skills of problem solving, self-control,
responsibility, empathy, and communication. Also, they learn about the concepts of right and
justice, and the functioning of justice system. Implications for Research and Practice: When
Mock trial is to be applied to solve classroom problems, especially the problems students
commonly experience in their school can be prioritized. Rules to abide before, during and after
the trial should be set up first, and a democratic classroom culture characterized with respect,
affection and confidence should be established. Students should be encouraged to concentrate
on the solution of the classroom problems. Further research can be conducted on utilizing this
method as an instructional method in different courses. Moreover, training programs can be
held to inform the teachers about this method.
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Introduction

Mock trial is commonly used as an in-class and out-of-class activity in citizenship
education. Theoretically rooted in experiential learning (Glancy, 2016), mock trial can
be defined as a method in which students simulate a real-life situation about an issue
by acting out the roles of judge, prosecutor, lawyer, witness in a classroom decorated
like a real courtroom (Arthur & Wright, 2001). Simulations should be done based on
the experiences in a setting arranged in a realistic way. Since the simulation aims to let
students experience a situation in real life, the skills learned and improved can be
transferred into students’ real life afterwards (Bradley, 2006). Suggesting a learning
model in the form of ‘watch, learn and do’, this simulation technique enables the
students to evaluate the different perspectives of the problems faced, to make a
decision choosing among different opinions for solution, to see the effect of different
strategies on the decisions they have made and trace the consequences of their own
acts (Wales & Clarke, 2005).

With the Mock trial method, students learn how court system works and they
comprehend the significance of such juridical and democratic principles as justice,
impartiality, prescription, freedom of speech, importance of evidence, presumption of
innocence (Cassidy & Yates, 2005). Moreover, students learn the philosophical and
historical basis of constitution, thus contemplate and discuss on the current practices
within the context of past and now (Strickland, 2016). Beside enhancing students’
awareness of and involvement with issues about citizenship-related issues
(Smagorinsky, 1994), this method also improves students’ skills of conflict resolution,
problem solving, decision making, critical thinking, communication, cooperation and
empty and senses of justice and social responsibility. It also builds up learners” self-
confidence by supporting their social development (Ahmadov, 2011; Cassidy & Yates,
2005).

The efficacy of Mock trial depends on planning and structuring it properly. Mock
trail is usually constructed on a fictional situation. This fictional situation is given to
students before the court trial and students get prepared for the court issue and for
their roles (Roe, 1987). It is important that a realistic courtroom setting is built and
students work concentrating on their roles before the Mock trial (Glancy, 2006).
Besides, the students who are going to take part in the trial should be selected by
matching properly their skills and sophistication with trial roles. Apart from the
defendant and defending team, high participation can be sustained during the court
by giving students some roles such as reporter judge, witnesses and media groups
(Roe, 1987). The trial should be run just like a real one, roles should be acted
respectively, and teacher should play the role of observer and just take notes. The
teacher should also be a facilitator, guide, task manager and should support the weak
party in discussions (Ringel, 2004). During the trial, sufficient time should be allocated
for the inquiry process. This is one of the most important processes of the trial (Roe,
1987). After the trial, class should make a discussion to examine the trial process. The
teacher and other students should give feedback to the students taking role in the trial
about the indicators of a good performance and goals (Glancy, 2006). The evaluation
should be done in a holistic way, and the critical thinking, questioning, presentation
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and participation performances displayed by each student should be assessed as a
whole (Bengtson & Sifferd, 2010).

The use of Mock trials in education began with law education in 1970s. Mock trial
activities have been commonly used in law education to train lawyers (Kravetz, 2001;
Knerr & Sommerman, 2001). Mock trial activities have an important place in teaching
constitutional law (Fliter, 2009), international laws (Ambrosio, 2006), global policy
(Ambrosio, 2006; Jefferson, 1999), and politics (Ahmadov, 2011; Asal & Blake, 2006).
Moreover, this method has been recently used in teaching economics law (Carlson &
Skaggs, 2000; Hersch & Viscusi, 1998), and health rules and legislature (Smith, 1992).
An analysis of the relevant literature reveals that Mock trial is used in social studies
and history education (Patrick, 1991; Weiner, 2010), science education (Beck &
Czerniak, 2005; Wheeler, Maeng & Smetana, 2014). Mock trial has been used as an
active teaching method to teach candidate teachers discussion, questioning and
argumentation skills (Helgeson, Hoover & Sheehan, 2002). It is seen that previous
studies have been conducted mostly at tertiary or high school level, and trials were
run about fictive or current global issues. The literature revealed no studies which uses
Mock trials directly about classroom or school problems. The present study mainly
discusses how Mock trial method should be used when it is employed directly to solve
classroom problems such as behavior problems like violence and violation of
classroom rules through a case study.

Mock trial is used in education because it is grounded on experiential learning and
it is a method for simulation. Constructivist approach in education has been adopted
in Turkey since 2005 and learning outcomes and activities have been integrated into
all curricula in primary school as per cross-curriculum approach. However, many
research findings suggest that citizenship education is conducted in accordance with
a traditional teacher-centered approach (Bagli, 2013; Ersoy, 2007; Toraman, 2012). In
the present study, it is aimed to examine the Mock trial method used by a primary
school teacher in Turkey to solve the problems she faced in her class. In this regard,
answers to following research questions were sought:

1. How is mock trial method applied to solve the classroom problems?

2. What knowledge, skills, and values are taught to the students with mock trial
method?

3.  What are the attitudes and behavious of students towards mock trial?
4. What is the role of the teacher in the implementation of mock trial?

5. What are the challenges faced during the implementation of mock trial?
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Method
Research Design

This research is an intrinsic case study which involves the use of Mock trials to
resolve the classroom problems. Intrinsic case study is defined as the detailed
exploration of a particular and extraordinary case (Stake, 1995). This study draws on
intrinsic case study method since it examines an original and different situation. In this
design, which involves an exploratory process in its natural environment, the
researcher takes the intrinsic case as his/her guide rather a theory or generalization
and he/she is bounded to the context. Since the researcher reconstructs the experiences
of participants and readers, it is based on a constructivist philosophy (Mills, Durepos
& Wiebe, 2010). Theories can partly be beneficial in intrinsic cases which examine such
kind of specific situations because theories involve broader situations. Therefore,
intrinsic case is a situation which develops in its own context. The researcher interprete
the situation depending on the context just like an explorer. At the same time, the
readers understand the situation and make meanings within the context. In this study,
the practice of use of Mock trial method by a primary school teacher in Turkey to teach
Human Rights, Ctizenship and Democracy lesson was considered as an intrinsic case.

Participants

The studied school was a state school located in the center of Newcity (codename)
province in Turkey, which had a capacity of 800 students coming to school half of the
day mostly from families of middle socio-economic status. The study was conducted
with a classroom teacher and his/her students. This teacher, who has a creative and
sensitive character and uses different instructional methods, applies Mock trial in her
“human Rights, Citizenship and Democracy” course at fourth grade. With 20 years of
total professional experience and she has been using Mock trial in her lessons for 8
years. A total of 20 fourth grade students attending her class participated in the study
after their parents’ consent was granted. Since the participating students started the
primary school at their 5.5, they were 9 to 9.5 years old when the study was conducted.
Participants were generally born and grown up in the same city. Students” mothers
were generally elementary school graduates and unemployed. Their fathers were
generally high school graduates and work as tradesman or worker.

Data Collection and Analysis

In this study, the data were collected through participant observations during
classes and semi-structured interviews with the teacher and her students. Thus,
triangulation was achieved in terms of both data and participants. The Mock trial
processes conducted by the teacher was observed by the resarchers during her Human
Rights, Citizenship and Democracy classes. The researchers collected the data
accompanied with field notes as participant observers. Observations lasted about 6
months. Observations took a total of 24 lessons, with one hour each week at Human
Rights, Citizenship and Democracy lesson. Following every Mock trial, individual
interviews were conducted with each of the 20 students to get their general views
about Mock trial sessions, which lasted about 15-20 minutes. After each trial, students
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were asked about the roles they acted during Mock trial process, and after the
implementation of Mock trials they were asked about their opinions on Mock trial as
a method in general. The teacher was interviewed twice, first at the beginning of the
observation and second after the analysis of the data collected through classroom
observations and student interviews. During the first interview, the teacher was asked
general questions about the purpose, reasons, and procedure of using Mock trial in her
classes. After the trials ended, the data obtained from student interviews, classroom
observations and initial interview with the teacher were analyzed and second
interview with the teacher was conducted. During the second interview, the teacher
was asked questions about why the trials were conducted, how the students were
chosen and the problems faced regarding each Mock trial.

In this design, the data analysis focuses on interpretation of meanings and makes
an effort to grasp the richness and complicatedness of the case. Research report is
driven by the experiences and stories (Mills, Durepos & Wiebe, 2010). In this study,
the data were analyzed using inductive thematic analysis approach via MAXQDA
qualitative data analysis program. Data collected through observation and interview
were comparatively analyzed focusing on experiences and meanings.

Trustworthiness and Ethical Issues

Trustworthiness in qualitative research can be enhanced through participant
checks, participant consent, triangulation and peer examination (Merriam, 2013). In
the present research triangulation was achieved collecting data through both
observation and interviews with students and the teacher. Thus, the observation and
interview data together with teacher-student statements were compared providing the
opportunity to collect rich and detailed data. In this way, the agreeing or disagreeing
aspects of the data could be revealed. In qualitative analysis, expert opinions are
sought to ensure that data are interpreted truly (Glesne, 2014). During the analysis of
this research, two experts were consulted for their examination of the analysis.
Another method to enhance the trustworthiness is to examine the consistency between
the analyst’s interpretations of the participants’ statements and participants’ opinions,
i.e. participant checks (Lincoln & Guba 1985). Following the analysis of the data the
teacher was negotiated about the accuracy of the meanings extracted from the data.
Additionally, we granted the participants” written and verbal consent to take part in
the research. Moreover, students” parents were asked for their consent and only those
students with parental permission were involved in the study. All participants were
given nicknames during all phases of the research, and confidentiality of personal
information about the school, class, the teacher and the students were preserved.
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Results
Mock Trial Procedure

The goal of trials. Teacher Sevgi explained how she spontaneously began running
trials in her class: “One of my students told me. I link the content I teach to real life. I
said them they would be put on trial if they committed that crime. One of my students
offered: ‘Let’s do then teacher! Let’s set a court. I will be lawyer”. This is how the idea came
out.” It is understood that with the practice of Mock trial teacher Sevgi intended to
involve the students while solving students’ behavioral problems in the classroom, to
enable them solve their own problems, to develop their self-control skills and thus to
minimize the undesired behaviors in the classroom: “When they see their faults on their
own with the testimony, they realize the issue better and learn more effectively. When I make
the decisions, they have to abide with the decision. However, they mistakenly believe that a
higher authority gave an unnecessarily...But through it [Mock trial] they are better
convinced.”

It seems that Mock trials were run mostly based on an example scenario made up
by the teacher. When asked her opinion about using the actual classroom problems in
trials instead of fictitious scenarios, teacher Sevgi asserted that fictitious problems
would be less effective explaining as follows: “I myself might have given a topic. However,
the problems are solved more sustainably when I do it in this way... What can it ever work for
us if we solve in the classroom a problem which do not even experience? Yes, they could learn
the trial procedure, however they would not embrace the point since the topic is irrelevant, and
the injustice they suffer could not be revealed.”

Timing. Teacher Sevgi stated that as the learners’ level of maturity increases, she
uses the method more effectively. Teacher Sevgi states that she expects the method to
improve inquiry skills and certain moral and democratic values such as respect,
affection, trust and empathy among learners. She further explains that she makes an
effort to develop these skills and values during the first three years of primary school
and begins to use the method by the fourth class: “I use trials only after things are
established and students know about me. I used the method after they knew, believe, and trust
me and their classmates...” Another aspect of timing that teacher Sevgi considers is the
“frequency of trials”. Mock trials were run in the classroom once every 45-60 days.
Sevgi ran four Mock trials during the 6 months of study. As she explains below, she
runs the trials not so frequently, because otherwise the impact of decisions taken in the
trials may fade away, it may be at the center of students’ lives or they may feel fed up
with the trials: “I'm in favor of running it rarely. I don’t want it to be the focal point their
lives... In order to prevent such concerns, I try to run trials duly and when very important
events happen.” It was observed that Sevgi runs the trials generally in the last classes
and during the last 15-20 minutes. Sevgi explained that the reason for running the trials
towards the end of the lessons was to prevent the decisions given during the trials and
the statements of the students who took roles from affecting negatively the other
students and the friendship between students: “When I run it during the last 20 minutes,
they can't reflect it to the class. The next day they forget it”.
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Introduction to the trial. At the beginning of the trial, the subject of the trial emerges
and it is determined after being discussed by the class. Since the problem incidents
occur during the break time, they are submitted to the court generally after the
students tell the teacher about the problem and sometimes through teacher’s
observations in and out of the class. The teacher and students decide together the issue
to be handled in the trial. Trials are generally run on common problems that concern
all students, but individual problems are not handled in the court. Trials are run
especially in the case of violent acts such as hitting the friends, giving harm to the
classroom equipment (e.g. class register or the lamp etc.), misbehaving the peers (using
bad language, mocking or excluding from the game etc.) and acting against the
classroom rules (using the IWB without permission, playing with a ball in the corridor
or classroom).

Rules of the trials. Teacher Sevgi set some rules with the students in order to run the
trials effectively and to prevent possible negative attitudes. It is understood that she
set these rules as a precaution not to affect the relationship between students
negatively. These rules are as follows: listening to his/her friends respectfully during
the trials, learning and applying precisely the decision of the court, deciding the
subject of the trial together, being honest during the court, telling the events as they
are, respecting the decision made by the judge, giving responsibilities especially about
education at the end of the trial, performing the responsibility taken, caring about not
to resend others, solving the problems with affection, respect and cooperation, and not
ridiculing any issue after the trial. When any of them is breached the teacher reminds
the students of the rules during and after the trial.

Running the trial. After the teacher decides with the students to run a trial, the trial
procedure begins, which includes these steps: first, the teacher associates the problem
with the topics of the course (democracy and human rights); second, the students are
cast their roles; third, the classroom is set into the court arrangement; finally, the trial
is held and the court decision is announced. In this study, a total of four trials were
run about the issues of “Throwing chalks”, “Running in the Classroom”, “Excluding
a Friend off a Game”, and “Soaking the Class Register”.

The teacher associates the issue with the lesson content sometimes before the trial
and sometimes after the trial. Teacher Sevgi stated that while using the Mock trial she
associates the trials with the topics of 3rd grade World Knowledge course such as

a7

“Abiding the rules of collective life and performing the responsibilities”, “Getting on

”ou

well with people around” “Being in solidarity and cooperation”, “Felling affection and
respect to people”, “ Abiding the class rules”, “Using the school equipment carefully”,
and with the concepts in the 4th grade Social Studies and Human Rights, Citizenship and

Democracy courses such as right, justice, laws, equality, human rights and freedoms.

After the teacher associates the subject of the trial with lesson, she casts the roles to
the students. She generally runs the Mock trials with 6-10 students. While the roles of
judge, prosecutor, lawyer and defendant are played by only one student, there are two
witnesses in some trials and four in others. However, it was observed that those
students who do not have any roles in Mock trials generally do not watch the trial and
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they get occupied with something else. For these students who do not take part in
Mock trials, teacher Sevgi states that “They somehow react for not being selected. They feel
offended since the teacher hasn’t chosen them. They get bored and, thus, they try disrupting the
class.” Teacher Sevgi believes that she can solve this problem by selecting the students
for the trial by turns. Moreover, she selects the students from voluntary students,
whom she only declares the roles. It was observed that students are generally willing
to take part in Mock trial, and they are especially more willing while teacher selects
the judge. Teacher Sevgi explains below how she selects the students by matching their
personal traits and the roles, the context of the incident to be handled in the trial
(whether the students stay in or out of the event) and the situation:

I choose the witnesses from among the students who directly saw the event, can
really tell the truth, won’t falsify the event, can tell what she/he actually saw. I
try to select an objective kid as the lawyer... As for the prosecutor role, I try to
select a kid who can tell the truth and represent strong opposition. As for the
judge role, I generally try to select a kid who is wise... relatively reasonable, and
impartial.

After roles are cast, the classroom is arranged for the Mock trial. The trial is run in
the small space between the IWB and desks in the classroom with a capacity of 30
students. While the Mock trial is run, students stand next to each other in front of the
board generally facing their friends. The teacher does not make any special
arrangement for the court and students act out their roles with their routine school
uniforms. Teacher Sevgi explains below why she does not arrange the classroom so as
to simulate a real court: “I was concerned that students could have been nervous if I had
asked them to wear special costumes looking more serious? Thus, I preferred it to happen in a
more improvised way, solving such small problems among us. I arranged the students in a
circle. I wanted them to be equal in rank.”

The student who acts out the judge in the Mock trial listens to the other students
who play the roles of defender, offender, witnesses, lawyer, and prosecutor first, then
makes a decision and declares it. Since there is no jury in Turkish courts, only the
student in judge role makes a decision. When making decisions, students abide by the
decisions and instructions designated by the teacher before. Some of the decisions
made by the students included physical sanctions such as squatting, standing up for a
while, imitating animals; educational sanctions such as not participating the physical
education and sports lesson, reading books, doing extra tests, doing calculation
homework; artistic sanctions such as bringing flowers to the class, singing, writing a
poem; or other preventive sanctions like writing ‘I apologize” or ‘I will not do it again’.
Teacher Sevgi does not intervene in the court’s decision-making process and just
makes sure that court decisions impose sanctions that will be beneficial for the
students. Teacher Sevgi believes that what matters is not the sanctions imposed by the
court, but to have the students notice their misbehaviors and not to repeat again. Thus,
teacher Sevgi said that the sanctions given by the court are “Symbolic” and continued
“The important point is to judge the student in this process, i.e. to get aware of the misdeed.
The decision is not very important”.
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After the trial. After the Mock trial, the teacher does not make any evaluation or
comment about the trial procedure, but just follows the changes in students” post-trial
attitudes and behaviors. The effect of the court decisions on students’ behaviors varies
from student to student. Although most students do not repeat the same misdeed, a
few of them continue to display the same negative attitude or behaviors. For example,
Ceren admits that she hesitates to do acts that end up with certain sanctions in the
Mock trials, saying “I mean ‘I say... if I do the same I am going to have the same sanction...
so I shouldn’t behave in that way but should behave in this way.” Teacher Sevgi explained
that the court decisions are really effective on students except for a few kids who are
generally neglected in families and are especially diagnosed with attention deficit
disorder and hyperactivity. On the other hand, students stated that the courts are not
effective since the sanctions are not very deterrent, the same decisions are made,
sanctions are applied at home, the punishments are not controlled, the sanctions are
not imposed, not enough punishment is applied and it is not known who executes the
sanction. One of the students, Ceren, indicated that the imposed sanctions are easy by
saying “If it [the punishment] is easy, one does it in five or ten minutes.” Additionally, Seda,
another student, asked the sanctions to be more effective saying “They should be given
unforgettable punishment”. Teacher Sevgi explains how the court decisions do not affect
their friendship negatively based on their developmental characteristics as follows:
“Students generally leave the event behind... They take it like entertainment. I haven't seen
them feel unhappy because they are punished. The student who is punished easily gets used to
the situation. Since their friends make the punishment decision, it doesn’t matter so much.”

Learning Outcomes

After the application of the court, the students raised awareness about the
problems in their neighborhood and made efforts to solve these problems. Teacher
Sevgi explained below how she observed that their students behaved differently from
the students in other classes and that they were more attentive towards their
neighborhood: “[Other] Children act very unconsciously... However, neither the child who is
disturbed nor the one who is disturbed is aware. Mine [my students] are quite aware of it. They
can immediately notice both the disturbing and disturbed person” . Selecting the issues to be
handled in the court from among the actual conflicts among students ensured that
students can find solutions to these conflicting situations in the court on their own and
negotiate. Teacher Sevgi explains below how students became aware of their wrong
attitudes and understand that conflicts are unnecessary:

There was a problem about excluding a student from a game... Students understood
that they should solve the problem using other ways but excluding their friends from
the game. They have heard from their own friends that it was not fair to exclude from
the game the kid defended by their friend playing the lawyer... As a result, when they
had problems with a friend during a physical education class, they preferred to
negotiate with him instead of taking him out of the game.

During the trials, students actively involved in the processes such as listening to
the claims, defensing, responding to questions, defending decisions, appealing, and
they used their listening and speaking skills. Thanks to the interaction and
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empathizing among students and collective decision-making during the course of
trials, any prejudices among students against each other can be removed. Teacher
Sevgi said that “diminishing the conflict environment among students improves their positive
communication skills such as listening to each other, understanding, finding solutions, and
building empathy... The students who did not communicate with a student called ”....” began
to communicate and get on well with him” and stated that after the court students began
to use daily communication such as ‘Good morning!’, “Thank you!, ‘I apologize!’,
‘Have a nice day!’, and ‘Get well soon!” more. Involving students especially with low
self-confidence in the court has strengthened their sense of self-worth and encouraged
them to become active in society. Teacher Sevgi explained this situation by saying
“When they make a decision in the court, they feel that they are valuable. Because they have the
authority and they are grad to be decision makers. This feeling affects them very much ... I have
observed that for the students who suffered problems and victimized to be listened and
considered by everyone in the court gives them a feeling of worthiness.” To illustrate the
situation, she also gave the example of a student: “For example, just as Taha felt very
worthless when he was excluded from the game, so he felt himself so valuable when
he was found right at the end of the trial. Her point is supported by some students,
who say such sentences as “I feel very important when the court is run and I take part in
it.” As the students’ self-confidence was enhanced, their ability to speak more
courageously and defend themselves also improved. For example, Ceren mentioned
about how she gained self-confidence saying “For example, 1 used to be shy doing
something in front of many people. But now I am used to, because I always act in the court. |
am not shy anymore.” Teacher Sevgi also emphasized that in addition to gaining self-
confidence; especially those students who play the judge role improved their
leadership skills.

Students learned to respect not only the different characteristics of their friends but
also different opinions and rights in the court. For example, when one of their friends
objected to a court decision, they listened without interrupting their friend’s opinions
and did not response disrespectfully. Teacher Sevgi explained this situation saying
“They have heard from their own friends that it was not fair to exclude from the game the kid
defended by their friend playing the lawyer... In this way they learn to be more respectful to
each other.” During the court procedure, the students tried to understand the feelings
of their victimized friends especially by putting themselves in their shoes. It was
observed that when the defendant is given a non-proportional punishment, some
students reduce the punishment empathizing with their friend and warn their non-
empathic friends. Teacher Sevgi explained how her students try to understand and
empathize with each other in the court saying “For example, I have seen that while
listening to their friend who was excluded from the game, both the students watching the court
and those acting in the court empathized with him and expressed that they understood his
feelings... I've seen that they did not repeat the same behavior again after they listened to what
the victim experienced and how he felt.”

While solving a class problem, students used their decision-making and critical
thinking skills. In the court, while the student in the prosecutor role explains why it is
a wrong behavior, the lawyer thinks about how to defend the defendant and the
student in the judge role comes to a decision. Besides, the students are encouraged to
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think critically while perceiving and explaining why a certain behavior is faulty before
the court, and while discussing the problematic behavior and its consequences during
the court.

Running the trial directly about their own misdeeds improved students” sense of
responsibility towards their social neighborhood. For the students to think on the
example scenario and to see its consequences was effective in preventing them from
displaying the same wrong behavior again, and this developed their self-control. At
the same time, students warned their friends about the misdeeds they observed. Since
some of the issues handled in courts were related with the classroom rules, students’
observance of the rules improved as they could better understand the classroom rules.
Teacher Sevgi explained below how courts improved students’ self-control skills:

In this way, a gentle warning system is developed among students when a student
displays a wrong behavior. They can observe that people can be Quilty but they can
regret the misdeed. They prefer not to do it again. I've understood that after they
understand their positive and negative aspects better, they do not repeat the same
faulty behavior. Their experiences through courts led them behave responsively to
their neighborhood, class, friends, school officials, teachers, families.

During the practice of Mock trials, students mostly used the fundamental concepts
of "right, justice and punishment". Then, they started to use them in their daily lives.
Teacher Sevgi that the sense of right and justice in their students is more developed
than their peers. She also defined how her students learned the operation of a court
and the duties and responsibilities of the individuals in a court:

As my students learned, comprehended and used the concept of right, they began to respect
each other... Besides, they learned justice and to be fair. This [procedure] enabled them to
learn to be fair and just. They comprehended meanings of the terms judges, prosecutors,
lawyers, witnesses and applied their duties. I observed that they used these words more
frequently after the court.

Students’ Attitudes

It was observed that students displayed both positive and negative attitudes
towards Mock trial process. Whenever it is negotiated to run a Mock trial, most
students jump to their feet and cheerfully shout “hurray!” and so. And sometimes they
offer the teacher to run a Mock trial. Students expressed that the practice of Mock trial
had positive effects in terms of solving the problems in cooperation, learning lessons
from the misdeeds, having fun, choosing a profession, punishing the guilty people,
securing the justice, being an example to friends and not repeating the misdeeds. One
of the students, Ayla, said that “I think court is a correct option. This is because some
children feel themselves worse when they do something wrong and prefer not to do it again.”
Ceren also expressed that she is glad about running trials by saying “The court secures
both justice and equality. I think it is fine.” Most students just have fun assuming that the
trial procedure is just a game. Indeed, teacher Sevgi expressed that they handle a
classroom problem and they solve this problem through Mock trial in a funny way.
Teacher Sevgi emphasized that “although it is also possible to solve a problem more
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stressfully in the classroom, they manage to solve it in a funny way through drama method”
and continued: “Students solve classroom problems in cooperation on a democratic platform
with affection and respect through a trial. On a favorable platform of debate, they examine an
event from its good and bad aspects. The activity turns into a very enjoyable one for them.”

A few students told that they were not pleased with the court as they didn’t like
their friends to be punished. Some students also seem to feel sad and worried
depending on the role they are cast in the court. In addition to this, the students who
play the role of the defendant in court and the students who play the role of witness
and prosecutor feel uneasy. While the students playing the role of the defendant are
concerned to be punished, the students in the witness role are concerned about the
possibility of breaking up their relations with the students playing the defendant role.
Serhat, who played the role of defendant in the court about ‘chalk throwing” and the
role of witness in the court about ‘running in the classroom”, said that he felt very
different in both roles. When they are in the roles of witnesses or lawyers in the court,
students were generally uneasy about how their friends will think about them.
However, teacher Sevgi explained that the anxiety and sadness students feel during
the court is slight and temporary since the court is a fiction, saying “Students slightly
get nervous, but they are not afraid a lot. So far, no student has refused to take part or being
judged in the court.” Beren indicated that the court they run in the class is not realistic,
saying “It is not a big deal if one gets a harsh punishment. It is because we are not actually
doing something real. We are not in a real court or so”.

Teacher” Role

While implementing this method, the roles of the teacher changes depending on
the phase of the trial: before, during and after the court. Before the court, teacher is
supposed to prepare the students cognitively and emotionally, to establish a
democratic classroom environment, to set the rules to be followed during the court,
and to determine the time and subject of the court. Before the court, the teacher tries
to teach the students such values as affection, respect, trust, and to teach them how to
question intellectually. The teacher sets the rules during the first courts and makes sure
that these rules are applied during and after the court process. Moreover, the issues to
be handled in the court are negotiated with the students and they included the
common problems of the students in the school.

It was observed that while the trial was run, the teacher associated the subject of
the trial to the course, intervened in the student selection in accordance with the roles
in the trial, and guided the students in decision-making process, and reminded them
about their roles. During the decision-making process in the court, teacher Sevgi
guided the students in cases of reducing the punishment and running the trial. She
explained her intervention into the decision-making process of the court saying “Some
students don’t want to do [the sanction]. I reduce the punishment to their level or they can’t
think. They sometimes impose very harsh punishments like ‘squatting one hundred times’ or
‘not going out for the break one hundred times.”” It was observed that teacher Sevgi
intervened into the court decisions and changed the sanctions at the least. For example,
in the trial about excluding a student from the game, Taha, a student who took refuge



A. Figen ERSOY — Aysegul PEHLIVAN YILMAZ 13
Eurasian Journal of Educational Research 78 (2018) 1-22

from Iraq due to war and has just been learning Turkish, was first imposed the
‘squatting’ punishment. However, the teacher changed Taha’s punishment from
squatting to singing. When Taha did not sing, the teacher asked him to imitate three
animals. In addition to these, as a guide, teacher Sevgi reminded the students of their
roles. When students forgot their roles as a result of excitement during the trial, the
teacher told them what to do in their roles. Sometimes she prompted students” words
when they forgot what to say and got stuck. Teacher Sevgi states that she does not
intervene the court too much saying “While casting the roles, the kid assigned as the lawyer
suddenly gets excited. He doesn’t know what to say. I tell him that he will defend his friend. I
remind their roles”. After the court, teacher Sevgi does not score or assess students’
performances, but just observes the students’ attitudes and behaviors after the trial.
While observing the students’ attitudes and behaviors, she does not take any notes,
but just find out the repeated misbehaviors.

Problems Encountered

Problems caused by the students. When a Mock trial is run in the classroom, some
students cause problems such as feeling anxious or resentful, getting offended,
reflecting personal problems, trying to draw attention, resistance to abide with the
court decision, and repeating unwanted behavior, which causes problems on the part
of the teacher. It was noticed that especially certain students try to attract attention in
different ways or to repeat the unwanted behavior. Teacher Sevgi explained this
situation as follows: “A student threw a piece of chalk into his friend's eye. We judged him
in the court. The next lesson, to my surprise, Akif tied an eraser with a lace and he was swinging
it in his hand. So, he wanted to do the same thing. He wanted to attract attention”. In order
to prevent these problems caused from students, the teacher makes sure that personal
problems are not handled in the court, students with personal problems are not given
roles in the same court, she takes the relations between the students into consideration,
she does not bring together the conflicting students, and she does not give them any
roles that can put them into a new conflict. Teacher Sevgi further explained this
situation as follows: “For example, let's say there is a kid whom nobody loves. I try not to
give a role to him with a completely opposite student whom he doesn’t like. I pay attention. I
try to select a judge, closer to him, who can understand him or have no involvement in the
relevant event.” Additionally, the teacher said that she usually runs the Mock trials in
the last lessons and even in the last minutes of these lessons in order not to prolong
the activity.

Problems related to learning environment. One of the problems the teacher Sevgi
experienced while running the Mock trials is the small size of the classroom. There are
30 students in the classroom and students cannot move around easily during the court.
Especially the teacher, who experience difficulty during role-play activities in the
classroom, also face the same problem of inadequate physical space during the practice
of Mock trial. This situation makes it difficult for students to effectively watch and
participate in the trials. Teacher Sevgi emphasized the inadequacy of physical setting
saying “I struggle to run the trials with the limited conditions of the classroom”.
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Problems related to teaching process. The teacher stated that the using Mock trials in
her class does not yield great benefits, on the contrary it imposed additional burden
on her. She expressed the problems she faces during the teaching process as follows:
“It takes time. I make a little more effort.” Teacher Sevgi stated that the practice of Mock
trial does not make any good to her, on the contrary, the students acting in the court
or watching the trial either speak loudly or wander around while the trial is run in the
classroom, which causes excessive noise. This problem was also observed by the
researchers during the study.

Problems caused from external agents. The teacher stated that she feels nervous,
although she has not received any negative reaction from the school management,
other teachers or the parents regarding the Mock trial. Teacher Sevgi explained her
concerns regarding the parents as follows: “From the parents’ perspective, I don’t know
what the parents would think when they heard about it. When the child tells at home about
setting a court, how would the parents take it... a question mark appears in side my head...”
Besides, teacher Sevgi pointed out that school management adopted a traditional
teaching approach and teachers are expected to lecture and do test-based exercises.

Teacher Sevgi explained her views about the school management as follows: “WWell,
if the management hears. .. generally there is no extra-curricular activities. Teachers generally
work on the coursebooks. They always do the same things. The subject is taught and then the
tests are done. When you do something different, you inform the management”. Teacher Sevgi
also told that she informed her colleagues about the Mock trial and her experiences;
however, she could not get enough support from them. Teacher Sevgi explained that
her colleagues had difficulty understanding this method, they thought she used the
trials for professional orientation and it worked only for professional orientation: “I
mentioned a few times about the method, but they couldn’t understand. They said “Then, most
students in your class will become judges and prosecutors in the future’. They supposed that I
used the method for professional orientation. In fact, I use it to solve the students’ problems.
They couldn’t understand...”

Discussion, Conclusion and Recommendations

Some of the results of this research differ from the Mock trial studies which handle
fictional issues. Handling authentic problems from students’ real lives instead of
fictional ones brings about some advantages and disadvantages. It is emphasized in
the relevant literature that, in trials about a fictive problem, learners develop such
competences as conflict resolution, problem solving, decision-making, critical
thinking, empathy, social responsibility, communication, effective listening and
speaking, self-confidence, and cooperation, and they learn the basic concepts and
functioning of the law system (Ambrosio, 2006; Cassidy & Yates, 2005; Smagorinsky,
1994). In the present study, it has been seen that students gained, in addition to the
ones mentioned above, different competencies such as self-control, solving one’s own
problems and conflicts, being sensitive to one’s problems, reflecting into one’s live,
responsibility, self-esteem and complying with class rules. First of all, for the students
to have a say in the solution of the problem thanks to the Mock trials run in their classes
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caused them to feel valuable and develop self-esteem. The fact that students tried to
solve their own problems in court helped them to understand better and be able to
solve their own problems and conflicts afterwards.

The students preferred to solve the problems on their own rather than having the
teacher and the disciplinary board of the school decide about them. For students to
solve classroom problems and their own conflicts was much more effective in
encouraging them to think more about the issue and to embrace the basic moral values
by reflecting them on their lives. Allowing the students to experience and contemplate
on the event discussed in Mock trial in the classroom has developed students’ self-
control to avoid doing the wrong behavior again and ensured that the students become
more aware of the problems in their neighborhood and warn their friends in order to
prevent or solve the possible problems. Besides, students have transferred what they
have learned into their real life. For example, after the trial on the exclusion of a kid
from the game, a similar problem has not been experienced anymore. While this
situation served in the long-run to encourage the adoption and implementation of
class rules among students, it also made positive contributions to classroom
management.

In the present study, students had more difficulty while working on their own
problems compared to talking and discussing a fictional event. Some students felt
nervous or sad with their emotions changing according to their roles. These findings
are comparable to the results of Mock trial studies which handled real life situations.
Especially if it involves conflicts, a realistic situation causes the participants to work
with strong emotions in the court and seems to be more difficult than working on a
fictive situation. Realistic situations also lead the participants to internalize their roles
(Asal & Blake, 2006). Moreover, when you work on a realistic issue in a court, kids can
be more sensitive with issues especially about human right violations. Some students
may approach to the defendant or the victim more emotionally, and they can evaluate
the subject of the court subjectively. This can prevent the students from acting
objectively during the trial process, while it also increases the student participation
and shed light to their lives (Ambrosio, 2006). In the present study, in order to prevent
the negative effects of using a real situation in the court on the students, the teacher
took some precautions such as pre-trial development of a democratic classroom
culture based on respect and trust, running the trials towards the end of the lessons,
setting rules before the trials in order not to affect the students’ relations negatively
before the trial, taking into consideration the friendship while casting roles, imposing
symbolical sanctions, running the court with a drama-based approach, avoiding a
formal procedure in terms of physical settings and costumes.

In this study, the court procedures about classroom problems were carried out
differently from the Mock trial process. During the preparation period of the trials run
about fictional issues, the fictive event to be handled in the trial should be designated,
the purpose of the court should be declared, court setting and the costumes should be
prepared, the students to take roles in the court should be selected, the students should
get prepared; then the court should be run realistically, and an evaluation should be
done after the trial (Cassidy & Yates, 2005). In this study, since the subject of the court
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were selected from classroom problems, the process started with the distribution of
the students’ roles and rehearsal of the roles in cooperation. The teacher offered the
students to solve a problem about which students complained through a trial in the
classroom, then the roles were cast immediately in the classroom and the issue was
discussed in the court. No sitting arrangement or costume changing was done. The
trial process was carried out mostly in the form of role playing.

In the courts run with a restricted number of students, only a few victims,
defendants, witnesses, prosecutors, judges and lawyers took place. No cross-
examination or jury decision was involved in the trial process, which started with the
speech of the defendant followed by the other participants' talk and finished with the
decision of the judge. The trial was run based on the operation of the court system in
Turkey. Since there is no jury in Turkish courts, the teacher also did not play the role
of ajury. At the end of the court, there was no evaluation on the students’” performance
during the court, but only an observation was made so as to see whether the students
were displaying the wrong behaviors again. It was observed that the court process was
generally structured in a simplified form mostly in accordance with the developmental
level of the students.

While the teacher implements the trial method, some students displayed negative
behaviors such as reflecting their personal problems into the trial process, feeling
nervous to decide about their friends, feeling offended for not taking part in the court,
causing problems to be handled in the court just to attract attention, reluctance to
comply with the court decision, repeating the unfavorable behaviors. In response to
these, the teacher took some precautions such as giving roles to impartial students,
avoiding handling the personal problems in the trials, making sure that the judge gives
punishment according to the person. Moreover, the teacher had some difficulty due to
the lack of adequate space in the classroom and pressure of time limit to complete the
course content. It was indicated in the relevant literature that this method requires
extended time and teachers face problems with timing (Ahmadov, 2011). In addition
to this, the teacher thinks that this method has not been understood duly by her
colleagues, school management and parents since in the traditional education system
teachers are expected to lecture their lesson quite typically and do some test-based
exercises.

As a result, the Mock trial process used by the teacher to solve the classroom
problems achieved its goals and the students solved the problems themselves in court.
Based on the findings of the present study and the experiences of the teacher studied
here, the following precautions can be recommended for the practitioners who are to
apply Mock trial with realistic classroom problems: First, common problems from
students’ real lives can be handled in the trial. Before the court, teacher should
negotiate the rules to be applied during and after the trial to avoid the possibility of
breaking relationships among students, and a democratic classroom culture should be
established based on respect, love and trust. There is almost no research study on Mock
trial in Turkey. This method is not exclusive to law education, but it can also be used
in the education of various fields such as democracy and human rights, citizenship,
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controversial issues, Turkish and foreign languages. The need for experimental and
qualitative studies which will employ Mock trial method in these fields is obvious.

Limitations

Although it was initially planned to collect data with a video camera during
observations, we failed to do so since some of the parents did not allow video
recording. The data was collected with field notes during the observation process. In
a similar vein, since some parents did not allow us to interview their children, these
students did not take part in the trial process and interviews. This caused the teacher
to restrict her practice of the method in the class to some extent. In addition, the
observation process was limited to only Human Rights, Citizenship, and Democracy
course. Therefore, the emergence of the incident handled in the court before the trial
and the behavioral changes among students after the trial could not be observed. The
data analyzed in this study is limited to the opinions of students and their teacher.
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Sinif Sorunlarinin Coziimiinde Alternatif Bir Yontem Olarak Kurgusal
Mahkeme

Atif:

Ersoy, A.F., & Pehlivan Yilmaz, A. (2018). An alternative method to resolve the
classroom problems: Mock trial. Eurasian Journal of Educational Research, 78, 1-
22, DOI: 10.14689/ ejer.2018.78.1

Ozet

Problem Durumu: Kurgusal mahkeme (Mock trial), vatandaslik egitiminde smif ici ve
ders dis1 etkinlik olarak yayginlikla kullanilmaktadir. Kurgusal mahkeme vatandaslik
egitiminde kullanilan tdeneyimleyerek 6grenmeye dayanan bir benzetim teknigidir.
Kurgusal mahkeme, gercek mahkeme salonu seklinde diizenlenen bir sinifta,
ogrencilerin hakim, avukat, sahit, yargic gibi roller alarak bir konu hakkinda gergek
ortama iliskin benzetim yapmas: olarak tanimlanmaktadir. Kurgusal mahkeme ile
6grenciler, mahkeme sisteminin nasil ¢alistigini 6grenmekte, adalet, tarafsizlik, zaman
asimy, ifade hakki, kanitlarin 6nemi, birinin sucu isledigi kanitlanincaya kadar sugsuz
oldugu gibi yasal ve demokratik ilkelerin 6nemini anlar, anayasanin felsefi ve tarihsel
temellerini 6grenerek ge¢mis ve bugiin baglaminda giincel uygulamalar1 diistiniip
tartisir. Ogrencilerin vatandaslikla ilgili konulara duyarligin1 ve katilimini artiran,
ogrencilerde catisma ¢6zme, problem ¢ozme, karar verme, elestirel diisiinme, iletisim,
isbirligi ve empati gibi becerileri ve adalet ve sosyal sorumluluk gibi duygular1
gelistiren bir 8gretim yontemidir. Egitimde kurgusal mahkeme 6nce hukuk egitimiyle
baslamis daha sonra sosyal bilgiler, tarih, fen egitimi, diger disiplinleraras: alanlarda
ve dgretmen egitiminde kullanilmistir. Kurgusal mahkemeler genellikle bir kurgusal
olay {izerine yapilir. Ogretmen bir kurgusal olay olusturur, 6grencilere gorevlerini
dagitir, mahkeme siirecine hazirlanmalar1 i¢in rehberlik eder, mahkeme siirecini
kontrol eder ve degerlendirme yapar. Mahkemede gercek durumlardan ve kurgusal
olaylardan yararlanilir. Bu yontemde genellikle kurgusal olaylar kullanildig:
goriilmektedir. Alanyazinda dogrudan smif ve okul sorunlari tizerine kurgusal
mahkeme uygulanan bir ¢alismaya rastlanmamustir. Bu calismada dogrudan smif
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sorunlari tizerine mahkeme yontemi uygulandiginda, bu yontemin nasil ele alinmast
gerektigi bir 6rnek durum tizerinden tartistlmistir.

Arastirmamin Amact: Bu calisma, Turkiye’de bir 6gretmenin, siifinda karsilasilan
sorunlarin  ¢éztimi icin uyguladifit mahkeme yontemini degerlendirmeyi
amaclamaktadir. Bu arastirmada kurgusal mahkeme yonteminin smif sorunlariin
¢oziimiinde nasil uygulandigi, 6gretmenin roltiniin, 6grenci kazanimlarinin, 6grenci
tutumlarinin ve yasanan sorunlarin neler oldugu anlasilmaya calisilmistir.

Arastirmamin Yontemi: Bu arastirma, kurgusal mahkemelerin smif sorunlarmin
¢oziimiinde kullanilmasini igeren 6zgiin/asil bir durumun (intrinsic case study)
calismasidir. Bu ¢alismada, 6zgiin ve farkli bir durumun incelenmesini temel aldigt
icin 6zgin durum calismas: deseni kullamilmistir. Arastirma Tiirkiye’de bir il
merkezinde, 800 6grenci kapasitesine sahip, yarim giin egitim veren ve sosyo-
ekonomik diizeyi orta sayilabilecek ailelerin cocuklarmin 6grenim gordiigii bir devlet
okuludur. Arastirmaya bu okulda gorev yapan yirmi yillik bir 8gretmen ile bu
ogretmenin smifinda 6grenim goren 20 dordiincti smif 6grencisi katilmistir. Bu
arastirmada, veriler smif ortaminda yapilan katilimeci gozlemler, 6gretmen ve
ogrencilerle yapilan yari-yapilandirilmis  goriismeler yoluyla toplanmustir.
Arastirmada 6 ay katilimci gozlem yapilmis, her mahkeme sonrasinda mahkemeye
katilan 6grenciler ile arastirma basinda ve sonunda Ogretmenle goriismeler
yapilmustir. Arastirma verileri, MAXQDA veri analizi programinda tiimevarimsal
analiz yaklasimi ile temalandirilarak analiz edilmistir. Gozlem ve goriisme verileri
karsilastirilarak analiz edilmis, deneyimler ve anlamlar tizerine odaklanilmistir.

Arastirmanmin Bulgulari: Mahkeme siireci simifta bir-iki ay ara ile derslerin son 15
dakikasinda gergeklestirilmektedir. Kurgusal mahkeme, kisa bir zaman igerisinde,
sinirli sayida 6grenci ile gerceklestirilmis ve sinif ortaminin tam bir mahkeme seklinde
diizenlenmemistir. Bu nedenle, benzetimden daha ¢ok drama seklinde uygulandig1
goriilmektedir. Mahkemede ele alinacak olay1r ¢grenciler ve 6gretmenler birlikte
konusarak karar veriyorlar. Mahkeme konular: daha ¢ok sinif kurallarinin ¢cignenmesi
gibi smif esyalariin zarar gormesi gibi 6grencilerin ortak sorunlari tizerine yapiliyor.
Ogrenciler mahkemede aldiklar1 rolleri uygulayarak smnif sorununu coziiyorlar.
Mahkemede uyulacak kurallar 6grenci ve 6gretmenler tarafindan birlikte mahkeme
oncesinde belirlenmis. Ogretmen mahkemede 6grencilerin gorev dagilimi, kismen de
mahkeme kararmin verilmesi konusunda ihtiya¢ oldugunda miidahalede bulunuyor.
Ogrencilerde elestirel diistinme, karar verme, sorumluluk, iletisim, empati, sorun
¢bzme, 6z kontrol, empati, katilim ve iletisim becerileri gelisiyor. Hak ve adalet
kavramlar: ile adalet sisteminin isleyisi konusun da bilgi ediniyorlar. Ogretmen
mahkeme sonrasinda herhangi bir degerlendirme yapmiyor sadece 6grencilerin tutum
ve davraniglarinda yasanan degisimleri gozlemliyor. Ogrenciler genellikle sinif
sorunlarint bu bigimde ¢6zmekten memnunlar. Ogretmen bu yontem ile 6grencilerde
davranus sorunlarinin azaldigin belirtiyor. Ogretmen bu yontemi uygularken, egitim
sisteminin isleyisinden, 6grencilerden ve cevreden kaynaklanan kimi sorunlarla
karsilastyor.
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Aragtirma Sonuglart ve Oneriler: Bu calismada sinif sorunlarmin ¢oziimiinde kurgusal
mahkeme yonteminden yararlanilabilecegi gortilmiistiir. Simif sorunlara iliskin
mahkeme uygulanacaginda oncelikle 6grencilerin ortak yasamindan sorunlar
mahkemede ele almabilir. Mahkeme 6ncesinde, mahkemede ve sonrasinda uyulacak
ilkeler belirlenmeli, demokratik, saygi, sevgi ve giiven iceren bir smif kilturi
olusturulmalidir. Tiirkiye’de kurgusal mahkeme tizerine ¢ok az calisma yapilmustir.
Bu yontem sadece hukuk egitimi degil, demokrasi ve insan haklar1 egitimi,
vatandaslhik egitimi, tartismali konularin egitimi, Tiirk¢e ve yabanci dil egitimi gibi
bircok alanda kullanilabilir. Bu alanlarda mock trial yonteminin kullanilarak yapilacak
deneysel ve nitel calismalara caligmalara gereksinim oldugu aciktir.

Anahtar Kelimeler: Kurgusal mahkeme, insan haklari, sosyal bilgiler, vatandaslik
egitimi.
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Introduction

Preparation for career is one of the important tasks for adolescents (Akos & Niles,
2007). High school years is an important time period for preparation of adolescents’
transition from school to work or to university life, and these preparations leads to a
career decision in the future (Rowland, 2004). Career development which begins in
childhood years continues through lifetime (Hartung, Porfeli &Vondracek, 2005).

According to Dogan and Bacanli (2012), career decision is an individual’s selection
of an occupational program or career by having a tendency towards the one which is
the most suitable to him/ her among many choices. Brown et al. (1996) describe career
decision as “thought processes in which a person integrates personal information with
occupational information to access a career decision”. Career research and career
decision process are in the center of career development during adolescence (Super,
1957). Adolescents’ career development is influenced significantly by factors like social
conditions, role models and peer relationships (Gottfredson, 1981). According to Gati
(1986), career indecision can be described as being unable to make a decision because
of interceptive situations within the decision process. Career decision is a complex
process. In this process, some adolescents may face indecisiveness. Adolescent
students are mostly responsible for making decisions about a career field, occupational
education or higher education. According to Mann, Harmoni and Power (1989), those
kinds of decisions may have lifelong results for occupational future, psychological
well-being, health and social acceptance of adolescents (as cited in Dogan & Bacanli,
2012, p.912). For those reasons, high school years reflect a time period that should be
supported for adolescents’ career development and career-occupation choices in the
future.

In Turkey, high school students follow a tendency towards education on a common
program at 9th and 10th-grades, and make field/branch choices after that. During
transition to secondary education, some of the students have tendency towards
occupational and technical education, and they make occupational choices. These
choices, in addition to determining higher education programs they may be enrolled
in the future, also determine their decisions in whether they will continue to higher
education or not. Just as Cakir (2004) stated, it is quite difficult to expect high school
students at such an early age to make realistic decisions. Many adolescents in this
period experience career indecisions.

When the literature on career-occupational indecisiveness is reviewed, among
reasons of indecision, there are self-esteem (Aydin, 2014), self-competence (Wulff &
Steitz, 1999), locus of control (Woodburry, 1997), career beliefs (Peng & Herry, 2000),
career decision skills (Mitchell & Krumboltz, 1987), and lack of information (Gati,
Krausz & Osipow, 1996). In addition, it is seen that indecision is related to university
education, peer equality, career beliefs, inner satisfaction, responsibility, tendency
towards job life, experimenting with a job, standing up to uncertainty, risk-taking
(Akkoc, 2012), focus of control and career result expectation (Buyukgoze Kavas, 2011),
irrational beliefs related to job decision (Bacanli, 2012; Stead, Graham & Foxcroft,
1993), career beliefs (Mitchell & Krumboltz, 1987, Peng & Herry, 2000; Stead, Graham
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& Foxcroft, 1993), and fathers” attitudes towards career development (Hamamci &
Hamurlu, 2005). There are findings in the literature revealing that as career exploration
behavior increases, career indecision decreases accordingly (Park, Woo, Park, Kyea &
Wong, 2017).

It seems inescapable for young people who experience occupational indecisiveness
and feel uncertainty about the future to experience career anxiety during the years they
make almost irreversible and important decisions about their life. According to Mallet
and Vignoli (2005), career anxiety is related to an individual’s anxiety about academic
and professional career, fear of disappointing family, and fear of going away from
family and close friends because of a job or an academic necessity (as cited in Vignoli,
Croity-Belz, Chapeland, Fillipis & Garcia, 2005, p.155; Vignoli, 2015, p.185). In other
words, during high school years, career anxiety may come up in many subjects like
students’ failing to satisfy family expectations or being unable to achieve the goals
desired, and not being able to choose the desired occupation.

Cetin Gunduz and Nalbantoglu Yilmaz (2016), in their scale development study
they conducted with high school students in Turkey, determined career anxiety of high
school students as career anxiety in terms of the effect of family and career anxiety in
terms of the choice of profession. Accordingly, for the dimension of “career anxiety in
terms of the effect of family”, high school students felt anxious that their families
would not understand their career plans properly, they would prevent them, or
students would not be able to express themselves; and for the dimension of “career
anxiety in terms of the choice of profession”, high school students felt anxious
regarding the appropriateness of the job they wanted to choose, whether they would
be happy or not, and the possibility of disappointment. Especially when the effect of
family is taken into account on the choice of profession and on the process of decision-
making (Akdeniz, 2009, Ozyurek & Kilic-Atici, 2002), family influence on difficulties
of decision-making (Bacanli & Hamamci, 2015), and anxiety that adolescents
experience related to their families while making decisions become more
understandable. Individuals who have difficulty in choosing a profession generally
experience career anxiety (Fouad, 2007), and this situation seems to support the
opinion that the effects related to families constitute a part of career anxiety. Similarly,
in view of the fact that choice of profession is a multi-dimensional process, there are
frequent changes in Turkish Education System, and the educational structure focuses
mainly on academic success, it seems inescapable to experience anxiety in terms of the
choice of profession as one of the dimensions of career anxiety.

Career anxiety is thought to be a kind of social anxiety because it concerns the
status of an individual as a student or as a person who has a profession in society as a
whole. During adolescence years, career anxiety increases gradually. Students become
more worried about their academic and occupational future (Mallet, 2002).

Anxiety is one of the most investigated psychological constructs in experimental
studies about career-occupational indecisiveness (Fuqua, Seaworth, & Newman,
1987). Goodstein (1965) separated anxiety as a symptom of career indecision from a
more serious kind of anxiety, and in this process considered anxiety as a factor
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preventing the gain of career development skills and of information that will lead to
effective decisions. Career indecision and career anxiety are also important for career
consultants. Anxiety of consultees constrains them from taking steps to overcome their
indecisiveness about their career, and to decrease their anxiety (Weinstein, Healy &
Ender, 2002). Occupational decision processes create stress leading to exploration
activities (Blustein & Philipps, 1988). When the literature is reviewed, the relationship
between anxiety and indecision is explained in two ways. The first opinion is that
individuals who have a high level of anxiety have difficulty in decision making
because of their anxiety in decision processes. The second opinion is that anxiety is a
situation emerging after the difficulty experienced thereafter the decision making
process (Aydin, 2014).

There are several studies in the literature about career indecision and anxiety
(Corkin, Arbona, Coleman & Ramirez, 2008; Fuqua, Blum & Hartman, 1988; Fuqua,
Newman & Seaworth, 1988; Fuqua, Seaworth & Newman, 1987; Hartman, Fuqua, &
Blum, 1985; Kaplan & Brown, 1987; Mojgan, Kadir & Soheil, 2011; O'Hare & Tamburri,
1986, Oztemel, 2013; Saka & Gati, 2007). For example; Stead, Graham, and Foxcroft,
(1993) pinpoint that there is a significant relationship between career decision and
irrational beliefs with anxiety and its related dimensions. Miller and Rottinghaus
(2014) stated that the existence of a meaning in life mediates relationship between
career indecision and anxiety. It is observed that students with career indecision
experience anxiety because they have difficulty in decision making (Goldstein, 1965),
or they hold over decision making because of high level of anxiety (Haag-Mutter, 1986
cited in Aydin, 2014, p.33). In some studies, state anxiety was found to be the most
powerful predictor of both career decision and also career indecision (Campagna &
Curtis, 2007). In a study conducted with 133 undergraduate students, Fuqua et.al.
(1987) emphasized the relationship between career indecision and anxiety. There is an
important and consistent relationship between career indecision and several types of
anxiety.

In the literature, studies related to career indecision and career anxiety are quite
limited except for studies in career indecision and anxiety (Daniels, Stewart,
Stupnisky, Perry & Verso, 2011; Vignoli, 2015). In this direction, the purpose of this
study is to investigate the relationship between high school students’ career anxiety in
terms of family effect and choice of profession with their career indecision through the
structural equation modeling. For this aim, the following hypotheses were proposed:

1. There is a significant relationship between high school students’ career
indecision states and career anxiety in terms of the family effect.

2. There is a significant relationship between high school students’ career
indecision states and career anxiety in terms of the choice of profession.
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Method
Research Design

The research is based on the relational model. The relational model is a research
model aiming to search for an existence or a degree of interchange between two or
more variables (Karasar, 2012).

Research Sample

The study group consisted of 444 students from the 11th and 12th-grades from
different high schools in Nevsehir city center in 2016-2017 academic year. In order to
select the students, convenience sampling method was used. Among students, 59 %
(n=262) were at the 11th-grade and 41 % (n=182) were at the 12th grade. 55,2 % (n=
245) of the students were females and 44, 8 % (n= 199) were males. In structural
equation model analyses, it is stated that sample size can be at least 10 times as much
of a number of parameters predicted by the model (Jackson, 2003 cited in Kline, 2011,
p-12; Moshagen & Musch, 2014). Moshagen and Musch (2014) indicate that for sample
sizes exceeding 300, robust Weighted Least Squares estimation methods can give
appropriate predictions. At the same time, Hoogland and Boomsma (1998) assert that
in strongly kurtotic distributions, the sample size must be at least ten times as much of
the number of free parameter (as cited in Wang & Wang, 2012). In this respect, it can
be said that the number of the participants in this study is adequate.

Research Instruments and Procedures

In the study, The Scale for Career Anxiety (SCA) and The Career Decision
Inventory (CDI) were used.

The Scale for Career Anxiety: In this study, the scale developed by Cetin Gunduz and
Nalbantoglu Yilmaz (2016) was used to measure career anxiety of high school
students. The scale includes 5 items about the family effect within the career
development process, and 9 items about the choice of profession within the career
development process (there are 14 items in total). SCA is scored on a 5-point Likert
scale. Higher scores obtained from parts of the scale focusing on anxiety in terms of
the family effect and the choice of profession means that career anxiety is experienced
at a high level. In the development process of the scale, in order to test correctness of
the structure as a model, Confirmatory Factor Analysis (CFA) was conducted (x2/sd=
2.518, RMSEA= 0.067, CFI= 0.95, NFI= 0.92, NNFI= 0.94, GFI= 0.92 and AGFI= 0.90).
With respect to this research data, CFA was repeated in this study. Just like in the
original factor structure, factor structure of the scale was determined to show the best
model-data fit in two-factor first-order model (x2/sd= 3.22, RMSEA= 0.071, CFI= 0.94,
NFI= 0.93, NNFI= 0.93, GFI= 0.98 and AGFI= 0.97).

In the development phase of the scale, reliability was measured by Cronbach Alpha
internal consistency coefficient. The reliability of the scale in career anxiety in terms of
the choice of profession was found to be 0.797, and the reliability in career anxiety in
terms of the family effect was found as 0.742. As for the reliability of the scale used in
this study, Cronbach Alpha reliability coefficient related to career anxiety in terms of
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the family effect and the choice of profession was found as 0.835 and 0.865,
respectively. McDonald ® (McDonald’s omega) reliability coefficient was found as 0.85
and 0.87 respectively for career anxiety in terms of the family effect and the choice of
profession depending on path coefficients obtained from CFA and amount of error.

The Career Decision Inventory: In this study, CDI developed by Cakir (2004) was used
to measure high school students’ career indecision levels. CDI consists of five factors
as “Internal Conflicts (Internal)”, “Lack of Self-Knowledge (Knowledge)”, “Lack of
Knowledge in Job or Field (Lack)”, “Irrational Beliefs about Career Decision (Belief)”,
and “External Conflicts (External)”. There are a total of 30 items in the inventory. Items
are scored on a 5-point Likert scale. Low scores obtained from the scale indicate career
decisiveness while high scores indicate career indecision.

In the development phase of the inventory, exploratory factor analysis was used in
order to determine its structure. In this study, the factor structure of the inventory was
examined using CFA. According to CFA results, it was determined that second-order
CFA fit indexes of the inventory was found to be at an acceptable level (x2/sd= 2.18,
RMSEA= 0.052, CFI= 0.97, NFI= 0.95, NNFI= 0.97, GFI= 0.97 and AGFI= 0.97).
According to this, it can be said that 5 factors in the inventory constituted a single
indecisiveness general structure. In addition, a moderate level, positive and significant
relationship was found among factors of the inventory; and a high level, positive and
significant relationship was found between indecisiveness general structure and the
factors.

As for the reliability of the scale used in this study, Cronbach Alfa and McDonald
@ reliability coefficients were re-calculated. Cronbach Alfa reliability coefficient of the
inventory was found as 0.874 for Internal, 0.804 for Knowledge, 0.799 for Lack, 0.669
for Belief, and 0.680 for External. McDonald ® coefficient of the inventory was found
as 0.87 for Internal, 0.81 for Knowledge, 0.80 for Lack, 0.68 for Belief, and 0.70 for
External.

Data Analysis

The model established in order to explain career anxiety of high school students (in
terms of the family effect and the choice of profession) in relation with the concept of
career indecision was examined using SEM. Before starting data analysis, missing
values or extreme values in the data and premises of the statistical process to be held
were determined. It was detected that there were missing data among the data of 482
students. In order to determine whether there was one-way extreme value, standard
Z-scores were examined. Raw scores obtained from factors of the scales were
transformed into Z scores, and obtained Z scores were seen in a +3 range. Multiple
extreme values were investigated via Mahalanobis distance. In this investigation, it
was found that there were multiple extreme values in the data. In this direction, each
subject who included more than one missing value and showed extreme value was
excluded from the data set, and a study group was constituted.

Univariate and multivariate normality assumptions were examined. Skewness-
kurtosis coefficients for univariate normality was calculated and these coefficients
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were found in the 1 range; however, standardized skewness (z-statistics), which is
calculated by dividing skewness coefficient of some variables to standard error, were
determined to be bigger than 2.58. The distribution is considered non-normal when
the standardized skewness (z-statistics) exceeds 2.58 (Buyukozturk, 2007). On the
other hand, in normality analysis (Mardia test) conducted by the help of the LISREL
program, it was found that the data did not meet multivariate normality assumption.
In this condition, by using a prediction method that did not require the normality
assumption, structural equation model analyses could be conducted.

Finney and Distefano (2013) state that in situations where the data is non-normal
and/or is categorical, Weighted Least Squares (WLS), Robust Diagonally Weighted
Least Squares (DWLS), and Satorra-Bentler chi-square can be used; and Finney,
Distefano and Kopp (2016) state that in addition to these, Robust Maximum Likelihood
prediction can also be used. Baghdarnia, Soreh, and Gorji, (2014) and Mindrila (2010)
indicate that in conditions where the data is not distributed multivariate and normal,
DWLS method can provide appropriate parameter predictions. In addition, in
situations where continuous data do not meet normality assumptions or some/all
variables are discrete, WLS method is suggested (Aksu, Eser & Guzeller, 2017; Browne,
1984; Kline, 2011; Schermelleh-Engel, Moosbrugger & Miiller, 2003). However, it is
stated that because the WLS method requires a big sample size, DWLS method gives
better results for small samples (Kline, 2011; Mindrila, 2010). In this respect, in
analyses, robust DWLS prediction method was used.

In data analysis, fit indexes were examined to reveal adequacy of the model tested.
In the study, x2/sd, RMSEA (Root Mean Square Error of Approximation), GFI
(Goodness of Fit Index), AGFI (Adjustment Goodness of Fit Index), CFI (Comparative
Fit Index), NFI (Normed Fit Index), and NNFI (Non-Normed Fit Index) were
investigated out of model fit indexes. If the x2/sd value is less than 3, it is an excellent
fit and if it is less than 5, it is admissible (Sumer, 2000 cited in Cokluk, Sekercioglu &
Buyukozturk, 2010, p.271). If RMSEA value is less than 0.08, it is an acceptable fit; and
if it is less than 0.05, it is an excellent fit (Browne & Cudeck, 1993 cited in J6éreskog &
Sorbom, 1993, p.124). For GFI and AGFI, value greater than 0.90 indicates an
acceptable fit and value greater than 0.95 indicates an excellent fit (Hooper, Coughlan
& Mullen, 2008). For CFI, NFI, and NNFI, values greater than 0.90 indicate an
acceptable fit and values greater than 0.95 indicate an excellent fit (Hu & Bentler, 1999).
In the analyses conducted, LISREL 8.72 program was used.

Results

In this study, a model was created to explain high school students’ career anxiety
(in terms of the family effect and the choice of profession) related with career
indecision. In the process of constituting the model, alternative models were tried with
reference to literature. The goodness of fit indexes were examined about the models
created, and the model giving the best results was identified.
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Test of the Measurement Model

Three variables were described in the measurement model. These variables were
career anxiety in terms of the family effect (family), career anxiety in terms of the
choice of profession (profession), and career indecision (indecision) measured by using
CDLI. In Table 1, standardized coefficients-values (standardized factor loading) and t-
values about measurement model were given.

Table 1
Results of the Measurement Model

Variable Standardize t R2 Variable Standardized 't R2
d factor factor loading
loading
Family Profession
CA1l 0.74 15.65 0.55 CA6 0.65 15.06 043
CA2 0.84 22.00 0.70 CA7 0.73 16.68 0.53
CA3 0.72 14.73  0.52 CA8 0.59 13.06 0.35
CA4 0.72 15.07 0.52 CA9 0.67 15.60 0.45
CA5 0.59 1095 0.34 CA10 0.49 10.50 0.24
Indecision CA11 0.76 1819 0.57
Internal 0.76 1591 0.58 CA12 0.66 1514 044
Knowledge 0.71 12.72 051 CA13 0.65 14.01 042
Lack 0.73 1511 0.53 CA14 0.60 13.88 0.36
Belief 0.66 1293 043
External 0.66 11.37 044

CA: Career Anxiety

It can be seen in Table 1 that standardized factor loads related to the measurement
model were great. In addition to this, all factor loads were statistically significant (p <
.01).

According to fit indexes obtained about the measurement model, it can be said that
measurement model was fitted (x2/sd= 3.47, RMSEA= 0.075, GFI= 0.97, AGFI= 0.96,
CFI= 0.95, NFI= 0.94, NNFI= 0.95).

Test of the Structural Model

After evaluating the statistical appropriateness of the measurement model, fit
indexes and modification suggestions about the structural model were examined. It
was determined that some modification suggestions made a significant contribution
to chi-square value. In this respect, among observable variables of the same latent
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variable (CA12-CA13), a modification was made. Fit indexes and acceptable ranges
obtained after that modification were given in Table 2.

Table 2
Fit Indexes Related to the Structural Model

Fit Index Model Values Fit Index Model Values
x2/sd 3.57 CFI 0.95

RMSEA 0.076 NFI 0.93

GFI 0.96 NNFI 0.94

AGFI 0.95

When the model fit indexes and acceptable ranges were examined in Table 2, it
could be indicated that the structural model was verified. After determining model fit,
t- values between variables and standardized coefficients were examined.

When t-values related to the structural model established to explain high school
students’ career anxiety in terms of the family effect and the choice of profession
related to career indecision were examined, it was determined that t-values of the
model were significant. Standardized values about the model were given in Figure 1.
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Standardized coefficient between latent variables below 0.10 is evaluated as small,
about 0.30 is evaluated as medium, and over 0.50 is evaluated as a great effect (Kline,
2005 cited in Aksu, Eser and Guzeller, 2017, p.184). With respect to this, it could be
implied that standardized coefficients between Career Indecision (Indecision) - Career
Anxiety in terms of the Family Effect (Family) and Career Indecision - Career Anxiety
in terms of the Choice of Profession (Profession) had a great effect. Regression
equations obtained as a result of analysis were given below:

Career Anxiety in terms of the Family Effect = 0.53* Career Indecision R2 = 0.28
Career Anxiety in terms of the Choice of Profession = 0.63* Career Indecision R2 = 0.40

With reference to regression equations obtained, there was a positive and a
statistically significant relationship between career indecision and career anxiety in
terms of the family effect (0.53). In addition, career indecision score explained 28% of
career anxiety in terms of the family effect. There was a positive and a significant
relationship between career indecision and career anxiety in terms of the choice of
profession (0.63). Nevertheless, career indecision score explained 40% of career anxiety
in terms of the choice of profession. Accordingly, it could be stated that as the scores
high school students obtained from CDI increased (as their career indecision
increased), their career anxiety in terms of the family effect and their career anxiety in
terms of the choice of profession also increased.

Discussion, Conclusion and Recommendations

Career indecision can be defined as an individual’s changing career decisions or
his/her being unable to make a choice when it is time to decide (Kuzgun, 2000). First
of all, from the viewpoint of a student’s career development, career indecision is seen
as being unable to choose a university or an occupation (Callahan & Greenhaus, 1992).
Anxiety is a negative emotion affecting them starting from primary school to graduate
degrees (Zeidner, 2007 cited in Daniels et. al., 2011, p.411). Fouad (2007) implies that
individuals who experience difficulty in making a career decision usually experience
career anxiety. For those reasons, it is not surprising that anxiety damages students’
self-competence in making career decisions (Daniels et. al., 2011).

In this study, the influence of students’ career decision (career indecision)
conditions on career anxiety in terms of the family effect and career anxiety in terms
of the choice of profession was investigated. According to the findings, it was found
that career indecision had a significant effect on career anxiety in terms of the family
effect and the choice of profession. In other words, as high school students” career
indecision increased, their career anxiety in terms of the family effect and the choice of
profession increased as well. The literature also supports that there is a positive and a
significant relationship between students’ career indecision and anxiety (state and/or
trait anxiety) they experience (Ali & Tariq, 2009; Corkin, Arbona, Coleman & Ramirez,
2008; Fuqua, Seaworth & Newman, 1987; Fuqua, Newman & Seaworth, 1988; Miller &
Rottinghaus, 2014; Mojgan, Kadir & Soheil, 2011; Oztemel, 2013; Saka & Gati, 2007;
Vignoli, 2015). However, there is limited research conducted in order to determine the
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relationship between career indecision and career anxiety (Daniels et. al., 2011; Vignoli,
2015). In this direction, it can be asserted that research findings would make important
contributions to literature. Daniels et. al., (2011) and Vignoli (2015) found that there
was a positive and a significant relationship between career anxiety and career
indecision. The result of this study is consistent with the results of the previous studies.

A positive relationship was found between career indecision and career anxiety in
terms of the family effect and the choice of profession. As career indecision increased,
the career anxiety experienced increased as well. It seems to be a natural process for
students, who face difficulties related to the education system, parent expectations,
being unable to find adequate educational and social opportunities towards self-
knowledge, examination system, and the process of career decision, to experience
anxiety in terms of their family and choice of profession along with occupational
indecisiveness they experience. Another possible explanation regarding the research
findings is that lack of information and inadequacy of coping strategies in terms of the
choice of profession, self-knowledge and setting goals may be related to professional
indecision and career anxiety. For example, Bacanli (2012) expresses that students who
cannot make a decision about career experience more career decision difficulty. Kirdok
and Harman (2018) found that high school students with an external locus of control
experienced more difficulty in the decision-making process because of the lack of
necessary information or inconsistent information.

In this respect, in order to decrease career anxiety that high school students
experience in the process of career decision, it is suggested to determine reasons which
make them indecisive about their career, and to plan a career guidance process.
Adolescents who experience career indecision may experience indecision because of
anxiety, but they may also experience anxiety for not being approved by their families
because of career indecision, and for not being able to share their dreams with their
families. Similarly, during high school years, career indecision may cause a feeling of
anxiety related to the occupation to be chosen or dreams. It is beyond any doubt that
psychosocial programs aimed at decreasing career indecision and career anxiety
would support students. However, it is also crucial to support students before high
school years in determining which schools to go and which occupation they want to
choose. It is important to accept career development as a process, and support career
development starting from the preschool period.

Similarly, in the process of occupational decision-making, reinforcing coping skills
of students, improving decision-making strategies, supporting family counseling
services, and providing support systems to adolescents via psychological counseling
and career counseling services are possible venues for future studies. In addition,
starting from preschool years, supporting occupational development process with
family guidance and professional counseling studies, especially before the transition
to secondary education and during secondary education, giving weight to counseling
services within the scope of attention, fostering abilities and occupational values,
supporting career research, and creating opportunities would also improve
professional decision-making skills. By this way, difficulties in decision-making
related to occupational indecision and career anxiety may be precluded.
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In the study, it was concluded that as career indecision of students’ increased, their
career anxieties in terms of the family effect and the choice of profession increased as
well. As they had difficulty in making decisions about their career, their career anxiety
increased. As their career anxiety increased, it could be more difficult for them to
choose the appropriate occupation. Goodstein (1965) underlies anxiety at the
foundation of failure in career decision (as cited in Gordon, 2007, p.29). For this reason,
in the high school period, when the career decision is important, it is suggested to
analyze career anxiety of students, and to foster career guidance to decrease career
anxiety. By following this direction, career decision process of individuals can be
enhanced.

Anxiety interferes with the development of necessary skills for career decision-
making process (Fuqua et. al., 1988). As a matter of fact, some students may feel
anxiety about their decision even after they make a decision. For these reasons, in
career guidance processes held in schools, career anxiety and career indecision should
be evaluated together.

This study, besides helping us develop a viewpoint about career indecisions and
career anxiety adolescents experience during high school years, has some limitations.
First of all, the study is conducted with high school students at 11th and 12th-grades;
as a result, it is impossible to discuss results for students at 9th and 10th-grades. In
addition, data is not collected on the basis of a separation among different school types
and fields/branches, and this is also regarded as a limitation. In future studies, studies
including 9th and 10th-grade students and adults would help to understand the
subject better.

Besides, in this study, the relationship between career indecision and career anxiety
was investigated. However, variables like socio-economic situation, gender, and self-
competence were not examined. In future studies, whether there are intermediary
variables between career indecision and career anxiety can be investigated.
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Lise Ogrencilerinde Mesleki Kararsizlik ve Kariyer Kaygis1: Yapisal
Esitlik Modeliyle Bir Inceleme

Atf:

Nalbantoglu Yilmaz, F. & Cetin Gunduz, H. (2018). Career indecision and career
anxiety in high school students: An investigation through structural equation
modelling. Eurasian Journal of Educational Research, 78, 23-42, DOI:
10.14689/ ejer.2018.78.2

Ozet

Problem Durumu: Cocukluk yillarinda baslayan kariyer gelisimi yasam boyunca devam
eden bir siirectir. Bu stirecte ergenlik donemi kariyer gelisimi ve kariyer karar: verme
acisindan 6nemli dénemlerden birsidir. Ergenlerin sosyal ortamlari, rol modelleri ve
akran iligkileri gibi faktorlerin etkisi ile kariyer gelisimleri 6nemli o&lciide
etkilenmektedir. Kariyer arastirmasi ve kariyer karar verme siireci, ergenlik
doneminde kariyer gelisiminin merkezindedir. Bu stirecte baz1 ergenler kararsizlikla
karsilasabilirler. Ergen 6grenciler cogu zaman bir kariyer alani, mesleki egitim veya
yiiksekogretim secenekleri ile ilgili kararlar almakla ytiktimliidiirler. Tiirkiye’de lise
egitimine devam eden gengler 9. ve 10. siniflarda ortak programa dayali bir egitim
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aldiktan sonra alan/dal segimlerine yonelmektedir. Ortatgretime geciste dgrencilerin
bir grubu ise mesleki ve teknik egitime yonelerek meslek secimlerinde bulunmaktadir.
Yapilan bu secimler gelecekte segilecek yiiksekogretim programini belirlemenin
yaninda, yiiksekogretime devam edip etmeme yontindeki kararlar1 da
belirlemektedir.

Neredeyse yasamlari i¢in geri dontilmez ve énemli kararlar aldiklar: yillarda mesleki
olarak kararsizliklar yasayan, gelecege iliskin belirsizlikler hisseden genclerin kariyer
kaygis1 yasamalar1 da kacginilmaz goriilmektedir. Lise yillarinda kariyer kaygist
ogrencilerin ailelerinin beklentilerini karsilayamamak ya da tiist 6grenimde istedigi
alanlara yonelememek, istedigi meslegi secememek gibi pek ¢ok konuda kendisini
gosterebilir.

Arastirmamin Amaci: Literattir incelendiginde kariyer karasizlig1 ve kariyer kaygisi
arasmndaki iligskiyi inceleyen siurli sayida ¢alisma bulunmaktadir. Kayg: ve kariyer
karasizlig1 konusunda yapilan ¢alismalarda ise cogunlukla tiniversite 6grencilerinden
veri toplanmistir. Bu nedenle ¢alismanin bulgularini kariyer karasizligi ve kariyer
kaygis1 konusunda yapilan calismalara 1sik tutmasi beklenmektedir. Bu amagla
calismada kariyer kararsizligi ve kariyer kaygisi arasindaki iliski yapisal esitlik
modellemesi ile incelenmistir.

Aragtirmanin Yontemi: Aragtrmamin calisma grubu, 2016-2017 Egitim Ogretim Yili
Nevsehir il merkezindeki farkl: liselerin 11 ve 12. smiflarinda okuyan 444 8grenciden
olusmaktadir. Arastirmaya katilan 6grencilerin belirlenmesinde uygun o6rnekleme
kullanulmustir. Arastirmaya katilan 6grencilerin %59 u (n=262) 11. sinuf, %41’i (n=182)
12. smaf 6grencisi, %55,2si (n= 245) kiz ve %44,8'i (n=199) erkektir. Arastirmada veri
toplama araci olarak Kariyer Kaygisi Olcegi (KKO) ve Mesleki Karar Envanteri (MKE)
kullanilmustir. Lise dgrencilerinin aile etkisine ve meslek secimine yonelik kariyer
kaygilarint mesleki kararsizlik ile agiklamak tizere kurulan model yapisal esitlik
modeliyle incelenmistir.

Arastirmanmin Bulgulari: Arastirmada lise 6grencilerinin aile etkisine ve meslek se¢imine
yonelik kariyer kaygilarini agiklamak tizere bir model olusturulmustur. Model
olusturulurken alan yazindan hareketle alternatif modeller denenmistir. Olusturulan
modellere ait uyum iyiligi indeksleri incelenmis ve en iyi uyumu veren model
agiklanmustir. Yapisal esitlik modeli analizinde ilk olarak l¢gme modeli test edilmistir.
Ol¢cme modelinde ii¢ degisken tanumlanmistir. Bu degiskenler; 6grencilerin kariyer
kaygilarimi gosteren aile etkisine (aile) ve meslek secimine yonelik (meslek) kariyer
kaygilar1 ile mesleki karar envanteri ile 6l¢tilen mesleki kararsizlik (kararsizlik) dir.
Olgme modelinde tiim faktor yiikleri istatistiksel olarak anlamlidir (p < .01). Olgme
modeline iliskin elde edilen uyum indekslerine gore ise 6l¢me modelinin dogrulandig:
s6ylenebilir (X2/sd= 3.47, RMSEA= 0.075, GFI= 0.97, AGFI= 0.96, CFI= 0.95, NFI= 0.94,
NNFI= 0.95). Elde edilen regresyon denklemlerinden hareketle, mesleki kararsizlik ile
aile etkisine yonelik kariyer kaygis1 arasinda pozitif yonde istatistiksel olarak anlaml1
bir iliski vardir (0.53). Ayrica, mesleki kararsizlik puant aile etkisine yonelik kariyer
kaygisinin %28’ini aciklamaktadir. Mesleki kararsizlik ile meslek segimine yonelik
kariyer kaygis1 arasinda ise pozitif yonde anlaml: bir iliski vardir (0.63). Bununla
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birlikte, mesleki kararsizlik puani meslek secimine yonelik kariyer kaygisinin ise
%40'm1 acitklamaktadir. Buna bagli olarak lise 6grencilerinin mesleki karar
envanterinden aldiklar1 puan arttikca (mesleki kararsizlik diizeyleri arttikca), aile
etkisine yonelik ve meslek secimine yonelik kariyer kaygilarinin arttig1 soylenebilir.

Arastirmamin Sonuglar: ve Onerileri: Arastirmada mesleki kararsizligin aile etkisine ve
meslek secimine yonelik kariyer kaygilar tizerinde anlamli bir etkisi oldugu sonucuna
ulagilmistir. Bir baska deyisle, lise 6grencilerinin mesleki kararsizlik durumlari
arttikca aile etkisine ve meslek secimine yonelik yasadiklari kariyer kaygilari da
artmaktadir. Mesleki kararsizlik ile aile etkisine ve meslek se¢imine yonelik kariyer
kaygist arasinda pozitif bir iliski bulunmustur. Mesleki kararsizlik arttikca yasanan
kariyer kaygis1 da artmaktadir. Arastirmada oOgrencilerin mesleki kararsizlik
durumlar: arttik¢a aile etkisine ve meslek secimine yonelik yasadiklari kariyer
kaygilarinin da arttig1 belirlenmistir. Ogrenciler mesleki karar vermede zorlandikca
kariyer kaygilar: artmaktadir.

Mesleki kararsizlik ile aile etkisine ve meslek secimine yonelik kariyer kaygisi arasinda
pozitif bir iliski bulunmustur. Mesleki kararsizlik arttik¢a yasanan kariyer kaygisi da
artmaktadir. Bu dogrultuda lise dgrencilerinin meslek se¢im stirecinde yasadiklari
kariyer kaygilarinin azaltilabilmesi i¢in mesleki kararsizlik yasamalarini saglayan
nedenler belirlenerek mesleki rehberlik siirecini planlamak onerilmektedir. Mesleki
kararsizlik yasayan ergenler kaygi sebebiyle kararsizlik yasayabilecegi gibi, mesleki
kararsizliklar nedeniyle de aileleri tarafindan onaylanmamak, mesleki hayallerini
ailelerine anlatamamak konularinda kaygi duyabilirler. Benzer sekilde lise yillarinda
mesleki kararsizlik secilecek meslek ya da hayallerle ilgili kayg: hissedilmesine neden
olabilir. Mesleki kararsizliklar1 ve kariyer kaygisini azaltmaya yonelik psiko-sosyal
programlarin 6grencilere destek olacag: siiphesizdir. Ancak dgrencilerin gelecekte
hangi okula gitmek istedikleri, hangi meslegi secmek istedikleri ile ilgili olarak lise
yillar1 6ncesinde desteklenmesi, mesleki gelisim bir siire¢ olarak degerlendirilip okul
oncesi yillardan itibaren mesleki gelisimin desteklenmesi énemlidir.

Anahtar Kelimeler: Kariyer kaygisi, kariyer kararsizligi, ergenlik, yapisal esitlik
modellemesi.
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Introduction

Widespread use of the internet, advancements in education technologies, and
limitations arise from time and space have led to the existence and development of
web-based distance learning systems. Better understanding of the structure of this
system, which continues to become widespread through the important investments
made around the world, especially in Turkey, is of great importance in terms of both
the efforts made and the economic costs.

Distance learning, in its brief definition, is the act of learning in a way that teacher
and student do not have to share the same environment (Moore and Kearsley, 2012).
Maintaining this feature, the concept of distance learning has gained many new and
different definitions in accordance with the developed models and understandings,
and advanced technologies since it first emerged (Demir, 2013; Moore and Kearsley,
2012). Distance learning provides a more democratic learning environment and equal
opportunities for anyone who wants to learn, facilitating access to resources without
any limitations arising from time and space (Girginer, 2001). Users can learn anytime
and anywhere, which means they can study at their own pace and without depending
on the time of the class. The primary interaction in the learning environment through
distance learning is between the student and the computer. The student is provided
with a learning environment, which can be adjusted according to personal plans.
Distance learning is a system established to meet the educational needs of people who
cannot benefit from formal education for some reasons (Altiparmak, Kurt and
Kapidere, 2011).

The present study aims to model continuance intention to use web-based distance
learning system and identify the relationship between structures. To this end, models
related to continuance intention to use web-services in the literature were examined,
and these models were found to be shaped around Technology Acceptance Model
(TAM), Expectancy Disconfirmation Theory (EDT), and Theory of Reasoned Action
(TRA) (see Ajzen and Fishbein, 1980, 2005; Chiu and Wang, 2008; Lin, 2012; Roca, Chiu,
Martinez, 2006). In this study, strengths of many models, which were experimentally
validated, were included in the model. This study also aims to analyze the structure of
web based distance learning system as well as some structures that are believed to
affect the continuance intention.

The basic concepts used in this study were reported; proposed models and
hypotheses were determined; the structural equation modelling was summarized in
general terms; and causal relationship between the latent variables used in predicting
the continuance behavior to use a web-based distance learning system was examined.

Research Hypotheses

H1.a: There is a positive correlation between perceived quality and perceived control
in a web-based distance learning system.

H1.b: Perceived quality in a web-based distance learning system has a positive effect
on perceived usability.
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H1.c: Perceived usability in a web-based distance learning system has a positive effect
on satisfaction.

H1.d: Satisfaction in a web-based distance learning system has a positive effect on
continuance usage intention.

Technology Acceptance Model and Expectancy Disconfirmation Theory

The main structural model of the study comprises TAM and EDT. TAM (Davis,
1989) takes the factors affecting users’ decision to use a new technology into account.
Davis (1989) primarily proposed TAM as an addition to TRA. TRA is an acknowledged
model in social psychology, in which the behavior of an individual is assumed to be
the function of his/her intention to realize this behavior, his/her attitude towards this
behavior, and his/her subjective norm. TRA is derived from the fact that tendency to
perform certain behaviors is the pre-condition for real behaviors (Ajzen and Fishbein,
2005). Beliefs regarding the behavior to be performed create the attitude of that person
towards the behavior, and then, this attitude and the subjective norms which include
opinions acquired from the environment regarding the attitude join together, and
behavioral tendency of that person is shaped (Fishbein and Ajzen, 1975).

TAM suggests that two certain dynamics in technological acceptance are priority
dynamics, which are perceived usefulness and perceived ease of use. Perceived
usefulness refers to the belief of a person who uses a certain system to the extent
she/he can develop his/her work performance, whereas perceived ease of use refers
to the belief of a person to the extent of his/her use of a system that can be independent
of performing physical and mental effort. Perceived usefulness and perceived ease of
use affect the attitude towards the decision to use a system, and in parallel to TRA, this
attitude determines the behavioral intention, and whether it will result in the initiation
of the real use of a system or not (Davis, 1989). This causal relationship has been
confirmed in many experimental studies (see Mathieson, 1991; Moon and Kim, 2001;
Taylor and Todd, 1995; Venkatesh and Davis, 1996, 2000; Venkatesh, 2000). TAM has
been expanded by the addition of structures such as the self-efficacy of using
computers, internet self-efficacy and subjective norms (Bhattacherjee, 2000; Compeau
and Higgins, 1995; Eastin and LaRose, 2000; Hsu and Chiu, 2004; Igbaria and livari,
1995; Joo, Bong and Choi, 2000; Taylor and Todd, 1995; Venkatesh and Davis, 2000).

EDT or Disconfirmation of Expectation Theory is a widely accepted consumer
behavior model used in estimating and explaining consumer satisfaction and
consumer intention to re-purchase. According to EDT by Richard Oliver (1977), the
customer has expectations before performing the purchase, and compares the
performance she/he has received after purchasing or using the product and the
performance she/he has expected from the product before purchase. If both
performances are equal as a result of the comparison, the confirmation is achieved
(Devebakan, 2006; Ozer, 1999). The expected result here is satisfaction.
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Perceived Quality and Perceived Usability

Perceived quality structure was examined in this study in terms of information,
service, and system quality. Information, service, and system quality pertain to the
outcomes of quality, and contribute to the success of information systems. These
structures are similar to the perceived quality in marketing. These three components
were also examined as the outputs of quality structure by Roca et al. (2006). Gorla,
Somers and Wong (2010) contributed to the information system success model by
determining relationships between system, service, and information quality, and their
relationship with organizational impact. Xu, Benbasat and Cenfetelli (2013) integrated
these three components within the context of e-services, and found that system quality
had a direct effect on information quality and an indirect effect on service quality.
Therefore, in light of the relevant literature, these three structures were considered
appropriate to be evaluated as perceived quality.

Perceived usability structure was examined in terms of perceived usefulness (PU),
perceived ease of use (PEU), and cognitive absorption (CA). The PU and PEU are two
important dynamics of TAM (Agarwal and Karahanna, 2000; Cheng, 2011; Saade” and
Bahli, 2005; Teo and Noyes, 2011). There are also studies in which CA was examined
as perceived usability along with PU and PEU (Agarwal and Karahanna, 2000; Saade”
and Bahli, 2005). CA is defined as a pleasure taken from a software and a serious
involvement in information systems (Agarwal and Karahanna, 2000). Pleasure refers
to the perception of the use of a computer system as an individual pleasure in itself as
well as its intermediary contribution (Davis, Bagozzi and Warshaw, 1992). Agarwal
and Karahanna (2000) found out CA had a significant effect on PU and PEU. Perceived
pleasure could be defined as a version of CA (Gomez, 2010). Perceived pleasure
component has also been used in the literature along with PU and PEU. Teo and Noyes
(2011) showed that perceived pleasure had an effect on PU and PEU. Cheng’s (2011)
research revealed that CA affected PU and PEU.

Information and system quality are seen as two important components of PU and
PEU in the model of information system success (DeLone and McLean, 1992; Seddon,
1997). Moreover, DeLone and McLean (2003) revisited their study by adding service
quality to the model of information system success. DeLone and McLean'’s (2003) and
Lin and Lu’s (2000) studies indicated that the model of information system success
could also be used for websites derived from the fact that a website design could be
approached within the context of the information system. From this point of view,
relevant studies suggested that PU and PEU may be related to information system
quality. Ahn, Ryu and Han (2007) found that system, information, and service quality
had a positive effect on PU, PEU, and playfulness. Playfulness is, in fact, a similar
concept to the concept of playfulness related to computer use. Playfulness is defined
as an individual interaction with computers based on instant imagination (Webster
and Martocchio, 1992). Roca et al. (2006) considered CA and playfulness as similar
concepts. Therefore, we can tentatively say that CA could have an effect on system,
service, and information quality by associating CA with playfulness defined by Ahn
et al. (2007). Pai and Huang (2011) showed the relationship between service, system,
and information quality, and PU and PEU. Moreover, Lin (2010) experimentally
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confirmed that system and information quality related to PU. In a study conducted on
the effect of perceived system quality on the continuance intention of educators to use
motivation and e-learning system, Islam (2012) indicated a significant relationship
between PU and perceived system quality.

Perceived Control and Perceived Usability

Perceived control structure was examined in this study under the dimensions of
internet experience, and internet and computer self-efficacies. Bandura (1986) defined
self-efficacy as beliefs of a person about his/her judgments, and skills regarding the
capabilities she/he has to determine the organization and the procedure to follow so
as to achieve designed performance types. Self-efficacy is explained within the
framework of information systems as the user’s self-assessment of the individual’s
own computer skills in completing the determined tasks. From this point of view, self-
efficacy of internet use could be discussed separately from self-efficacy of computer
use. An individual can successfully display a set of required behaviors to use internet
or make use of the internet independently from basic computer skills (Eastin and
LaRose, 2000). According to Hong and Cheng (2005), internet experience is another
factor that may have an effect on e-learning. Basic technical skills displayed by a user
in using internet may affect e-learning. Tsai, Lin and Tsai (2001) indicated that internet
experience had an effect on perceived control and behavior. Teh and Yong (2011)
discussed internet and computer self-efficacies under the dimension of information
sharing self-efficacy. Roca et al. (2006) focused on computer self-efficacy and internet
self-efficacy under the dimension of perceived control structure. Bhuasiri,
Xaymoungkhoun, Zo, Rho and Ciganek (2012) addressed internet experience, internet
and computer self-efficacies under the dimension of user characteristics in their
research in which they examined the success factors in e-learning in developing
countries.

The existence of the relationship between computer self-efficacy and PEU is based
on the studies conducted by Davis (1989) and Mathienson (1991). Davis (1989)
developed a concept of PEU and PU based on the self-efficacy theory, and suggested
that self-efficacy, which is defined as an individual’s judgement about himself/herself
as to how well s/he can achieve the tasks s/he is meant to do for a prospective
situation, is related to PEU. Causal relationship between computer self-efficacy and
PEU was also experimentally reported by some studies. For example, Venkatesh and
Davis (1996) found out that computer self-efficacy had a direct effect on PEU.
Similarly, the fact that computer self-efficacy had an effect on PEU was also indicated
in other TAM studies (Strong, Dishaw and Bandy, 2006). Igbaria and Livari (1995)
indicated that computer self-efficacy had a direct effect on PEU; however, it did not
have any effect on PU. As also indicated by Holden and Sinatra (2014), some
researchers, who were interested in TAM, assessed the effect of users on technology
acceptance within the context of e-learning self-efficacy (Grandon, Alshare and Kwun,
2005; Park, 2009) and internet self-efficacy (Lai, 2008; Ma and Liu, 2007).

Internet self-efficacy focused on how an individual deals with or will deal with
(identify, maintain, make use of) internet today and in the future (Lai, 2008). Ma and
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Liu (2004) identified internet self-efficacy as a measurement of using specific and
certain skills for an individual when using an internet server rather than a judgment
about the capacity of a person towards applying internet skills. Ma and Liu (2004)
found out that internet self-efficacy explained 48% of the change in PEU and 80% of
the change in the whole model. Pituch and Lee (2006) reported that internet experience
did not have any effect on PEU.

CA was indicated to be an enjoyment taken from software and a serious inclusion
in information systems (Agarwal and Karahanna, 2000). As also indicated by Usluel
and Vural (2009), Cognitive Absorption Theory developed by Agarwal and Karahanna
(2000) has been so far used in studies, which provides a framework for user and
computer interaction such as acting, effective quality, personal innovativeness, as well
as in studies on technology acceptance such as ease of use, usefulness and intention
(see Chung and Tan, 2004; Ngai, 2005, Newman, 2005; Roca et al., 2006; Saade and
Bahli 2005; Serenko, Bontis and Detlor, 2006; Shang, Chen and Shen, 2005; Qiu and
Benbasat, 2005; Whitten and Wakefield, 2006; Zhang, Li and Sun, 2006). CA was
relatively reported less in the studies on TAM although it is the pioneer of two
important structures of TAM: PEU and PU (Zhang et al., 2006). To our knowledge,
although there have been no previous studies conducted, which experimentally
confirms the relationship between CA and computer/internet self-efficacy, there are
some theoretical assumptions proposed within social-cognitive theory. The aspect that
Sripada, Angstadt, Banks, Nathan and Liberzon (2009) referred to and studied
regarding the question “Which factors are likely to affect the cognitive absorption of
an individual?” asked by Agarwal and Karahanna (2000), and the studies conducted
in the past (Agarwal and Karahanna, 2000; Roche and Mc Conkey, 1990) contributed
to developing an understanding of this matter. Agarwal and Karahanna (2000)
discussed that internet use behavior might be related to CA, and the same study
indicated that individual characteristics might be effective in situations based on
experiences. Previous studies presented that CA is determined by individual
characteristics and environmental factors. These factors are used as personal
innovativeness and perceived playfulness in the literature (Agarwal and Karahanna,
2000). In this study, individual factors are examined as internet self-efficacy and
computer self-efficacy using social-cognitive theory. As indicated by Chandra and
Fisher (2009), social-cognitive theory and CA could be associated with each other.
According to social-cognitive theory of Bandura (1986), people behave neither based
on internal stimuli nor external stimuli. Instead, human behavior was explained as a
model of reciprocity among cognitive and individual factors and environmental
phenomena. Bandura defined the concept of learning as information acquired within
a cognitive process. Nevertheless, most of the thoughts and behaviors of human beings
have a social origin, which means they include information obtained from the social
environment (Stadjkovic and Luthans, 1998). Bandura’s theory is based on triadic
reciprocal determinism. These are individual, environment, and behavior. These three
factors affect one another. According to Bandura, individual and environmental
factors were not independent variables. They continuously affect each other. The
individual creates, changes, and sometimes destroys his/her environment. (Bandura,
1986) The key mechanism, which affects human behavior in this dynamic relationship,
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is self-efficacy. This theory refers to the fact that psychological processes require
individual competency no matter what type it is; in other words, which moves will be
made when dealing with situations, how much effort will be required, how long it will
last and which strategies will be used are determined by individual competency. This
proposition was experimentally reported in various contexts, such as complex
decision-making processes (Wood and Bandura, 1989), computer skills acquisition and
technology acceptance by users (Agarwal et al., 2000; Venkatesh, 2000). The
relationships between CA and computer self-efficacy or internet self-efficacy
structures were indirectly supported by theory in this way. Perceived usability and
satisfaction

As also indicated by Soydal (2008), satisfaction is defined as “the disappointment
caused as a result of the comparison of personal expectations with the perceived
performance of a product or service” (Kotler, Jatusripiak and Maesiincee, 2000). User
satisfaction is defined as “the subjective result of an interactive activity or experience”
(Lindgaard and Dudek, 2003), and it is highlighted to be a key to keep the customer
(Kotler, 1994). Bhattachejee (2001a, b) showed that PU is an important factor for
satisfaction. Hayashi, Chen, Ryan and Wu (2004) found out that PU in three different
online learning environments was related to satisfaction. Rai, Lang and Welker (2002)
tested the success model in information systems, and showed that user satisfaction is
easily affected by PU and PEU. De Lone and Mc Lean (1992) suggested that beliefs
about information quality and ease of use affected user satisfaction. Woszczynski,
Roth and Segars (2002) developed a model, which theoretically explains playfulness
in computer interaction. It is found that user satisfaction might be a result of an
enjoyable behavior, and a more satisfied user might be a user who enjoyed more. Lin,
Wu and Tsai (2005) indicated a direct relationship between the perceived playfulness
of a website and satisfaction. Joo, Kim and Kim (2011) showed that PU, PEU, and
cognitive presence were all related to student satisfaction who took online university
courses. The relationship between PU, PEU, and satisfaction were experimentally
addressed in various studies (e.g., Rouibah and Hamdy, 2011; Wang, Lin and Liao,
2012; Wen, Prybutok and Xu, 2011).

Satisfaction and Continuance Intention to Use

Previous research showed that satisfaction had a positive effect on the intention to
purchase (Bitner, 1990; LaBarbera and Mazursky, 1983; Oliver, 1981). Pioneering
studies on the satisfaction of information systems found out a causal relationship
between these structures (Bhattacherjee, 2001a, b; Chiu, Hsu, Sun and Lin 2005;
Hayashi et al., 2004; Lin et al., 2005). Udo, Bagchi and Kirs (2011) showed in the study
they conducted in which they used SERVQUAL scale to measure e-learning quality
that satisfaction affected the continuance intention to use an e-learning system. Yet, in
a similar manner, Limayem and Cheung (2008), Stone and Eveleth (2013), Chang and
Lehman (2013), and Lin (2012) showed that there was a relationship between these
structures.
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Method

This study comprises two phases. In the first phase, a literature review regarding
the subject was conducted, and the procedure to follow and conceptual framework
were determined. In the second phase, the hypotheses of the research model were
identified, and data were collected. Assessment application method was used in data
collection. For the validity of the data collection tool, experts in educational sciences
were consulted for the adaptation of the items in the tool to the Turkish language, and
some items were translated when required. In cross cultural research, it is important
that the translated items provide the same stimuli as the original items, and also they
need to be equivalent (Teune and Przeworski, 1970). Reliability of each sub-scale was
tested examining Cronbach’s a coefficients; and then, the causal relationships based
on the proposed theoretical model were analyzed using structural equation model
(SEM). The proposed structural equation model in this study is given in Figure 1.

Data Collection

A measurement tool was developed to collect data which was applied to the
students, who took pedagogical formation certificate program and used a web-based
distance learning system in 2014-2015 fall term at Yiiziincii Yil University. The
measurement tool was applied to 180 out of 300 students, and the number decreased
to 104 students after having removed invalid survey forms. For the validity of the data
collection tool, relevant published studies were taken into account for various
purposes as presented in Table 1.

Table 1

Relevant Studies Considered for the Creation of the Items in the Measurement Tool

Perceived usefulness and perceived ease of use items (Davis, 1989)

Cognitive absorption item (Agarwal and Karahanna, 2000)

Information and system quality item (Bailey and Pearson, 1983; Baroudi and
Orlikowski, 1988; Delone and McLean, 1992)

Service quality (Kettinger and Lee, 1994, 1997; Parasuraman Zeithaml and Berry
1985, 1988; Pitt, Watson and Kavan, 1995)

Computer self-efficacy item (Compeau and Higgins, 1995)

Internet self-efficacy item (Hsu and Chiu, 2004; Torkzadeh and Van Dyke, 2001)

Internet experience item (Tan and Teo, 2000)

Satisfaction item (Oliver, 1980; Spreng, MacKenzie and Olshavsky, 1996)

Continuance intention to use item (Bhattacherjee, 2001b; Mathieson, 1991)
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Proposed Model
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Figure 1. Perceived Quality, Perceived Usability, Perceived Control, Satisfaction
and Model of Continuance Usage Intention

Structural Equation Model

Celik and Yilmaz (2013), reported that Structural Equation Model (SEM) is a
statistical methodology employed in both social and scientific research regarding
behavior and education, and research in the fields of biology, marketing and medicine
(Byrne, 1994; Kline 2005; Reisinger and Turner, 1999; Timm, 2002; Tomer, 2003). SEM
is used in many disciplines to answer the research questions regarding causal
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relationship between latent structures measured by the observed variables.
Covariance structure between the observed variables is used to identify linear
structural relationship between all variables in the model. Such models in social and
behavioral sciences are named as “causal” models, and they include covariance matrix
analysis of explicit variables derived from a linear structural model (Timm, 2002;
Tomer, 2003). SEM provides researchers with an opportunity to determine direct and
indirect effects between variables.

Results
Demographic Findings

In the first phase of data collection tool, questions were asked to identify
demographic information of the participants and their internet use preferences. 53.5%
of the participants were female, and 46.5% of them were male. As it can be seen in
Table 2, the students who took pedagogical formation certificate program and
answered this question were between the ages of 25 and 29, which had the highest
percentage, with 49.0%. The lowest percentage was 3% with the participants who were
between 35 and 39.

Table 2
Frequency According to Age Groups

Age Frequency Percent
24 years-old and below 38 36.5
25-29 years-old 51 49.0
30-34 years-old 12 115
35-39 years-old 3 3.0
Total 104 100.0

As it can be seen from Table 3, 44 of the students who took pedagogical formation
certificate program used internet for 1-2 hours daily with a percentage of 42.3%. The
number of students who used internet for 5 to 7 hours was 5, whereas the number of
students who used internet for 7 or more hours was 7.

Table 3

Frequency of Internet Usage

Frequency Frequency Percent
Less than 1 hour 20 19.2
1-2 hours 44 423
3-5 hours 28 26.9
5-7 hours 5 48

7 or more hours 7 6.7
Total 104 100.0

The majority of students had not attended any online certificate program, and the
number of those who had was 19 with the percentage of 19.4%.
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Examination of the Proposed Model

Cronbach’s a coefficient, which is one of the most frequently used methods in
testing the validity of scales and the internal consistency of measurement tools, was
used. Cronbach’s a coefficient for the perceived quality structure was calculated as
0.888, for perceived usability as 0.839, and for perceived control as 0.880, which
showed that each structure was highly reliable.

Internet
Information

Perceived

Perceived

Perceived
Usability

0.90

0.93

Continuance
Intention to Use

Figure 2. The Model of Perceived Control, Perceived Quality, Perceived Usability,
Satisfaction and Continuance Intention to Use: Structural Model

Table 4

2
Research Hypotheses, t Values, R
Hypothesis Path Path t-value R2 Result

Coefficient

Hl.a Perceived Quality € ->Perceived Control 0.99 1835 - Confirmed
Hlb Perceived Quality->Perceived Usability 0.96 12.55 0.918 Confirmed
Hl.c Perceived Usability->Satisfaction 0.90 6.46 0.813 Confirmed
Hi1ld Satisfaction-> Continuance Intention to Use 0.93 7.45 0.870 Confirmed

Path coefficients were found significant, and hypotheses were confirmed. An
increase of 1 unit in perceived quality in an e-learning system would cause an increase
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of 0.99 unit in perceived control. Similarly, an increase of 1 unit in perceived quality
would lead to an increase of 0.96 unit in perceived usability; an increase of 1 unit in
perceived usability would lead to an increase of 0.90 unit in satisfaction; and finally,
an increase of 1 unit in satisfaction would lead to an increase of 0.93 unit in the
continuance intention to use (see also Figure 2). Coefficient of determination ( R? )
have been calculated to be 91%, 81% and 87%.

Discussion, Conclusion and Recommendations

Web-based distance learning systems as well as advancements in internet and
communication have led to diversity in the forms of learning. Web-based distance
learning is operated through these systems, the majority of which is web-based. These
systems have many different names and learning environments. Some of the learning
environments are M-learning, harmonized learning, virtual learning, and
authentically-enhanced learning environments. Provision of successful learning
environments in terms of e-learning applications is an important issue. The type of e-
learning has taken users further from being a third party in learning process thanks to
the advancements in web and the learning environments. These environments have
become open to interaction thanks to Web 2.0, and have included users in learning
process thanks to Web 3.0. It is therefore of great importance to examine the factors
which affect continuance intentions of users to use these e-learning systems on which
the users have centered. Thus, in this study, structures which may affect continuance
intentionto use an e-learning system have been examined by reviewing the literature
both in the light of the previous studies and the analyses conducted, and structural
equation models. This study aimed to present the relationship between perceived
quality, perceived usability, perceived control, satisfaction and continuance usage
intention towards structures used in the models (see Chiu and Wang, 2008; Lin, 2012;
Roca et al., 2006). The structures of TAM and EDT were combined with some other
structures, and were examined. Firstly, it was suggested that perceived quality could
be explained through system, service and information qualities, and these relations
were confirmed. In the literature, it was identified that information and system
qualities were used relatively more in the studies conducted on e-learning compared
to the ones on service quality (SQ). However, SQ was identified to have an important
effect of 85% in explaining the change in perceived quality. Perceived usability
structure was aimed to be explained using PU, PEU, and CA factors, and these
relations were also found to be significant. An important point to be mentioned here
is that CA is included in many studies related to information systems even though it
is used under different names such as perceived playfulness and perceived enjoyment,
which are characterized as similar concepts in the literature. In another hypothesis, the
effect of perceived quality on perceived usability was examined, and it was shown that
there was a significant effect. Then, perceived control structure was examined using
internet self-efficacy, computer self-efficacy and internet experience dimensions.
Concepts, such as e-learning self-efficacy and e-learning experience, were observed to
have been used in the studies carried out in recent years. It is therefore thought that e-
learning experience will be useful to be examined as a different dimension as e-
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learning continues to be widespread in Turkey. Hence, users were asked whether they
had been involved in an online certificate program before or not in the demographic
information section in the first phase of the study, and approximately 80% of the
students were found not to have done so. Satisfaction was indicated to have a positive
effect on the continuance intention to use. In the present study, the relationships
between the structures were separately evaluated; and as a result, satisfaction was
identified to have a direct effect on the continuance intention to use, and the other
structures were identified to have an indirect effect. When the institutions, which
provide online training and whose number is increasing, are considered, it will be
especially useful to examine perceived quality structure in further studies. One of the
limitations of our study was that only some of the students, who were enrolled in a
distance pedagogical formation certificate program at Yiiziincii Y1l University, were
given a questionnaire. Similar studies can be conducted with different student/user
groups by different distance learning centres and institutions which provide distance
learning services. E-learning systems, which have become widely-used especially by
companies, can be expanded via studies to be conducted within these environments.
The structure of web-based learning systems can be analyzed using different factors.
It is possible to contribute to the institutions, which operate in this field, by guiding
them with the help of comparative and similar studies to be conducted.
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Web Tabanli Uzaktan Egitim Sistemini Kullanmaya Devam Etme Niyetini
Etkileyen Faktorlerin Yapisal Esitlik Modeli ile incelenmesi
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Ozet

Problem Durumu: Bu galismada, Yiiziincti Y1l Universitesi web tabanli uzaktan egitim
sistemi ile formasyon egitimi alan 6grenciler 6rneginde bu sistemi kullanmaya devam
etme niyetini etkileyen faktorler yapisal esitlik modellemesi ile incelenmistir.

Arastirmamin Amaci: Calismada yer alacak yapilar detayli bir literatiir taramasi
sonucunda belirlenmis ve birgok bilegeni bir arada bulunduran web tabanli uzaktan
egitim sistemlerinin karmasik yapisi ¢oztimlenmeye calisilmistir. Kullanilacak
modelin belirlenmesinde Teknoloji Kabul Modeli (TAM, Technology Acceptance
Model) ve Onaylanmayan Beklentiler Kurami® ndan (EDT, Expectancy
Disconfirmation Theory) faydalanilmis ve genis kapsamli bir arastirma yapilmustir.
Sonug olarak bir web tabanli uzaktan egitim sistemini kullanmaya devam etme
niyetinin algilanan kalite, algilanan kontrol, algilanan kullanilabilirlik yapilarindan
dolayli olarak ve memnuniyet yapisindan direk etkilendigi belirlenmistir.

Arastirmanin Yontemi: Arastirmanin iki asamasi mevcuttur. Ik asamada konuyla ilgili
literatiir taramasi yapilarak izlenecek yol ve kavramsal cerceve belirlenmis ikinci
asamada arastirma modelinin hipotezleri belirlenip veriler toplanmstir. Verilerin
toplanmasinda Slgme araci uygulanmast yontemi kullanilmigtir. Olgme aract formu
gegerliligi ispatlanmis bircok tlgegin birlesiminden olusmaktadir. Olgme aracinda yer
alan maddelerin Tiirkce 'ye adaptasyonunda egitim bilimleri alaninda uzman
kisilerden gortisler alinmis ve ayrica gerektigi noktada ceviri konusunda da destek
alinmustir. Her bir alt 6lcegin giivenilirligi Cronbach’s Alfa katsayilari incelenerek test
edilmis daha sonra yapisal esitlik modeli (SEM) yardimuyla, ileri siirtilen teorik modele
bagli nedensel iliskilerin analizi yapilmistir. Olceklerin guvenilirliginin ve o6l¢tim
araclarinin igsel tutarliliginin test edilmesinde en ¢ok kullanilan yontemlerden biri
olan Cronbach’s a Kkatsayisindan yararlamilmustir. Algilanan kalite yapisinin
gtvenilirligi Cronbach’s a katsayis1 hesaplanarak belirlenmistir. Algilanan kalite
yapist igin 0.888, Algilanan kullanilabilirlik 0,839, Algilanan kontrol 0,880 olarak
hesaplanmistir. Bu degerler her bir yapmin yiiksek derecede giivenilir oldugunu
gostermektedir.

Arastirmamin - BulQulari: Path katsayilari anlamli  bulunmustur ve hipotezler
dogrulanmustir. Bir e-6grenme sisteminde algilanan kalitede meydana gelen 1 birimlik
artis algilanan kontrolde 0.99 birim artisa sebep olacaktir. Ayni sekilde algilanan
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kalitede meydana gelen 1 birimlik artis algilanan kullanilabilirlikte 0.96 birim artisa
sebep olacaktir, algilanan kullanilabilirlikte meydana gelen 1 birimlik artis
memnuniyette 0.90 birimlik artisa sebep olacaktir ve son olarak memnuniyette
meydana gelen 1 birimlik artis kullanmaya devam etme niyetinde 0.93 birim artisa
sebep olacaktir. Belirlilik katsayilari ( R? ) % 91, %81 ve %87 olarak hesaplanmistir.

Arastirmamin Sonuglar: ve Onerileri: Uzaktan egitim sistemleri internet ve iletisim
alaninda yasanilan gelismelerle birlikte 6grenme bigimlerinde cesitlilige yol agmustir.
Uzaktan egitim artik cogunlugu web tabanli olan bu sistemler {iizerinden
yiritilmektedir. Bu sistemler birgok isimle, bircok 6grenme ortamu ile karsimiza
¢ikmaktadir. M-6grenme, harmanlanmis 6grenme, sanal ve gergekligi arttirilmis
o0grenme ortamlar1 bunlardan bazilaridir. E-6grenme uygulamalar1 acisindan basarili
o0grenme ortamlarmin saglanmasi dnemli bir konudur. E-6grenmenin sekli Web’ de
yasanan gelismelerle birlikte kullanicilar: 6grenme siirecinde tigtincii sahis olmaktan
oteye gecirmis, Web 2.0 ile etkilesime acik hale gelen 6grenme ortamlart Web 3.0 ile
kullanicilart 6grenme siirecine dahil etmistir. Bu sebeplerle kullanicinin giderek
sistemin merkezine oturdugu bu e-o6grenme sistemlerini kullanmaya devam etme
niyetlerini etkileyen faktorlerin incelenmesi arastirilmaya deger bir konudur. Bu
sebeple bu calisma ile literatiir incelenerek bir e-6grenme sistemini kullanmaya devam
etme niyetini etkileyebilecek yapilar gerek onceki ¢alismalar 1s5181nda gerekse yapilan
analizler ve yapisal esitlik modelleri ile incelenmistir. Kullanilan modellerde algilanan
kalite, algilanan kullanilabilirlik, algilanan kontrol, memnuniyet ve kullanmaya
devam etme niyeti yapilar1 arasindaki iliskiler agiga ¢ikarilmaya ¢alisilmistir. TAM ve
EDT’ nin yapilar ile bir takim diger yapilar birlestirilerek incelenmistir. flk olarak
algilanan kalitenin sistem, servis ve bilgi kaliteleri ile agiklanabilecegi 6ne stirtilmiis
ve bu iligkiler dogrulanmustir. Literatiirde bilgi ve sistem kalitelerinin e-8grenme ile
ilgili calismalarda servis kalitesine gorece daha fazla kullanilmis oldugu goriilmiistiir.
Ancak servis kalitesinin algilanan kalitedeki degisimi actklamada %85 ile cnemli bir
etkisinin oldugu belirlenmistir. Algilanan kullanilabilirlik yapisi, algilanan fayda,
algilanan kullanim kolaylig1 ve biligsel kapilma faktorleri ile agiklanmak istenmis ve
bu iligkiler de anlamli bulunmustur. Burada bahsedilmesi gereken ¢nemli bir nokta,
biligsel kapilmanin literatiirde benzer kavramlar olarak nitelendirilen algilanan
eglenebilirlik ve algilanan zevk bilesenleri olarak farkli isimlerle de olsa bilgi
sistemlerini ilgilendiren bir¢ok ¢alismada yer almasidir. Diger bir hipotezde algilanan
kalitenin algilanan kullanilabilirlik tizerindeki etkisi incelenmis ve anlaml1 bir etkisi
oldugu gosterilmistir. Daha sonra algilanan kontrol yapisy; internet 6z-yeterliligi,
bilgisayar 6z yeterliligi ve internet deneyimi boyutlari ile incelenmistir. Son yillarda
yapilan calismalarda e-6grenme 6z-yeterliligi, e-6grenme deneyimi gibi kavramlarin
kullanildig1 goriilmistiir Bu sebeple Ulkemizde de e-6renme yayginlasmaya devam
ettikce e-dgrenme deneyiminin farkli bir boyut olarak ayrica irdelenmesinin faydal
olacagr diistiniilmektedir. Nitekim arastirmanin ilk kisminda yer alan demografik
bilgiler kisminda kullanicilarin daha 6nceden online bir sertifika programina katilip
katilmadiklar1 sorulmus ve ogrencilerin yaklasik % 80'inin katilmadigi bilgisine
ulasilmistir. Kullanmaya devam etme niyetinde memnuniyetin pozitif bir etkisi
oldugu belirlenmistir. Bu calismada yapilar arasindaki iliskiler ayri ayri birbirleri
agisindan degerlendirilmistir ve sonug olarak memnuniyetin kullanmaya devam etme
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niyetinde direk etkisi oldugu diger yapilarin ise dolayl etkisi oldugu belirlenmistir.
Sayica ¢ogalan online egitim veren kuruluslar goz ontinde bulunduruldugunda
ozellikle algilanan kalite yapisinin gelecekteki calismalarca incelenmesi faydali
olacaktir. Van Yiiziincti Y1l Universitesinde uzaktan egitimle pedagojik formasyon
egitimi goren 6grencilerin bir kismina anket uygulanmasi ile olusturulmustur. Bunlar
arastirmanin kisitlarmi olusturmaktadir. Benzer calismalar farkli uzaktan egitim
merkezleri ve uzaktan egitim veren kuruluslarca farkli 6grenci/kullanic1 gruplarina
uygulanabilir. Ozellikle sirketlerce de kullamimi yayginlasan e-6grenme sistemleri bu
cevrelere yapilacak arastirmalarla genisletilebilir. Web tabanli egitim sistemleri yapis1
farkli faktorler kullamilarak ¢oztimlenebilir. Yapilacak karsilastirmali ¢calismalar ve
benzer calismalar ile bu alanda faaliyet gosteren kuruluslara yol gosterme anlaminda
katk1 sunabilir.

Anahtar Sozciikler: Uzaktan Egitim, E—Ogrenme, Teknoloji Kabul Modeli, Web.
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Introduction

The scores obtained from tests are among significant sources of information for
important decisions made in many subjects. In fact, utilization of tests for the purposes
of selection and placement of students, as well as for the determination of occupational
life of individuals raises the importance of the decisions to be made according to the
results of tests. Different forms of large-scale and centralized tests, which are
administered at certain intervals with the aim of placing individuals in a school or
work, are developed and implemented for some reasons such as safety. Although the
administered forms are aimed at the same purpose, it is necessary to equate the test
forms to obtain comparable scores. In psychometry, equating is referred to as the
process of converting points so that scores obtained from different forms of a test can
be comparable and interchangeable (Dorans and Holland, 2000; Holland, 2007; Kolen
and Brennan, 2004). According to Kolen and Brennan (2004), prior to 1980, the issue of
equating was ignored by most researchers carrying out assessment and evaluation
studies, except for psychometrics responsible for equating. However, the importance
of equating began to be understood in the early 1980s. The increase attached to the
importance of equating led to a rise in the number and diversity of programs
employing different forms of a test, and test specialists in charge of these programs
employed in equating scores in different forms (Kolen and Brennan, 2004). Thus,
issues of accountability in education and fairness in examination have also begun to
be taken into consideration. These developments have led to a further increase in the
importance of equating among assessment experts and test takers.

The accuracy of test equating process is of critical significance for testing practices
to be performed in a fairer manner, and for making the right decisions about the future
of the individuals. Angoff (1984) reported that following a successful equating process,
it is possible to monitor individual development of test takers on different applications
of a test, identify changes in a group performance at a given time interval, and compare
students taking a test at different times of the year. A successful equating means that
individuals who take the easier form of a test do not gain an unfair advantage over
individuals taking the more difficult form of the test, and that the difference in the
scores of individuals who take different forms of a test results from the difference in
the achievement level of individuals. For the equating process to be carried out
successfully, put another way, for the scores obtained from different forms to be used
interchangeably by means of the equating process, several conditions, including the
condition of group invariance, must be met. (Dorans and Holland, 2000; Kolen and
Brennan, 2004). The group invariance of equating is achieved by the fact that the
function used to equate the scores on different scales is not dependent on subgroups
(Angoff, 1971; Dorans and Holland, 2000; Flanagan, 1951). Thus, it can be said that the
equating function, each form of which is placed on a common scale, must be the same
in different groups or subgroups so that the scores obtained from different forms can
be used interchangeably (Kolen, 2004). Violation of group invariance in the equating
causes the individuals belonging to the different groups who must have the same score
to receive different equated scores. In other words, the violation of group invariance
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in test equating compromises the principle that a test should be comparable and fair
for different groups (Dorans, 2004, 2008; Huggins and Penfield, 2012).

Based on the decisions to be made from the tests, the test scores should provide the
most accurate information possible (Kolen and Brennan, 2004). Therefore, no matter
what the test scores are used for, the accuracy of the decisions made based on a test
score should be demonstrated (Kane, 2013; Messick, 1995; Zumbo, 1999). For this
purpose, all items in a test must measure the construct aimed to be measured by a test
in a similar way. To this end, Differential Item Functioning (DIF) analyses are
performed (Kane, 2013). DIF is used to examine how the performance pertaining to an
item in a test shows variation across different subgroups. Therefore, it is necessary to
carry out DIF analysis prior to parameter estimation or the test equating to identify or
delete items showing DIF, if necessary. On the other hand, it is generally assumed in
equating studies that all items are cleared from DIF effects. However, in some
circumstances, a well-structured test may contain many items showing DIF, but the
deletion of the items showing DIF from the test will result in a decline in the construct
validity of the test, and an increase in error in the ability parameter estimations. In
addition, there may be circumstances in which the test is invalid in case items showing
DIF are deleted. Therefore, it is important to examine conditions that may minimize
the effect on equating in the presence of items showing DIF during equating.

Angoff and Cook (1988) stated that DIF and test equating could not be considered
as two separate subjects. Hence, studies investigating the effect of items showing DIF
on equating have been carried out in the literature (Atalay Kabasakal, 2014; Chu, 2002;
Chu and Kamata, 2005; Demirus, 2015; Han, 2008; Huggins, 2012). Items showing DIF
not only increase test equating error but may also cause bias against some test takers.
Therefore, under ideal conditions, the presence of items showing DIF should be
investigated before test equating is performed and if any, the equating process should
be initiated upon deleting items showing DIF. However, in studies in which DIF and
test equating are carried out concurrently, it is also aimed to examine to what extent
and in which conditions DIF influences test equating. When the relevant literature is
reviewed, it is seen that the effect of the variables such as the form containing items
showing DIF, the ratio of the items showing DIF, DIF effect size, the sample size, the
ratio of the sub-group sizes, and the test length on test equating was examined. In this
study, it was also investigated how the presence of DIF in the test items posed a
problem in terms of group invariance along with equating. Different indices were
utilized for examining equating in terms of group invariance. In this study, the group
invariance of the equating carried out under the simulation conditions specified was
determined by REMSD (Root Expected Mean Square Difference) index. It was also
investigated how the group invariance indices changed under conditions in a way that
the subgroup sizes were equal, and the ratio of subgroup sizes was 1: 2 in the presence
of items showing DIF. Besides, the effect of the sample size on equating results was
investigated by various studies in the literature (Hanson and Beguin, 2002; Hu et al.,
2008; Kolen and Brennan, 2004; Lee and Ban, 2010), and it was found that the small
sample size in those studies could cause erroneous equating results. However, in case
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that items showing DIF were present in different sample sizes, it was thought that
equating results needed to be investigated in terms of group invariance.

DIF analysis is carried out to examine whether a subgroup in an item gains an
advantage over the other, but it is also conducted because it is a prerequisite for some
measurement techniques (Shepard et al., 1984). For example, the presence of items
showing DIF in equating can adversely affect the equating results (Kim and Cohen,
1992; Shepard et al., 1984). Test equating also encompasses the process of placing
parameter estimations on the same scale if there are individuals taking tests containing
different items. Items showing DIF may increase the number of errors in test equating
or parameter estimation and may also cause bias against some individuals. For this
reason, it is necessary to carry out the DIF analysis to identify and, if necessary, delete
the items showing DIF prior to the parameter estimation or test equating. However, in
some circumstances, a well-structured test may contain a large number of items
showing DIF, but the deletion of items showing DIF in the test will result in a decline
in the validity of the test and increase the error in the ability parameter estimations. In
addition, deletion of items showing DIF will increase the cost of test development
studies. For this reason, it is important to identify the items showing DIF during
equating and develop and utilize the methods that will minimize the effect of these
items on equating (Hidalgo-Montesinos and Lopez-Pina, 2002).

The aim of this study was to determine group invariance indices in various
conditions generated from DIF and sample size, and to compare the results obtained
in equating carried out based on common items in case that common items showed
DIF. In line with the purpose of the study, it was aimed to determine the optimum
condition in terms of equating under DIF and sample size factors in equating by means
of common items. It was thought that the results of this study would be useful for the
researchers and the assessment and evaluation centers implementing large-scale
testing applications for designing the appropriate equating process to equate different
test forms. It could also be said that this study would contribute to the theoretical
research aimed at determining the necessary conditions in order to obtain the most
accurate equating results.

Method
Research Design

In this study, it was aimed to compare different equating designs by using
simulation data generated according to the specified conditions. Thus, it is fair to say
that this study, in which the optimum conditions for equating design were
investigated under the specified conditions, was a simulation study.

Equating Design

In this study, “the common item equivalent groups” deign was used to equate the
two test forms. In this study, two test forms called FO and F1 were placed in the forms
of common items and the data were simulated. Common items were used to establish
the equating relationship between FO and F1. Hambleton et al. (1991) state that the
number of items required for common items should correspond to approximately 20-
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25% of the number of items in the test. Therefore, each form to be equated consists of
binary scored 40 items, 25% or 10 of which are common items.

Simulation Conditions

The aim of this simulation study was to evaluate the effectiveness of equating
designs under the conditions specified in the study. Simulation factors used in the
study included the sample size, sample size ratio, the form containing the items
showing DIF, the ratio of the items showing DIF, the direction of DIF and the mean
ability difference between the groups. Table 1 illustrates the simulation conditions
specified.

Table 1
Simulated Conditions of the Study
Number of
Factors Conditions Level
S leSi 2 Level I 1500
ampie s1ze Level II: 3000
Ratio of Sample Sizes 2 Level I: 11
Level II: 1:2
. . Level I 2 Form
Differential Form 2 Level TI: 1 Form
Ratio of Items in the 3 II::\\II;IIII:' ;) ig
Anchor Test with DIF Level III: %60
Directionality of DIF 2 Level I: Unidirectional
Level II: Bidirectional
Group Mean Ability 2 Level I: 0
Difference Level II: 1SD

Sample Size and Ratio of Sample Sizes: It has been revealed by several studies that
sample size has a significant impact on the implementation and interpretation of
equating designs (Cui and Kolen, 2008; Hanson and Beguin, 2002; Hu et al., 2008;
Kolen and Brennan, 2004; Lee and Ban, 2010, Sahin and Anil, 2017; Zhao, 2008;). In this
study, equating was conducted in the total group, the focus group, and the reference
group. Therefore, the focus group sample size was taken as at least 500, the smallest
sample was taken as 750 in the reference group, and the smallest sample size was taken
as 1500 in the total group in order to ensure that equating was conducted in accordance
with the literature. A large sample size was taken as 1500 in the focus group, as 2000
in the reference group, and as 3000 in the total group.

On the other hand, it is evident that the sample size of the focus group is smaller
in real test applications. For this reason, two sample size ratios were determined as 1:
1 and 1: 2 among focus and reference groups. Thus, four conditions were created for
the sample as 500: 1000 and 750: 750 for the small sample (N = 1500) and as 1000: 2000
and 1500: 1500 for the large sample (N = 3000).

DIF: There are past studies which investigated the effect of DIF on test equating
(Chu and Kamata, 2005; Tong and Um, 2007). In this study, the ratio items showing
DIF, the direction of DIF, and the effect of mean ability difference between focus and
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reference group on group invariance were investigated. All of the items showing DIF
that were discussed in this study were included in the common items. Furthermore,
all of the DIFs were simulated in line with the study uniform, resulting from the
differentiation of the b parameter. In the past studies carried out by means of simulated
data, it is seen that different values of DIF amount are used (Atar, 2007; Kristjansson,
2001; Wang and Su, 2004;). In this study, 0.90 value, which is a high level of DIF, was
selected (Dorans and Holland, 1993).

When two test forms to be equated are applied to different groups at different
times, one common item shows DIF in one of the forms, whereas DIF may not be seen
in the same common item in the other form. Accordingly, in this study, group
invariance in test equating was examined in case when DIF was seen in the common
items in both forms, or only in common items in one form.

Due to the presence of more than one item showing DIF in the real test conditions,
two, four and six of the 10 common items in the study were simulated in a way to
include DIF. Therefore, ratio of the items showing DIF were established as 20%, 40%,
and 60%.

DIF is carried out in two ways in a test. Firstly, if all items showing DIF in a test
operate in a way to create an advantage for one subgroup only, this points to a
unidirectional DIF. More specifically, DIF is unidirectional if one of the groups gains
an advantage over the other in all items. DIF is bidirectional if some of the items
showing DIF in a test create an advantage for a subgroup, while the other items create
an advantage for the other sub-group (Bolt and Stout, 1996).

In this study, it was aimed to investigate how the group invariance of equating
changed under the unidirectional and bi-directional conditions of DIF. Unidirectional
DIF will always be generated in a way that the reference group is advantageous.

Group Mean Ability Difference: In the literature, while .5 standard deviation
between the mean ability distributions of the groups is not found to be significant, the
difference of .75 standard deviation is considered moderate, and the difference of 1
standard deviation is considered as an indicator of a significant differentiation.
Differences of .5, .75 and 1 standard deviations between the mean ability levels of the
compared groups are reported as values commonly found in real test results (Tian,
1999).

In this study, lack of mean ability difference in groups was taken as a condition
and 1 SD difference in groups was taken as a secondary condition. Under the first
condition, the ability distributions of the reference (R) and focus (F) groups were
generated in a way to show the unit normal distribution [R ~N (0,1) and F ~ N (0,1)].
For the other condition, the ability distribution of the reference group had the unit
normal distribution [R ~ N (0,1)], while the ability distribution of the focus group was
generated as F ~ N (-1,1).
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Data Generation

R program was used to generate data. In this study, each data set was derived 100
times so that the results could be consistent and generalizable. Within the scope of the
study, it was necessary to define DIF in some common test items. Therefore, the groups
in which FO and F1 forms were applied were divided into focus groups and reference
groups. In addition, in order to calculate the group invariance, it was necessary to carry
out equating in the focus, reference and total groups. Therefore, in the data generation
phase, data generation was carried out in the focus group, the reference group and the
total group for FO form and the F1 form. The data generation process consisted of three
stages which included the generation of item parameters, the generation of ability
parameters, and the generation of data sets that contained item responses for both
forms to be equated.

Data Analysis

The R program and SPSS program were used to analyze the data. In the first stage
of data analysis, the equating process was carried out. Then, in order to evaluate the
accuracy of the equating based on the results obtained from the equating process,
group invariance indices were obtained. Finally, variance analysis of the group
invariance indices obtained was performed according to the factors discussed in the
study.

Equating Process

In line with the aim of the study, the equating process of FO and F1 forms was
conducted separately on the total groups, focus groups and reference groups. The
equating process was carried out in three stages for each group. Firstly, item
calibration was performed with BILOG codes which were batched in R. Then, the
parameters pertaining to the forms to be equated were scaled on the same metric with
the average sigma method. Following the scaling, Item Response Theory (IRT) true
score equating was performed and the equated true scores of F1 form were obtained.
The equating process was carried out 100 times for 96 conditions. After each equating
process was completed; the equating table containing the equated score of each score
obtained as a result of total group equating, the equated score obtained by the equating
of the reference groups, and the equated score obtained by the equating of the focus
groups were created.

Item parameters can be simultaneously or separately calibrated depending on
whether the computer program used for the item parameters IRT analysis is
performed once or twice (Hanson and Beguin, 2002; Kim and Cohen, 1992; Petersen et
al., 1983; Wingersky et al., 1987). In this study, item responses were calibrated
separately for each group and for both test forms. Then, A and B equating coefficients
should be calculated based on the item parameters of common items in order to place
the parameters of both forms on the same scale. Different methods are available for
placing the items and ability parameters in different calibrations on a common scale.
These are mean-sigma method (Marco, 1977), the mean-mean method (Loyd and
Hoover, 1980), and the characteristic curve method (Haebara, 1980; Stocking and Lord,
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1983). In this study, the mean- sigma method was used. In the mean-sigma method,
the A and B equating coefficients that must be calculated to place the parameters on
the same scale are obtained via mean and standard deviation of the b parameter. With
this method, the item and ability parameters of both forms were scaled in each group.

After item difficulty parameters were placed on the same scale, IRT true score
equating was used to develop a relationship between correct number scores, in other
words true scores in the old and new forms. In the IRT true score equating method,
the true score associated with the ability level of a test form is equivalent to the true
score associated with the ability level of the other form:

%(0;) = v (6))

IRT true score equating is completed in a three-stage process. Firstly, a true score
Ty is selected from the X form. Then, the 6; value corresponding to the selected true
score Ty is determined. Finally, the 7y true score corresponding to the 8; value in the
Y form is found. This process is repeated for all the true score values included in the X
form (Kolen and Brennan, 2004).

In this study, the accuracy of equating was evaluated in terms of group invariance.
Group invariance in equating is the case when the function used to equate the scores
on different scales is not dependent on subgroups (Angoff, 1971; Dorans and Holland,
2000; Flanagan, 1951). Failure to achieve equating group invariance results from the
fact that respondents in different subgroups with the same raw score have different
expected scores on the equated scale. In this case, even if the exams in which the forms
have been applied for the same purpose, problems arise while comparing the scores
of the students taking the exam. Various methods are employed to determine group
invariance in equating. In this study, the REMSD indice introduced by Dorans and
Holland to determine the group invariance in test equating was used (2000). REMSD
group invariance indice is shown in the following equation in an unstandardized way:

REMSD = szﬂ P, {kak [dk(x)]z}

where x: score level of the test form; k: Subgroup level; d_k (x): The difference
between the equated score calculated based on the equating function of the subgroup
k at an x score level with the equated score calculated based on the total equating
function; wk: The weight that is determined with the help of the ratio of the test-takers
with the subgroups for each subgroup (von Davier, Holland and Thayer, 2004; von
Davier and Wilson, 2008).

The value found with REMSD stands for the distance between the sub-group
equating functions and the total equating function at each x-point level. In a group
invariance study, one REMSD is obtained.

In this study, since the number of replications was 100, group invariance indices in
each condition were reported by taking the means of the calculations obtained from
replications.
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In assessing group invariance in equating, DTM (Difference That Matters) criterion
taken as half of the raw point unit proposed by Dorans et al. (2003) and Dorans (2004)
was used. Although it is not a rule of thumb to evaluate group invariance with the
DTM criterion, it may be ignored that the difference between a score equated in the
total group and the equated score(s) in the subgroup(s) is less than 0.50, by considering
the DTM = 0.50 criterion, and interpretations are made accepting that if it is more than
0.50, it is considered to be significant (Kolen and Brennan, 2014). Thus, in this study,
group invariance indices that were below 0.50 were considered as an indicator that
group invariance was achieved, and there was not a problem in terms of the group
invariance in the equating conducted. Similarly, the fact that group invariance indices
were above 0.50 indicated that group invariance was not achieved, and there was a
problem in terms of group invariance in the equating conducted.

Results

The aim of this study was to determine group invariance indices in various
conditions generated from DIF and sample size, and to compare the results obtained in
equating carried out based on common items in case that common items showed DIF. In
line with the aim of the study, Table 2 present the means of REMSD group invariance
indices obtained as a result of 100 replications pertaining to the conditions in order to
determine accuracy, and to evaluate performance of the equating carried out.

When the REMSD group invariance values in Table 2 were analyzed, it was seen
that the difference between the equated scores varied between 0.2 and 2.3. In addition,
when the common items showing DIF in the table were present in both forms, the
REMSD values generally took values smaller than DTM = 0.5, whereas in case that
common items showing DIF were present in a single form, it was observed that most
of the REMSD indices took values higher than DTM = 0.5. Thus, in general, it can be
interpreted that the presence of the common items showing DIF in a single form would
pose a problem in terms of group invariance in equating. The condition when the
difference between the equated scores was highest in 1500 sample size was the
condition when the sample size ratio of the focus and reference groups was 1:1, the
unidirectional DIF defined in 60% common items in a single form was seen, and the
mean ability difference between the focus and the reference group was 1. When Table
2 was examined, it was observed that difference between the equated scores increased
with a rise in the ratio of the items showing DIF. Furthermore, it can be said that in
unidirectional DIF cases, group invariance values were increased compared to the bi-
directional conditions, and that bidirectional DIF did not constitute a problem for
group invariance. It was seen that the group invariance values in conditions when the
ability difference between the groups was 1, it was greater than the values in
conditions when it was 0. Thus, it can be interpreted that, as the average ability
difference between the groups increased, the difference between the group invariance
value, in other words difference between the equated scores would increase.
According to Table 2, it can be said that the change in the sample size ratio did not
make a big difference on group invariance.
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Table 2
REMSD Group Invariance Indices According to Study Conditions

Differential Form

2 Form 1 Form
Sample Size Sample Size
RSS RID DD  GMD 1500 3000 1500 3000
0 0,464 0,255 0,948 1,096
. ! 1SD 0,722 0,347 0,885 0,976
»20 0 0,401 0,274 0,474 0,591
2 1SD 0,601 0,383 1,498 0,485
0 0,385 0,340 1,616 1,315
! 1SD 0,530 0,510 1,761 1,725
11 %40
0 0,463 0,343 0,398 0,506
2 1SD 0,526 0,320 0,848 0,848
0 0,539 0,357 2,132 2,153
. ! 1SD 0,584 0,597 2,207 1,714
veo 0 0,429 0,331 0,626 0,940
2 1SD 0,662 0,678 1,386 1,660
0 0,386 0,283 0,683 0,653
. ! 1SD 0,483 0,430 0,870 0,890
%20 0 0,373 0,300 0,382 0,302
? 1sD 0,529 0,491 0,602 1,348
0 0,391 0,238 1,246 1,545
! 1sD 0,628 0,504 1,530 1,392
1:2 %40
0 0,388 0,255 1,447 0,521
? 1sD 0,535 0,473 0,665 1,096
0 0,446 0,338 2,044 1,851
. ! 1sD 0,611 0,609 2,204 1,916
%60 0 0,412 0,328 0,622 0,795
? 1sD 0,585 0,429 0,824 0,874

RSS: Ratio of Sample sizes, RID: Ratio of Items in the Anchor Test with DIF, DD:
Directionality of DIF, GMD: Group Mean Ability Difference

In Table 2, if the common items in both forms to be equated showed DIF, the ratio
of the variables formed under DIF, put another way, ratio of the items showing DIF,
and the direction of DIF did not cause a large difference in the values of group
invariance in the test equating, but if the common items in only one of the two forms
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to be equated showed DIF, it was observed that the ratio of items showing DIF and the
direction of DIF led to the group invariance indices in which there were greater
differences between the conditions in the test equating. Moreover, when the common
items in both forms to be equated showed DIF, the biggest difference developed in
group invariance when the mean ability difference between the focus and the reference
group changed. If only one of the two forms to be equated had common items showing
DIF, a remarkable difference was obtained in group invariance with a change in DIF
direction compared to other factors.

Table 3 demonstrates variance analysis results of REMSD group invariance values
according to all factors discussed in the study.

Table 3
ANOVA Results for REMSD Group Invariance Indices
Factors Mean F n?
. 1500 0,833 -
Sample Size 3000 0763 186,907 0,019
. . 20% 0,606
?atto ".ftiteDr?Fs in the Anchor 40% 0,790 693,237+ 0,127
et 60% 0,996
N . 1 0,965 "
Directionality of DIF 2 0,630 1411,710 0,129
. . 1 Form 1,148 .
Differential Form DIF 2 Form 0,448 9955,451 0,510
. . 11 0,830 "
Ratio of Sample Sizes 12 0.766 66,754 0,007
0 0,700
Group Mean Ability 1352,987* 0,124
Difference 1SD 0,895

(p<.05)

When Table 3 is examined, it is seen that REMSD differed significantly according
to all variables discussed in the study. As the size of the study group increased,
REMSD was significantly reduced. In addition, as the ratio of the common items
showing DIF got higher, REMSD increased significantly as well. According to the Post-
Hoc test conducted to determine in which subgroups REMSD showed significant
increases according to the ratio of common items showing DIF, it was found that there
was a significant difference in all dual subgroup comparisons in the variable of ratio
of common items showing DIF. It was revealed that REMSD got significantly higher
values in conditions when unidirectional DIF was present compared to conditions in
which bidirectional DIF was present. In addition, smaller REMSD values were
calculated when the difference between the groups was 0, compared to when the
difference between the groups was 1.

When the effect sizes in Table 3 were examined, according to the classification
developed by Cohen (1992) for the effect size, it is fair to say that the effect of the ratio
of sub-group sizes on the REMSD was non-significant; the effect of the study group
size was small; the effect of ratio of the common items showing DIF, DIF direction and
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the mean ability difference between the groups was moderate and finally, the effect of
the form containing common items showing DIF was large.

Discussion, Conclusion and Recommendations

In the context of this study, it was investigated how items showing DIF affected
the group invariance in test equating in different sample sizes in case common items
showed DIF. In line with this scope, the variables used in order to examine the group
invariance of the equating were sample size, ratio of the sample size, the form
containing items showing DIF, the ratio of the items showing DIF, the direction of DIF,
and the mean ability difference between the groups. Based on the variables discussed,
the data were generated, and it was examined which methods affected the equating in
the negative sense. To this end, the accuracy of equating was examined in terms of
group invariance, and the non-standardized REMSD index was used.

Huggins (2012, 2014) conclude that the most important variable affecting the group
invariance was that items showing DIF are defined in a single form or in both forms.
Similarly, it was also found in the present study that the most important factor
affecting the group invariance in the test equating was the form variable which
contained common items showing DIF in case that DIF was seen in common items.
The case that common items showing DIF were in a single form caused DIF to
negatively affect the group invariance in equating compared to the case of presence of
items showing DIF in two forms. It was concluded that in the presence of DIF in the
common items, if the common items in both forms to be equated showed DIF, the
variables formed under DIF, in other words the ratio of the items showing DIF and
DIF direction, did not affect the group invariance in the test equating; however, if the
common items showed DIF in only of one of two forms to be equated, the variables
formed under DIF, in other words, the ratio of the items showing DIF and the DIF
direction affected the group invariance in the test equating. This result is consistent
with the findings by Huggins (2012). In the case that DIF is seen in the common items,
while the most important factor affecting the group invariance is the ability difference
in focus and reference groups, if the common items in both forms to be equated show
DIF, the most important factor affecting the group invariance is the DIF direction if the
common items show DIF in only one of the two forms to be equated. The increase in
the mean ability difference between the groups leads to a significant increase in the
difference between the equated scores, that is the values that the group invariance
obtains. In an equating study conducted by Huang (2010) on different ability groups
with real data, it was concluded that the group invariance did not change in different
ability groups. We can say that the difference obtained in this study may be caused by
the conditions examined in the study.

In case that common items showing DIF were seen in only one form, a higher
difference was obtained between the equated scores in the unidirectional DIF
condition compared to two-directional DIF conditions. In other words, in case that
common items showing DIF were seen in one form, significantly higher group
invariance values of the unidirectional DIF were calculated compared to the conditions
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in which directional DIF was present. In the study conducted by Huggins (2012), it is
seen that the most influential variable affecting the group invariance is DIF direction
in case when the common items showing DIF are seen in a single form. The reason
why the direction of DIF is the variable that affects the group invariance most might
be associated with that bidirectional DIF may cause less DIF at the form level when
compared with the unidirectional DIF, as DIF is defined in favour of the focus group
in one part of the items, and in favour of the reference group in another part (Drasgow,
1987; Nandakamur, 1993; Penfield and Camilli, 2007).

In case that common items showing DIF were seen in a single form, the higher the
group invariance values were obtained as the ratio of the common items showing DIF
increased. In other words, the difference between the equated scores increased with a
rise in the ratio of the common items showing DIF. This result is consistent with the
findings of the studies carried out by Han (2008) and Huggins (2012, 2014).

Study group size is one of the most commonly used variables in test equating
studies. In the literature, it has been established with various studies that less
erroneous equating results could be achieved with a larger working group size (Cui
and Kolen, 2008; Hanson and Beguin, 2002; Zhao, 2008). Similar to these studies that
examined the performance of test equating with an equating error, this study
presented consistent findings when the equating performance was evaluated in terms
of group invariance. As the working group size grew, significantly lower group
invariance values were obtained.

In this study, the data were generated and equated according to 3-parameter
logistic model. Different studies can be conducted by generating data according to
different models. In addition, it is possible to investigate how the group invariance
changes in the test equating in case that items showing DIF are present among the
common items or in the test to be equated according to different equating patterns. On
the other hand, for different sample sizes, different equating methods in different test
lengths can be used to investigate the group invariance of test equating. In this study,
the effect of common items showing DIF on the group invariance of test equating was
investigated by using simulation data. Likewise, it may be advisable to conduct a
study on how test equating affects group invariance by means of a real data set or a
simulation study along with a real data set in case that DIF is seen in the common
items.
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Test Esitlemede Grup Degismezliginin Farkli Simiilasyon Kosullar1
Altinda Incelenmesi

Atif:

Inal, H., & Anil, D. (2018). Investigation of group invariance in test equating under
different simulation conditions. Eurasian Journal of Educational Research, 78, 67-
86, DOI: 10.14689/ ejer.2018.78.4

Ozet

Problem Durumu: Psikometride, bir testin farkli formlarindan elde edilen puanlarin
karsilastirilabilmesini  ve birbiri yerine kullanilabilmesini saglayan puanlari
doniistiirme siireci esitleme olarak adlandirilmaktadir. Esitleme iglemin hatasiz
olmasi, gerceklestirilen test uygulamalarinin daha adil olmasi ve bireylerin gelecegi ile
ilgili dogru kararlar alinmasinda kritik 6nem arz etmektedir. Basaril1 bir esitleme, bir
testin daha kolay formuna alan bireylerin testin daha zor formuna giren bireylere gore
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haksiz bir avantaji olmadig1 ve bir testin farkli formlarini alan bireylerin puanlarmdaki
farkliligin, bireylerin basar1 dtizeyindeki farkliliktan kaynaklandigi anlamina
gelmektedir. Esitleme siirecinin basaril bir sekilde ytiriitiilmesi igin, bagka bir degisle
esitleme stireci yardimi ile farkli formlardan alman puanlarin birbiri yerine
kullanilabilmesi icin esitlemenin, grup degismezligi sartinin da yer aldig1 birtakim
sartlar1 karsilanmasi gerekmektedir. Esitlemenin grup degismezligi, farkli clcekler
tizerindeki puanlar esitlemek icin kullanilan fonksiyonun alt gruplara bagh
olmamastyla saglanir.

Diger yandan, bir testte yer alan bir maddeye ait performansin farkh alt gruplarda
nasil degistigini incelemek icin Degisen Madde Fonksiyonu (DMF) kullanilmaktadar.
Bundan dolay1 parametre kestirimi ya da test esitleme ¢alismasina baslanmadan ¢nce
DMEF gosteren maddeleri belirlemek ve gerekirse silmek i¢cin DMF analizi yiirtitmek
gerekmektedir. Ancak bazi kosullarda iyi yapilandirilmis bir test cok sayida DMF
gosteren madde icerse de testten DMF gosteren maddelerin silinmesi testin yap1
gegcerliliginin diismesine ve yetenek parametre kestirimlerindeki hatanin artmasmna
neden olur. Ayrica DMF gosteren maddelerin silinmesi durumunda testin gegersiz
olacag1 durumlar olusabilir. Bu nedenle, esitleme sirasinda DMF gosteren maddelerin
varliginda da esitlemeye olan etkisini en aza indirebilecek kosullarin incelenmesi
onemlidir.

Arastirmamin Amact: Bu calismanin amaci ortak maddelere dayali olarak yapilan
esitlemelerde, ortak maddelerin DMF gostermesi durumunda; DMF ve 6rneklem
biiyiikligtinden olusturulan cesitli kosullara gore grup degismezligi indislerini
belirlemek ve elde edilen sonuglar1 karsilastirmaktir. Arastirmanin amaci
dogrultusunda; ortak maddeler yardimiyla esitlenmede, DMF ve o&rneklem
biytiklugt faktorleri altinda simiilasyon yardimiyla esitleme agisindan en optimum
durum belirlenmeye calisilmustir. Calismada kullanilan simiilasyon faktorleri;
orneklem biiytikligi, orneklem biiyikligii orani, DMF gosteren maddelerin
bulundugu form, DMF gosteren madde orani, DMF yonii ve gruplar aras: ortalama
yetenek farkidir.

Arastirmanmin Yéntemi: Bu arastirmada, belirlenen kosullara gore tiretilen simiilasyon
veriyi kullanarak farkli esitleme tasarimlarmin karsilastirilmasi amaglanmaktadir.
Boylece belirlenen kosullar altinda esitleme tasarimi i¢in optimum kosullar incelendigi
bu arastirmanin bir simiilasyon calismasi niteligi tasimakta oldugu soylenebilir.

Bu arastirmada iki test formunu esitleyebilmek i¢in “denk gruplarda ortak madde/ test
deseni” kullanilmistir. Ortak maddeler, FO ve F1 arasindaki egitleme iligkisini kurmak
icin kullanilmistir. Esitlenecek her bir form %25’si yani 10 tanesi ortak madde olmak
tizere ikili puanlanmis 40 maddeden olusmaktadir.

Verilerin tiretilmesinde R programindan yararlanilmistir. Bu calismada sonuglarin
tutarlr ve genellenebilir olabilmesi icin her veri seti 100 defa ttiretilmistir. Calisma
kapsaminda bazi ortak test maddelerinde DMF tamimlamak gerekmektedir. Bu
nedenle esitlenecek olan FO ve F1 formlarmin uygulandif1 gruplar, odak grup ve
referans grup olarak ikiye ayrilmustir.
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Verilerin analizinde R programi ve SPSS programindan yararlanilmistir. Veri
analizinin ilk asamasinda esitleme siireci ytrtitiilmiistiir. Daha sonra esitleme
siirecinden elde edilen sonuglara dayali olarak esitlemenin dogrulugunu
degerlendirmek amaciyla esitlemede grup degismezligi indisleri elde edilmistir. Son
olarak da elde edilen grup degismezligi indislerinin calismada ele alinan faktorlere
gore varyans analizi yapilmistir.

Calismanin amaci dogrultusunda FO ve F1 formlarini esitleme stireci toplam gruplar,
odak gruplar ve referans gruplar tizerinde ayr1 ayr yiritiilmistiir. Esitleme siireci
her bir grup i¢in tic asamada gerceklestirilmistir. Ik olarak R da batch edilen BILOG
kodlariyla madde kalibrasyonu islemi yapilmistir. Daha sonra esitlenecek formlara ait
parametreler ortalama sigma yontemiyle ayni metrik tizerine o6lgeklenmistir.
Olgeklemenin akabinde, MTK gercek puan esitlemesi yapilarak F1 formuna ait
esitlenmis gercek puanlar elde edilmistir. Esitleme stireci ¢alisma kapsamindaki 96
kosul i¢in 100°er kere gerceklestirilmistir. Her bir esitleme siireci tamamlandiktan
sonra; her bir puanin toplam gruplarin esitlenmesi sonucunda elde edilen esitlenmis
puaninin, referans gruplarin esitlenmesi sonucunda elde edilen esitlenmis puaninin
ve odak gruplarin esitlenmesi sonucunda elde edilen esitlenmis puaninin yer aldig:
esitleme tablolar1 olusturulmustur.

Bu calismada esitlemenin dogrulugunu grup degismezligi acisindan
degerlendirilmistir. Esitlemede grup degismezligin belirlenmesinde ¢esitli yontemler
kullanilmaktadir. Bu ¢alismada Dorans ve Holland (2000) tarafindan test esitlemede
grup degismezligini belirlemek amaciyla gelistirilen REMSD indisinden
yararlanilmistir. Tekrar sayist 100 oldugu i¢in her bir kosulda grup degismezligi
indisleri tekrarlardan elden edilen hesaplamalarin ortalamalar: almarak
raporlanmustir.

Esitlemede grup degismezliginin degerlendirilmesinde, Dorans ve digerlerinin (2003)
ve Dorans’ in (2004) 6nerdigi ham puan biriminin yarisi olarak alinan DTM (Difference
That Matters) kriterinden yararlanilmaktadir. DTM= 0.50 kriteri alinarak bir puanin
toplam gruptaki bir esitlenmis puan ile alt grup(lar)daki esitlenmis puan(lar)
arasindaki farkliigin 0.50’den daha az olmasinin yok sayilabilir; 0.50’den daha fazla
olmasinin ise manidar oldugu kabul edilerek yorumlar yapilmaktadir.

Arastirmamin Bulgular: REMSD grup degismezliginin calismada ele alman tiim
degiskenlere gore manidar farklilik gosterdigi gortilmektedir. Calisma grubu
buytiklugt arttikca REMSD grup degismezligi indisinin manidar olarak azaldig:
goriilmektedir. Ayrica, DMF gosteren ortak madde orani arttikca ise manidar sekilde
REMSD grup degismezligi indisi de artmaktadir. REMSD grup degismezIligi indisinin
DMF gosteren ortak madde oranina gore gosterdigi manidar farkliligin hangi alt
gruplar arasinda oldugunu belirlemek icin yapilan Post Hoc testine gore ise DMF
gosteren ortak madde orani degiskeninin tiim ikili alt grup karsilagtirmalarinda
manidar fark oldugu belirlenmistir. REMSD grup degismezIligi, tek yonlit DMF nin
s6z konusu oldugu kosullarda iki yonlit DMF'nin s6z konusu oldugu kosullara gore
manidar olarak daha biiyiik deger aldig1 goriilmektedir. Ayrica gruplar aras: yetenek
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farkinin 0 oldugu kosullar, gruplar aras1 yetenek farkinin 1 oldugu kosullara gore daha
kiigtik REMSD degerleri hesaplanmustir.

Aragtirmanin Sonug ve Onerileri: Bu calismada veriler 3 parametreli lojistik modele gore
tiretilerek esitleme yapilmistir. Farkli modellere gore veri tiretip farkli ¢alismalar
olusturulabilir. Ayrica, farkli esitleme desenlerinde ortak maddelerde ya da
esitlenecek testte DMF gosteren maddelerin yer almasi durumunda da test esitlemede
grup degismezliginin nasil degistigi incelenebilir. Diger yandan, farkli ¢rneklem
biiytikliikleri i¢in farkl test uzunluklarinda farkh esitleme yontemleri kullanilarak test
esitlemenin grup degismezligi arastirilabilir. Bu calismada DMF gosteren ortak
maddelerin test esitlemenin grup degismezligine etkisi simiilasyon verisi kullanilarak
gerceklestirilmistir. Benzer sekilde gercek bir veri setinde ya da simiilasyon ¢alismasi
ile birlikte gercek veri seti kullanilarak ortak maddelerde DMF goriilmesi durumunda
test esitlemenin grup degismezligini nasil etkiledigi hususunda bir ¢alisma yapilmast
onerilebilir.

Anahtar Kelimeler: Test esitleme, grup degismezIligi, simiilasyon calismasi, degisen
madde fonksiyonu.
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Introduction

Education plays an important role not only in the development or change of a
society and individual, but also in the continuation of its development and in the
realization of its change in the desired direction. Although schools are the lowest unit
of education systems, they are the organizations where education services are offered
to society and individuals. The quality of the service offered by the schools is directly
related to the cognitive, affective and behavioural acquisitions of the students.
Students’ interaction and experiences at school have a permanent impact on their
academic success and future life (Haynes, Emmons & Ben-Avie, 1997, pp.321-322).
When looked from such perspective, schools contribute greatly to raising happy and
successful individuals. Education practitioners and researchers realized the
importance of the context in which learning occurred, particularly the impact and
importance of school climate on students” academic, social and emotional results,
(Berkowitz et al., 2017) and conducted several studies on the subject. The research
shows that there is a relationship between the school climate and student disciplinary
problems and violent behaviors (Bosworth, Ford, & Hernandaz, 2011; Brault, Janosz, &
Archambault, 2014; Calik et al., 2009; Eliot et al., 2010; Gregory et al., 2010; Konold &
Cornell, 2015; Kuperminc, Leadbeater, & Blatt, 2001; Loukas, Suzuki & Horton, 2006;
Ozdemir, 2015; Simons-Morton et al., 1999; Thapa et al., 2013; Wang et al., 2010; Welsh,
2000), school effectiveness (Senel & Buluc, 2016), academic success (Akey, 2006; Berkowitz
et al., 2017; Cohen et al., 2009; Cornell, Shukla, & Konold, 2016; Hopson & Lee, 2011;
Hoy, Smith, & Sweetland, 2002; Kozina et al., 2008; Kozina et al., 2010; MacNeil, Prater,
& Busch, 2009; Martin et al., 2004; Mullis, Martin, & Foy, 2008; Parish, 2002; Schotland,
2011; Thomasson, 2006; Wang & Holcombe, 2010), safety (Bosworth, Ford, &
Hernandaz, 2011; Canli, 2016; Freiberg, 1998; Hoy et al., 2002; Kuperminc, Leadbeater,
& Blatt, 2001; Welsh, 2000), school attendance (Cornell, Shukla, & Konold, 2016; Lee et
al., 2011), student motivation (Eccles et al., 1993), adaptation to school (Kuperminc et al.,
1997; Simons-Morton et al,, 1999; Welsh, 2000), self-esteem (Kosciw et al., 2013;
Schotland, 2011), quality of school life (Donmez, 2016), school size (Cotton, 1996), alcohol
and drug abuse (Bosworth, Ford, & Hernandaz, 2011), depression (Loukas, Suzuki &
Horton, 2006; Schotland, 2011), mental health and psychological well-being (Aldridge &
McChesney, 2018), family poverty (Hopson & Lee, 2011), and school identification and
school outcomes (Lee et al., 2017).

School climate can be described as beliefs, attitudes and values that characterize a
multi-dimensional (Freiberg, 1999, p. 3) school life and quality (Adelman & Taylor,
2011a; Deer, 1980), determine school structure and differentiate one school from
another, occur as a result of the interactions between groups comprising the school
society and guide the behaviors of these groups (Brown, Anfara, & Roney, 2004; Cohen
et al.,, 2009; Hoy, Tarter & Kottkamp, 1991; Loukas, Suzuki & Horton, 2006; McEvoy &
Welker, 2000; Thapa et al., 2013). Another description is that school climate is a psycho-
social content teachers seek to teach students (Johnson, Stevens & Zwoch, 2007). School
climate refers to the spheres of school life and shared vision, and healthy or unhealthy,
conscious or unrecognized spheres (Cohen et al., 2009, p. 182). According to Freiberg
and Stein (1999) school climate is viewed as a factor that motivates students and as
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reason for teachers to be there every day (Johnson, Stevens, & Zwoch, 2007). School
climate is the quality (Cohen et al., 2009, p. 182), spirit and hearth (Freiberg & Stein,
1999), atmosphere (Secrist, Paden, & McNee, 1983) and character of school life, since
school life is based on people’s experiences (Brown et al, 2004; Cohen et al., 2009;
Halpin & Croft, 1963; Hoy et al., 1991; Hoy & Miskel, 2010; Welsh, 2000).

Research aiming at identifying the climate at schools or other organizations is like
seven blind men describing an elephant. Each one of them focuses in a different
dimension of the climate and contends findings according to this dimension. The
climate also varies significantly based on environmental factors (ecologic,
environment, social system or culture) (Anderson, 1982, p.376). For instance, a
sustainable, positive school environment (i) encourages individuals’ development and
learning, (ii) supports their feeling safe, and (iii) connects people with each other. (iv)
Students, families and educators support working together to develop and maintain a
shared school vision and contribute. (v) Educators model and feed the attitudes
emphasizing the benefits and satisfaction they get from the learning-teaching process
(vi) School society contributes to school activities and the protection of the physical
environment (Piscatelli & Lee, 2011, pp. 1-2).

The National School Climate Council report (2007) suggested that the school
climate had encouraged or weakened children's development, learning and success in
the last twenty years. Students stated that they had positive social relationships, were
respected, participated in school activities and felt competent in a safe and supportive
school environment. Ever-increasing number of reports, studies and legislation
stressed the importance of a positive school climate for mitigating success inequities,
improving healthy development and supporting the skills, knowledge and tendencies
and life success forming the basis for the 21st century school (Piscatelli & Lee, 2011,
and improving teachers’ job satisfaction, creating an effective learning environment
for students (Hoy et al., 1991). Further, teachers describe a positive and cooperative
school climate as the most important factor affecting their decision of staying at a
school (Hirsch, Eric, Emerick, & Scott, 2007).

Halpin & Croft (1963) investigated the behaviors of principals and teachers and
identified the (i) open, (ii) autonomous, (iii) controlled, (iv) familiar, (v) paternal, (vi)
closed climate structures. These climate structures were rated from positive open
climate to negative closed climate. While the open climate is an energetic, lively
organization which is moving toward its goals, and which provides satisfaction for the
group members' social needs (Halpin & Croft, 1963), as well as being supportive and
sincere and where ideas are respected, there is attachment to school and productive
working environment (Hoy & Sabo, 1998), a closed climate is characterized by a
stagnant organization where disingenuity, pretense and apathy are very common
among the group members (Halpin & Croft, 1963). Hoy et al. (1991), on the other hand,
identified the dimensions of school climate as supportive, directive and restrictive
principal behaviors and friendly, cooperative and indifferent teacher behaviors.

Elements comprising a school climate are broad and complex (Marshall, 2004).
Although there is no list of factors that shape the character and quality of school life,
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many researchers agree that there are four main dimensions that clearly shape the
school climate. These are; safety (rules and norms, physical safety, social and emotional
safety), learning-teaching process (social, affective and ethical learning, quality of
teaching, professional development, leadership), interpersonal relationships (respect for
diversity, school community and cooperation, social support from adults and peers)
and environmental structure (human and physical environment; cleanliness, sufficient
space and materials, aesthetic quality, school size; curriculum and extracurricular
offerings) (Cohen et al., 2009; Center for Social and Emotional Education, 2010). Thapa
et al. (2013) added school improvement process as the fifth dimension. The National
School Climate Council (2007) added personnel relationships (leadership and
professional relationships) to the initial four dimensions (Piscatelli & Lee, 2011).
Likewise, the U.S. Department of Education identified three inter-related domains in
the Safe and Supportive Schools” school climate These are student attachment
(relationships, respect to diversity and school participation), safety (social-emotional
and physical safety, substance abuse) and school environment (physical environment,
academic environment, and health and disciplinary environment) (Bradshaw &
O’Brennan, 2014). However, there is no agreement as to which dimensions of school
climate must be measured validly. In this respect, the research on school climate
contributes to improving and developing ideas about which aspects to evaluate
(Center for School and Emotional Education, 2010).

One of the subdimensions that must be regarded in the “relationships” dimension
that comprises school climate is school attachment. With the adaptation of the
relationships dimension to social groups and organizations, the concept of school
attachment emerges. In a general sense, attachment refers to the emotional bond
between the youth and other people (Clevenger & Birkbeck, 1996). School attachment,
on the other hand, is a common term that encompasses school and student
relationships as a structure that includes positive student actions such as student
attendance, participation in school and class activities and the emotional bond of
student with school (Libbey, 2004, p. 275; Onen, 2014, p- 221).

There are different theories about attachment in the literature. For example,
according to Bowlby (1969, 1973, 1980, 1982), the relationship an infant develops with
his/her primary caretaker constitutes the basis for his/her subsequent attachment
models. These models strongly affect how a child establishes relationships with others,
approaches his/her environment as well as the subsequent stages of his/her
development (as cited by Erickson, Sroufe, & Egeland, 1985, p. 147). Another theory
that attempts to describe school attachment is social attachment. Social attachment
refers to the extent an individual is sensitive to others” views (Costella, 2010, p. 4).
Individuals have bonds with social values, social environment and social institutions.
This social bond controls the behaviors of individuals who are inclined to commit
criminal or abnormal acts, and prevent them from committing a crime (Hirschi, 1969).
Hirschi also believes that the level of attachment to teachers and school is a
determinant of their school success (Pratt, Gau, & Franklin, 2010). In other words,
individuals feel concerned about others” views as much as they have an emotional
bond with others such as parents, friends and teachers. An individual who fears losing
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others’ respect and love is less likely to commit a crime (Costella, 2010, p. 4). In short,
it may be suggested that these bonds as asserted by Bowlby and Hirschi affect
students” behaviors toward their school, peers and teachers and help control their
undesired behaviors.

Since school attachment has an impact on educational outcomes such as academic
success and abandonment of school (Fredricks, Blumenfeld, & Paris, 2004), it has
attracted the attention of researchers and has been researched as part of school life. It
is possible to see studies focusing on the relationship between school attachment and
ego (Alparslan, 2016; Finn & Rock, 1997; Wang & Eccles, 2013), trust in school
(Arabikoglu, 2016), academic success (Bellici, 2015; Cornell, Shukla, & Konold, 2016; Fall
& Robert, 2012; Finn & Rock, 1997; Griffin, 2014; Johnson, Crosnoe, & Elder, 2001; Klem
& Connell, 2004; LeCroy & Krysik, 2008; Lee, 2008; Moe et al., 2009; Perry, Liu, &
Pabian, 2010; Wang & Holcombe, 2010; Wang & Eccles, 2013; Wang, Willett, & Eccles,
2011; Wang et al., 2015), school attendance and abandonment of school (Fall & Robert, 2012;
Finn & Rock, 1997; Klem & Connell, 2004; Wang, Willett, & Eccles, 2011), undesired
behaviors and bad habits (Black et al., 2010; Cornell, Shukla, & Konold, 2016; Gottfredson
et al., 2005; Hill, & Werner, 2006; Karasar & Kapgi, 2016; Konold & Cornell, 2015;
Saglam & Ekiz, 2017; Simons-Morton et al., 1999; Yang, 2015), adjustment to school
(Simons-Morton et al., 1999), educational goals (Cornell, Shukla, & Konold, 2016; Griffin,
2014), school life quality (Donmez, 2016), career planning (Perry et al., 2010), school size,
socio-economic and ethnic structure (Finn & Voelkl, 1993; Fullarton, 2002), motivation
(Fullarton, 2002; Hill, & Werner, 2006), depression and school fatigue (Ozdemir, 2015;
Wang et al. 2015), subjective duty values (Wang & Eccles, 2013), attitude toward classes
(Filiz, 2018), perceived school support (Christensen, 2014), control focus, preparation for
school and classes (Finn & Rock, 1997), safe learning environment and school types (Gauley,
2017), fairness and discrimination (Griffin, 2014), Internet and game addiction (Tas, 2017),
self-efficacy and social support (Mengi, 2011), academic expectation (Konold & Cornell,
2015), life satisfaction (Ozdemir & Koruklu, 2013) and school socialization style (Lee, 2008).

Students’ success (Fredricks, Blumenfeld, & Paris, 2004) and the effectiveness of
schools are to a large extent associated with students’ school attachment (Ozdemir &
Kalayci, 2013). In other words, it is unquestionably a prerequisite for individuals to be
committed to school since they need to become successful and acquire the skills they
need in today's conditions (Fredricks, Blumenfeld, & Paris, 2004). This attachment
consists of three dimensions including cognitive, affective and behavioral (Onen,
2014). Qualitative differences in each dimension vary based on the intensity of the
attachment. A dimension's intensity can make the attachment a desirable outcome.
Once attachment is established, it is possible to say that the attachment builds on itself
and thus contributes to the more improvement of other variables (Fredricks,
Blumenfeld, & Paris, 2004). A positive attitude, perception and response developed by
students toward school, teachers and peers are in the affective dimension. Students’
actions such as participation in extracurricular activities and learning process (school
attendance), completing their assignments, grade point average and scores in
achievement tests, performance and adherence to school rules and grade advancement
are in the behavioral dimension. Students” perception and beliefs about themselves,
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school, teachers and other students, and ability to perceive challenging and complex
situations and create solutions are in the cognitive dimension (Fredricks, Blumenfeld,
& Paris, 2004; Jimerson, Campos, & Greif, 2003). In short, it can be suggested that the
cognitive, affective and behavioral dimensions of school attachment focus on students’
attachment to teachers, peers and school (Jimerson, Campos, & Greif, 2003). It is
particularly regarded important to understand which factors affect the improvement
of school attachment and what it means to maintain the attachment at the same level
(Wotowska, 2014). In fact, these factors are dynamically interrelated and their
outcomes must be investigated (Fredricks, Blumenfeld, & Paris, 2004).

School climate plays an important role in ensuring a healthy and positive school
environment (Marshall, 2004) and thus can be considered a way or a mediating
variable to mitigate abandonment of school and improve learning and school
attachment (Fredricks, Blumenfeld, & Paris, 2004). It has also been identified that the
school attachment of students who feel that they are in a safe environment improves
(Freiberg, 1998) and that absenteeism and delinquency rates of students whose school
attachment has improved decrease (Calik, Kurt & Calik, 2011). The fact that the school
climate has a physical, social and academic impact on students and that the school
attachment has a behavioral, cognitive and affective impact have made it necessary
and important to address these variables together. A positive school climate that can
be created can make individuals feel committed to school. A student that feels
committed to school can be a successful and happy person that has a goal and become
integrated with the society instead of demonstrating negative behaviors such as
turning into crime and gaining bad habits. From this perspective, it is considered
important to identify whether or not the school climate perceived by secondary school
students is predictive of their school attachment. However, a very limited number of
studies were seen to focus on dealing with the school climate factor as an important
predictor of school attachment in our country. In this respect, the present study, which
is conducted to identify whether or not school climate is predictive of students of level
of attachment to school, is believed to offer some ideas to teachers, administrators,
parents, guidance and psychological counselors in understanding students” behaviors
of school attachment, responding to, preventing and protecting from abandonment of
school, absenteeism, discipline and undesired behaviors, low academic success and
contribute to other studies focusing on school climate and school attachment and the
evaluation of school life quality. Responses to the following questions were sought in
line with the overall objective of the research:

i) Do secondary school students’ perception of school climate and school

attachment level vary significantly based on their sex and grade level?

ii) Is there a significant relationship between secondary school students’

perception of school climate and school attachment level?

iii) Is secondary school students” perception of school climate predictive of their

school attachment level?
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Method
Research Design

In the present research, a qualitative research method, relational survey model,
was preferred to identify whether or not the independent variable (school climate) is
predictive of the dependent variable (school attachment). Relational survey is a model
that identifies the relationship between two or more variables on participants in the
same study group and predicts the effect of independent variable on a dependent
variable (Gliner, Morgan, & Leech, 2015).

Research Sample

The research sample consists of public schools from Pendik District of Istanbul
Province in 2018 year. Required permissions were obtained from official authorities to
conduct the research. Stratified sampling method was preferred to determine the
research sample. Stratified sampling is a probability sampling method where groups
with similar characters in a population are divided into subgroups and sample is
obtained from each subgroup by random sampling (Neuman, 2006, p. 335). According
to the Pendik District National Education Directorate data (2018), there are 33,503
students in 38 public secondary schools. However, the religious vocational school
students were not included. Schools were divided into lower, secondary and upper
groups based on socio-economic status and one school was selected from each group.
There are 3,752 students in the three selected schools. Students were assured in line
with the principle of confidentiality that the research results would only be used for
research and were not applied any pressure and time limitations in order to enable
them to respond to the scale items accurately and candidly. From the selected schools,
773 students from every grade level (grades 5, 6, 7 and 8) volunteered to participate.
370 of these students are female and 403 thereof are male students. 330 of the students
are at fifth grade, 233 at sixth grade, 133 at seventh grade and 77 at eighth grade. Based
on +/- 5% acceptable error rate and 99% reliability level, the sample size was
calculated as 651. 733 students participating in the study were decided to have the
sample size enough to represent the population.

Research Instruments and Procedures

In the research, the School Climate Scale developed by Calik and Kurt (2010) was
used as the data collection instrument to identify the students’ level of perception of
school climate. The scale is a 5-point Likert type scale (Never, Rarely, Sometimes,
Frequently, Always) consisting of four subdimensions (Supportive Teacher Behaviors,
Success Focus, Safe Learning Environment and Peer Interaction) and 22 items. Seven
items in the scale (12, 14, 16, 18, 19, 21, 22) were scored reversely. With the adding of
the scores from all items, a total score is acquired. A high score from the scale reflects
a positive school climate while a low score reflects a negative school climate. In the
research, confirmatory factor analysis (x=165.132; df=62; x2/df=2.663; GFI=.967;
AGFI=.952; NFI=.957; CFI=.973; SRMR=.034; RMSEA=.046) was performed to test the
construct validity of the scale and Cronbach Alpha reliability coefficient was
calculated as 0.814.
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To identify the students’ attachment to school in the research, the School
Attachment Scale for Children and Adolescents developed by Hill and Werner (2006)
and adapted into Turkish by Savi (2011) was used. The scale is a 5-point Likert type
scale (Absolutely Yes, Yes, Maybe, No, Absolutely No) consisting of 13 items and three
subdimensions (School Attachment, Friend Attachment, Teacher Attachment). A high
score from the scale shows a high school attachment while a low score shows a low
school attachment. In the research, confirmatory factor analysis (x=732.959; df=202;
x2/df=3.629; GFI=.920; AGFI=.900; NFI=.827, CFI=.868; RMR=.029; SRMR=.076;
RMSEA=.058) was performed to test the construct validity of the scale and Cronbach
Alpha reliability coefficient was calculated as 0.859.

Data Analysis

Data was analyzed using SPSS statistical program. Unrelated-independent groups
t-test was performed to determine whether or not school climate perception and school
attachment level of secondary school students vary significantly based on sex, the one-
way analysis of variance (ANOVA) was performed to determine whether the same
vary based on their grade levels, correlation analysis was performed to determine the
relationship between school climate and school attachment, and regression analysis
was performed to calculate whether or not the school climate is predictive of students’
school attachment level.

Results

Independent groups t-test results performed to determine whether secondary
school students’ school climate perception and school attachment levels vary based on
their sex are provided in Table 1.

Table 1
T-test Results of School Climate and School Attachment Scale Scores by Sex
. t-test
Variables Groups N X ss
t sd P
F 1 370 3.67 .58
School emate 2.81 771 005
climate Male 403 3.57 .59
F 1 370 4.37 .53
School emate 331 771 001
attachment Male 403 4.24 27

When Table 1 is examined, secondary school students’” school climate perception
varies significantly based on their sex (¢[771]=2.81; p<.01). Female students’ school
climate perception (X=3.69) is more positive than that of male students (X=3.57).
Secondary school students’ school attachment perception varies significantly based on
their sex (#[771]=3.31; p<.01). Female students’ school attachment level (X=4.37) is
higher than that of male students (X=4.24).

Results of the one-way analysis of variance (ANOVA) performed to determine
whether secondary school students” school climate perception varies based on grade
level is provided in Table 2.
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Table 2
ANOVA Results of School Climate Scale Scores by Grade Level
Grade N X ss Variance KT sd KO F p  Significance
Source
5.Grade 330 383 .56 getwee“ 3679 3 1226
6. Grade 233 3.62 .56 WithinG. 23492 769 .30 5-6,5-7, 5-8;
7.Grade 133 348 49 Total 27171 772 40.14 .000  67,68.

7-8
8.Grade 77 311 55

Total 773  3.63 .59

When Table 2 is examined, significant differences are seen among students” school
climate perceptions based on their grade levels (F=40.14; p<.001). According to the
results of the LSD test performed to identify the grades by which student perception
of school climate varies, 5th-grade students” perception of school climate (X=3.83) is
more positive than that of 6th-grade students (X=3.62), 7th-grade students (X=3.48)
and 8th-grade students (X=3.11); 6th-grade students’ perception of school climate
(X=3.62) is more positive than that of 7th-grade students (X=3.48) and 8th-grade
students (X=3.11); and 7th-grade students’ perception of school climate (X=3.48) is
more positive than that of 8th-grade students (X=3.11). In other words, students’
positive perception of school climate decreases as their grade level increases.

Results of the one-way analysis of variance (ANOVA) performed to determine
whether secondary school students’” school attachment varies based on grade level is
provided in Table 3.

Table 3
ANOVA Results of School Attachment Scale Scores by Grade Level
Grade N X Ss Variance KT «d KO F P Significanc
Source e
5.Grade 330 443 .48 ‘g‘thm 3470 3 1156
6.Grade 233 437 51 VGV“}““ 20538 769 .26 57, 5-8.
. 4331 .000  6-7,6-8.
7. Grade 133 419 .53 Total 240.08 772 7.8
8. Grade 77 372 .61
Total 773 430 .55

When Table 3 is examined, a significant difference is seen among students’ school
attachment levels based on their grade levels (F=43.31; p<.001). According to the
results of the LSD test performed to identify between which grades student school
attachment level varies, 5th-grade students’ school attachment level (X=4.43) is higher
than that of 7th-grade students (X=4.19) and of 8th-grade students (X=3.72); 6th-grade
students” school attachment level (X=4.37) is higher than that of 7th-grade students
(X=4.19) and 8th-grade students (X=3.72); and 7th-grade students’ school attachment
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level (X=4.19) is higher than that of 8th-grade students (X=3.72). In other words,
students” school attachment level decreases as their grade level increases.

The results of the correlation analysis performed to determine the relationship
between the school climate perception and school attachment level of the secondary
school students are provided in Table 4.

Table 4

Results of Correlation Analysis between School Climate Perception and School Attachment
Level of the Secondary School Students

School Friend Teacher Attsacc l;ﬁﬁlnt
Attachment Attachment  Attachment

Total
Supportive Teacher r A7+ 373 549+ 581
Behaviors
Success Focus r .380** .314** A410** A57**
Safe Learning Enylronment 375w 344+ 265** A17%*
and Peer Interaction
School Climate Total r .550** A61** 519** .638**

According to the correlation analysis provided in Table 4, there is a significant
medium-level and positive relationship between student school climate perceptions
and school attachment levels (r=.63; p<.01); a significant medium level and positive
relationship between school climate and the sub-dimensions of school attachment,
school attachment (r=.55; p<.01), friend attachment (r=.46; p<.01) and teacher
attachment (r=.52; p<.01). A significant medium level and positive relationship is seen
between the total score of students’ school attachment and the sub-dimensions of
school climate, supportive teacher behaviors (r=.58; p<.01), success focus (r=.45; p<.01)
and safe learning environment and peer interaction (r=.41; p<.01).

The results of the regression analysis performed to determine whether the school
climate perceived by the students is predictive of the students” school attachment level
are provided in Table 5.

Table 5

Results of Regression Analysis to Determine Whether the School Climate Perceived by the
Students is Predictive of the Students” School Attachment Level

Vapedent e B g ® t p R R F oy
fj'iﬂfl‘;:e iﬁ‘a"c‘:mem 160 147 550 1091 .000 550 303 33438 .000
iji’;‘;ie ifg:ﬁment 238 133 461 1796 000 .461 213 20841 .000
sél};gf;te zz‘:c}ﬁlem 232 125 519 1864 000 519 269 28435 000
School School

Climate Attachment 212 .096 .638 2214 .000 .638 407 529.77 .000
Total Total
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When Table 5 is examined, school climate is significantly predictive of students’
school attachment level (r?=.30; p<.001), friend attachment level (r>=.21; p<.001),
teacher attachment level (r>=.27; p<.001) and total school attachment level (r2=.40;
p<.001). In other words, 30% of the total variance of students’ school attachment level,
21% of the total variance of their friend attachment level, 26% of their teacher
attachment level and 40% of the total variance of their school attachment level is
explained by school climate ($=.643; r=.638; 12=.408; F=264,97; p<.001).

Discussion, Conclusion and Recommendations

School climate is created by the school society. A positive school climate is
perceived by students, parents and employees as welcoming and characterized by
respectful interactions between the individuals. Students feel motivated to succeed
and the personnel exhibits the importance of the school and learning. The school is
clean, well-maintained and welcoming. A combination of these characteristics results
in the perception of the school as a good place to be (Lee, 2005). The present research
investigates whether or not school climate is predictive of secondary school students’
school attachment, and whether or not student perception of school climate and school
attachment level vary based on their sex and grade level. According to the findings of
the research, secondary school students’” perception of school climate varies
significantly based on their sex. Female students’ school climate perception is more
positive than that of male students. In the literature are studies suggesting that female
students” school climate perception is more positive than that of male students
(Donmez, 2016; Filiz, 2018; Simons-Morton et al., 1999) and female teachers” school
climate perception is more positive than that of male teachers (Aka, 2014; Canli, 2016).
As the main reason for this variance can be suggested as that female and male students
ascribe a different meaning to the school. For instance, female students perceive school
as a place that protects and improves them while male students perceive school as a
place that oppresses them (Ozdemir & Kalayci, 2013). The more negative or poorer
school climate perception of male students that see the school as a place that oppresses
them than that of female students can be regarded as one of the reasons for the
variance.

Another result obtained from the research is that school attachment level of
secondary school students varies based on their sex. Female students’ school
attachment level is higher than that of male students. In the research conducted by
Arastamam (2006), Bellici (2015), Can (2008), Fullarton (2002), Donmez (2016), Mengi
(2011), Ozdemir & Kalayci (2013), Schotland (2011), Simons-Morton et al (1999), Wang
et al. (2011) at secondary school and high school levels, female students” school
attachment level is higher than that of male students. However, there are also studies
that suggest that male students” school attachment level is higher than that of female
students (Onuk, 217). In addition, organizational attachment of female and male
academic members at higher education varies significantly. Organizational
commitment of female academic members is higher than that of male academic
members (Moore & Moore, 2014). The main reason for this variance can be suggested



98 Mustafa OZGENEL-Filiz CALISKAN YILMAZ-Feyza BAYDAR
Eurasian Journal of Educational Research 78 (2018) 87-116

to be social gender role. For, an individual's sex determines his/her behaviors in the
society (Kiran, 2017). In this respect, social gender roles ascribed to students in the
Turkish culture may affect how differently school is perceived and their school
attachment levels. If social gender roles for education are defined differently in a
society, individuals act in accordance with these roles or be forced to act appropriately.
Otherwise, it can be accepted and rejected as unwanted behaviour by society. The
positive perspective of the society towards education, its contribution to schooling
rate, its support for school attendance, and the fact that it considers education as an
investment for the future life of the individual can positively affect the school
attachment of the individual.

It has been concluded in the research that secondary school students’ perception of
school climate and school attachment level vary significantly based on grade. In the
literature, secondary school and high school students” perception of school climate
(Donmez, 2016; Ozdemir & Kalayci, 2013; Simons-Morton et al., 1999; Wang et al.,
2010) and school attachment levels decrease as their grade level increases (Bellici, 2015;
Filiz, 2018; Mengi, 2011; Schotland, 2011; Simons-Morton et al., 1999; Wang &
Holcombe, 2010). The result attained in the present research and the results of other
research in the literature are consistent. One of the reasons for this variance can be
suggested as that students become used to the school climate as their grade level
increases, and thus that the effect of school climate on students, their awareness of and
interest in it increase.

According to another result of the research, there is a medium-level and positive
relationship between secondary school students” perception of school climate and their
school attachment. There are several researches in the literature that identify a
significant positive relationship between secondary school and high school students’
perception of school climate and their attachment level (Dempsey, 2008; Donmez,
2016; Ozdemir & Kalayci, 2013; Ozdemir et al., 2010; Simons-Morton et al., 1999). Also,
Turan (1998) and Cornell, Shukla & Konold (2016) found a significant relationship
between teachers’ perception of school climate and school attachment. When this
research's and other research's results are evaluated together, it can be suggested that
there is a positive relationship between both students” and teachers” perception of
school climate and school attachment level and that their school attachment level will
increase as their perception of school climate increases, or the other way around.

One of the significant results obtained in the research is that secondary school
students’ perception of school climate is significantly predictive of their school
attachment level. Likewise, in the literature, students” (Fullarton, 2002; Gauley, 2017;
ihtiyaroglu, 2014; Ozdemir & Kalayci, 2013; Wang & Eccles, 2013; Wang & Holcombe,
2010) and teachers’ (Antony & Mahendran, 2016) perception of school climate is an
important predictor of their school attachment levels. The relationship between the
climate and commitment or attachment is seen not only at schools providing
educational services but also at organizations producing goods and services (Noordin
et al., 2010; Smith, 2009; Turan, 1998; Bahrami, 2016; Ozyer, 2010; Schwepker, 2001;
Akbas, 2010; Kaplan, 2010; Ma'amor, et al., 2012; Cetin Gurkan, 2006; Dinc &
Plakalovic, 2016; Kaplan, 2010; Korkmaz, 2011; Riad, Labib, & Nawar, 2016). The
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relationship between these two concepts as well as the organizational climate have
also been found to be predictive of organizational commitment (Basar, 2009; Bilgen,
2014; Bozgul, 2018; Crawford, 2008; Caglar, 2008; Cetin Gurkan, 2006; Dinc &
Plakalovic, 2016; Kaplan, 2010; Korkmaz, 2011; Riad, Labib, & Nawar, 2016).
According to the above results, the positive relationship between secondary school
students’ perception of school climate and school attachment level and school climate's
being predictive of students” school attachment level show how important school
climate is for students. Further, results obtained in the present research support the
theory and research that assert that school climate is an important factor that is
predictive of students’ school attachment levels.

In conclusion, the present research suggests that secondary school students’
perception of school climate and school attachment level vary based on their sex and
grade level and that school climate is an important predictor of students’ school
attachment. Based on these results, it can be said that school attachment level of
students that perceive their school positively and believe that the rules of conduct are
openly and fairly managed in their school will increase. Academic success of students
whose school attachment increases will also increase (Akey, 2006; Klem & Connell,
2004; Konold & Cornell, 2015; Moe et al., 2009; Thomasson, 2006). There are attempts
to characterize school attachment with school attendance, class participation, course
preparation and attendance, completion of assignments, participation in
extracurricular activities (Willms, 2003). Students who participate less in
extracurricular activities at school or has poor school attachment have been found to
exhibit problematic behaviors (Simons-Morton et al., 1999), and be more likely to
commit crime or be involved in crime (McNeal, 1995). In addition, students who do
not feel they belong to the school or do not share school values are said to feel
estranged from school and feel rejected (Willms, 2003). In this respect, school climate
is an important element for students to feel committed to school and for their school
success (Doll, 2010, p. 12). In order to maintain the school attachment and re-attract the
attention of disinterested students, conditions that adversely affect the internal
motivation must be minimized and conditions that have a positive motivational effect
must be maximized (Adelman & Taylor, 2011b, p. 2) and school climate must be
positively improved. In summary, practitioners who wish to bring students up to the
aimed level in cognitive, affective and behavioral fields must first take into
consideration expanding their knowledge about school climate to improve or develop
school life and environment.

Improving or developing the school climate is an invaluable step and strategy to
improve students’ school attachment (Klem & Connell, 2004). In addition to school
climate's positive effect on academic performance, protective and preventive measures
can be taken against the problems of school abandonment and absenteeism such as
creating an effective learning environment and organizing extracurricular and
intramural activities that will attract student attention. “Commissions for the
Improvement of School Climate” can be established at schools. Counseling service
support can be used to determine, develop and improve students’ perception of school
climate. Negative factors that affect school climate and school attachment level can be
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identified by taking students’ opinion at certain intervals and students can be enabled
to feel they belong to the school by protective efforts. Students’ school attachment can
be improved by procuring parent participation in school and parent support.

Maybe the foremost important point that requires attention about school climate is
to determine the effect of school climate on student outcomes i.e. student
achievements. The second most important stage following the determination of this
effect is to look for the ways to create a positive school climate. While school
attachment of students who perceive a positive and supportive school climate
increases, they can be more successful, have less intramural and extramural undesired
behaviors, can be protected against bad habits, improve their school attendance and
have less school abandonment. A negative school climate, on the other hand, decrease
students” attachment to their school, teachers and peers, cause them to distance
themselves from class and school activities, lead to negative or undesired behaviors,
increase school abandonment and absenteeism and lead to a negative attitude toward
school. Eliminating and fighting against such negative consequences may be one of
the biggest problems educators have. In this respect, it may be an incomplete
perspective to correlate the results of studies focusing on the relationship between
school climate and school attachment with academic success. It must be placed at the
heart of all school improvement efforts besides academic success such as school safety
and health. The present research is limited to the generalizability of the results
obtained since it was conducted in Pendik district. Therefore, results can be obtained
and generalized by conducting similar research in different provinces or districts.
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Ortaokul Ogrencilerinin Okula Bagliliklarinin Bir Yordayicis1 Olarak
Okul iklimi

Ataf:

Ozgenel, M., Caliskan Yilmaz, F., & Baydar, F. (2018). School climate as a predictor of
secondary school students’ school attachment. Eurasian Journal of Educational
Research, 78, 87-116, DOIL: 10.14689/ ejer.2018.78.5

Ozet

Problem Durumu: Egitim bireyin yasaminda 6nemli bir yere sahip olmakla birlikte,
egitimin bireye verildigi okul ortaminin &zellikle okul ikliminin 6grenci bilissel,
duyusgsal ve davranmissal kazanimlarmi etkilemektedir. Okul iklimini olusturan
bilesenlerden biri de 6grencinin okula baglhlik diizeyidir. Okula baglanma, 6grencinin
okula, arkaladaslarina ve 6gretmenlerine yonelik gelistirdigi davrams, duygu ve
dustincelerdir. Okul ikliminin 6grenci tizerinde fiziksel, sosyal ve akademik etkisinin
bulunmasi; okula bagliligin davranissal, bilissel ve duyussal etkisinin olmasi, bu
degiskenlerin birlikte ele alinmasini gerekli hale getirmis ve 6nemini artirmustir.
Olusturabilecek olumlu ve pozitif bir okul iklimi, bireyin okula baglilik hissetmesini
saglayabilir. Kendisini okula bagl hisseden bir 6grenci, disiplin, devamsizlik, suca
yonelme ve kotti aliskanliklar edinme gibi olumsuz davranislar: sergilemek yerine;
hedefi olan, toplumla biitiinliik saglayabilen, basarili ve mutlu bir birey olabilir. Bu
acidan degerlendirildiginde ortaokul 6grencileri tarafindan algilanan okul ikliminin
ogrencilerin okula bagliliklarint yordayip yordamadiginin belirlenmesi 6nemli
goriilmektedir. Ancak tilkemizde okula bagliligin 6nemli bir yordayicisi olarak okul
iklimi faktortint birlikte ele alan calismalarin siurlt sayida oldugu gorilmiistiir. Bu
baglamda okul ikliminin ortaokul &grencilerinin okula baglanma diizeylerinin bir
yordayicist olup olmadigini belirlemek amaciyla yapilan bu ¢alismanin; 6grencilerin
okula baglanma davranislarini anlama, okul terki, devamsizlik, disiplin ve istenmeyen
davranuslar, diisiik akademik basari ile miicadele etme ve bu olumsuzluklar1 6nleme
ve onlardan korunma konusunda 6gretmenlere, yoneticilere, ebeveynlere, rehberlik
ve psikolojik danismanlara bir fikir sunacagi, okul iklimi ve okula baglanmayi ele alan
diger calismalara ve okul yasam kalitesini degerlendirmek i¢in katki saglayacagt
diisiiniilmektedir

Arastirmanin Amact: Bu arastirma, okul ikliminin ortaokul ogrencilerinin okula
bagliliklarint yordayip yordamadigini belirlemek amaciyla yapilmistir. Calismanin
genel amaci dogrultusunda asagidaki sorulara yanit aranmuistr.

i)  Ortaokul ogrencilerinin okul iklimi algilar1 ve okula baghlik diizeyleri
cinsiyetlerine ve sinif seviyelerine gore anlamli farklilik gostermekte midir?

if)  Ortaokul 6grencilerinin okul iklimi algilar1 ile okula bagllik diizeyleri
arasinda anlamli bir iliski bulunmakta midir?
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iij) Ortaokul ogrencilerinin okul iklimi algilari, okula bagliik diizeylerini
yordamakta midir?

Aragtirmamin Yontemi: Arastirmada nicel arastirma modellerinden iligkisel tarama
modeli tercih edilmistir. Arastirmanin evrenini, 2017-2018 egitim-6gretim yilinda,
Pendik Ilge Milli Egitim Midiirliigtine bagli devlet ortaokullarinda 6grenim gormekte
olan ortaokul dgrencileri olusturmustur. Arastirmanin 6rneklemi, tabakali 6rneklem
yontemi ile belirlenmistir. Orneklemde okullar sosyo-ekonomik olarak iist, orta ve alt
gruba ayrilmistir. Bu okullardan birer okul tesadiifi 6rneklem yontemi ile se¢ilmistir.
Arastirmaya belirlenen ortaokullardan 370 kiz ve 403 erkek toplam 773 ortaokul
dgrencisi katilmistir. Arastirmada veriler Bilgi Formu, Okula Baglanma Olgegi ve Okul
Tklimi Olcegi ile toplanmistir. Veriler anova, t-testi, korelasyon ve regrasyon testleri
yapilarak analiz edilmistir.

Bulgular: Analiz sonuglarimna gore ortaokul 6grencilerinin okul iklimi algilar: ve okula
baglilik diizeyleri cinsiyetlerine ve sinif seviyelerine gére anlamli farklilik gostermistir.
Okul iklimi ile ortaokul 6grencilerinin okula, 6gretmene ve arkadasa baglilik diizeyleri
arasinda pozitif ve orta diizeyde iligki tespit edilmistir. Arastirmada okul ikliminin,
ortaokul 6grencilerinin okula, arkadasa ve 6gretmene baglilik diizeylerini anlamli bir
sekilde yordadig1 sonucuna ulasilmstir.

Sonug ve Oneriler: Kiz dgrencilerin okul iklimine yonelik algilari, erkek 6grencilerin
okul iklimine yo6nelik algilarindan daha olumludur. Kiz 6grencilerin okula baglanma
diizeyleri, erkek oOgrencilerin okula baglanma dtizeylerinden daha yiiksektir.
Ogrencﬂerin siif seviyesi ytiikseldikce 6grencilerin olumlu okul iklimi algilar1 ve
okula baghlik diizeyleri azalmaktadir. Ogrencilerin okul iklimi algilar ile okula
baglilik diizeyleri arasinda orta diizeyde ve pozitif; okul iklimi ile okula baglanma alt
boyutlarindan okula baglilik, arkadasa baglilik ve 6gretmene baglilik arasinda orta
diizeyde ve pozitif yonde anlaml: iligki vardir. Okul ikliminin, dgrencilerin okula
baglanma diizeylerini, arkadasa baglanma diizeylerini ve &gretmene baglanma
diizeylerini anlamli diizeyde yordadig: goriilmektedir.

Okul iklimi konusunda belki de tizerinde durulmas: gereken en énemli noktalarin
basinda okul ikliminin egitim ¢iktilar1 yani 6grenci kazamimlarma etkisini
belirlemektir. Bu etkinin belirlenmesi ile ikinci énemli asama pozitif bir okul iklimi
olusturmanin yollarini1 aramaktir. Pozitif ve destekleyici bir okul iklimini algilayan
ogrencilerin okula baglilig1 artarken 6grenciler daha basarili olabilir, okul i¢i ve dist
istenmeyen davranislar daha az yasanabilir, 6grenciler zararli aliskanliklardan
korunabilir, okula devam artirilabilir ve okul terkleri azaltilabilir.

Anahtar Kelimeler: Okula baglanma, arkadasa baglanma, 6gretmene baglanma, okul
iklimi.
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Introduction

The constructivist learning approach has been adopted in Turkey since 2006. The
mathematics program, which was updated in 2013, is being implemented on the
secondary school level. This reform movement positively affected mathematics
education which was in a constant progress (Baki, 2015). Along with this, other
progresses were made, but none of these progresses have been considered sufficient.

Turkey also participates in international exams. According to Program of
International Student Assessment (PISA) results, which were carried out in Turkey
in 2006, males’ score for mathematics performance was 427 while females” score was
421 (OECD, 2006). While males” score was 451 in the exam in 2009, females” score
was 441 (OECD, 2009). In the exam carried out in 2012, males’ score for mathematics
performance was 452 while females” score was 444 (Organisation for Economic Co-
operation and Development [OECD], 2012). According to the records, these scores
remain below the average of OECD.

One of the biggest role in achieving to attain program objectives is undoubtedly
assigned to teachers. It can be stated that mathematics educators have a big role in
shaping the future. Ersoy (2005) stated that mathematics has been the primary
determinant of the progress and developments in science and technology
throughout the previous century. Thus, it is crucial for teachers to adapt to life which
is constantly undergoing a change. With respect to educational program objectives,
teachers should question, be open to self-development, understand the value of
mathematics and recognize it, master the relationships between concepts, and
should aim at raising students who learn how to learn.

Preparing students to real life through improving their problem solving skills is
one of the objectives of our educational system. In the program, problem solving
was found important in every stage of secondary school mathematics education, and
it was stated that this skill should be improved (Ministry of National Education
[MoNE], 2013). Teaching through problems helps students to internalize the
concepts and improve their skills (Akay, Soybas & Argun, 2006). A problem is a state
that includes open questions, attracts one’s attention to questions which the
individual does not have the experience and knowledge to answer (Blum & Niss,
1991). The student should be interested in the problem, be motivated to solve it, and
the problem should intrigue the student.

The student’s problem solving skill is expected to improve through the efforts
made for the problems. According to Polya (1957), solving a problem refers to
examining the solution for obtaining what is openly thought. Solving a problem is
the process and method of using knowledge together with a new and unordinary
(routine) solution. Polya’s four step method is categorized as understanding the
problem, devising a plan, carrying out the plan, and looking back (Polya, 1957).
Polya’s problem solving method is commonly adopted to the mathematical problem
solving process.
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The tendency towards problem posing has increased recently along with
problem solving. Problem posing is an action which is defined as creating a new
problem or reformulating a problem (Silver, 1994). Problem posing is considered as
the fifth stage of the four step process introduced by Polya (Gonzales, 1998).
National Council of Teachers of Mathematics (2000) refers to problem posing as an
alternative approach in contemporary educational approach. Problem posing is
crucial due to its contributions to problem solving skills and the attitudes towards
mathematics (Silver, 1994; Turhan & Guven, 2014). Negative attitudes towards
mathematics arise when the problem is not understood, when a plan is not found
about it, and when the solution is not attained (Cankoy & Darbaz, 2010). The
problem posing approach can be used to overcome this situation. As Akay and Boz
(2009) state, problem posing provides endearing mathematics, improves problem
solving skills, ensures conceptual understanding, and supports democratic learning
environment. Akay (2006) states that a lesson taught through the problem posing
approach positively affects the academic achievement levels and problem solving
skills of students. Lowrie (1999) asserts that giving students the opportunity to create
their own problems enables them to observe their beliefs and attitudes towards
mathematics. Studies show that problem posing can decrease common fears and
concerns towards mathematics (English, 1997; Silver, 1994). With this respect,
problem posing can be considered as crucial.

Considering problem posing separate from problem solving is equal to ignoring
most of the features of problem posing. According to Baki (2015), any condition that
disturbs an individual or which the individual cannot predict the solution for is
defined as a problem. An issue is referred to as a problem when it disturbs us, and
when we don’t know its solution beforehand. Thus, Kontorovicha, Koichua, Leikin
and Bermana (2012) state that a problem that needs to be posed is also a problem
that is waiting to be solved, and they emphasize that problem posing is a special
way of problem solving. A good problem solver is never done after having reached
the solution. When the solution of a problem is found, another way should be
sought, and other ways of solving it should be tried (MoNE, 2013). The existence of
other solutions should be studied and discussed. Lavy and Shiriki (2010) state that
problem posing helps students change their strict opinion that a problem only has a
unique solution; and thus, it is related to problem solving. One kind of problem
posing referred to as problem re-formulation occurs within the process of problem
solving (Silver, 1994). This method referred to as “Working Backward” involves the
type of problem posing by reformulating an existing problem (Polya, 1957). Because
when the individual does not know how to solve a problem with this strategy, then
he or she tries to create another simpler problem similar to the previous one. The
relationship between problem posing and problem solving was emphasized by
many researchers in the literature (Akay & Boz, 2009; Cankoy & Darbaz, 2010;
Ellerton, 1986; English, 1997; Kar, Ozdemir, Ipek & Albayrak, 2010; Kontorovicha,
Koichua, Leikin & Bermana, 2012; Lavy & Shiriki, 2010; Lowrie, 2002; Unlu &
Sarpkaya Aktas, 2017). Problem posing is also crucial due to its relationship with
problem solving.
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Integers can be considered as one of the subjects that includes relationship
between problem posing and problem solving. It constitutes a large proportion in
the teaching program. Students in primary school are introduced with natural
numbers and the positive line of rational numbers. Introduction to integers in
secondary school period constitutes a problem for many students. When we
consider the literature, it is obvious that the integers is one of the subjects that has
been widely studied (Aydin Unal & Ipek, 2009; Bingolbali & Ozmantar, 2014; Ercan,
2010; Isguden, 2008; Koroglu & Yesildere, 2004; Korukcu, 2008; Varol & Kubanc,
2012). However, it is still one of the subjects that is found mostly difficult in
mathematics education (Yenilmez & Bagdat, 2014). In addition, difficulties,
conceptual errors and mistakes on this subject can lead to several problems in
teaching of the future subjects. Because the integers is a prominent subject for many
following topics. Thus, integers is considered as a crucial subject in the secondary
school mathematics curriculum. It is evident that previous studies on problem
posing have focused mostly on conceptual mistakes and student difficulties (Akay
& Boz, 2009; Cankoy & Darbaz, 2010; Kar, Ozdemir, Ipek & Albayrak, 2010; Turhan
& Guven, 2014). The variety and depth of studies should be expanded to subjects
that students find difficult. Thus, this study is expected to contribute to researchers
and teachers in teaching of the integers.

Study Purpose

It was observed that studies on problem posing focused on the characteristics of
the posed problems, and attitudes and problem posing skills of teachers and
preservice teachers. There are limited studies focusing on the use of problem posing
activities in teaching special subjects. Particularly, studies with classroom activities
in which problem posing is used in secondary school are limited. Therefore,
sixthgrade students were chosen for the study. The effects of the problem posing
approach on teaching the integers was the concern of this study. The purpose of the
study is to examine whether any significant difference occurs in sixth grade
students” academic achievement levels regarding integers and their attitudes toward
mathematics after teaching the integers through the problem posing approach. With
this respect, this study is thought to contribute to the related literature. Based on this
aim, the following research questions were asked:

1. Is there a significant difference in sixth garde students” academic achievement
levels between the experimental and control groups after teaching the integers
through the problem posing approach?

2. Is there a significant difference in sixth garde students’ attitude towards
mathematics between the experimental and control groups after teaching the
integers through the problem posing approach?

3. What kind of problems were posed by sixth grade students while learning with
problem posing activities?
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Method
Study Design

Explanatory design, which is a type of mixed method, was used in the current
study because it is used when a researcher also needs qualitative data in addition to
quantitative data in order to explain significant results (Morse, 1991). The “pre-
test/ post-test control group” research design, which is a type of quasi-experimental
designs, was conducted for the quantitative dimension of the study. In this research
model, the data are observed under the control of the researcher, and it helps to
determine the cause-effect relationship (Karasar, 2014, p. 87).

Observation and document analysis were conducted for the qualitative
dimension of the study. Content analysis is a scientific approach which enables
examining verbal, written and other materials in an objective and systematical way
(Tavsancil & Aslan, 2001). The unstructured field notes were used in the study. In
this type of observation, the researcher enters the natural setting and tries to carry
out a “participant observation” by becoming a member of the setting, and the
researcher may not need any standard observation or interview instruments
(Yildirim & Simsek, 2013).

Population and Sample

The study population consisted of sixth grade students, who were from low
socio-economic regions, studying in Istanbul. The study group of the study consisted
of 6/B and 6/C students studying at a secondary school. A total of 69 students
participated in the study. The students who participated in the study were selected
through the random assignment method. Random assignment method is a technique
for assigning participants to different groups in a study by using randomization
(Karasar, 2006). The random assignment method was used in the current study
because it is proper for the quasi-experimental design with pre-test post-test control
group (Buyukozturk, 2014).

Data Collection Tools

The “Mathematics Attitude Scale”, developed by Erktin and Nazlicicek (2002),
was used in the study to determine the attitudes of the experimental and control
groups towards mathematics. The scale involves 20 items, and a maximum of 100
points can be taken. The Cronbach’s Alpha reliability coefficient of the scale was
0.735. In addition, the Integers Subject Achievement Test was also used in the study.
It consists of 21 items, and it was applied before and after the implementation to
determine the students” achievement levels. The period between the first and the
second implementation was five weeks. The achievement test was developed by a
lecturer, the researcher of the study and three expert teachers, who were a linguist,
a mathematics teacher and an assistant professor. They reviewed the scale according
to the acquisition process of the integers, and then a pilot test was carried out. The
achievement test consists of 21 multiple choice questions. A maximum of 21 points
can be taken from the test. The KR 21 reliability coefficient of the Integers Subject
Achievement Test after the implementation was calculated as 0.717. Lastly, the
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Problem Posing Evaluation Rubric, developed by Katranci (2014), was used to
categorize the problems posed by the students. The rubric consists of 4 dimensions.
These dimensions are language and expression (1), mathematical adaptation of the
problem (2), structure/type of the problem (3), and solvability of the problem (4).

The implementation was carried out with the lesson plans prepared according to
the problem posing approach, and it was ensured that every component of problems
were produced by students throughout the study students. After asking the students
to create problems similar to the examples and problems in their daily lesson plan,
they were told to pose a problem based on a story or a piece of information, and they
were told to solve the problem as their homework. For example, students were
asked to propose a problem about weather condition by using real data. If the
problem posed by the student had not been valid mathematically, or it had logical
errors or it had been too simple for the level of the class, then the problem would
have been changed by the students. The problems and examples posed were solved
in the classroom setting,.

While the integers was taught the control group by following the approach
mentioned in the curriculum, problem posing approach was used in the
experimental group. The same teacher taught both groups. The study lasted for five
weeks. Instruction included objectives given in the program such as sorting out
integers, four modes of operations, and number line. The sources of the examples
and problems in the lessons of the control group were subsidiary sources or the
teacher.

Data Analysis

The data obtained during 2015-2016 educational term were analyzed through the
SPSS 17 software. The Kolmogorov Smirnov test was carried out for the normality
test. The independent samples t-test, paired samples t-test, Wilcoxon and Mann
Whitney U Test were conducted in terms of statistical analyses. The observation
notes were gathered during the implementation. The data gathered through student
work sheets were analyzed through the document analysis method. The rubric was
used to analyse problems posed by the students.

The Kolmogorov-Smirnov Test was conducted on the Integers Subject
Achievement Test, and the results showed that the data had normal distribution.

Similarly, the Kolmogorov-Smirnov Test was also conducted on the Mathematics
Attitude Scale, and the results showed that while the pre-test results of the
experimental and control groups had normal distribution, the post-test results did
not have a normal distribution.
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Results
Results Concerning the Achievement Test

Results of the independent sample t-test concerning the experimental and control
groups’ achievement test scores were given in Table 1.

Table 1
Results of the Independent Sample t-Test Concerning the Experimental and Control
Groups’ Achievement Test Scores

Group/Test N X sd t p
Experimental Group Pre-test 34 9.12 2.868
Control Group Pre-test 35 8.66 2.990 0653 0516
Experimental Group Post-test 34 12.85 4.024
2.175 0.033
Control Group Post-test 35 10.80 3.818

According to Table 1, there were no significant differences between the
experimental and control groups before the implementation at the 0.05 significance
level about the topic of integers. It can be said that both experimental and control
groups were equal at the beginning of the study. When the post-test results of the
achievement test were considered, there was a difference at the 0.05 level in favor of
the experimental group. It was evident that the experimental group’s average was
12.85, and the control group’s average was 10.80. Results of the paired sample t-test
concerning the experimental and control groups” achievement test scores were given
in Table 2.

Table 2

Results of the Paired Sample t-Test Concerning the Experimental and Control Groups’
Achievement Test Scores

Group/Test N Y sd t P r Cohen’s d

Experimental ~Group

e 34 912 2.868
Exoerimental G 8168 0000  0.750
xperimental  LIoup g, o5 4024

Post-test

Control Group 35 866 5.990

Pre-test

Control G -4.415 0.000 0.669 0,530
ontro TOUP 35 1080  3.818

Post-test

According to Table 2, there was a significant difference between pre-test and post-
test scores of the experimental group students with respect to the achievement test.
When the arithmetical averages of the groups were considered, it was evident that the
post-test scores (12.85) were higher than the pre-test scores (9.12). When the pre-test
and post-test scores related to the integers numbers subject achievement test of the
control group students were considered, it was evident that there was a significant
difference between their pre-test and post-test scores. When the arithmetical averages
of the groups were considered, it was evident that the post-test scores (10.80) were
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higher than the pre-test scores (8.66). Also when Cohen’s d was considered (0,530), it
can be said that the effect size of problem posing activities was at medium level
(Cohen, 1994).

Results on the Mathematics Attitudes Scale

The Mathematics attitude scale independent samples t-test results of the
experimental and control groups before the implementation were given in Table 3.

Table 3

The Mathematics Attitude Scale Independent Samples t-test Results of the Experimental
and Control Groups before the Implementation

Group/Test N X sd t P
Experimental 34 79.50 11.29

Group 1.373 0.174
Control Group 35 76.06 9.487

According to Table 3, there were no significant differences between the
experimental and control groups’ mathematic attitudes at the 0.05 significance level
before the implementation. The Mathematics Attitude Scale Mann Whitney U test
results of the experimental and control groups after the implementation were given in
Table 4.

Table 4

The Mathematics Attitude Scale Mann Whitney U Test Results of the Experimental and
Control Groups after the Implementation

Group/Test N X sd z p
Experimental 34 8150 11.035

Group -1.562 0.118
Control Group 35 78.37 10.502

According to Table 4, there were no significant differences in the mathematics
attitudes of the experimental and control group students after the implementation. The
Mathematics Attitude Scale Wilcoxon Signed-Ranks test results of the experimental
group were given in Table 5.

Table 5

The Mathematics Attitude Scale Wilcoxon Signed-Ranks Test Results of the Experimental
Group

Group/Test N X sd z P r
Experimental Group 34 7950 11.29
Pre-test ’ ’

- e.s -2.054 0.040 0.750
Experimental Group 34 81.50 11.035

Post-test

When Table 5 was taken into consideration, it was evident that there was a
significant difference between the Mathematics Attitude Scale pre-test and post-test
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score averages after the implementation in favor of the post-test scores. It was evident
that the post-test scores (81.50) were higher than the pre-test scores (79.50).

Table 6
The Mathematics Attitude Scale Wilcoxon Signed-Ranks Test Results of the Control Group

Group/Test N X sd i P -

Control Group 35 76.06 9.487

Pre-test

pretest -1.866 0.062 0.399
ontrol Group 35 78.37 10.502

Post-test

According to the results on Table 6, there were no significant differences between the
Mathematics Attitudes Scale pre-test and post-test scores of the control group. Because
the subjects were taught to the control group students as stated in the curriculum, and
no additions were made in the way of teaching the subjects, it can be interpreted that no
significant differences occurred in the control group students” mathematics attitudes.

Results Concerning the Observation and Work Sheets

Results Concerning the Work Sheets were given in Table 7.
Table 7
Results Concerning the Work Sheets

Student Posed Problem
S25
: -~ - PR
Bic. Siles L yTignesdd [ 0F XL OV e o i BB T
n 3 " KAt Ar "t e =2 :,, T, (G
3. ooreel {200 puen . U SRICLC W% )

[ ¥ j'c:f",‘ M0, AUty To T

M) }"Iv-."_ .f";']r'.f(‘(-;

In a quiz show, the score of the first student is 800; the second student
is-200; the third studentis 1200; the fourth student is -700. How much
more is the sum of scores of first and second students than the sum of

the scores of the third and fourth students?
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Table 7 Continue
S4
Erdem found the answer of the question that the teacher asked in
the mathematics exam wrong. Let’s find the correct answer of this
question.
S7
Irs. Avsge parked her car in the carpark areain the (-3} floorof a
shopping center. She goes to (+3) floor with the elevator. If Mrs.
Avse went to the +5*° floor of the shopping center, how many floors
did she go up?
Student Posed Problem
521
Subtraction 1.) Ali is at the -7 floor of an apartment. Ave is at the
15" floor. Let's find the floor gap between Ali and Avse.
{-7} - (+18) =* 11 floors
517

Itis-22 ° CatErzurum. It is 13 * C at Antalya. Let's find the
temperature gap between the two cities.

-22 - (+13) =-9 celsius degress gap
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Table 7 Continue
S24 )
— ns‘—‘ | gl
Example= The temperature of a thermometer is; -8°C outside, 13°C at
home and 29°C when vou lean on the radiator. What is the “=C”
difference between the radiator and the temperature on the
thermometer put outside?
Student Posed Problem

*Helicopter (37 m)

*Kite (14 m}

Sea Level

*Fish (-4)

*Submarine (-39}

According to the sealevel, betwveen which tvo is 33 m.?
A)Helicopter - Fish 61m

B) Fizsh - Kite 18m

C) Kite - Submarine 33m

D) Helicopter - Submarine
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It was evident that the language of the problem posed by S25 was open and clear.
The problem was solved by the class easily. During the solution of the problem in the
classroom, the student was asked by his classmates how a negative score was obtained.
The student stated that incorrectly answered questions could result in negative scores;
and thus, he gave a word to a classmate and made him or her solve the problem. It
was evident that the problem was a verbal type of problem.

It was evident that the problem posed by student number 4 had a problem, but it
lacked the other components; and thus, it was not resolvable because there was no
question in the problem produced by the student. Classmates asked to the students
where ‘the problem’ is. Then the teacher interfered and asked the students to re-create
the questions that were asked incorrectly.

The questions posed by S7, S21 and S17 were observed to have similar mistakes.
The gap between a positive number and negative number was mixed up with the gap
between two positive numbers; and this was revealed when the posed problems were
being resolved. It was evident that despite small deficiencies, the problems were
comprehensible, mathematically resolvable, and were compatible with real life
conditions with respect to the rubric. These mistakes were discussed in the classroom
and corrected.

Despite small deficiencies, the problem posed by S24 could be characterized as
comprehensible, resolvable, and related to real life conditions. It was also evident that
the student solved the posed problem correctly. The student was able to comprehend
the difference between positive and negative numbers.

The problem posed by S22 could be interpreted as open, clear and comprehensible.
The problem was mathematically valid. Since the result of the problem was asked, all
the related choices were considered in the classroom, and a different student was given
the floor to speak for each choice, the learning of integers was supported.

It was observed that there was a friendly competition in the classroom among the
students about asking the problem they posed to their classmates. The teacher stated
that participation slightly increased in the classroom. When the given examples were
considered, it was obvious that student mistakes were revealed.

Nineteen students (54,28%) in the experimental group posed problems through
problem posing activities. Total number of problems posed by 19 students was 76.
These problems were classified with respect to the rubric. Whereas 51 of the problems
(67.10%) were found as understandable, clear and fluent, 25 of them (32,89%) were
found as mathematically expressed. Furthermore, 19 of 76 problems (25%) were found
as solvable, but other 57 questions were not resolvable due to logical errors, unclear
expressions and inconsistent knowledge.
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Table 8

Assessment of problems posed by students with respect to the rubric

f %
Languange and expression 51 67,10
Mathematical adaptation 25 32,89
Solvability 19 25

Discussion, Conclusion and Recommendations

The purpose of this study was to examine the effect of the problem posing
approach on the sixth grade the students” academic achievement and attitudes toward
mathematics.

It was evident that the experimental and control groups were equal to each other
before the implementation. It was revealed that there was a significant difference
between the control groups’ pre-test and post-test achievement scores in favor of the
post-test scores. The educational activities could be said to have a positive effect on the
academic achievement levels of the students. Because of the fact that both of the groups
were exposed to teaching, they all increased their achievement scores. Tekin (1996)
also explains this situation that no matter which approaches are adopted in the
educational practices, the eventual aim is to attain desired behaviors. According to the
experimental group’s pre-test and post-test data, there was a significant difference in
favor of the post-test scores. In addition, there was a significant difference in favor of
the experimental group with respect to the integers achievement levels after the
implementation. It was revealed that experimental group’s post-test scores were
higher than control group’s post-test scores (see Table 1). Thus, it could be interpreted
that the problem posing approach had a positive effect on the experimental groups’
success in learning the integers. With respect to these findings, it could be stated that
the problem posing approach affected academic achievement on learning the integers.
There are many studies in literature (Akay, 2006; Akay and Boz, 2009; Arikan and
Unal, 2013; Fidan, 2008, Unlu and Sarpkaya Aktas, 2017) which state that problem
posing activities increase academic achievement of students. Turhan and Guven (2014)
and Abu-Elwan (1999) underline that the problem posing approach improves the
problem solving skills of students. Lowrie (1999) observed that problem posing
activities within the classroom enable a deeper understanding of the problem solving
processes for the students. Ghasempuor, Bakar and Jahanshahloo (2013) suggest
recreating problem posing in science classes because it facilitates learning. Katranci
(2014) states that problem posing increases students’ understanding in mathematics.
Findings of the study support these studies.

Mathematics attitude scale scores of the experimental and control groups before
the implementation could be considered equal. It was observed that there were no
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significant differences in the mathematics attitude scale post-test scores of the
experimental and control groups after the implementation. When the findings were
considered, it could be stated that the teaching of integers through the problem posing
approach did not have a significant effect on the mathematics attitudes of the students.
These results contradict with the results of the studies conducted by Bakar and
Jahanshahloo (2013), Ghasempour, Karasel, Ayda and Tezer (2009), Lowrie (1999),
Silver (1994), Silver and Cai (1996) and Turhan and Guven (2014). These studies
propose that problem posing has a positive effect in student attitudes towards
mathematics. An attitude is a positive or negative manner, or an evaluation of
expression about objects, people, events or a state (Karakas Turker & Turanli, 2008;
Ustuner, 2006). In addition, the researchers also emphasize that the attitudes do not
change in a short period of time (Koballa, 1988; Narrated by: Turgut & Gurbuz, 2011;
Sahin, Ongoren & Cokadar, 2010). Because the integers was taught through the
problem posing approach in a short period of 3 weeks, it was considered that there
were no changes in the attitudes of the students. The duration of teaching in the stated
studies was minimum 8 weeks long. The reason for this can be because a long period
of time is necessary to change attitudes.

According to the observations, it was evident that the students were willing to
participate in the lesson during the problem posing activities, and that there was a
friendly competition among the students about asking the problem they posed to their
classmates. The mistakes of the students were revealed through the problems they
posed (see S17’s on Table 7). Thus, the students got the opportunity to think once again
about the mathematical concepts they had acquired. In addition, because the posed
problems were re-evaluated by classmates, this gave the opportunity to correct the
mistakes. These results are in line with the studies conducted by English (1997) and
Lowrie (1999), Lavy and Shiriki (2010), Toluk Ucar (2009). These studies also assert
that problem posing activities can be used as evaluation instruments for revealing the
conceptual mistakes and errors of the students. In addition, 19 of 35 students in the
experimental group posed 76 problems. One quarter of these problems were
appropriate in terms of language and expression, they were solveable and
mathematically valid. More than half of the experimental group participated in the
activities actively. The findings of the current study are in line with the other ones such
as Arikan and Unal (2013), Cankoy and Darbaz (2010), and Lowrie (1999; 2002).

According to the results of the study, problem posing can be suggested to
mathematics teachers for classroom and out-of-classroom activities that have an
appropriate structure. When the benefits of problem posing activities are considered,
they should be included more widely in the curriculum. Teachers should use the
problem posing approach as an alternative teaching and evaluation instrument. Thus,
they will get the opportunity to understand the deficient learning experiences of
students, their conceptual mistakes and their full knowledge of the subject. This
approach can be used more frequently through additional lessons. Furthermore, this
approach can be used not only in mathematics but also in other courses such as physics
and chemistry. The study is limited only to sixth grade students and to the topic of
integers. A more comprehensible study can be carried out on the effects of problem
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posing in other levels and courses. In order to acknowledge teachers and pre-service
teachers, trainings should be provided to create awareness on the importance and
implementation of problem posing.
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Problem Kurma Yaklasimu ile Islenen Tam Sayilar Konusunun
Ogrencilerin Akademik Basarisi ve Matematik Tutumlarina Etkisi

Atif:

Ozdemir, A.S., & Sahal, M. (2018). The effect of teaching integers through the problem
posing approach on students’ academic achievement and mathematics
attitudes. Eurasian Journal of Educational Research, 78, 117-138, DOI:
10.14689/ ejer.2018.78.6

Ozet

Problem Durumu: Ulkemizde 2006 yilindan itibaren yapilandirmaci egitim yaklasimi
benimsenmistir. 2013 yilinda yenilenen matematik programi ortaokul seviyesinde
uygulanmaya baglanmistir. Bu durum stirekli gelisme icinde olan matematik
egitimini de olumlu etkilemistir. Bunun yani1 sira bagka gelismeler de yasanmis ve
hi¢bir zaman kaydedilen ilerlemeler yeterli gériilmemistir.
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Uluslararas: diizeyde yapilan smnavlara iilkemiz de katilmaktadir. 2006’da,
tilkemizde yapilan PISA sonuglarina gore, matematik performansinda erkekler 427
puan alirken, kizlar 421 puan almistir (OECD, 2006). 2009’ daki sinavda erkekler 451
puan alirken kizlar 441 puan almislardir (OECD, 2009). 2012 yilindaki smavda ise
matematik performansinda erkekler 452 puan alirken, kizlar 444 puan almistir
(OECD, 2012). Kaydedilen sonuclara gore biittin yillarda alinan bu puanlar
Ekonomik i§birligi ve Kalkinma Orgiitii OECD ortalamasimin altinda kalmaktadir.
Yillara gore kismen ilerleme kaydedilse de bu ilerlemelerin yeterli olmadig1 agiktir.

Programdaki hedeflere ulasmada basar1 elde etmek icin hi¢ kuskusuz en biiyiik
gorev  Ogretmenlere  diismektedir. = Matematik  egitimcilerine  gelecegi
sekillendirmede biiyiik gorevlerin distugiini sdyleyebiliriz. Clinkti Ersoy (2005)
gecen yilizyillda bilim ve teknolojideki ilerlemelerin ve gelismelerin temel
belirleyicisinin matematik oldugunu belirtmistir. Bu ytizden 6gretmenlerin her an
degisim halinde olan yasama ayak uydurmalari elzemdir. Ogretmenlerin 6gretim
programinin hedefleri dogrultusunda sorgulayan, kendini gelistirmeye acik olan,
matematigin degerini anlayan ve takdir eden, kavramlar arasi iligskilere hakim olan,
o6grenmeyi 6grenen dgrenci yetistirmeyi amag edinmeleri gerekir.

Ogrenciyi, problem c¢ozme becerilerini gelistirmek suretiyle gercek hayata
hazirlamak egitim sistemimizin amaglar1 arasindadir. Programda problem ¢ozme
ortaokul matematik egitiminin her asamasinda 6nemli goriilmiis, bu becerinin
gelistirilmesi gerektigi belirtilmistir (MoNE, 2013). Ciinkii problemler yoluyla
ogretim oOgrencilerin kavramlar: igsellestirmesine ve becerilerini gelistirmesine
yardimci olmaktadir (Akay, Soybas ve Argiin, 2006). Uyguladigimiz programda
hayli 6nemli olan problem nedir? Problem, agik sorular iceren, kisinin ilgisini ceken
ve kisinin bu sorulari cevaplamak igin yeterli tecriibe ve bilgi birikimine sahip
olmadigl durumdur (Blum ve Niss, 1991). Probleme &grencinin ilgi duymasi,
problemin merakini kamgilamasi ve onun ¢dziimii igin giidiilenmis olmasi gerekir.

Son yillarda problem ¢6zmenin yani sira problem kurma konusuna egilim artmaistir.
Problem kurma, yeni bir problem iiretme veya bir problemin yeniden formiile
edilmesi olarak adlandirilan eylemdir (Silver, 1994). Problem kurma Polya'nin
ortaya koydugu 4 adimli siirecin 5. asamasi olarak diistintilmiistiir (Gonzales, 1998).
Ayrica NCTM (2000) cagdas egitim yaklasiminda problem kurmayi alternatif bir
yaklasim olarak gormistiir. Problem kurma, problem c¢6zme becerisine ve
matematige karst tutumlara katkisi bakimindan énem arz etmektedir (Silver, 1994;
Turhan ve Giiven, 2014). Problem anlasilmaz, ona kars1 uygun bir plan diistintilmez
ve ¢dztime ulasilamazsa matematige karst olumsuz tutum ortaya cikmaktadir
(Cankoy ve Darbaz, 2010). Problem kurma yaklasimi bu kisir déngtiyt bertaraf
etmek icin kullanilabilir. Ctink{i Akay ve Boz (2009) problem kurmanin matematigi
sevdirdigini, problem ¢ozmeyi gelistirdigini, kavramsal anlamay1
kuvvetlendirdigini, zihinde kalicilig1 artirdigini, demokratik 6grenme ortamu
olusturdugunu ve tek yonlii 6grenmenin disina ¢ikarak matematiksel kavramlar
arasindaki iligkileri kesfetmeyi sagladigini belirtmislerdir. Akay (2006) problem
kurma yaklasimiyla islenen dersin 6grencilerin akademik basarilarini ve problem
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¢ozme becerilerini olumlu yonde etkiledigini bulmustur. Ayrica Lowrie (1999)
ogrencilere kendi problemlerini olusturmak i¢in firsat vermenin onlarin matematige
kars: inanglarmni ve tutumlarimi gozlemlemeye olanak sagladigini belirtmistir.
Yapilan calismalar, problem kurmanin matematige karst olan yaygin korkular: ve
endiseleri azaltabilecegini gostermektedir (Silver, 1994; English, 1997). Bu bilgiler
1s5181nda problem kurmanin dnemli oldugu soylenebilir.

Tam sayilar 6gretim programinda genis bir yer tutmaktadir. flkokulda 6grenciler
dogal sayilar ve rasyonel sayilarin pozitif kismiyla karsilasmaktadir. Ortaokul
déneminde tam sayilara gecis siireci bircok 6grenci icin sorun teskil etmektedir.
Literatiire baktigimizda tam sayilar konusunun fazla arastirma yapilan konulardan
biri oldugunu goriiyoruz (Koériiketi, 2008; 1§giiden, 2008; Ercan, 2010, Varol ve
Kubang, 2012; Bingolbali ve Ozmantar, 2014; Aydin Unal ve 1pek, 2009; Koroglu ve
Yesildere, 2004). Buna ragmen matematik egitiminde en fazla zorluk cekilen
konulardan biridir (Yenilmez ve Bagdat, 2014). Ayrica bu konuda yasanabilecek
aksakliklarin, kavram yamnilgilarinin ve yanlisliklarin gelecek konularda bazi
sikintilara yol agmasi muhtemeldir. Ciinkti tam sayilar kendisinden sonra gelen
bircok konuya temel teskil etmektedir. Bu bakimdan tam sayilar ortaokul matematik
programinda kritik bir konu olarak ele alinmaktadir. Yapilan calismalarin genellikle
kavram yamilgilarinin ve 6grenci giicliklerinin tizerinde yogunlastig:
gortilmektedir. Ogrencilerin zorluk cektigi bir konuda aragtirmalarin gesitliligi ve
derinligi artirilmalidir. Bu agidan ¢alismanin arastirmacilara, 6gretmenlere ve tam
sayilar 6gretimine katki saglayacag: diisiintilmektedir.

Aragstirmamin - Amaci: Problem kurmayla ilgili yapilan c¢alismalarin kurulan
problemlerin niteligi, problem kurmanin basartya ve tutuma olan etkisi,
ogretmenlerin ve ogretmen adaylarinin problem kurma becerilerini belirlemeye
yonelik oldugu gorilmiistiir. Problem kurma etkinliklerinin 6zel konularin
ogretiminde kullanilmasina yo6nelik bir ¢alismaya rastlanmamistir. Bu ¢alisma icin
problem kurma yaklasiminin tam sayilar 6gretimi tizerindeki etkisi merak konusu
olmustur. Bu arastirmacinin amaci 6. sinif tam sayilar konusunun problem kurma
yaklagimiyla islenmesi sonucunda o6grencilerin yine tam sayilar akademik
basarilarinda ve matematik tutumlarinda kayda deger bir gelisme olup olmadigin
arastirmaktir. Bu yoniiyle de calismanin arastirmacilara ve alana katki saglayacagi
diistiniilmektedir.

Aragtirmamin Yéntemi: Arastirmada nicel ve nitel arastirma yontemlerinin bir arada
kullanild1g1 karma ydntem benimsenmistir. Calismanin nicel boyutunu 6n-test son-
test kontrol gruplu deneme modeli olustururken, nitel boyutunda ise gozlem
metodundan ve 6grenci calisma kagitlarmin igerik analizinden yararlanilmistir.
Goniilliiliik esasina gore segilen 34 deney ve 35 kontrol grubu olmak iizere toplamda
69 katilimci arastirmanin ¢alisma grubunu olusmaktadir.

Aragtirmamin Bulgular: Calismadan elde edilen bulgulara gore deney ve kontrol
gruplarinin akademik basarilar1 ve matematik tutumlar: arasinda anlaml bir fark
bulunmadigy;, uygulama sonrasinda ise deney ve kontrol gruplarinin akademik
basarilar1 arasinda deney grubu lehine anlamli fark oldugu, matematik
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tutumlarinda ise aralarinda anlamli bir fark olmadigi bulgularma ulagilmistir.
Yapilan gozlemler neticesinde problem kurma yaklasiminin smif iginde tath bir
rekabet olusturdugu ve katilimi nispeten artirdigi goriilmiistiir. Ayrica 6grenci
calisma kagitlarindan katilimeilarin problem kurma becerilerinin gelistigi, hatalarini
fark ettikleri ortaya ¢ikmustir.

Sonu¢ ve Omneriler: Arastirmanin sonuclari dogrultusunda problem kurma
yaklagiminin tam sayilar konusundaki akademik basariy1 olumlu yonde etkiledigi,
ogrencilerin matematik tutumlar1 tizerinde kayda deger bir etkisinin olmadig:
anlasilmistir. Calismadan ulasilan sonuglara gore problem kurma, yapisina uygun
konularda ders ici ve ders dis1 etkinlikler icin matematik egitimcilerine 6nerilebilir.

Anahtar Kelimeler: Matematik egitimi, problem kurma, problem ¢6zme, tam sayilar
Ogretimi.
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Introduction

The increasing intercultural communication over the last few decades has been one
of the main reasons for integration of the cultural aspect to language teaching process
(Novinger, 2001). It is a truism in the sense that English Language teaching should
involve aspects of the target culture and also aspects of the global community in a way
due to the “lingua-franca” status of English (Byram, 1997). This idea places a priority
on L2 learners’ need to comprehend L2 communication as a cultural development by
recognizing their culturally determined behavior and that of others from different
cultures (Baker, 2012). In Turkish educational context, international student exchange
programmes are available to offer students the opportunity to experience real
communication in many linguistically and culturally diverse environments. The
Erasmus exchange programme is one of these programmes. In this study,
communication difficulties which stem from cultural differences were explored
between the Turkish students and the exchange students from different nationalities.
If such communication difficulties exist, the Erasmus programme might not reach its
plurilingualism aim (Council of Europe, 2001).

The Erasmus Programme

One of the most well-known international exchange programmes is Erasmus
exchange programme set by the European Commission. It is a student exchange
programme of the European Union, established in 1987. The process of Turkey’s
membership to the European Union education and youth programmes started back in
1999 with the candidacy in Helsinki Summit. On 1st April, 2004, after succeeding in the
preparatory phase, Turkey became a participating country to the Socrates, Leonardo
da Vinci, and Youth Programmes -as they were named back then. “During the full
participation period of six consecutive academic years (2004-2010), Turkey has
managed to send approximately 30,000 students abroad and received 9,000. Moreover
they sent 6,500 teaching staff abroad, and received 4,300” (The Centre for UE
Education and Youth Programmes, 2010, p.5).

The onset of Erasmus exchange programme seems to have a positive influence on
students’ intercultural awareness since they find the chance to communicate in English
with students from other countries. How effectively they can communicate is
unanswered, though. In the process of communication build-up, apart from
communicational obstacles stemming from students” lack of linguistic competence in
English, there might be problems stemming from the fact that they come from different
cultural backgrounds (Gulbinskiene & Lasauskiene, 2014). This study aims to find out
what kind of communication problems -if any- stem from cultural differences in the
interactions of Erasmus students with the Turkish students. This knowledge might be
used in developing new understandings and developing pro-active measures; for
example in inserting some extra materials about cultural differences in the language
courses of undergraduate curriculum.
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What is a Communication Breakdown?

A “communication breakdown”, from linguistic point of view, is a study of
pragmatics, i.e. the study of language use in relation to language structure and context
of use (Verma, 2013, p. 5). Crystal defined pragmatic competence as “...from the point
of view of (language) users, especially of the choices they make, the constraints they
encounter in using language in social interaction and the effects their use of language
has on other participants in the act of communication” (as cited in Ifantidou, 2013,
p-94). As can be understood from the definition of Crystal, pragmatics is an essential
part of a healthy communication. It includes areas such as complimenting,
apologizing, requesting, inviting, offering; so, a lack of pragmatic competence may
cause various problems including sociocultural and contextual issues. Therefore,
communication between the interlocutors needs to meet both the linguistic and
pragmatic criteria. According to Bayat (2013), language learners should not only learn
the grammatical rules but should also be proficient in using the language in various
contexts (p.219). Therefore, the field of pragmatics studies the linguistic signs and their
usages in communicational contexts. If there occurs a problem in the line of
communication, whether syntactic, semantic or pragmatic, it is called a
“communication breakdown”. The reasons for communication breakdowns are
extensive; however, in a cross-cultural setting, most of the breakdowns stem from
misunderstandings between the speakers.

What is Misunderstanding?

Successful communication was defined as the correct and complete transfer of
information from the speaker to the hearer. In this view, meaning is something
‘encoded’ by the speaker (Olsina, 2002). In the constructionist definition, however,
meaning does not only exist in the encoder’s mind, but it is something negotiated,
dynamically produced and jointly constructed by both the speaker and the hearer.
Thus, successful communication is understood as a mutually acceptable outcome
rather than the total match of participants’ speaker meanings and listener
interpretations (Olsina, 2002). When this acceptable outcome is not reached, we can
talk about the existence of a communication difficulty. Olsina (2002) also mentions two
types of communication difficulties; non-understandings and misunderstandings.
Non-understandings are communication difficulties which are overtly identified and
signaled by the parties in a conversation. Misunderstandings which are troubles of
comprehension are not manifested interactionally. “That is the case, for example, when
speaker and addressee interpret a given utterance differently but they remain unaware
of it” (Olsina, 2002, p.40). The misunderstanding is identified only after it is realized
at another point of the later stages of the relationship.

Misunderstandings can be classified according to their sources. Garand (2009) puts
it under three categories. First, there are pragmatic misunderstandings in which
interlocutors begin from preconceptions that determine their attitudes toward and
expectations of one another. Second, there are semantic misunderstandings. These
occur because of acoustic problems, and they are strictly linguistic in nature. Third,
there are discursive misunderstandings and cognitive breaks. This type of
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misunderstandings is more related with, for example, how an argument is carried out
in discourse.

The intercultural encounters involve misunderstanding often. Fox (1997) presents
a flowchart to show the levels of attempted intercultural action (p.94). When
misunderstandings stemming from cultural differences remain unresolved,
communication becomes systematically distorted. Where intentions and assumptions
are less clear, or if there is a power imbalance between one participant and another,
the whole question of systematic distortion arises; which is the third level of his model
of intercultural communication. Systematic distortion can reduce the success of
exchange programmes due to feelings of frustration and rejection on the part of the
international students. It might be beneficial for us to investigate if there are any
misunderstandings at this third level between the exchange students and the students
of the host universities.

Causes for Intercultural Misunderstanding

Many frameworks were proposed for the causes of intercultural
miscommunication. Chick (1989) identified five barriers to effective intercultural
communication. First, language differences are a barrier for communication. For
example, when one of the interlocutors is speaking in English and the other in Turkish,
this makes up the first type of a barrier. This type of miscommunication is usually the
least serious one among others since they are easy to recognize and hardly “mistaken
for a deliberate attempt to mislead, confuse or convey negative attitude” (Chick, 1989,
p.143). Second barrier involves different frames of reference. In the sentence “water
went down the pipe”, we refer to not a “smoking pipe” but a “water pipe” because we
associate water and pipe in that way. But these associations may be different in each
culture. Third, differences in listening behavior constitute a barrier to a healthy
communication because the listening behavior is culturally marked. Fourth barrier is
the difference in ways of regulating turn-taking. Finally, differences in politeness
behavior are considered as the fifth barrier to communication. People can perceive
someone of another culture as impolite, arrogant, or cold because of their politeness
strategies.

Another framework is Qin’s (2014) five-point framework to understand
intercultural misunderstanding. Accordingly, misunderstanding can be due to
different perceptions of roles in a situation. For example, the roles expected from a
teacher might be different in different cultures. The second point that might cause
misunderstanding is the patterns of time use. “According to Hall’s (1973) observation,
some cultures do not have the concept of past, some do not have clock time, some
never make schedules, and some do not understand the concept of Sunday” (as cited
in Qin, 2014, p. 6). Third, places that the situation takes place in are arguable for
misunderstanding. Another point in the framework relates to the roles that the
audience can get in a situation. In some cultures, some things cannot be negotiated in
the presence of an audience. The last point is the scripts (utterances, gestures, facial
expressions, etc). The same script can be understood in different ways in different
cultures.
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In another framework, we can talk about verbal and non-verbal differences that
potentially impede communication. Novinger (2001) discusses the verbal aspects
under the headings of Competency and Literacy/Orality. Competency includes
accent, cadence, connotation, context, idiom, polite usage, silence, and style. Her list
of non-verbal differences includes the subheadings of context, chronemics, kinesics,
proxemics, immediacy, physical characteristics, and vocalics. In the present study, the
focus is mostly on non-verbal differences since we expect fewer verbal differences
because the participants were ELT students with high level of English proficiency.

Previous Research

Miscommunication has been subject to many studies. One example is the study of
Hao and Zhang (2009) in which a survey was conducted to measure the present
situation of Chinese students” intercultural literacy. Their survey consisted of three
categories. The first category, intercultural awareness, had the subheadings of
intercultural psychology, value system, ethnocentric attitude, collectivism/
individualism, behavior, and problem recognition. The second category, intercultural
communicative competence, had subcategories of gifts acceptance and giving, dating
and appointment, nonverbal communication, verbal communication, women priority,
and paying a visit/receiving a guest/ table manners. And the third category,
intercultural knowledge, consisted of subcategories of system of government,
geography, literature, history, and race. They found that Chinese college students
made mistakes which stemmed from lack of intercultural awareness despite the fact
that they had been studying English for at least 12 years. They concluded that it is not
easy to “cultivate intercultural awareness in a short time” and “educational institutes
should make efforts to reform the structure of education” (Hao & Zhang, 2009, p.3).
For example, they can assume a more discourse-based approach rather than a skill-
based one, and they can make use of ICT (Information and Communication
Technology) to expose students to multicultural encounters. Still another example is
the work of Spinthourakis, Karatzia-Stavlioti and Roussakis (2009) with pre-service
teachers. In this study an Intercultural Sensitivity Scale consisting of five factors of
interaction engagement, respect for cultural differences, interaction confidence,
interaction enjoyment, and interaction attentiveness was used. Results indicated that
Greek students’ intercultural awareness was already high, but the students felt that
the education they had got did not prepare them well enough for their future teaching
which would require a high intercultural communicative competence. Another study
belongs to Uckun and Buchanan (2009) in which they used interview technique to
investigate cross-cultural communication between native English speaking lecturers
and their students in Turkish tertiary education. They found cultural differences of
varying degrees according to university, department and the individual teacher’s
classroom management style. Still, another example belongs to Yu and Chang (2009)
who used a questionnaire to investigate the current situation of English majors’
intercultural communicative competence. Their questionnaire consisted of items
related to ‘cultural knowledge’, ‘communication awareness and attitudes’, and
‘communication practice and strategies’. This format is somewhat similar to the
structure of discussions in the interviews of this study.
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Kaur (2011) did fine-grained conversation analyses on the interactions between
students in a lingua franca situation. He found that misunderstandings occurred due
to performance-related or language-related problems, ambiguous utterances, and
gaps in world knowledge rather than cultural differences.

This review of literature revealed that most of the studies were carried out only
on one side of the communication situation. This study is different in that the
participants included both Turkish and visiting students. By this way, the
comparison of answers was possible.

Method
Research Design

Phenomenological research design which belongs to qualitative methods was used
in this research. “Qualitative research is concerned with subjective opinions,
experiences and feelings of individuals; and thus, the explicit goal of research is to
explore the participants” views of the situation being studied” (Dérnyei, 2007, p.38).
“ A researcher is concerned with the lived experiences of the people involved, or who
were involved, with the issue that is being researched” (Groenwald, 2004, p.44). The
Erasmus experience is a temporal and local experience, unique to each individual that
cannot be generalized to every situation. In that respect, phenomenological research
design was seen as more suitable to investigate this issue.

Research Sample

The data for this study was collected from 69 participants from three different
universities in Turkey. 39 of them were Turkish students from the ELT departments of
the universities, whereas 30 of the participants were Erasmus students coming from
seven different countries: Hungary (n=>5), Czech Republic (n=9), Poland (n=3), Austria
(n=6), Germany (n=2), Romania (n=3), and Lithuania (n=2). The Erasmus students,
coming from different departments, had attended some classes with Turkish students
for one term. This study was conducted towards the end of the term when Turkish
students and Erasmus students had known each other for at least three months.

Research Instruments and Procedures

The data for this study was collected through interviews. Dornyei (2007) warns
that qualitative data can become bulky easily. So the researcher must try to “focus the
exploration” in order to avoid losing time unnecessarily (p.125). In an effort to focus
the interview better on the issues of misunderstanding, the researchers reviewed the
literature first, and then formulated five questions which could serve as a framework
for the participants to provide accounts of misunderstanding during their Erasmus
experience.

The five open-ended interview questions were delivered to visiting Erasmus
students on a form (See Appendix A). The form was administered in a similar way to
“group administered survey” (Bordens & Abbott, 2008, p.271). This convention is used
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when the participants are available in groups at a particular place and time. The
researcher and the participants met at a classroom. After explaining the study and its
purpose, the researchers asked for volunteers. With the remaining volunteers, the first
question was explained and discussed whereby the participants were allowed to ask
questions or explain it to their peers in their mother tongue. This was done in order to
eliminate the risk of misunderstanding. Then, the students were allotted a few minutes
to write down their answers on the survey form. The same procedure was repeated
for the second, third, fourth and fifth questions on the form. The same procedure was
applied with the Turkish students.

Data Analysis

The researchers took an “interpretative” stance in the analysis of the data (Miles &
Huberman, 1994, p.8). Although content analysis is often associated with
quantification of the qualitatively collected data (Berg, 2001 p.241), we chose to take
the interpretative stance considering the nature of the data in this research. We had
asked the participants to tell about instances of misunderstandings with their fellows
- if any. Therefore, not all participants had answers for all of the questions in the
interview. Thus, presenting how many times a code appeared in the data could be
misleading for the reader. As Berg (2001) put it “a researcher with a phenomenological
bent will resist condensing data or framing data by various sorting or coding
operations. A phenomenologically oriented researcher might, instead, attempt to
uncover or capture the telos (essence) of an account” (p. 239). For the analysis of the
data, firstly, each researcher read each question, and summarized the answers using
critical extracts from the answers. In order to decide the best way to put down the
results, the three researchers of this study met to discuss, and sorted the answers into
clusters on the basis of five questions on the interview forms. After that, each
researcher read the interview forms again to confirm the clusters. The Turkish
students” answers were also analyzed in the same way. Then, the results from the two
groups were compared to see if the reported misunderstandings matched.

Results

As a result of the data analysis, the answers fell in one of the three main thematic
clusters; the quality of communication; common areas of misunderstanding such as
cultural behavior, pragmatics, education, and other areas; and perceptions of each
other.

How Well Visiting Erasmus Students and Turkish Students Communicate with Each
Other

The visiting Erasmus students were asked how well they could communicate with
Turkish people. They were given a continuum of 0% on one end signifying the most
serious communication problems, and of 100% on the other end signifying the best
quality communication. Students marked their situation on the appropriate place of
the continuum. Figure 1 below shows an example from students” answers.
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3. How well can you communicate with Turkish people? (If 0% means no
communication at all and 100 % means that you never have misunderstandings, how

would you rate your communication with Turkish people? Please explain your answer
with a few words. )

A

>
>

%0 10, %25 %50 %75 %100
) N | ©
Very bad, I don’t 3 \;k.(}w wh diﬂ. 5 104’1 ol \\y\ W u A Very good, we
understand them, i o . ) never have
they don’t Ydon - Wwow 1w VG0 WO . misunderstandings.
understand me. — w Wﬁ ),( y

Figure 1. An Example Answer by A Lithuanian Female Student

Table 1 below depicts the opinions of visiting Erasmus students on how well they
think they could communicate with Turkish students.

Table 1

How Well Visiting Erasmus Students Think They Could Communicate with Turkish Students
Rating Example Quote n

female male
0% - - -
0%-24% 10% - I communicate mostly with my body language. 2 1
25%-49% 30% - The problem is that I don’t speak the Turkish language that 7 )
T good, and the Turkish people do not speak English properly.

50% Not very bad, but not very good, either. 5 3

75% - I think I have a good communication with Turkish people.
51%-75% Sometimes misunderstanding occurs, but often it is because of the 1 1
language, not because of the Turks.

80% - Misunderstanding occurs only rarely. And we fix it

76%-99% immediately.

100 % - - -

Since the percentages were based on their subjective perceptions, the degrees
attributed for a certain level of communication varied between participants. However,
the positiveness or negativeness of the situation might still be meaningful; nobody
marked 0%. They tended to see their communication positively. More than half of the
students marked themselves above 50%. The problem seemed to be stemming from
the language, and not other issues.

Turkish students also had positive perceptions. Most of them marked 75% and
above. In addition, four students reported problem-free communication. They tended
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to attribute their success less to body language but more to prejudices. The results are
shown in Table 2 below.

Table 2
How Well Turkish Students Think They Could Communicate with Visiting Erasmus Students

Rating Example Quote n

female male

0% 0% - I don’t even bother to talk to them. 2 -
25% - We did not speak personally, but I had no difficulty

0%-24% in understanding their English in lessons. > !
25%-49% - - -
50% -Generally, I got on well with them but some cultural
50% . i 6 2

differences caused communication breakdowns.
51%-75% - - -
76%-99% 90% - Desplte occasional mzs.understandmgs, we were able 1 8
to communicate most of the time.
100 % 100% - We could communicate all the time. We never had 1 3

misunderstandings.

Common Areas of Misunderstanding Between Cultures

Cultural Behavior (body language, touching, emblems, eye contact, artifacts). When
Erasmus students were asked about the differences of cultural behavior which caused
problems, there was at least one person from all nationality groups who mentioned
the touching patterns of Turkish people. They said Turkish people touched each other
too much. Especially kissing and hugging between men were culturally inappropriate
for them. It seemed like it was one area of problem for the Erasmus students initially,
although they seemed to have overcome it. Another major theme was the eye contact
habits of Turkish people. All of the male Erasmus students complained that Turkish
people, especially females, rarely looked at the eyes of their interlocutors when they
communicated. One area of misunderstanding was mentioned by females from Czech
Republic, Austria and Germany; “When you keep eye contact for a long time, Turkish
people think you want something from them”. In addition to these, both of the
Austrian females mentioned that it was hard to communicate unwillingness to Turkish
people with body language. One female from Germany was irritated from people
taking her arm when she wanted to leave. While explaining the topic of emblems to
the Erasmus student group in one university, an example was given about head
movements that show “no” in Turkish. The shaking of the heads sideways may mean
“what did you say?” in Turkish. One German female said “That explains why they
repeat their offer when you shake your head to say ‘no’”. In addition, the Turkish head
gesture and accompanying fricative sound was considered rude. One student
mentioned this saying “I didn’t know that Turkish people use the sound with their
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mouths instead of saying no, and in Austria this sound is really rude.” In terms of
artifacts, female students noticed that their way of dressing might cause
communication problems.

Similar topics emerged from the interviews of Turkish students. Considering
touching patterns, a male student mentioned that when he put his hand on the
shoulder of a male friend, his visiting fellows laughed, and told him that this gesture
was considered “gay”. One male and 10 female students had noticed that visiting
students rarely touched each other, while two females commented on the contrary
mentioning that they were more comfortable with touching than Turks. In terms of
body language, three female and six male students commented that the visiting
students used their hands as they spoke more than Turks. In addition, there were two
female Turkish students who had observed that the visiting students rarely used
gestures of the head as they spoke. As for eye contact, five female and three male
students thought that visiting students had better eye contact or used it more than
Turkish people, whereas three female students reported on the contrary that they
established less eye contact. There were eight students from Turkish group who
mentioned that the visiting students cleaned their noses noisily, which was irritating
for them. 17 female and six male students commented about the visiting students’
clothing styles. Four females and a male said that the Erasmus students dressed light.
Five females and a male said that the way visiting students dressed was too revealing.
Finally, three females reported that they found the visiting students’ clothing styles
sloppy. In addition, three females and five males only said that visiting students’
clothing styles were ‘different’ without making any further comments. Other
comments came from two females, one of who said the visiting students always used
backpacks, and the other stated that they used exaggerated accessories.

Pragmatics (complimenting, apologizing, requesting, inviting, offering). The differences
in the pragmatics of the cultures may also cause problems. Pragmatic competence
includes areas such as complimenting, apologizing, requesting, inviting, and offering
(Brown, 2007). For the present study, the main theme in the discussions with all
nationality groups in the Erasmus group was invitations and offers. Turkish people
invited them out for a drink or a night out, and offered help in many situations.
Nevertheless, the main area of miscommunication was refusals. They all complained
about the difficulty of refusing offers and invitations coming from Turks. This pattern
caused problems of losing face. For example, German females were invited to the
house of Turkish girls. They didn’t want to stay overnight, and things went sour. A
female from Czech Republic commented “We always have to drink tea, it is almost
impossible to refuse them.” Two Czech females said “Turkish people think we cannot
do anything alone.” A German female agreed saying “They act as if we cannot take
care of ourselves.” Some females also mentioned that Turkish people complimented
unusually often, and they were quick in disclosing feelings. One Austrian female said
“Being outspoken is a problem. Turkish people think we are unfriendly.” Another
Australian female commented “Turkish men tell a girl what they think of her clearly.
Sometimes 1 felt a little bit offended.” In terms of inviting, refusing and
complimenting, one male student from the Czech Republic commented that Turkish
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girls acted like 12-13 year olds when it came to dating. Two participants contributed
that Turkish people did not apologize much even when they were guilty. There was
also one participant who pointed out that Turkish people sometimes asked too many
personal questions.

Turkish participants were asked if there were any problematic areas stemming
from complimenting, apologizing, requesting, inviting and offering patterns of
visiting students. About the complimenting patterns of visiting students, five Turkish
students made various comments. The comments did not represent the majority, and
some of them were contradictory in nature. Some example quotations are given below.

They expect to be thanked in response to a compliment. female
They like receiving compliments. female
They do not ever compliment others. female
They compliment to even those whom they do not know. female
They sometimes say ‘thank you” in response to a compliment, and male

sometimes they do not seem to care

Only three students mentioned the apologizing patterns of visiting students. One
male student said that they rarely apologized, whereas one female said that they
apologized more than Turks did. Another male student commented that visiting
students apologized if they made a mistake. Turkish students further observed that
they requested kindly and in a more formal way than Turks did.

Moreover, there have been contradicting reports about the inviting behaviors of
Erasmus students as seen in the following examples:

They do not ever invite. male
They like inviting. female
They refuse invitations. female
They accept invitations. male

As the final issue about pragmatics, many students commented about the offering
patterns. This issue seemed problematic for the Turkish students since most of the
students commented on it. Two male and four female students generalized that the
Erasmus students refused offers most of the time. Three females stated that they never
thanked when they accepted offers. One female put down an anecdote about a time
when she had to insist that the visiting student took a biscuit for each of the biscuits in
the packet. Moreover, six females commented that the visiting students were not wise
enough to make an offer. Two females mentioned that they did not insist while
offering something.

When Turkish people were offered something by the visiting students,
miscommunication occurred. One female from the Turkish group narrated: “ Although
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I don’t drink alcohol, one of my friends ordered me a drink and I raised my glass but didn’t
drink. My friend was offended and I learned that I should not raise my glass if I will not drink.”

Education (expectations from students, teacher-learner relationships). Considering issues
related to education, visiting students mentioned that they were surprised by teacher-
student relationships in Turkey. Four students mentioned that Turkish teachers built
a more friendly relationship. However, two students found Turkish teachers cold and
uncooperative. Many students complained that Turkish teachers had a lower English
proficiency level than they had expected. The strictness in terms of written exams and
attendance records were other problems for the visiting students. Two students
mentioned that expectations from the Turkish students were really high.

Similar problems were also noticed by the Turkish students. One student said that
visiting students had a performance-based educational system, and they were
reluctant to take written exams. Another student pointed out that the visiting students
were more dependent on books. As Turkish students relied on internet resources, the
visiting students wanted to use the library more according to their observations.

Other areas. Students were asked to add if there were other issues that did not fit
under any of the categories. Although few of the visiting students responded, the
statements in this section comprised of complaints or negative evaluations entirely.
One male from Poland added that he was surprised to find out the water at restaurants
was not free of charge. He also complained that the people in the bazaar were too
insistent. One Czech female mentioned the shopkeepers’ and travel agents’ charging
them with higher prices. One Austrian female said “In Turkey, men make the decisions
and women seem to follow.”

Ten students responded from the Turkish group. Two males observed that visiting
students had exaggerated behaviors. One male and one female said that Polish
students were more sincere. One female commented that males from Czech Republic
could establish relationships faster. One male student pointed out that Germans were
more withdrawn. Some other comments include “They do not obey the rules, and make
problems out of simple things” by one male; “They are here for only touristic purposes” by
one female; and “Some behaviors which we consider inglorious are not so for them” by one
female student. Finally, one female said that the visiting students seemed to be
friendly, but they were not sincere.

How Visiting Erasmus Students and Turkish Students Describe Each Other

Finally, visiting Erasmus students were asked to describe Turkish people. 20
visiting students used the adjective “friendly” in their answers. Other adjectives were
“helpful, kind, sincere, generous, open-minded and open-handed”. Six students implied
Turkish people seized the day, and were relaxed against problems. In addition, two
students said that Turkish people were stubborn.

The adjectives used by the Turkish participants to describe the visiting students
were various. Most of the students used words with positive connotations such as
“adventurous, easy-going, friendly, kind, sincere, self-confident, composed, and disciplined”.
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Only nine students used words with negative connotations such as “cold, not
approachable, and prejudiced” .

Discussion, Conclusion and Recommendations

We are now living in a globalized world. “One consequence of globalization has
been that through the increase in international communication, the differences among
cultures have become smaller” (Barnett & Jiang, 2017, p.102). Therefore, most of the
intercultural interactions are successful, and they do not reflect any problems. Yet,
cultural differences are still evident in “the moments of interculturality” (Hartog,
2006). This study attempted to investigate communication breakdowns within
intercultural dialogue during the Erasmus exchange programme. Both the visiting
students and their Turkish classmates were asked about their experiences especially
in terms of communication breakdowns.

When students were asked to mark themselves on the continuum, the visiting
students tended to mark themselves at lower rates than the Turkish students who
marked themselves at higher rates. 19 of the Turkish students marked themselves at
50 % and above. It can be concluded that Turkish students perceive the quality of their
communication with visiting students better than the visiting students do. In Ciftci
and Karaman’'s (2018) study, Turkish students were found to have positive
expectations about their upcoming Erasmus exchange experiences.

Other questions included some common causes of misunderstanding such as
cultural behavior and pragmatics. In terms of cultural behavior, one common area of
misunderstanding seemed to stem from the eye contact patterns of the visiting and
Turkish students. Visiting students stated that Turkish people interpreted a lengthy
eye contact as a request. But when Turkish students were asked about it, only a few of
them stated that visiting students could establish more or better eye contact. According
to Bratanic (2007) “the misunderstandings rooted in nonverbal behavior generally
stem from our implicit and unconscious assumption that nonverbal behavior functions
universally, as well as our lack of recognition of culture-specific patterns in this area”
(p. 85). Accordingly, the meaning of the length of eye contact can mean many things
in Turkish culture and in other cultures. Other outstanding differences were visiting
students’ cleaning their nose noisily and Turkish boys” hugging and kissing each other
as a sign of greeting. Turkish students also mentioned the way visiting students
dressed up.

As for pragmatics, the main resource of miscommunication seemed to be the
differences in inviting and offering procedures. Students from other countries
complained that Turkish people would not accept “no” as an answer. This led to
feelings of frustration and abasement. On the other hand, Turkish students reported
feelings of rejection, disappointment and disregard. Turkish students had also
attributed the Erasmus students’ not offering very often to their rudeness or ignorance
of social manners. This discrepancy seemed to be stemming from the different
perceptions of the roles attributed to hosts and guests in different cultures (Qin, 2014).
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Finally, both the visiting students and the Turkish students were asked to describe
each other to spot stereotyping if there is any. Stereotyping might result in misleading
expectations in terms of behavior. It seemed that visiting students described Turkish
people as helpful and benevolent, sometimes to the point of being pushy or too
protectionist. Turkish students, on the other hand, had a tendency to describe visiting
students as individualistic and “free-spirited” people.

The findings of this study have some implications for teaching. “As intercultural
knowledge is gained through experiences, it is likely to develop in a more implicit
manner, in which learners are required to draw upon their comprehension and
production skills” (Crowther & DeCosta, 2017). There seemed to be some areas where
both the visiting and Turkish students failed to recognize as cultural difference. These
areas of misunderstanding can be brought up as a subject of discussion in the lessons
to make their implicit understanding explicit. For example, linguistic functions such
as “offering, inviting and rejecting” can be examined from the point of view of
different cultures. Students can be asked to do studies and presentations on these
topics.

Arguably, such awareness of the connection between functions, notions and how
they are realized in different cultures must become a part of the teacher education
programs. As Walters et al. (2009) pointed out, “appreciation of diversity and
difference can carry over to the teachers’ classrooms when these individuals become
teachers themselves” (p.154). Such appreciation is arguably even more essential for
language teachers.

Another option can be scheduling an orientation course or a session for both
Turkish and visiting Erasmus students. Barkhuizen and Feryok (2006) highlight the
importance of preparing the participants for the exchange program. Keeping the
gender-based reactions given to the cultural differences and the different answers
from male and female students for the same question in mind, it can easily be said that
gender factor played an important role in their interactions. Therefore, the appropriate
behaviors for boys and girls in different cultures can be clarified during these
orientation sessions. During the Erasmus programme, students come across with the
host culture and also other cultures when meeting other Erasmus students. The
capacity of recognizing the differences between cultures, and being able to act
accordingly plays an important role in the formation of their European identity
(Ieracitano, 2014). It can be concluded that the installation of an orientation element
with intercultural awareness content at the onset of the Erasmus programme might
facilitate the process.

This paper attempted to identify potential sources of misunderstanding in a cross-
cultural setting. On the premise that these sources could inform educational practices
to increase intercultural communicative competence, it seeked especially the moments
of misunderstanding which the students thought stemmed from cultural difference.

There are a few limitations of this research. The data collection method can only
yield Level 2 type of miscommunication (Fox, 1997). A longitudinal observation and
record-keeping of interactions would provide a fuller picture of the situation. The
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second limitation of this study is related to the scope and the participants. This study
focused mainly on the misunderstandings related to cultural behavior and pragmatics,
and excluded those stemming from other areas such as differences in word choice and
sentence patterns. The participants of this study were not representatives of the
cultures they came from. In other words, the intercultural misunderstandings they
reported cannot be generalized to all citizens of a country. Moreover, the
inconsistencies in the feedback from the Turkish students made us suspect that their
responses were based on single events rather than general impressions. Further
studies, therefore, are needed for the development of more valid and reliable data
collection tools, for investigation of other potential areas of miscommunication, and
with a more representative sample of cultures.

Albeit its limitations, this study has brought light to the potential sources of
misunderstanding which stem from lack of cultural knowledge. It reminds us that
perhaps the cultural elements in the language courses should go beyond reading texts
about the target culture’s history, geography and holidays. It urges us to think of ways
to teach our students how to embrace difference, and function well in a pluricultural
world.
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Tletisim Bozukluklar1 Uzerine Bir Arastirma: Kiiltiirleraras1 Bir Ortamda
Yanlis Anlama Kaynaklar1

Ataf:

Korkut, P., Dolmaci, M., & Karaca, B. (2018). A study on communication breakdowns:
Sources of misunderstanding in a cross-cultural setting. Eurasian Journal of
Educational Research, 78, 139-158, DOI: 10.14689/ ejer.2018.78.7

Ozet

Problem durumu: Son yillarda artan kiltiirler arasi iletisim olgusu, kiiltiirler arasi
iletisim kavraminin dil 6gretimi stirecine de katilmasi gerekliligini ortaya ¢ikarmustir.
Bu yiizden, ozellikle ingilizce ogretmenligi bolimii 6grencilerinin, 6grenmekle ve
gelecekte Ogretmekle yiikiimlii olduklari dilin, evrensel ve toplumlar1 birbirine
baglayan bir dil oldugu da g6z oniinde bulunduruldugunda, kiiltiir ve kiiresel toplum
konularinda egitilmesi gerektigi dogru bir diistince olacaktir. Bu diistince, ikinci dil
ogrencilerinin ikinci dilde kurduklar: iletisimlerin kiiltiirel gelisimleri acisindan
degerlendirmelerini 6n plana tagimaktadir. Tiirk egitim sisteminde 6grencilere bu
olanag! sunan degisim programlari yer almaktadir. En 6nemlisi de Avrupa Birligi
Komisyonunun sundugu Erasmus Ogrenci Degisim Programidir. Erasmus Degisim
Programi’nin dgrencilerin bagka kiiltiirlerden 6grencilerle bulusmalarint saglamast
acisindan uluslararasi farkindaliklarina katkida bulundugu soylenebilir. ingilizcesi
ileri derecede olan dgrenciler igin bile farkli kiiltiirlerden biriyle karsilastiginda, bir¢cok
kaynaga bagli olarak, yanlis anlamalar soz konusu olabilir. Bunun sonucunda da
Erasmus Degisim Programu ¢ok kiiltiirliilitk hedefine ulasamiyor olabilir.

Aragtirmanin Amaci: Bu calismamin amaci Erasmus Programu ile gelen ziyaretci
ogrenciler ile Ttirk simif arkadaslar arasinda gegen iletisimlerde kiiltiir farkliigindan
kaynaklanan iletisim problemlerini arastirmaktir. Bu problemlerin ortaya ¢ikarilmasi
gerekli onlemlerin alinmasi ve Erasmus programina dahil olan 6grencilerin
oryantasyon etkinliklerinde kullanilabilmesi agisindan alan yazina katki sunacaktir.

Arastirmanmin Yontemi: Bu arastirma, nitel arastirma yontemlerinden fenomenolojik
arastirma tiirtindedir. Veriler toplam 69 katilimcidan toplanmistir. Bunlarin 39'u
Tiirkiye’deki ti¢ farkli tiniversitede okumakta olan Tiirk tiniversite 6grencileri iken 30
katilimci da bu tiniversitelerde Erasmus program ile ziyaret¢i 6grenci statiistinde olan
bes farkli iilkeden gelen 6grencilerdir.

Literatiir taramasindan elde edilen teorik bilgiler 1s1§inda olusturulan bes adet agik
ucglu soru katilimcilara yoneltilmistir. Veriler toplarurken sorularn her biri
katilimcilara agtklanmus ve tartisilmistir. Daha sonra katilimcilara yanitlarint kagida
dokmeleri i¢cin zaman taninmustir. Bu sekilde o©zellikle ziyaretci ©grencilerin
birbirlerine anadillerinde sorulardan anladiklarimi agiklamalart miimkiin olmus,
olusabilecek yanlis anlamalarin 6niine gegilmeye ¢alisilmistir.



Perihan KORKUT - Mustafa DOLMACI - Burcu KARACA 157
Eurasian Journal of Educational Research 78 (2018) 139-158

Elde edilen veriler, aragtirmacilar tarafindan icerik analizi ile incelenerek temalar ve
alt temalar olugturulmustur. Oncelikle her aragtirmaci kendi {iniversitesinden gelen
cevaplart ayr1 ayri okumus ve oOrnek alintilar ile ozetlemistir. Daha sonra tig
arastirmaci bir araya gelerek analizlerin ortlisen ve Ortlismeyen yonlerini
tartismislardir. Arastirmacilar, literattirtin 15181nda temalar: birlikte belirlemislerdir.
Daha sonra her arastirmaci verileri belirtilen temalar dogrultusunda okuyarak kontrol
etmistir.

Aragtirmamn Bulgulari: Katilimcilarin verdikleri cevaplar ti¢ ana tema etrafinda
toplanmustir: (1) iletisimin kalitesi (2) genel olarak yanlis anlamalarin kaynaklar1 -
kiilttirel davranislar, edimbilimsel unsurlar, egitim ve diger alanlar ve (3) birbirlerini
algilayis bicimleri. Buna gore Turk 6grenciler ziyaretci 6grenciler ile iletisimlerinin
kalitesini onlarin algiladiklarindan daha iyimser olarak degerlendirmektedirler.
Ornegin Tiirk ogrenciler iginden iletisimini %100, yani miikemmel olarak
degerlendiren 4 katilimci olmasina ragmen ziyaret¢i 6grenciler arasinda mitkemmel
iletisimi oldugunu rapor eden katilimeci ¢itkmamuistir. Yanhs anlamalarda onemli
kaynaklar genellikle g6z temast kurma aliskanliklari, davet etme ve davete istirak
aliskanliklar1 olarak tanimlanmustir. Ziyaret¢i Ogrenciler uzun g6z temast
kurduklarinda Tiirk 6grencilerin kendilerinden bir sey istedigini diistindiiklerini
belirtmislerdir. Davet ve davete istirak konularinda da Tiirk 6grencilerin hayir
cevabin kolay kolay kabul etmedigini diistindiiklerini, daha sonra Tiirk kilttirtint
tanidik¢a buna alistiklarimi anlatmiglardir. Benzer sekilde Tiirk katilimcilar da
ziyaretci 6grencilerin siklikla davet ve ikramda bulunmadiklarini ve davetlere karsilik
vermediklerini ifade etmislerdir. Egitim konusunda Tiirk 6grenciler ziyaretci
ogrencilerin ders calisma disiplinleri ve 6rnegin kiitiiphaneyi daha fazla kullanmalar1
gibi noktalar: belirtmisler, bu 6zelliklerini de yurt disindaki egitim sisteminin farkl
olmasma baglamislardir. Ziyaret¢i 6grenciler icin ise 6zellikle 6gretim tiyeleri ile
aralarindaki iletisimdeki zorluklarin genellikle onlarin ingilizce seviyelerinin daha
yiiksek olmasini beklemelerinden kaynaklandig ortaya ¢ikmustir. Birbirlerini nasil
gordiikleri sorusuna da ziyaret¢i 6grencilerin Tiirkleri yardimsever, iyi niyetli ama
bazen smirlar1 asma noktasinda fazla korumaci olarak tarif ederken Tiirk 6grenciler
de ziyaretci Ogrencileri daha bireysel ve o6zgiir ruhlu Kkisiler olarak tarif etme
egilimindedirler.

Arastirmanmin Sonuclar: ve Oneriler: Arastirmanin sonuclaria gore hem Tiirk 6grenciler,
hem de ziyaretci 6grencilerin iletisimlerinde birbirlerini yanlis anladiklari, ya da yanlis
anlasildiklarimi diistindiikleri durumlar olmustur. Bu yanlis anlasilmalar cogunlukla,
iletisim kaynaklarinin sahip oldugu kiiltiirel farkliliklardan kaynaklanmaktadir.
Bunlar, bilgilendirme ile kolayca tistesinden gelinebilecek, g6z temasi, davet ve davete
istirak gibi konulardir. Kolayca anlasilmaktadir ki, hem ev sahibi hem de misafir
ogrenciler, yeni karsilastiklar1 kilttirdeki sosyokiiltiirel agiklarini, kendi sahip
olduklar1 kiiltiirtin normlar1 ile doldurmaya calisarak iletisimsel bozukluklara ve
yanlis anlasilmalara sebebiyet vermistir. Calisma gostermektedir ki, sosyokiiltiirel
deneyim eksikliginden kaynaklanan yanlslar, 6grencilerin dilsel iletisim becerilerine
de ket vurmaktadir. Bunun o6niine gegebilmek icin, tiniversitelerde verilen dil
egitiminde ve 6grencileri Erasmus degisim programina hazirlama programlarinda bu
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calismanin sonuglart 1s1ginda farkindalik etkinlikleri ytiirtitiilebilir. Daha fazla
oryantasyon etkinlikleri ile &grencilerin yasadig1 zorluklar ortadan kaldirilmaya
caligilabilir. Ogrencilerin, farkli kiiltiirlere, kiiltiirel farkliliklara karsi tutumlarimi
gelistirmeye, tolerans ve saygl gostermeye yonelik calismalar ve bilgilendirmeler
yapilabilir. Ozellikle Erasmus Degisim Programi kapsaminda uzun doénem yurt
disinda bulunacak Ogrencilerin, kiilttirel bir sok yasamamasi ve tolerans
gelistirmelerinin kolaylastirilmas1 acisindan, yabanci 6grencilerle kisa doénemli
goriismelere ve etkinliklere katilmalar: saglanabilir. Ileriki calismalarda daha farkl
veri toplama stiregleri tasarlanarak daha fazla kiiltiirtin temsil edildigi ¢alismalar
yapilmalidir.

Anahtar Kelimeler: Kiiltiirleraras: iletisim, iletisimsizlik, degisim 6grencileri, kiiltiirel
farklhiliklar
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Introduction

Rapidly changing and dynamic face of the organizations, as well as increasing and
changing expectations require organizations to act in a strategical manner. This rapid
and effective change, which is clouding the future, enforces social organizations such
as educational institutions to define, adopt and apply their strategic behaviors in order
to become visionary. Schools encounter change intensively due to intense social and
cultural interaction.

Globalization lead changes in peoples’ perceptions as well. Tendency towards new
ideas increase. Changing competition conditions make current administration
strategies inefficient for future organizations. Public and educational administrations
are in effort to adapt to new situations required by this wind of change.

Public administration has gone through changes which put tools of transparency,
accountability, performance evaluation, and inspection into practice. These
developments render importance to innovation of strategies and preparation of
strategic plans for the future (Arabaci, 2007; Davies, 2006; Demir & Yilmaz, 2010;
Guclu, 2003). Strategic planning is quite valuable for organizations in order to protect
themselves from risks, to benefit from opportunities and to sustain.

Strategy means to direct, to transmit, to carry and to drive (Dincer, 2007; Eres, 2004;
Kucuksuleymanoglu, 2008; Freeman, 2008). In other words, concept of strategy is
about showing direction. Planning is written or unwritten documents and information
which state the targets (i.e. staff, budget, materials, goods, service) of public, private
or non-governmental organizations in short, medium or long-term periods.

Strategic planning can be described as a contributing, transparent, flexible
planning approach which determines rational strategic purposes and targets in
accordance with organizations’ vision, and reports the process of reviewing, watching,
and correcting sustainable success by developing measurable indicators in line with
an action plan (Arslan, 2009; Wolf & Floyd, 2013). First step for a plan is determining
the purpose. After the purpose is clear, it is possible to envision that there are different
paths available to reach that purpose.

Schools, where educational activities took place, fulfill many functions while
providing teaching and educational activities. Strategic planning is the forefront of
these activities. Since schools are facing multi-dimensional environmental changes,
strategic planning become more important (Zincirli, 2012; Brews & Hunt, 1999).
Administrators and teachers who are trained in the field of strategic planning, who
have the required knowledge, accumulation and experience have crucial effect on
success of the strategic planning activities.

Quality of strategic plans and the level of their applicability may be linked to the
level of schools” academic success. However, OECD’s “Education at a glance 2017”
annual report shows that our schools do not match with the desirable level of activity
and success (Education at a Glance OECD Indicators, 2017). This situation creates
questions about the level of fulfilment for strategic planning activities in the schools.
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School administration and staff’s view on the strategic planning process, level on
training, awareness and participation level are important factors which can decrease
the problems to a minimum level. This study which focuses on determining problems
faced by school administrators and teachers on strategic planning will contribute to
literature on strategic planning.

Strategic administration is a methodology which can be used for defining the
future targets of organization and identifying the required process to fulfill these
targets by the whole organization (Coban & Karakaya, 2010, p. 343; Sener, 2009; Radin,
2000). Drucker (1999) stated that the main purpose of strategic administration is to care
about mission of a work from start to end by asking questions of “what is our job, what
it should be?” in the direction of predetermined targets, and to get the results of
decisions in the future (Drucker, 1999; Akt; Guclu, 2003). Strategic planning and
strategic administration may provide positive contribution to educational
organization if these organizations show flexibility towards changes and also have
qualities to respond to needs.

Strategic planning status yearned in medium or long-term period. It also shows
vision for medium or long-term future. Strategic planning is a discipline which leads
the road and indicates what the organization is (Narinoglu, 2009; Mintzberg, 1994, p.
107; John, 2004), points out that strategic planning is not strategic thinking but a
process of analyzing and synthesizing. Within this respect, strategic planning is a must
which is required for organizations to survive.

According to Kaufman and Jacobs (1987, p. 25) qualities of strategic planning,
which separate it from traditional planning, are being action, result and application
oriented, variation in participation during planning, and adapting a competitive
attitude. Moreover, strategic planning aims to review environment and determine
opportunities and threats.

Administrators with a traditional view of administration are not able to see
environmental opportunities and taking precautions against threats when they are
focused on efficiency in their system, producing predictable products and doing
activities. According to Gurer (2006) popular administration literature explains the
importance of strategic planning by pointing out how it focuses on the concepts of
mission, vision and direction defining for all organizations. Another factor increasing
the importance of strategic planning is the increase of ambiguity surrounding the
organizations (Calik, 2003). Strategic planning process is shaped by the answers of
questions such as “Where are we as an organization? Where do we want to go? How
can we reach the place we wish to go? How can we follow up and evaluate our
success” (Bryson & Alston, 1996; DPT, 2006; Kocatepe, 2010, p.17). This sort of
questionings are important steps of organizational development. Organizations” life
span and ability to compete might be related to rational answers given to these
questions.

Strategic planning provides opportunities to analyze the success constantly by
developing indicators of performance. According to Bryson (2004) there are four main
benefits of strategic planning. First, it improves strategic thinking and behaviors.
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Second, it enhances decision making processes. Strategic planning helps
administrators to coordinate the decisions, taken during development stage and after,
according to levels and function. Third, strategic planning eases adaptation to
changing conditions. Organizations showing effort for strategic planning are
encouraged to reveal and handle the main organizational issues. Lastly, strategic
planning promotes the organizational sensitivity. Stakeholders and critical decision
makers play their roles better, fulfill their responsibilities, team work and specialty
between members of the organization become stronger. Strategic planning also
prevents staff working at lower division to lose track of organizations’ targets by
providing opportunities for coordination between lower and upper divisions of the
organizations (Aydin & Aksoy, 2007; Kocatepe,2010; Balkar & Ekici 2015; Bell, 2002).

Strategic planning tells about the road between the organization’s current
status/place and the status being planned for the long-term period. Lingam and
Raghuwaiya (2014, p. 21-20) state that in order to accept a strategic plan, it should
motivate the organization to move, construct a vision based on common values,
provide a process in which all members of the organization share the responsibility
and contribute, accept the accountability, be sensitive to its environment, be based on
value of quality, be open to question its current condition, and be part of the effective
administration.

Technological and environmental changes create a force for educational system to
change. Schools contribute to the change of the public and the environment they are
in (Celik, 1994, p.28; Balkar & Ekici, 2015). Making strategic planning is inevitable in
order to keep schools” functionality sustainable (Arslan, 2009). Educational planning
is a decision-making process which helps the accomplishment of schools” educational
and organizational objectives (Basaran & Cinkir, 2012; Forshaw, 1998). It is safe to state
that there is a close relationship between schools’ effective functioning and their effort
for strategic planning.

There are certain steps or models to follow when making strategic plans. The first
step of making strategic plans is to increase stakeholders’ participation and interest to
the highest level. During this step a workshop is required to create a base for effective
participation of the stakeholders. Participation to strategic planning eases the
communication and decision-making process, helps accepting different benefits and
values and informs reasonable decision making by providing rational analysis;
therefore, enhances the performance of the institution (Bryson, 2011, p. 219; John,
2004). Participation on decision making may increase the institutional performance.

Second step is to make a SWOT analysis that helps schools to find their own
identity by inside and outside evaluation. Stakeholders engage in brainstorming on
their performance, resources, and basis of their existence through SWOT analysis
(Stahl & Grigsby, 1992; Clarke, 2007). Therefore, more than one brain would
participate to the work in the organization.

The next step is to develop vision and mission of the organization which requires
a common approach in supporting maximum participation and sense of belonging.
School administration has a role in making organization’s vision and mission
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statements to be reachable and applicable by all stakeholders. Organization’s vision
and mission statements should be announced by everyone. It is essential to identify
the organization’s needs and making a list of priorities when developing the vision
and the mission statements (Molale, 2007; Dokmeci, 2010). An action plan is necessary
to turn strategic plans into an open working tool. Well prepared action plans help
schools to reach their targets in the most effective way and stakeholders to guide the
application process of targets (Allison, 2005; Sener, 2009; Shapiro, 2010). School
administrators’ following these steps of strategic planning is considered as effective
school work as well.

The last step of strategic planning is defining an application strategy as a
framework for follow up and evaluation. Strategic planning should be supported by a
systematic program which aims to collect data in order to make decision and revise
the education program (Glanz, 2006). Follow up and evaluation programs provide
information to revise the strategic plan and therefore application capacity of the
strategic plan is expanded by comparing targets and reached results (Middlewood &
Lumby, 2007). These studies may plan important roles in determining future targets.
In recent years, every school in Turkey has been making their own strategic plan and
putting it in action.

There are research studies on strategic planning, their content, application and
evaluation processes. In their study titled “Primary and secondary school
administrators’ views on strategic planning applications” Yelken, Kilic & Uredi (2010)
found that school administrators have adequate knowledge on the concept and
purpose of strategic planning. However, they also found that administrators face
problems in practice due to educational and economical deficiencies such as in-service
training and lack of financial support.

Memduhoglu and Ucar (2012) conducted a study titled “Administrators’ and
teachers’ perception of strategic planning and evaluation of current strategic planning
practices in schools” and found out that administrators and teachers have a positive
understanding of strategic planning, however, they think that current practices of
strategic planning are not carried out in line with the purposes of strategic planning.
Moreover, it was found that there is a weak link between administrators” and teachers’
perceptions (beliefs) of the concept of strategic planning and their thoughts on actual
practice of strategic planning in schools.

In their study on school administrators’ problems on planning and using strategic
plans, Arslan and Kucuker (2016) conclude that participants have correct and adequate
understanding, believe in the necessity of strategic planning however they show lack
of self-efficacy on doing strategic planning themselves. Results of Yenipinar and
Akgun’s (2017) study titled “Application of Strategic Planning in Elementary School”
indicate that according to school administrators there is a high level of use of strategic
plans in schools.

The research literature show that stakeholders’ perception holds an important
place in effective school and school development process. However, quantity of
research in this area is also limited in determining problems stakeholders face and



164 | Sukru ADA / Eurasian Journal of Educational Research 78 (2018) 159-182

providing solutions to those problems. Therefore, current research study aims to
reveal the perception of administrators and teachers of secondary schools on strategic
planning is thought to be contribute to the literature and researchers working on this
topic and also to follow up the developments. Following questions were asked to reach
this aim; what is the perception of secondary school administrators on strategic
planning? Is there a difference between secondary school administrators’ perception
of strategic planning based on years of experience? Is there a difference between
secondary school teachers’ perception of strategic planning based on years of
experience? Is there a difference between secondary school administrators’” and
teachers’ perception of strategic planning?

Method
Research Design

This study is designed as a descriptive study with survey design. The aim is to
discover administrators’ and teachers’ perceptions on strategic planning and problems
they face in educational institutions. According to Karasar (2006), descriptive studies
are the ones which describes “what are” events, objects, entities, institutions, groups
and various areas. In descriptive or survey studies, generally the main purpose is to
identify “the current status”. Therefore, these studies are conducted in natural settings.
Survey research aims to collect data to determine characteristics of a group
(Buyukozturk et al., 2013).

Universe and Sample/Research Group

The universe of the study consists of secondary school administrators and teachers
work in all secondary schools in Erzurum city center during 2015-2016 academic year.
There are 83 secondary schools in Erzurum city (in municipalities of Palandoken,
Aziziye and Yakutiye). There are 2001 teachers and 171 administrators working in
these schools. The sample for the research was selected within this universe with
simple noncompliance sampling method. There is an equal chance of being selected
for all individuals in simple noncompliance sampling method. Selection of one
individual does not affect the selection of others [Erdfelder, 1996, (ed. Aypay et.al.,
2015); Yazicioglu, & Erdogan, 2004]. Field study for the survey was conducted in 20
secondary schools in Erzurum city center. In total, there are 2172 secondary school
administrators and teachers working in these schools. Sample size was calculated as
322 teachers and 118 administrators with %95 trust level and %5 error level. Therefore,
330 teachers and 120 administrators were accepted as the sample size for the survey
study to ensure the reliability [Erdfelder, 1996, (ed: Aypay et.al., 2015)]. 295 surveys
from teachers and 88 surveys from administrators returned to researchers and SPSS
analyses was carried on 383 survey which were valid.
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Data Collection Instrument

“Strategic Administration Problem Scale” developed by Cetin (2012), was used for
this study. Structural and conceptual validity of the scale was measured by Cetin
(2012).

Strategic Administration Problem Scale (SAPS) has five sub dimensions; internal
problems in strategic administration, external problems in strategic administration,
problems derived from educational staff, problems derived from administrative staff,
level of belief in strategic administration. The scale is a 5 point Likert type scale. Each

v oou

item on the scale has one of the following 5 responses; “never obstructs”, “obstructs

very little”, “somehow obstructs” “obstructs” and “obstruct very much”. Cronbach’s
alpha was measured 0.948 by Cetin (2012) for reliability analyses.

Data Analysis

As a result of the research, the collected data and information was analyzed in
accordance with the aims via SPSS 22 program. For the data analysis of the data, in
addition to descriptive statistics, T-test, Anova, and Tukey HSD multi comparison
tests were used.

Table 1

Extreme Value Analysis

Proportions Skewness Kurtosis Kolmogorov-
Smirnov P

Internal Problems in Strategic

Administration 0.13 0.25 0.00
Exte1.‘nf’:11 Pr(?blems in Strategic 013 025 0.01
Administration

Problems Derived From Educational 013 025 0.00
Staff

Problems Derived From Administrative 013 025 0.00
Staff

Levell of Beh.ef in Strategic 013 025 0.00
Administration

Scale of the Problems in Strategic 013 025 0.01
Management

To determine if the collected data’s distribution is normal or not, the coefficient of
skewness and kurtosis related to the data set was examined. It was determined that
both the coefficient of skewness and the coefficient of kurtosis is changing about +1. It
is argued that if the skewness and kurtosis coefficients are between +2 and -2 the data
doesn’t deviate from normal distribution (Cameron, 2004). As the data were normally
distributed parametric tests were used in analyses.

Research sample had 293 participants of which 156 were women (%53,5) and 137
were man. Based on education level variable; 10 participants have two-year
undergraduate degrees (7 man and 3 women), 250 (%85,4) participants have an
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undergraduate degree (113 (%38,3) man and 137 (%47,1) women). There were total 33
participants who hold a graduate degree (17(%5,8) man and 16 (%5,4) women).

Based on years of experience variable, number of teachers with 15 years of
experience and less is 139 (%47,5) of which 69 (%23,4) are man and 70 (%24,1) are
women. There are a total number of 60 (%20,7) teachers with 16 to 20 years of
experience of which 24(%8,1), are man and 36 (%12,5) is women. Lastly, there are 94
(%31,9) teachers who have 21 years of experience or more. Among these teachers 44
(%14,9) are man and 50 (%16,9) are women. For administrators, there are only 2
women (%2,3) and 83 men (%97, 7) among the total number of 85. In terms of education
level, 1 (1.2%) male participant holds an associate degree, 74 male (%87,1) and 2 female
(2.4%) participants hold an undergraduate degree and 8 (9.4%) participants, all male,
hold graduate degrees. Years of experience was another variable. Among the
participants, there were 19 male (22,7 %) and 1 female (1,1%) administrators who have
15 years of experience or less. Number of administrators who has 16 to 20 years of
experience was 32 of which 31(%37,5) one of them male and 1 (%37,5) of them was
female. There were 33 administrators, all male, who has 21 and more (% 37,5) years of
experience. There was not any female administrators among the second group.

Results

Table 2 shows secondary school administrators” views on problems they face in
strategic administration process.

Table 2

Secondary School Administrators’ Views on Problems Regarding Strategic Administration

Items N X S
Lack of internalization by administrators 85 3,33 ,9%4
Administrators’ lack of knowledge on strategic administration 8 3,60 ,88
Lack of support by the administrators for strategic administration practices 85 3,76 ,84
Administrators who put themselves before others 85 3,66 1,04
Frequent change in SDAT team members 8 3,46 1,15
Ineffective work of SDAT team members 85 3,45 1,17
No extra payment for SDAT team members 85 3,42 1,19
Staff’s lack of belief and determination in the application process 85 355 1,21
Negative attitudes of some teachers in application process of strategic plan 85 3,72 1,04
Frequent change of teachers in the school 8 2,22 1,08
Parents’ lack of knowledge about strategic planning 8 1,69 ,79
Institution’s economic shortage 85 4,04 1,09
Teachers’ lack of knowledge about strategic planning 85 427 75
Heavy work load in schools 8 2,81 ,9
Absence of educational psychology and guidance specialist in school 85 231 ,99
Environmental conditions and school’s lack of possibilities 85 391 ,88
Lack of support by internal and external stakeholders 85 4,07 ,61
Belief that plans will stay on paper 85 4,00 ,66
Reluctance of teachers and administrators in taking responsibility 8 3,69 ,93

Not putting team’s work outputs into practice 85 3,68 ,93
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Table 2 Continue
Items N X S

Overage of the projects in the city which cause project exhaustion 85 2,15 1,10
Lack of supplements (computer etc.) 85 3,88 ,68
Not breaking command chain and not valuing talented individuals 85 4,04 72
Habits of institutional legislation 8 391 ,85
Lack of agreement between strategic plans and institutional legislations 85 393 ,74
Lack of care in answering evaluation surveys 8 3,79 ,90
Incompatibility between staff and stakeholders 8 3,74 ,88
Lack of qualified and experienced staff at institution 8 3,13 ,9%
Overage of substitute teachers (who doesn’t hold a permanent position) 85 2,60 1,03

Dictating method of approach in strategic administration practices showed
by upper level administrator

Lack of appreciation towards successful staff showed by administrators 85 3,95 ,67
Loading certain individuals with work of strategic planning and practicing 85 39 ,75
Lack of healthy communication between school administrators and teachers 85 4,00 ,66
Domination of traditional administration approach 85 3,99 ,68

85 3,65 .77

Table 2 presents secondary school administrators’ views on problems they face in
strategic administration process. According to Table 1, the highest points were
gathered in two items respectively; “Teachers’ lack of knowledge about strategic
planning” (X =4,27, $=0,75) and “Lack of support by internal and external
stakeholders” (X=4,07, S=0,61). On the other hand, the lowest point was gathered in
following item; “Parents’ lack of knowledge about strategic planning” (X=1,69,
5=0.79). These findings indicate that schools are not adequately informed about
strategic planning.

Table 3

Sub dimension Mean Values of Administrators’ Views on Problems Regarding Strategic
Administration

Sub Dimensions N Min Max X S
Interr}a} Pro]?lems In Strategic 85 25 4 32,75 415
Administration
Exter.nall Pro.blems In Strategic 85 18 30 23,46 257
Administration
Problems Derived From
Educational Staff 8 6 32 22,20 4,58
Problems Derived From
Administrative Staff 8 10 34 25,99 3,78
Level Of Belief In Strategic 14.93 2.45

Administration 8 10 20
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Table 3 shows mean values of administrators’ views on problems regarding
strategic administration. Data on table 2 indicates that administrators think that they
have internal problems in strategic administration on strategic planning ( X=32.75,
5=4.15). Analysis of the data also shows that administrators external problems in
strategic administration (" X=23.46, 5=2.57).

Administrators’ problems derived from educational staff of strategic planning
application process is found to be at a medium level (" X= 22,20, 5=4,58 In addition,
administrators’ problems derived from administrative staff (" X=2599, S=3,78).
Analysis of data level of belief in strategic administration show that the mean score is
"X=14.93, and the standard variation is S=2.45.

Previous research on strategic administration shows that school administrators have
adequate knowledge on strategic planning, they also have positive attitudes and they
believe in the necessity of strategic planning (Cetin, 2012; Ayranci, 2013; Ekici, 2015;
Yildirim, 2015; Kocatepe, 2010; Balci, Canakci & Tan, 2012; Yelken, Kilic & Uredji, 2010;
Zincirli, 2012; Arslan & Kucuker, 2016; Memduhoglu & Ucar, 2012). Results of the
current study are compatible with the literature on strategic planning.

In order to understand whether participants’ years of experience in their profession
have an effect on their perception, one-way ANOVA test was carried out. The result
shows that there is no significant difference between years of experience and
perception on strategic planning. Hence, all of the administrators participated in this
study are in agreement on existence of problems about strategic planning. Gender (2
woman-86 man) and educational level (78 undergraduates, 8 graduate, 1 associate
degree) variables were not able to be analyzed due to the imbalanced number of
participants.

Tablo 4

ANOVA results of Secondary School Administrators' Problems in Strategic Management in
terms of Seniority Variable

Sub Dimensions Source df SS MS F p
. Between groups 2 33.17 16,59 09 0,40
Isrt‘;i:allcpg‘éﬁﬁz oo Within groups 82 141464 1725
& Total 84 144781
External Problems in Be.tw'een groups 2 18.94 947 145 0,24
Strateeic Administrati Within groups 82 536.17 6,54
rategic Administration .\ o 84 55511
. Between groups 2 61.55 30,78 1,48 0,23
Eg’bletr?‘s Dleéi"fefd from  Within groups 82 170405 20,78
veationat=ta Total 84  1765.60
. Between groups 2 0.04 0.02 0.001
I;r;bl.er?’st Dte.mgf fé"m Within groups 82 120295 1467 0.10
fimstrative St Total 84 1202.9
. Between groups 2 1.78 0,89 015 087
Degree of Belief in Within groups 82 503.80 6,146

Strategic Administration
Total 84 505.58
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Results of ANOVA regarding seniority variable were non-significant [Secondary
School Administrators' Problems in Strategic Management F (2,82) =1.428, p>.05,
Internal Problems in Strategic Administration F (2,82) =0.96, p>.05, External Problems
in Strategic Administration F (2,82) =1.45, p>.05, Problems Derived from Educational
Staff F (2,82) =1.48, p>.05., Problems Derived from Administrative Staff F (2,82) =0.001,
p>.05, Degree of Belief in Strategic Administration F (2,82) =0.15, p>.05]. One of the
post hoc testes is the LSD test. A LSD Post Hoc Tests further indicated that there was

no significant relationship between the variables.

It was determined that there is no difference in the scale and dimension of “Problems
in Strategic Management” in accordance with seniority variable. All administrators
have the same idea about existence of the problems in strategic management.

Table 5
Secondary School Teachers” Views on Problems Regarding Strategic Administration
Items N X S

Lack of internalization by administrators 293 4,06 ,78
Administrators’ lack of knowledge on strategic administration 293 4,29 61
Lack of support by the administrators for strategic administration practices 293 4,15 ,80
Administrators who put themselves before others 293 4,02 ,85
Frequent change in SDAT team members 293 4,01 ,82
Ineffective work of SDAT team members 293 4,03 ,76
No extra payment for SDAT team members 293 4,00 ,86
Staff’s lack of belief and determination in the application process 293 415 ,69
Negative attitudes of some teachers in application process of strategic plan 293 4,19 ,79
Frequent change of teachers in the school 293 2,47 1,36
Parents’ lack of knowledge about strategic planning 293 2,14 1,28
Institution’s economic shortage 293 4,21 90
Teachers’ lack of knowledge about strategic planning 293 4,40 71
Heavy work load in schools 293 2,71 1,22
Absence of educational psychology and guidance specialist in school 293 2,60 1,28
Environmental conditions and school’s lack of possibilities 293 4,09 77
Lack of support by internal and external stakeholders 293 4,16 ,75
Belief that plans will stay on paper 293 4,24 72
Reluctance of teachers and administrators in taking responsibility 293 428 81
Not putting team’s work outputs into practice 293 3,78 97
Overage of the projects in the city which cause project exhaustion 293 3,04 1,29
Lack of supplements (computer etc.) 293 4,12 88
Not breaking command chain and not valuing talented individuals 293 4,09 ,78
Habits of institutional legislation 293 4,29 ,70
Lack of agreement between strategic plans and institutional legislations 293 4,18 ,68
Lack of care in answering evaluation surveys 293 4,06 ,83
Incompatibility between staff and stakeholders 293 4,02 ,85
Lack of qualified and experienced staff at institution 293 3,25 1,16
Overage of substitute teachers (who doesn’t hold a permanent position) 293 2,77 1,36
Upper level administrators’ use of dictating method of approach in strategic 293 397 88
administration practices process ' ’
Lack of appreciation towards successful staff showed by administrators 293 413 72
Loading certain individuals with work of strategic planning and practicing 293 4,18 ,58
Lack of healthy communication between school administrators and teachers 293 4,23 61
Domination of traditional administration approach 293 417 .72
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Table 5 presents secondary school teachers’ views on problems regarding strategic
administration. Looking at the distribution, lowest mean and standard variation
values belong to the following items; “Parents’ lack of knowledge about strategic
planning” ()_( = 2,14, S=1.28) and “Frequent change of teachers in the school” (Y=2, 47,
5=1.36). Data also show that the highest mean and standard variation values are seen
for the following items; “Teachers” lack of knowledge about strategic planning”
(X=4,40, S=0.71) and “ Administrators’ lack of knowledge on strategic administration
(X=4,29,5=0.61).

Based on statistical analysis, mean value for teachers’ habits of institutional
legislation on strategic planning (X=4.29, S=0.7) indicates that teachers have medium
level of knowledge on strategic planning. Teachers’ perceptions regarding upper
level administrator’s use of dictating method of approach in strategic administration
practices (X=3.97, 5=0.88) are on the medium level.

Previous studies conclude that teachers do not see themselves well informed about
strategic planning (Akdogan, 2012; Arslan & Kucuker, 2016; Ayranci, 2013; Balci,
Canakci & Tan 2012; Cetin, 2012; Dokmeci, 2010; Ekici, 2015, Kocatepe, 2010;
Martinelli, 1999; Memduhoglu, 2012; Yelken, Kilic & Uredi 2010; Yildirim, 2015;
Zincirli, 2012). Present study also reached similar results.

The results suggest that there is no statistically significant difference between the
SAPS scores of male teachers and the SAPS scores of female teachers.

Tablo 6

Test Comparison Table Regarding Teachers’ Perception on Strategic Planning Changes in
Terms of Their Years of Experience According to the ANOVA Results

Significant
Factor Seniority n M sD df F Sig Difference
(LSD)
= ;eirlf 140 3593 3,74
S
& E 21620 )
< B2 F years 61 3472 3% 2292 163 0000 13
N 80 'S
s § “§ g 321 years
XS . S
SEET sndover 94 3356 3,47
= L0-15 140 26,41 3,81
k= < years
I - . _
5 EGE 2620 g s am ¥ 18216 0.000 [-2
g = 2 ' years ’ ’ 1-3
200 8
A EET32Avers g 375 o7

and over
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Table 6 Continue

Significant
Factor Seniority n M SD df F Sig Difference
(LSD)
_ LoI5 140 2651 3,69
" s years
C - -
Eg £ 21620 61 2431 335  2;292 17160  0.000 %g
gz g & years -
g @ S < 3.21years
EQEE o 94 24,03 3,23
<& OB 140 2930 288
ST yeas
n =SB — . _
g5z 21620 61 2836 260 222 3805 0021 12
S S & 3.21years
SRS g over 9% 2842 2,76
v g5 OB 140 16,59 1,69
3, E years
SRR ~
sz 2% @ 1639 2070 209 0304 0738 i
§ E = years
H5B 5 3.21 years
S=3 dover 9% 1646 1,73
5 g L0 4o 1347 12,7
= § years 6 4
5 o B 21620 128,3 11,0 1-2
XX 9 r / .
g 555 yers 61 1 g 2292 16745 0000 -
5 OIS s2dyes g, 1262 101
=S DT nd over 4 2

According to the results of the ANOVA test on whether teachers’ perception on
strategic planning changes depending on their years of experience, there is a
significant difference in terms of “Internal Problems in Strategic Administration”
dimension. Similarly, “External Problems in Strategic Administration” dimension also shows
significant difference based on years of experience variable. Results suggest that there is a
significant difference between scores of teachers with more than 15 years of experience, scores
of teachers with teaching experience of 16 to 20 years and scores of teachers with more than 21
years of experience in the sub dimension of “Out of Institution Problems in Strategic
Administration” of SAPS. On this sub dimension, while there is a significant difference
between the scores of teachers with 16 years of experience and the scores of teachers with 15 or
less years of experience, there is no statistically significant difference between scores of teachers
with 21 and more years of experience. While there was a significant difference between those
who have 21 years and over working experience, 15 years and those who had lower experience,
there was no significant difference between the teachers who had 16-20 years of experience.
Results of the data analysis show that there is a significant difference between the scores of
teachers with 15 or less years of experience and scores of the rest of the teachers (16 years of
experience and 16 to 20 years of experience) on sub dimension of “Problems Derived from
Administrative Staff”.
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There was a significant difference between teachers who had 15 years and lower
experience, teachers who had 16 years and over experience. There was a significant
difference between the teachers who had 16-20 years of experience and the teachers
who had different experiences.

On sub dimension of “Level of Belief in Strategic Administration”, results indicate
that there is no statistically significant difference between any of the teachers based on
years of experience variable. However, results show that there is a statistically
significant difference between the mean scores from SAPS based on years of
experience variable.

Results of the study “Administrators’ Views on Strategic Planning Practices of
Ministry of National Education”, conducted by Bulut (2014), also present no significant
difference in terms of years of experience variable similar to the current study.
Moreover, Yildirim’'s (2015) study, titled “Elementary and Secondary School
Administrators’ and Teachers” Perception of Strategic Plan”, show no significant
difference for the variable of years of experience. Level of education was not hold
against any statistical analysis as a variable due to lack of adequate number of
participants in every sub category (252 undergraduate, 33 graduate and 10 associate
degree).

Discussion, Conclusion and Recommendations

For successful strategic planning practices, administrators’” and teachers’ attitudes,
knowledge and skills related to strategic planning is an essential part that cannot be
dismissed. Results of the current study which aims to reveal perceptions of secondary
school administrators and teachers about strategic planning, show that stakeholders
of strategic planning are not working with a shared understanding of strategic
planning and they do not show full participation to the process.

Results of this study indicate that school administrators think positively about
strategic planning, they are aware of their responsibility, and they also think that the
most effective role in strategic planning belongs to the school administration.
However, it was also determined that administrators do not have any training on
strategic planning and their perception that they do not have adequate knowledge,
may obstruct their belief in strategic planning and may weaken their determination
during the practice. Results of the current study support previous research studies
conducted by Calik (2003); Isik and Aypay (2004); Turk and Unsal (2009); Cook, (1990);
Dokmeci (2010); Ayranci (2013).

Similarly, teachers who participated in this study hold positive ideas about strategic
planning and they think that school administrators and school development
administration team have more effective roles in application process of the strategic
planning. This result indicates that school administration is not able to encourage
collaboration or full participation of teachers regarding their perception about
administration’s directing, assigning and controlling the strategic planning process. In
addition, the strong perception of teachers about the effective role of school
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administration in strategic planning and application point out that participation of
parents and students in strategic planning processes are inadequate.

Akbaba and Yildizbas (2016) state that parents and students show less participation
in their study titled ‘Views of Elementary and Secondary School Teachers on Strategic
Planning Applications in Schools”. On the contrary, stakeholders’ participation in
strategic planning processes is an effective way to encourage people in the institution
to interact in order to create a strategic understanding and enhance the institutions’
strategic capability (Davies, 2006).

The public outcry about the deterioration in quality of public education necessitated
the mandate for schools to develop strategic plans for school improvement
(Chukwumah, 2015) in the study titled “Developing quality strategic plan in
secondary schools for successful school improvement”. This subject was supported by
some researchers (Ajobiewe, 2008; Iyamu, 2005 & Titilayo, 2002) who noted gross
dissatisfaction about the lack of quality education delivery and output in Nigerian
education institutions. Therefore, planning and the ability to think strategically by
planners, managers and employees alike, feed into the strategic plan document. The
document is expected to provide well-justified answers to the strategic questions by
stakeholders and should be used as a basis for communication (Chukwumah, 2015).

Teachers participated in the study, also state that they do not have sufficient
knowledge and skills about strategic planning similar to administrators.
Administrators’ and teachers’ lack of understanding about strategic planning in
Turkey, causes problems, which obstruct strategic planning practices to gain
successful results (Babaoglan, 2015).

Results of the study show that there is no significant difference between
administrators’ view on problems related to strategic planning and their years of
experience. This result indicates that administrators are in agreement about the
existence of the problems and they face similar problems and obstacles in strategic
planning. Results from the views of teachers in the study also show that there is a
significant difference between teachers’ views on internal and external problems,
problems derived from staff and administrators” and teachers’ years of experience.
This result may be related to their level of participation on strategic planning practices,
knowledge and skills.

Zincirli (2012) concluded in his study titled “Evaluation of Strategic Planning
Feasibility in Elementary Schools Based on Views of Administrators and Teachers and
Reports” that increase in administrators” and teachers’ years of experience results in
positive attitudes towards strategic planning. Ekici (2015) also reached similar results
about the correlation between years of experience and positive attitudes towards
strategic planning. Results of the current study contradicts with previous research
results. In his study Cetin (2012) found that teachers’ years of experience has a
statistically significant effect on their knowledge on strategic planning. In the same
study statistical analysis showed that teachers with teaching experience of 30 years
and more and teachers with teaching experience of 21 to 30 years have less knowledge
than teachers with less experience. Therefore, Cetin (2012) concluded that increase in
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years of experience causes negative attitudes towards strategic planning among
teachers.

In the current study, internal problems administrators and teachers face in strategic
administration are teachers’ lack of knowledge on strategic administration, habits of
institutional legislation, schools” economic struggles, lack of communication between
stakeholders, lack of support for strategic administration practices and lack of support
for staff during strategic planning. This result points out that process of making and
implementing strategic planning is not functioning at desired level. It is considered
more of a legal obligation far from strategic administration. Arslan and Kucuker (2016)
revealed similar results which indicates that strategic planning cannot be used
effectively in strategic administration because of similar problems in their study titled
“Problems School Administrators Face in Planning Activities and Strategic Planning”

Recommendations

The importance of strategic planning should be emphasized and kept in the
agenda as a priority by Ministry of National Education. In this context, along with
Research and Development Divisions and strategic planning teams in City Education
Council, specialists, who would be responsible for the strategic planning of schools,
may determine the current situation in schools. In leadership of school administrators
and teachers who are trained in strategic planning, conferences, seminars, and in-
service educations programs may be organized to increase the knowledge of belief in
strategic planning. Strategic planning teams and administrative boards may be found
to carry the strategic plan in an effective way. Benefits such as extra payment or
improvements in employee rights may be provided to encourage participation in
strategic planning activities. Similar studies on problem in strategic administration
may be conducted in other cities.
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Ortadgretimde Yonetici ve Ogretmenlerin Stratejik Yonetimde
Karsilastiklar1 Sorunlar

Atif:

Ada, S. (2018). The problems that secondary school administrators” and teachers’ face
regarding strategic administration. Eurasian Journal of Educational Research, 78,
159-182, DOI: 10.14689/ ejer.2018.78.8

Ozet

Problem Durumu: Tiirkiye’de ilk ve orta dereceli okullarda yasal bir zorunluluk olarak
yapilan stratejik planlama ve wuygulama c¢alismalar1 okulun amagclarin
gerceklestirmede, etkili okul gelisiminde stratejik yonetimin ¢nemli bir aracidir.
Stratejik yonetim ve stratejik planlamaya iliskin yonetici ve 6gretmenlerin algisi,
tutumlari, yasadiklar1 gticliikler ile ilgili yapilan arastirmalar, stratejik yonetim
stirecinin daha etkili uygulanmasinda biiyiik éneme sahiptir. Yiiksek basariy1 ve
egitimde kaliteyi hedef alan stratejik planlarin yonetim stirecinde karsilagilan
giicliiklerin kaynagini tespit etmek ve ¢oziim yollart gelistirmek mevcut stratejik
planlarin  siire¢ igerisinde iyilestirilmesinde paydaslara kolaylik saglayacag:
diisiiniilmektedir.
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Aragtirmamn - Amaci: Ortaokullarda ¢alisan yoOnetici ve Ogretmenlerin stratejik
planlamaya iliskin algilarini belirlemek amaciyla yapilan bu calismada su sorulara
cevap aranmaktadir.

. Ortaokul yoneticilerinin stratejik planlama diistincesine iliskin algilar1 nasildir?
. Stratejik plan algis1 ortaokul yoneticilerinin kidemlerine gore farklilasmakta midir?

. Ortaokul 6gretmenlerinin stratejik planlama iliskin algilar1 nasildir?

N N

. Stratejik plan algisi ortaokul 6gretmenlerinin kidemlerine gore farklilasmakta
mudir?

5. Ortaokul yonetici ve 6gretmenlerinin stratejik planlama algilari, yonetici ve
ogretmenlere gore farklilasmakta midir?

Arastirmanmin Yontemi: Nicel arastirma yontemlerinden tarama deseninde yiiriitiilen
arastirmanin calisma grubunu, Erzurum il merkezinde gorev yapan ve seckisiz
orneklem yontemi ile belirlenmis 88 yonetici ve 295 Ogretmen Ogretmende
olusturmaktadir. Veri Analizi: Arastirma sonucunda elde edilen veri ve bilgiler,
amaglar dogrultusunda SPSS522.0 programu yardimiyla analiz edilmistir. Arastirma
verilerinin ¢6ztimlenmesinde Yiizde, Aritmetik Ortalama, Standart Sapma, Carpiklik
(Skewness) ve Basiklik (Kurtosis), T-testi, Tek Yonlti Varyans Analizi (ANOVA),
Tukey HSD coklu karsilastirma testi kullanilmistir.

Arastirmarmin Bulgular: Arastirmaya katilan yonetici ve Ogretmenlerin stratejik
yonetime yonelik algilarina iliskin dagilimlar incelendiginde stratejik uygulama
stirecinde rol paylasiminda en etkin roliin okul yonetimine ait oldugu yoniinde ortak
bir alginin oldugu tespit edilmistir. Yoneticilerin stratejik planlama algilarina iliskin
dagilimlarda en diisitk puanlar planlama konusunda yeterli egitim almadiklar:
yoniinde olmasina ragmen yoneticiler, stratejik planlama hakkindaki bilgi diizeyleri
boyutundaki algi ortalamalar1 agisindan kendilerinin yeterli bilgi diizeyine sahip
olduklarimi belirtmektedirler. Yoneticilerin stratejik planlama hakkindaki olumsuz
tutum diizeyleri ile ilgili gorusleri incelendiginde yoneticiler stratejik planlama
hakkinda olumsuz diistincelerinin olmadig, stratejik planlama uygulama stireci rol
paylasimi hakkindaki tutum diizeylerine iliskin goriisleri orta diizeyde oldugu tespit
edilmistir. ~ Yoneticilerin stratejik planlamaya olan inanglar1 hakkindaki tutum
diizeyleri ile ilgili goriisleri incelendiginde yoneticiler stratejik planlamaya olan
inanglarmin olumlu ydnde olduklarini belirtmektedirler.

Ogretmenlerin stratejik planlama algilarina iliskin dagilimlar incelendiginde; en
diisitk puan ortalamalar stratejik planlama konusunda yeterli egitim almadiklar1 ve
konuya iligkin yeterli bilgiye sahip olmadiklari yoniindedir. Ogretmenlerin stratejik
planlama hakkindaki olumsuz tutum diizeyleri ile ilgili goriisleri incelendiginde,
stratejik planlama hakkinda olumsuz diisiincelerinin olmadigi, stratejik planlama
uygulama stireci rol paylasimi hakkindaki tutum diizeyleri iliskin goriislerinin orta
diizeyde oldugu tespit edilmistir. Oretmenlerin stratejik planlamaya olan inanglari
hakkindaki tutum diizeyleri ile ilgili goriisleri incelendiginde stratejik planlamaya
olan inanglarimin olumlu yénde oldugu belirlenmistir. Stratejik yonetimde karsilasilan
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sorunlara iliskin yoneticilerin alg1 diizeyi kidemlerine gore farklilik gostermezken
ogretmenlerin stratejik planlamaya yonelik algilar ttim kidem yillar1 arasinda anlaml
bir farklilik goriilmiistiir.

Aragtirmanin  Sonuglart ve Omeriler: Ortaokullarda gorev yapan yonetici ve
ogretmenlerin stratejik planlamaya iliskin algilarmi belirlemek amaciyla yapilan
arastirmanin bulgulart stratejik planlama konusunda paydaslarin ortak anlays iginde
ve tam katilimli hareket etmediklerini gostermektedir. Yapilan arastirmada okul
yoneticileri ve 6gretmenler stratejik planlamaya yonelik olumlu bir algtya sahip olup
stratejik planlama calismalarinda en etkin roliin okul yonetimine ait oldugunu
diisinmektedirler. Arastirmaya katilan yonetici ve 6gretmenler, stratejik planlama ve
uygulama calismalarma iliskin yeterli bilgi ve beceriye sahip olmadiklar: yoniinde
kendilerini degerlendirmektedirler. Stratejik yonetimde karsilasilan sorunlara iliskin
yoneticilerin algi diizeyi kidemlerine gore farkliik gostermezken 6gretmenlerin
stratejik planlamaya yonelik algilar1 kidemlerine gore anlamli bir farklilik
gostermektedir.

Arastirmada ortaya cikan bu sonuglar 1s1ginda il milli egitim miudurliiklerinde
olusturulmus bulunan ARGE ya da stratejik planlama ekibinin disinda her an
okullarin stratejik planlama etkinlikleriyle ilgilenecek uzman personelin okullarda
durum tespitinde bulunulabilir. Okul yoneticilerinden baslanarak okullardaki
stratejik planlama ve okullarda bu konuda daha bilgili olanlarin 6gretmenlere cesitli
konferans, seminer, hizmet i¢i egitim yoluyla stratejik planlama bilgisi ve inanci
artirilabilir. Okullarda amaclara uygun bir sekilde stratejik planlama ekipleri ve
stratejik planlama tist kurullar1 kurulmali ve etkin bir sekilde calistirilmali. Egitim
Orgiitlerinde stratejik planlama uygulamalarina katilip 6zverili bir sekilde calisan
personeller ek odeme ya da ozlik haklarinda iyilestirme gibi araglarla
odillendirilebilir. Okullarda velilerinde stratejik planlama uygulamalarina katilmalar1
saglanip deneyim ve goriislerinden yararlanilabilir. Katilimci veya isbirligine dayal
stratejik diistinmeyi tesvik eden katilimci liderlik stratejileri baglaminda stratejik
planlama yaklasimlar gelistirilebilir.

Anahtar Sozciikler: Strateji, stratejik yonetim, stratejik planlama, okul yoneticisi,
O0gretmen, ortadgretim.
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Introduction

There is no doubt that globalization has increased the need for communication
among countries as it has led countries to affiliate with each other in terms of their
political, cultural, and economic interests. As a result of this need for communication
among nations, learning a foreign language has become a necessity to be able to follow
and catch up with the developments in the world without a need for a translation.
Demircan (2012) expresses that learning a foreign language is a necessity, so people
should learn a common language that people from different cultures and nations have
been using to establish international relations. In other words, knowing a foreign
language has an essential role to ensure improvement in personal development and
professional career for people (Mirici, 2001). Today, English is much more than a
language on its own. It has been the lingua-franca of science, art, entertainment,
business, and politics; and the means for international communication, travel and
higher education (McKay, 2003). As a result, learning and teaching English has become
even more important, and this has led to a need for qualified English teaching through
qualified English teachers (Sekerci, 2011).

There are some factors that are related to failure in foreign language teaching such
as teacher efficacy (Aktas, 2005), motivation, (Cheng & Dornye, 2007; Lasagabaster,
2011) classroom learning environment (Atbas, 2004; Mutlu, 2017; S. L. Wei & Elias,
2011), and teacher interpersonal behaviour (Maulana, Opdenakker, den Brok, &
Bosker, 2011; M. Wei, den Brok, & Zhou, 2009; M. Wei & Onsawad, 2007). As expressed
by Aktas (2005), teacher efficacy is one of the factors that has much to do with foreign
language teaching. Teachers” having the competencies that their jobs require them to
have, and being able to perform them are closely related to not only having a proper
education but also their beliefs about being able to fulfil the requirements and
responsibilities of being a teacher; and this is called self-efficacy (Koca, 2012). Bandura
(2006) claims that self-efficacy is the foundation of human agency by stating that if
people do not believe they can perform what they desire, they will not have enough
incentive to take the necessary actions nor resist in the face of difficulties. Creating an
appropriate classroom environment for a qualified education depends closely on the
skills and self-efficacy of a teacher (Bandura, 1993).

Self-efficacy is future-oriented and affects our future decisions and actions (Hoy &
Spero, 2005). The optimistic or pessimistic beliefs that people have towards a
behaviour shape that behaviour beforehand in accordance with their self-efficacies,
and also people with high levels of self-efficacy put in more effort and put up more
resistance compared to the ones who have low levels of self-efficacy (Scholz, Dona,
Sud, & Schwarzer, 2002). Bandura (1977) lays emphasis on how self-efficacy plays a
determining role on our behaviours by stating that self-efficacy has an effect on the
selection of the activities and the effort we put in to perform that activity.

Self-efficacy levels of English teachers have been investigated by some research
and found to correlate significantly with structures such as teaching satisfaction
(Caprara, Barbaranelli, Steca, & Malone, 2006, Viel-Ruma, Houchins, Jolivette, &
Benson, 2010), job-preparedness (Shim, 2001), classroom management (Holzberger,
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Philipp, & Kunter, 2013; Korkut, 2009), academic emphasis (Shim, 2001), emotional
intelligence (Rastegar & Memarpour, 2009); democratic values (Topkaya & Yavuz,
2011); reading and listening skills (Shim, 2001), student motivation (Mojavezi & Tamiz,
2012); metacognition and academic performance (Ghonsooly, Khajavy, & Mahjoobi,
2014); critical thinking (Zangenehvandi, Farahian, & Gholami, 2014), and reflective
teaching (Babaei & Abednia, 2016). Teachers with high levels of self-efficacy consider
innovative approaches as “congruent”, “easy to implement” and “important” (Ghaith
& Yaghi, 1997). That's why self-efficacy is an important factor on the adoption and
implementation of the innovative approaches by the teachers. In addition to education,
Crook (2016) points out that studies about self-efficacy cover many different fields
such as medicine, business, psychology, and many more. All these studies reveal the
effect and power of self-efficacy on learning, performance, and motivation (Hoy &
Spero, 2005), and its importance on human life and affairs.

In 2017, the Ministry of National Education of Turkey (MoNE) made some changes
in the English Language curriculum of all grades in order to meet the changing needs
of society, and improve the quality of English language education. The latest
curriculum lays emphasis on communicative competence, cooperation, interaction,
group work, and learner autonomy; and asks teachers to employ task-based and
project-based activities with authentic assessment. Although the curriculum adopts an
eclectic approach rather than a single method (MoNE, 2017), by emphasizing the
communicative competency it points to communication-oriented teaching.
Considering that negative beliefs teachers have about their efficacies have the potential
to affect their teaching practices, it is essential to investigate self-efficacies of teachers,
and take necessary measures so as to avoid this negative effect. Therefore, in English
teaching context, investigating English teachers’ efficacies, language teaching methods
they employ, and the relationship between them are quite important to improve
quality of teaching English, and reach the desired level in teaching English.

Unlike some other research in the literature (Chacon, 2005; Eslami & Fatahi, 2008;
Sekerci, 2011) which investigated the correlation between self-efficacies of English
teachers and the language teaching methods they employed, path analysis was used
to verify the theoretical model in this study. Another point that makes this study
different from most of the other studies about self-efficacies of teachers is that a
context-specific self-efficacy instrument was used in this study rather than a general
teaching efficacy instrument. In this regard, this study aimed to investigate the
correlation between self-efficacies of English teachers and the language teaching
methods they employed. The research questions are as follows:

1. What is the level of English teachers’ English Language Teaching (ELT)
Context-Specific Self-Efficacies?

2. Which language teaching methods do English teachers employ?

3.  What is the correlation between English teachers” ELT Context-Specific Self-
Efficacies and the language teaching methods they employ?
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4. How well do ELT Context-Specific Self-Efficacies of English teachers predict
the language teaching methods they employ?

Method
Research Design

This study investigated the correlation between self-efficacies of English teachers
and language teaching methods they employed by using structural equation
modelling (SEM). The theoretical model asserted that self-efficacy of English teachers
could be a predictor of the language teaching methods they employed. In this sense,
in order to investigate the first and the second research questions a survey design was
used. To investigate the third and the fourth research questions, a correlational design
was used. The rationale behind the idea that self-efficacy of English teachers could be
a significant predictor of the language teaching methods they employed was that there
were some studies in the literature (Chacon, 2005; Eslami & Fatahi, 2008; Sekerci, 2011)
which found statistically significant correlation between these variables. In this study,
self-efficacies of English teachers were taken as the independent variable while
language teaching methods they employed were regarded as the dependent variable.

Research Participants

The participants for this study included 367 English teachers who were working at
different grades of ministerial schools in 2016-2017 and 2017-2018 academic years, and
volunteered to participate in the study. Schumacker and Lomax (2010) state that the
research sample ranges between 250-500 in most of the SEM studies. In this sense,
minimum of 250 participants were aimed, and 367 participants participated in the
study through convenient sampling.

Research Instruments and Procedures

ELT Context-Specific Teacher Efficacy Instrument (ELTEI), developed by Akbari
and Tavassoli (2014) and adapted to Turkish by Kaygisiz (2018), was used to determine
the ELT context-specific self-efficacies of the teachers. Turkish version of ELTEI
consists of 25 items with six subscales, which are “Efficacy in Skill and Proficiency

A

Adjustment”, “Efficacy in Teaching and Correcting Language Components”, “Efficacy

A

in Classroom Management and Remedial Action”, “Efficacy in Classroom Assessment

and Materials Selection”, “Efficacy in Age Adjustment”, and “Core Efficacy”. Each
item is rated on a 5-point Likert scale (1= very little to 5= very much).

Language Teaching Method Scale, developed by Eslami and Fatahi (2008) and
adapted to Turkish by Sekerci (2011), was used to determine which language teaching
methods English teachers were employing. Language Teaching Method Scale consists
of 10 items with two subscales, which are “Grammar Oriented Teaching Methods”,
and “Communication Oriented Teaching Methods”. Each item is rated on a 5-point
Likert scale (1= never to 5= always).
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Validity and Reliability

The factor validity of ELTEI was tested using first-order confirmatory factor
analysis (CFA), which indicated a good model fit (x2/ sd: 2.37, GFI: .89, AGFI: .86, CFI:
.91, and RMSEA: .06). Internal reliability of ELTEI was .86. Cronbach’s alphas for
“Efficacy in Classroom Management and Remedial Action”, “Efficacy in Classroom
Assessment and Materials Selection”, “Efficacy in Skill and Proficiency Adjustment “,
“Efficacy in Teaching and Correcting Language Components”, “Efficacy in Age
Adjustment”, and “Core Efficacy” were .88, .78, .86, .71, .88 and .74 respectively, which
indicated a good degree of internal reliability (Buyukozturk, 2016).

The factor validity of Language Teaching Method Scale was tested using first-
order CFA, which indicated a good model fit (x2/sd=3.89, RMR= .06, GFI= .94,
AGFI=.90, CFI= .90, and RMSEA= .08). Internal reliability for Communication
Oriented Teaching Method subscale was .80, whereas it was .61 for Grammar Oriented
Teaching Method subscale. The latter showed a rather low reliability; however,
Cortina (1993) states that the number of items has a profound effect on Cronbach
Alpha. Considering that this subscale has five items and was used in some other
research in the literature (Eslami & Fatahi, 2008; Sekerci, 2011), this alpha value is
acceptable.

Data Analysis

The data were analysed through SPSS 22 and SPSS AMOS 24 statistical software.
First, all assumptions for the normality of the data were verified through checking
skewness and kurtosis coefficients, and making a Kolmogorov-Smirnov Test for the
data from ELTEI (p> .05) and Language Teaching Methods Scale (p> .05). In order to
determine the self-efficacy levels of English teachers and the language teaching
methods they employed; descriptive statistics were used. Pearson's Product-Moment
Correlation was used to investigate the correlation between the variables of the study.
Following that, a path analysis was used to test the theoretical model of the study
which asserted that self-efficacy of English teachers could be a predictor of the
language teaching methods they employed.

Results
Descriptive Statistics Related to the First and the Second Research Questions

Table 1 presents the results of the descriptive analysis of the self-efficacy levels of
English teachers. It was seen that the self-efficacy levels of English teachers were high
(X=3,44). The participants reported the highest self-efficacy in Efficacy in Classroom
Assessment and Materials Selection (X= 3,64) while reporting the lowest self-efficacy
in Efficacy in Age Adjustment (X= 3,28).



188 Semih KAYGISIZ - Sengul S. ANAGUN - Engin KARAHAN
Eurasian Journal of Educational Research 78 (2018) 183-202

Table 1
Descriptive Statistics for ELT-Context Specific Self-Efficacy Levels of English Teachers

Subscales X 5SS
1- Efficacy in Classroom Management and Remedial Action 3,47 91
2- Efficacy in Classroom Assessment and Materials Selection 3,64 78
3- Efficacy in Skill and Proficiency Adjustment 3,30 .93
4- Efficacy in Teaching and Correcting Language Components 3,50 73
5- Efficacy in Age Adjustment 3,28 1.07
6- Core Efficacy 3,43 .89
7- Total 3,44 .50

N=367

Table 2 presents the results of descriptive analysis of the language teaching
methods English teachers employ. It indicated that while English teachers employed
Communication Oriented Teaching Methods “usually” (X= 3,63), they employed
Grammar Oriented Teaching Methods “sometimes” (X= 3,00).

Table 2

Descriptive Statistics for Language Teaching Methods English Teachers Employ
Subscales X SS
1- Grammar Oriented Teaching Methods 3,00 .67
2- Communication Oriented Teaching Methods 3,63 74

N=367

Correlation Analyses Related to Third Research Question

Table 3 displays Pearson's Product-Moment Correlation results conducted to
determine whether there was a correlation between the variables of the study or not.
It was clear on Table 3 that there were statistically significant negative correlation
between Grammar Oriented Teaching Methods and self-efficacy subscales except for
core efficacy. On the other hand, there were statistically significant positive correlation
between Communication Oriented Teaching Methods and self-efficacy subscales
except for efficacy in age adjustment. These findings revealed that self-efficacies of
English teachers correlated with language teaching methods they employed. The more
efficacious an English teacher was, the more he/she would be inclined to employ
Communication Oriented Teaching Methods in his/her classroom. Efficacy in Skill
and Proficiency Adjustment was the subscale that had the highest correlation with
Grammar Oriented Teaching Methods (r=-.48, p< .01) and Communication Oriented
Teaching Methods (r= .45, p< .01).
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Table 3

Pearson Correlation between Self-Efficacy and Language Teaching Methods
Variables 1 2 3 4 5 6 7 8 9
1- Gr. Or. Met. - =49 -.44%* _ D7 _ D4 _ A8 _ 34 _13* _07
2-Com. Or. Met. - - A5 2% 20%%  45F 4% 08 23
3- Self-Efficacy - - - 54 54+ 69%* 57 B8 46
Subscales
4- Cl. Man. - - - - 24%% 28** .02 A7+ .09
5- Asses-Mat. - - - - - A40%* 24%% .03 .08
6- Lang. Skills - - - - B B 39% 267 .04
7- Lang. Comp. - - - - - - - 20024
8- Age Adj. - - - - - - S i

9- Core Efficacy - - -

N=367, *p<.05, *p< .01

Gr. Or. Met.= Grammar Oriented Teaching Methods, Com. Or. Met.= Communication
Oriented Teaching Methods, Cl. Man= Efficacy in Classroom Management and Remedial
Action, Asses-Mat= Efficacy in Classroom Assessment and Materials Selection, Lang. Skills=
Efficacy in Skill and Proficiency Adjustment, Lang. Comp= Efficacy in Teaching and
Correcting Language Components, Age Adj= Efficacy in Age Adjustment

Model Estimation Related to the Fourth Research Question

To verify the theoretical model of the research, a path analysis was run using
maximum likelihood estimations regarding self-efficacy as the independent and
language teaching method as the dependent variable. Figure 1 shows the proposed
model of the study.

To check the model fit, goodness of fit indices were examined, and they indicated
that it was a good model fit revealing that the data fit well to the model. Table 4 shows
the fit indices of the model.
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Communication_Oriented_
Teaching_Methods

ELT_Context-Self_Efficacy_
of_Teachers

Grammar_QOriented_
Teaching_Methods

Figure 1. Theoretical Model of the Study

Table 4
Fit Indices of the Model
Fit Indices Fit

xZ 67,76 -
Sd 18 -
X2/ sd 3,76 Good*
GFI .95 Perfect**
AGFI 91 Good**
CFI .90 Good**
RMSEA .08 Acceptable**

*Cokluk, Sekercioglu, and Buyukozturk (2016)
**Schumacker and Lomax (2010); Sumer (2000)

Figure 2 shows the results of the path analysis. As it was displayed on Figure 2, the
self-efficacy of English teachers was a statistically significant predictor of the language
teaching methods they employed.
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Figure 2. The Path Analysis between Self-Efficacy and Language Teaching Methods

To explore the extent to which self-efficacy explained language teaching methods,
the regression weights were checked. Table 5 shows the regression matrix of the
model.

Table 5

The Regression Matrix
Variable B R?2 z [4
Self-Efficacy - Communication Oriented Methods .66 43 454 .00
Self-Efficacy > Grammar Oriented Methods -.63 40 -4,37 .00

Table 5 showed that while self-efficacy explained 43% of the variance in employing
Communication Oriented Teaching Methods, it explained 40% of the variance in
employing Grammar Oriented Teaching Methods. This revealed that self-efficacy
predicted employing Communication Oriented Teaching Methods positively (= .66,
p< .00). On the other hand, Grammar Oriented Teaching Methods were predicted
negatively by self-efficacy (p=-.63, p<.00).

Discussion, Conclusion, and Recommendations

In this study, ELT-Context specific self-efficacy levels of English teachers, and the
language teaching methods they employ were examined. The results of the study were
discussed in the following section.

The participants of this study reported high self-efficacy levels indicating that the
English teachers felt efficacious in English language teaching, which conforms to the
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findings of similar research in the literature (Akbari & Tavassoli, 2014; Chacon, 2005;
Crook, 2016; Eslami & Fatahi, 2008; Ghasemboland & Hashim, 2013). However, the
subscales that English teachers reported the highest self-efficacy might have differed
in those studies as a result of cultural differences (Phan & Locke, 2016). While English
teachers in Iran reported the highest self-efficacy in classroom management and
remedial actions (Akbari & Tavassoli, 2014), English teachers in Venezuela reported
the highest self-efficacy in classroom management (Lee, 2009). Vieluf, Kunter, and
Vijver (2013) express that teacher self-efficacy levels are not the same in both
individual and country levels by emphasising that cultural norms and values have an
effect on self-efficacy. According to Lin, Gorrell, and Taylor (2002), the different self-
efficacy levels of teachers from different countries may result from the fact that they
have different expectations in teaching as well.

As for the language teaching methods, English teachers reported employing
Communication Oriented Teaching Methods more than Grammar Oriented Teaching
Methods. However, there are some studies in the literature (Chacon, 2005; Li, 1998;
Okmen & Kilic, 2016) which reveal that teachers employ Grammar Oriented Teaching
Methods more. Although employing communicative language teaching is
encouraged, teachers sometimes employ Grammar Oriented Teaching, the reason of
which needs further research.

The present study demonstrated a positive correlation between self-efficacies of
English teachers and Communication Oriented Teaching Methods, which is parallel
with the findings of some other research in the literature (Chacon, 2005; Eslami &
Fatahi, 2008; Sekerci, 2011). However, those studies do not demonstrate a significant
correlation between the self-efficacies of English teachers and Grammar Oriented
Teaching Methods while this study does. The reason for this difference may result
from the fact that in this study a context-specific self-efficacy instrument was used,
unlike other research which used the teacher efficacy instrument by Tschannen-Moran
and Hoy (2001), which does not cover the context-specific nature of teaching English
(Akbari & Tavassoli, 2014). The fact that ELTEI includes the context-specific nature of
teaching English and correlates significantly with employing both Grammar and
Communication Oriented Teaching Methods indicate that this instrument reflects the
context-specific nature of ELT setting better. In accordance with this finding, it would
not be wrong to claim that using context-specific instruments would be more
appropriate while determining teacher self-efficacies.

The findings of path analysis showed that self-efficacy of English teachers was a
significant predictor of the language teaching methods they employed. The more
efficacious an English teacher felt, the more he/she would be inclined to employ
Communication Oriented Teaching Methods, or the less efficacious an English teacher
felt, the more he/she would be inclined to employ Grammar Oriented Teaching
Methods. This finding conforms to the findings of other research, which demonstrate
that self-efficacy is an important factor for teaching methods and techniques. Appleton
(2006) states that science teachers with low levels of self-efficacy employ teacher-
centred activities more. Considering that Grammar Oriented Teaching activities are
teacher-centred, it supports the finding of this study well. While teachers with low
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levels of self-efficacy teach less content, and deal with low-risk activities (Davis, Petish,
& Smithey, 2006), teachers with high levels of self-efficacy can create rich content
teaching environments (Dembo, 1985). Ghaith and Yaghi (1997) also state that teachers
with high levels of self-efficacy consider innovative approaches as “congruent”, “easy
to implement” and “important.” Similarly, Sangueza (2010) states that science teachers
with high levels of self-efficacy employ recommended teaching strategies in their
classes. Considering that the current English curriculum in Turkey recommends
teachers to employ Communication Oriented Teaching Methods, Sangueza’s (2010)
findings correspond well with the findings of this study. In another research which
investigates the effect of self-efficacy on the foreign language teaching methods and
techniques, Tavakoli, Pahlavannezhad, and Ghonsooly (2017) state that some teachers
employ traditional methods like reading and translation; however, when their self-
efficacy levels increase, they adopt contemporary teaching methods more easily, and
manage their classrooms more effectively. Considering the context of this study, those
contemporary teaching methods are surely Communication Oriented Teaching
Methods rather than Grammar Oriented Teaching Methods. As it is also seen in the
findings of the similar research in the literature, self-efficacies of teachers have an effect
on the strategies, methods, and techniques they employ; the classroom atmosphere
they create; and the teaching content they use. This is the case for teaching not only
mathematics and science but also for English.

The fact that English curriculum asks the teachers to employ Communication
Oriented Teaching Methods and the self-efficacy of English teachers is a significant
predictor of them indicate that self-efficacies of English teachers are important factors
that should be paid attention in curriculum development and teacher training.
Cobanoglu (2011) states that self-efficacy level of preschool teachers is a significant
predictor of their implementing the curriculum effectively. Similarly, Fettahlioglu,
Ozturk, Yucel, Kartal, and Ekici (2012) state that science teachers with low levels of
self-efficacy think that the objectives in the curriculum are not understood,
performance assignments do not serve the purpose, and curriculum is not manageable
for an academic year; on the other hand, science teachers with high levels of self-
efficacy think that the curriculum is optimal for students” level, and objectives are
clear. These findings show us that the self-efficacy affects how a teacher values the
curriculum as well.

This research contributes to the field in that it has found self-efficacy level as a
significant predictor of the language teaching methods English teachers employ. This
finding indicates that self-efficacy levels of English teachers should be taken into
consideration while developing the English language curriculum or updating it as it
was found in previous research that self-efficacies of teachers had an effect on both
their practices in their classrooms and their beliefs and opinions about the curriculum.
Considering that mastery experience is the most important source of self-efficacy
(Bandura, 1977), both pre-service and in-service training should be paid attention so
that teachers can have successful experiences, and be readier for the reported
difficulties in teaching English. It should always be kept in mind that successful
experiences people have will raise their self-efficacy; on the other hand, repeated
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failures will lower it causing pre-service and in-service teachers to believe that they do
not have the necessary qualifications to perform that action (Bandura, 1977). Therefore,
special attention should be paid for the novice teachers as leaving them alone in the
first years of their career might result in unsuccessful experiences causing them to have
low levels of self-efficacy, which in turn will affect their beliefs and teaching practices.
Bandura (1995) notes that there are some factors which can affect how efficacy-relevant
experiences are interpreted such as one’s preconception of his/her capabilities,
perceived difficulty of the task, amount of effort put in, physical and emotional state
at the time of performing the task, amount of received external aid, and situational
circumstances. While planning school experience lessons, all these factors should be
taken into consideration so that student teachers can have successful experiences and
have high levels of teaching self-efficacy. The schools that student teachers will attend,
and the classes they will observe and teach should carefully be planned and organised.
This research, however, does not measure the other predictors of language teaching
methods English teachers employ. As it was found that there was a statistically
significant relationship between the self-efficacies of English teachers and the
language teaching methods they employed in this quantitative research, a qualitative
research can provide us more insight about the nature of this relationship. A research
focusing on what other factors can predict language teaching methods English
teachers employ can also provide significant data for the studies which aim to make
teachers employ Communication Oriented Teaching Methods more in their
classrooms.
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Yontemini Yordayiciliga

Ataf:

Kaygisiz, S., Anagun, S. S., & Karahan, E. (2018). The predictive relationship between
self-efficacy levels of English teachers and language teaching methods.
Eurasian  Journal — of  Educational — Research, 78, 183-202, DOI:
10.14689/ ejer.2018.78.9

Ozet

Problem Durumu: Yabanci bir dil bilme ihtiyacinin giderek arttig1 gtiniimtizde bilim,
sanayi, ticaret, edebiyat ve turizm gibi pek ¢ok alanda geger dil olarak kabul edilen
Ingilizcenin 6grenilmesi ve dgretilmesi daha da énemli hale gelmistir. Ulkemizde de
bu dogrultuda cesitli adimlar atilmis ancak bireylerin ilkokuldan itibaren Ingilizce
egitimi almalarina ragmen pek cok kisi Ingilizce iletisim kurmada yetersiz kalmistir.
Yabanci dil 6gretiminde basarisizligin pek ¢ok sebebi olmakla birlikte, bu sebeplerden
birisi de 6gretmen yeterlikleridir. Hem kiiresel hem de yerel diizeyde yasanan
gelismeler ve degisen ihtiyaclar dogrultusunda Milli Egitim Bakanlig1 degisen sartlara
uyum saglayabilmek ve uzun vadeli hedeflerini gergeklestirebilmek icin hem
ogretmen yeterliklerini gtincellemis hem de 6gretim programlarinda degisiklige
gitmistir. Ogretmenlerin gerekli mesleki yeterliklere sahip olmalar1 aldiklar1 egitime
bagli oldugu kadar mesleki gorev ve sorumluluklarini yerine getirebileceklerine olan
inanglar1 olarak tanimlanan 6z yeterliklerine de baghdir. Alanyazinda pek cok
calismada Ogretmenlerin 6z yeterlik inanclarinin basvurduklari egitim ogretim
uygulamalarini, olusturduklar: sinif atmosferini, 6gretim icerigini ve siuf yonetimi
becerilerini  etkiledigi ortaya koyulmustur. Yenilenen ingilizce Ogretim
programlarinda ogrencilere iletisimsel yeterligin kazandirilmasmun alti israrla
cizilmistir. Bu da yenilenen Ingilizce ogretim programlarinda benimsenen
yaklagimlardan birisinin Tletisim Odakli Dil Ogretimi oldugunun bir gostergesidir.
Ogretmenlerin mesleki yeterliklerine yonelik sahip oldugu olumsuz diistincelerin,
onlarin siniflarinda kullanacagt 6gretim yontem ve tekniklerinden sinif yonetimlerine
kadar pek ¢ok faktorii olumsuz etkileyebilecegi goz 6niine alindiginda 6gretmenlerin
6z yeterlik inanglarinin incelenmesi bu olumsuz etkinin 6ntine gecebilmek icin 6nemli
bir adim olacaktir. Bu dogrultuda 1ngilizce ogretmenlerinin 6z yeterlik inanglar1 ile
kullandiklar1 dil 6gretim yontemi arasindaki iliskinin incelenmesi ingilizce
ogretiminde istenilen diizeye ulasmak icin 6nemli goriilmektedir.

Aragtirmamin Amaci: Bu arastrmanin amaci, Ingilizce ogretmenlerinin 6z yeterlik
inanglar1 ile kullandiklar1 dil 6gretim yontemi arasindaki iliskiyi incelemektir.

Arastirmanin  Yontemi: 1ngilizce ogretmenlerinin 1ngilizce dgretimi baglaminda 6z
yeterlikleri ile kullandiklar1 dil dgretim yontemi arasindaki iliskiyi inceleyen bu
arastirmada, Ingilizce 6gretimi baglaminda 6z yeterligin kullanilan dil 6gretim
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yontemini yordadig: seklinde bir teorik model olusturulmus ve bu model yapisal
esitlik modeli kapsaminda agiklanmistir. Bu arastirma korelasyonel desende
tasarlanmustir. Alanyazinda kimi ¢alismalarda bu arastirmanin degiskenleri arasinda
anlamli iligkiler bulunmustur. Alanyazinda yer alan bu iliskiden yola ¢ikarak, Ingilizce
ogretimi baglaminda 6z yeterligin kullanilan dil 6gretim yonteminin bir yordayicisi
olabilecegi diistintilmustiir. Arastirmada 2016-2017 ve 2017-2018 egitim Ogretim
yillarinda Milli Egitim Bakanlhigma bagh okullarda gérev yapan 367 Ingilizce
ogretmeninden uygun Ornekleme yolu ile elde edilen veriler kullamilmistir.
Arastirmada 6gretmenlerin 6z yeterlik inanglar1 “Ingilizce Ogretimi Baglaminda
Ogretmen Oz Yeterlik Olgegi” ile kullandiklar1 dil 6gretim yéntemi ise “Dil Ogretim
Yontemi Olgegi” ile toplanmustir. Ingilizce Ogretimi Baglaminda Ogretmen Oz
Yeterlik Olceginin Tiirkge formu yapilan dogrulayici faktor analizi sonucunda “Sinuf
Yonetimi ve Iyile§tirici Eylemlerde Bulunmada Yeterlik”, “Degerlendirme ve Materyal
Seciminde Yeterlik”, “Dil Becerileri ve Dil Diizeylerine Gére Ogretimde Yeterlik”, “Dil
Alanlarini Ogretme ve Hata Diizeltmede Yeterlik”, “Yasa Uygun Ogretimde Yeterlik”
ve “Temel Mesleki Yeterlik” olmak tizere alt1 alt boyuttan olusmustur. Olgegin Tiirkce
formunun gtivenirliginin tespit edilmesi i¢in de i¢ tutarlik yontemi kullanulmis ve
Ttirkce formun gegerli ve giivenilir bir 6lgme arac1 oldugu belirlenmistir. Dil Ogretim
Yontemi Olgeginin orijinal faktér yapisinin elde edilen veriler ile dogrulanip
dogrulanmadigimin tespit edilmesi i¢in dogrulayici faktor analizi yapilmis ve olgek
“Tletisim Temelli Ogretim” ve “Dil Bilgisi Temelli Ogretim” olmak tizere iki alt
boyuttan olusmustur. Olgegin giivenirliginin tespit edilmesi icin de i¢ tutarlik yéntemi
kullanilmis ve o6lcegin gecerli ve giivenilir bir 6l¢me aract oldugu belirlenmistir.
Toplanan verilerin analizi SPSS 22 ve SPSS AMOS 24 veri analiz programlar: ile
yapilmustir. ingilizce 6gretimi baglaminda 6z yeterlik diizeyi ile kullanilan dil 6gretim
yontemini belirlemek i¢in betimleyici istatistikler, bu degiskenler arasindaki iliskinin
belirlenmesi i¢in Pearson Carpim Momentler Korelasyon Analizi; arastirma
kapsaminda olusturulan yapisal esitlik modelinin test edilmesi i¢in ise Yol Analizi
kullanilmustar.

Aragtirmamin Bulgulari: Aragtirma sonucunda Ingilizce ogretmenlerinin Ingilizce
ogretimi baglaminda 6z yeterliklerinin yiiksek oldugu ve Iletisim Temelli Ogretimi
daha fazla kullandiklar1 bulunmustur. Ayrica 1ngilizce dgretmenlerinin ingﬂizce
ogretimi baglaminda 6z yeterliklerinin [letisim Temelli Ogretimi ile anlamli ve pozitif
(r= 45, p< .01); Dil Bilgisi Temelli Ogretim ile de anlamli ve negatif yonde bir iligki
gosterdigi bulunmustur (r= -.44, p< .01). Yol analizi sonuglar1 ise Ingilizce gretimi
baglaminda 6z yeterligin {letisim Temelli Ogretimin anlamli ve pozitif (B= .66, p<.00);
Dil Bilgisi Temelli Ogretimin ise anlamli ve negatif bir yordayicisi oldugunu
gostermistir (B= -.63, p< .00). Bu sonuclara gore Ingilizce dgretimi baglaminda 6z
yeterlik, fletisim Temelli Ogretim kullaniminin %43'tinti; Dil Bilgisi Temelli Ogretimin
ise %4011 agiklamaktadir.

Aragtirmanin Sonuglart ve Oneriler: Elde edilen sonuglar, Ingilizce 6gretimi baglaminda
oz yeterligin hem Iletisim Temelli Ogretim hem de Dil Bilgisi Temelli Ogretim ile
iliskili oldugunu gostermistir. Bir Ingilizce 6gretmeni Ingilizce 6gretimi baglaminda
kendisini ne kadar fazla yeterli hissederse, Iletisim Temelli Dil Ogretimi kullanmaya
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daha fazla yatkin olacaktir. Yapilan yol analizi sonuglarma gore ise Ingilizce
ogretmenlerinin Iletisim Temelli Ogretim kullanmalarmin énemli ve anlamli bir
yordayicisi olarak Ingilizce ogretmenlerinin 6z yeterlik inanglar1 bulunmustur.
Arastirma sonucunda elde edilen bulgulara gore 6gretmen yetistirme programlarinda
kesinlikle 6gretmenlerin 6z yeterlik inanglarmi artirmaya yonelik calismalara yer
verilmelidir. Oz yeterlik inancinin en énemli kaynagimin gecmis deneyimler oldugu
gtz ontine alindiginda 6gretmen adaylarina basarili deneyimler gecirecekleri firsatlar
saglanmalidir. Ozellikle okul deneyimi dersleri bu husus goz oniine alinarak gretmen
adaylarinin basarili deneyimler yasayabilmelerine yonelik dikkatlice planlanmalidir.
Ogretmen adaylarinin gidecekleri okullar, gézlem yapip ders anlatacaklari siflar
dikkatlice belirlenmelidir. Oz yeterlik inanglari, 6gretmenlerin derslerinde
basvurduklar: yontem ve tekniklere ek olarak 6gretim programlarma bakis acilarin
da etkileyebildigi icin 6gretim programlar: gelistirilirken ve giincellenirken 6gretmen
oz yeterlik diizeyleri goz dniine alinmalidir. Ogretim programlarimin uygulayici olan
ogretmenlerin dgretim programlarinda benimsenen yaklasima uygun yontem ve
teknikleri uygulamalar1 6z yeterlik diizeyleri ile iliskili oldugu icin gorev yapmakta
olan 6gretmenlerin 6z yeterlik diizeylerinin belirlenmesi ve artirilmasi i¢in hizmet ici
egitim calismalar1 yapilabilir. Gelecekte yapilacak nitel bir arastirma ile ingilizce
ogretmenlerinin Dil Bilgisi Temelli Ogretim kullanmalarmin gerekgeleri ve Tletisim
Temelli Dil Ogretim kullanirken karsilagtiklar: zorluklar belirlenerek bunlara ¢oziim
onerileri getirilebilir. Ayrica gelecek arastirmalarda 6gretmenlerin kullandiklar: dil
ogretim yonteminin diger yordayicilarinin neler oldugu belirlenebilir.

Anahtar Sézciikler: Yapisal esitlik modeli, yol analizi, yabanci dil 6gretimi, 1ngilizce
Ogretim programi.
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Introduction

The most important factor for an effective school is great expectations for
educators, students and school members. This is because teachers need to believe in
both themselves and their students, and they need to set high but achievable goals in
order to create a healthy school environment. Perception of great expectations for
everyone embraces the philosophy that all students can learn important, hard and
interesting subjects as long as they are motivated, and sufficient conditions are
provided. Important information is notintended merely for succesful students. This
kind of information addresses all students regardless of their social status or career
goals (Lunenburg & Ornstein, 2013). Holmes and Wynne (1989), and Weber (1971)
state that teacher and students are the primary resources in effective school studies
and models, and that physical facilities, classroom size, teaching program and teaching
strategies are the secondary resources contrary to popular belief. An important factor
shaping the beliefs of teachers, who are effective in students’ learning, is teachers’ high
expectations toward students” success. In line with this perspective, Edmonds (1992)
admits that all school age children can be educated (cited from Balci, 2013). Teachers
convey their expectations of students by both verbal and nonverbal clues. It has been
accepted that these expectations affect the interaction between students and teachers.
Thus, they affect students’ performances as well. In many occasions, teacher
expectations turn into prophecies which become real in the end. Accordingly, if a
teacher thinks that students learn slowly, and exhibits pursuant behaviour, students
alter their behaviours paralel to this expectation (Lunenburg & Ornstein, 2013;
Jacobson & Rosenthal, 1968).

Both activity-based school culture and reliance-based school culture increase
student success. Research demonstrate that reliance-based relations among teachers
increase the success and improvement levels of students. In order to provide a
successful school, teachers evaluate necessary ways, probable obstacles, available
resources, and teaching aims and in terms of their teaching skills. This evaluation
carried out by teachers contains all students’ perceptions toward their learning
abilities. In his research, Bandura (1993) highlighted that there is a positive relationship
between student success and teacher efficacy, and that this relationship has greater
effect on academic success when compared to students” socio-economic status (Hoy &
Miskel, 2012).

As previously mentioned, many studies indicate that private reasons of school
efficacy are not related to money. On the contrary, they are related to organizational
climate and culture (Lunenburg & Ornstein, 2013). Research emphasize that effective
leadership skills, motivation, and responsibilities have more importance than money
and materiality, and they put forward that roles, values, and beliefs in teaching and
learning processes need to be changed and improved (Ducan, 2009). Similarly, Hill
(2000) asserts that three factors are crucial for schools to be effective. He states that
teachers should have a particular philosophy in terms of aims, targets, and strategies,
and that teachers should be given more responsibilities to improve their teaching
practices.
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There is a sequence of important principles concerning school efficacy and
excellence. The most prevalent of these principles is that teachers and managers have
the expectation that all students can learn. Also, they need to give hints to the students
about their expectations. Teachers who believe that students can learn, and who
devote themselves to this belief are substantial for an effective school (Lunenburg &
Ornstein, 2013). In order to achieve this, teachers should clearly define their aims and
expectations for all the students. In an environment of high expectations, educators
believe that all students are able to achieve competence in basic skills ecause many
behaviors are based on individuals’ expectations from the results of the behaviors
(Robbins & Judge, 2012).

According to Schlechty (2005), the idea that schools and teachers are responsible
for the success of their students is indirectly related to the idea that teachers can do
something about this success. This is a meaningful explanation. If schools and teachers
do not know what they can do to influence student achievement, why do they exist?
Teachers should be directly, personally, and urgently responsible for ensuring that
learning outcomes of the students will lead to results that increase the likelihood of
learning. More specifically, each teacher should be held accountable for ensuring that
what is taught to students is the same as what they are intended to learn. At the same
time, every teacher should be held accountable for enhancing student's participation,
determination, and satisfaction in the activity they apply.

In 1963, John B. Carroll initiated a fundamental change in thinking about teaching
characteristics. In his paradigm, Carroll has recommended that different students need
different time to focus on learning the same material. Carroll's theory is based on the
idea that all students have the potential to learn any content provided by the teacher
but that each student needs different amount of time to learn the same material. He
identified two factors that affect the learning rate of a student; the learner's willingness
and opportunities for learning. The first one depends on the student (how much time
he / she spends learning), and the second depends on the teacher who organizes the
learning time. Nevertheless, it was Benjamin Bloom who developed the theory
currently known as Mastery Learning in 1968. Bloom concluded that if enough time
and qualified instruction are given, almost all students can learn. In addition, Bloom's
mastery learning model present the idea that most of the learning is achieved by the
teacher rather than inheritance. The theory of mastery learning has resulted in a radical
shift in teacher responsibility in the form of student failures stemming from instruction
rather than the lack of skills of the student. In this type of learning environment, the
main purpose is to provide sufficient time for all students to learn at the same level,
and to use effective teaching strategies. (Bloom, 1981, 1995; Borich, 2014; Levine, 1985).
In other words, it is suggested that when additional time and learning opportunities
are provided tostudents, almost all students can learn all the new behaviors and
achievements taught in schools (Senemoglu, 1997).

According to Bloom, learning in a particular period is the basis for what will be
learned in later periods. A student's success in a unit facilitates the learning of other
units related to that unit. If the learning process is approached sensitively, and
appropriate learning conditions are created for the students, all the students can learn
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the subjects taught at school (Fidan, 1985). In the mastery learning model proposed by
Bloom (1995), relevant pre-learning, which constitutes the prerequisites for teaching
the skills to be taught, needs to be achieved in advance. According to him, about
twenty-five percent of the variance of success can be explained by the characteristics
of affective input; and for cognitive input behaviors this percentage can be up to fifty
percent. Another important element in the mastery learning model is the quality of
teaching. The quality of the teaching service is composed of various items. These items
consist of clues and signs presented to the student, active involvement of the student
in the learning process, reinforcements provided to learners, feedback, and correction
system.

Therefore, when the characteristics of the students and the quality of the teaching
service are positive, the level and quality of the learning productsincrease, and the
difference of success among the students is minimized. Otherwise, the level and
quality of the learning products diminish, and the achievement gap between the
learners increase. This shows that the students’ level of learning can be improved by
making the changeable features affecting learning positive in the teaching-learning
process, as stated by Senemoglu (1997). Thus, learning differences between students
can be minimized, and the education system can be removed from being selective and
skeptical. As a result, schools may become institutions where students realize
themselves.

According to the literature and the results of the research, it has been seen that
behaviors of students are usually in accordance with the expectations of their teachers
(positive or negative). There are findings that students at schools where teachers have
high expectations are more successful than those at other schools (Slavin, 2013). The
fact that teachers have high expectations, and that they are rewarded for what they
come up with are very effective in reducing the difference in success among students
(Borich, 2014).

The most successful teachers are realistic about high and low success levels of
students. A teacher who develops strict and explicit expectations towards the students
causes them the most violent damage. On the other hand, a teacher that understands
presence of difference, and chooses realistic methods and appropriate content will
create a positive impact on students (Lunenburg & Ornstein, 2013; Rosenthal &
Jacobson, 1968). As it has been emphasized in the literature, assumption that all
students can learn and all teachers can teach underlies the basis of effective school
understanding. In other words, it is accepted that effective schools are able to create a
difference in students’ learning. Student’s role is defined as the one who succeeds at
high levels (Balci, 2013).

The aim of the present researchwas to determine if teachers were able to adopt the
assumption that all learners could learn all the subjects taught in schools when
sufficient time and qualified teaching-learning opportunities were provided to
students suggested in the mastery learning model.
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Method
Research Design

The qualitative research model was used in the study. In qualitative research,
qualitative data collection methods such as interview, observation, and document
analysis are used; and perceptions and concepts are exhibited in their natural
environment in a realistic and holistic way. The most important contribution of these
methods is that they allow researchers to demonstrate the social structure and
processes (Yildirim & Simsek, 2005). In the study, phenomenology (phenomenological
method) was used as a qualitative research method. According to Holt & Sanderg
(2013), studying a phenomenon is about knowing how objects and events are related,
and how they relate to the context they are in. Phenomenology is the study of a kind
of relation and the condition of the relation. In the, the phenomenon investigated was
teachers’ perceptions of their ability to teach mastery of the subjects and students’
ability to learn mastery of the subjects.

Research Sample

In the study, in order to have rich information, a purposeful sampling method was
used, and the maximum diversity sampling method was chosen among the purposeful
sampling methods. The aim here was to reflect the diversity of the individuals who
were related to the problem at the maximum level, and to present different dimensions
of the problem according to this diversity. In addition, common themes may arise
among different features (Yildirim & Simsek, 2016). To provide maximum diversity in
the research; A study group was formed with 8 female and 7 male volunteer teachers
working in various grades such as kindergarten (3), primary school (3), junior high
school (3), general high school (3), and vocational high school (3). The study group
consisted of teachers in the fields of Foreign Language Education (2), Preschool
Education (2), Vocational Education (1), Religious Culture (1), Mathematics (1),
Counselling (1), Physical Education (1), Classroom Teaching (2), Geography (1),
History (1), Literature (1), and Physics (1) in Duzce province during 2016 - 2017
academic year.

Research Instrument and Procedures

Interview method which is one of the data collection methods was used in the
study (Patton, 2014). Related literature was reviewed for interview questions, and
possible interview questions were determined. These questions were prepared by
taking the views of two academicians. The interviews were conducted by four trainers
before and at the end of the application with the following semi-structured questions:

1) Do you believe that all the students in your class can learn all the topics of
your lesson? Why?
2) Do you believe that you can teach all the subjects to your students? Why?
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Validity and Reliability

Lincoln and Guba (1985) used the term “trustworthiness” to define reliability and
validity in qualitative research. They stated that trustworthiness involves establishing
-four criteria: Credibility, transferability, dependability, and confirmability (Sencan,
2005).

Credibility is defined as the correlation between research results, and the
perceptions of the individuals who participated in the research (Sencan, 2005). In order
to increase research credibility, various questions were asked to educators, all answers
were recorded in detail, and their opinions were included individually. The researcher
tried to introduce the research application in a comprehensive way to ensure the
transferability condition. At the same time, the factors that could affect the results were
explained. The validity and reliability of qualitative research depends on the degree of
overlap between the facts a person or an institution in real life and the recordings or
comments made by the researcher. (Sencan, 2005). In order to increase the
transferability of the research, the research process and the structures in this process
were tried to be explained in detail. In order to increase the internal consistency of the
research, all of the findings were given.

Data Analysis

Interview method was used in data collection. The data were analyzed using
content analysis techniques. The data are presented considering the questions used in
interviewing processes (Yildirim & Simsek, 2008). Accordingly, similar data were
collected under particular concepts, and were interpreted after they were organized.
The opinions of the participants were cited directly. The identities of the participants
were kept private, and each interview form was given a different code in data analysis.
Research process was explained in detail in order to increase the transferability. Also,
all of the findings were given in order to increase the internal consistency of the
research.

Results

As a result of the content analysis, research findings were categorized under the
following four main themes, and they were explained with participant opinions.

a) Teachers who believe that all students in the school can learn all subjects of the
course

b) Teachers who do not believe that all students in the school can learn all subjects
of the course

¢) Teachers who believe that their lessons can teach all subjects

d) Teachers who do not believe that their lessons can teach all subjects
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Teachers’ Belief that All Students Can Learn All of the Subjects in a Lesson

Only four of the teachers participate in the study (T1, T2, T9, T14) believed that all
students ina class could learn all subjects of a lesson. These teachers' views were

categorized as follows;

o taking individual differences between students into account,

o use of different teaching strategies, methods and technigues of the tools and materials

in the courses, individualized education,
o teachers' creativity and patience,
o teacher's belief

As a result, teachers stated that all students in a class could learn all subjects in a

class. Teachers' opinions on this topic were as follows:

Being a primary school teacher, I believe that it is not possible for students to maintain their
concentration at the highest level during a lesson of 40 minutes. I think if the lesson was 30
minutes long, it would be more beneficial for students at this age period. I surely try to make
lessons more effective and to approach to the maximum learning level. I enliven the lesson
with many different methods, and try to reach out to all of the students while considering
personal differences among them. For instance, I taught the subject of “the family’ at the third
grades last week. I thought at least half of the classroom would participate in simple activities
such as writing the meanings of the words, reading, and singing. I encouraged several more
students to participate while they tried to introduce their family members with their
photographs they had brought to the classroom. In the last lesson, they built a family play
using the costumes that I brought, and nearly the whole classroom willingly participated in
the activity. I think they implicitly learned the vocabulary related to the subject. (T1)”, “I do
believe that every child can learn. Each child in a classroom is different in many ways, but we
can teach all subjects in a lesson using various methods and techniques with the help of
individual studies. At this point, teachers need to be creative and patient. (T2)”, “I believe all
students in my classrooms can learn all of the subjects. Their levels may depend, some of them
may take longer to learn but it is possible for them to learn with sufficient patience and
time.(T9)”, “I believe that all of my students are able to learn all subjects of my lesson. Because
I think if they believe themselves, they can succeed no matter what their learning styles and
levels are. If one person can do it, then others can also do it. If they find out their learning
styles, listen carefully, revise, participate actively to the lesson with their materials, and do
their homework regularly, they can learn. Each learning will be different for sure, but I believe
that learning will occur to some extent. Some learn the first time a topic is introduced, others
learn after many repetitions. But eventually they learn (T14)

Teachers” Disbelief that Students Can Learn All of the Subjects in a Lesson

The majority of the teachers who participated in the survey di not believe that all

students in a class would be able to learn all subjects of a lesson (T3, T4, T5, T6, T7, T8,
T10, T11, T12, T13, T15). The reasons for teachers' views were categorized as follows;

individual differences such as intelligence, talent and interest among
students,

limitations in terms of time and facilities in the school,

differences in pre-learning and readiness levels of students.

differences inperception and understanding of each student
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e differences in student environments

e differences in student levels

e  differences and limitations in student capacities

e lack of teachers’ belief that every student can learn

o differences in family structures, hereditary characteristics and up bringing
environments

For these reasons, teachers believed that all students in a class could not learn all
subjects. Teachers' opinions on this topic were as follows:

I do not believe that all students in a classroom can learn all of the subjects. Because all
students have different interests, abilities and intelligence levels. I think it is utopic to think
that learning occurs as long as suitable learning environment is provided. Students’ learning
is affected by limited time and facilities in schools. Everyone cannot learn a subject at the same
level (T3)”, “No, I do not believe it. Every student is at a different readiness level. Also, their
family structures and environments are different (T4)”, “No, I do not think. Every student
has a different learning pace and comprehension ability (T5)”, “No, I do not believe it. Because
students are not at the same level of capacity to learn all subjects (T6)”, “I do not believe
because some students may have developed certain positive or negative prejudices towards
some lessons. They may have different abilities. It is not correct to think that all students are
obliged to have the same courses. For instance, a student who likes mathematics lesson may
not be succeed at Turkish (T7)”, “I do not believe that all of my students are able to learn all
subjects. Because each student is different in terms of perception and learning levels. Since
studentsare of different ages, have different family structures, financial statuses and
capacities, it would be unfair to expect them to succeed at the same level. Students may need
different methods to learn a particular subject. I cannot apply these methods sufficiently due
to lack of facilities. This situation decreases the learning level of the students (T8)”, “I do not
believe it because learning levels of the students are not the same. It is not possible to teach all
students at different levels in a classroom. The main reason is that students’ environments
and attention levels are different (T10)”, “I do not believe it because students have different
learning levels, desires, and interests; therefore, they learn what attracts them the most. Only
students at a certain level can learn uninteresting units. It depends on their readiness levels
(T11)”, “No, I do not believe it. I think the levels of the students are different from one another.
Besides, genetic factors, environmental factors, age, nutrition... All of these affect learning
cooperatively. Also, there are students at various levels in the classrooms (T12)”, “Since each
student has a different readiness level, perception level, and learning way, it is very hard for
them to learn all of the subjects. Each student interprets and structures the information in a
different way (T13)”, “I think this possibility can never happen. Because people are born with
personal differences. This situation covers cognitive features as well as physical features. In
modern educational approach, this can be explained with multiple intelligence theory.
Students concentrate on distinctive parts of a lesson as a result of their interests and abilities.
This situation affects whole learning directly and causes differences at the level of learning in
individuals. Different methods should be applied in order to overcome this condition. (T15)

Teachers’ Belief That They Can Teach All Subjects in a Lesson

Teachers believed that they could teach all subjects in a lesson, and they stated
that it depended on teachers’ competency, their preliminary preparation, and usage of
various different methods and techniques (T2, T4, T6, T7, T9, T14, T15). On the other
hand, some of the teachers did not believe that students could learn all subjects due to
the fact that they had personal and environmental differences. However, they believed
that they could teach all subjects in their lesson as long as they made preliminary
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preparation. The main understanding behind this opinionwas that the failure of
students to learn a subject was related to their personal features, rather than teachers’
teaching approaches. Teachers” opinions were as follows:

I believe it. I can teach my students any subject I feelcompetent. It depends on teacher’s
competency (T2)”, “Yes, I believe it. I can get prepared to the subjects I I am not competent
enough, so there will be no problem (T4)”, “Yes I believe it, I can apply various methods and
techniques, and I can make preliminary preparation (T6)”, “Teaching can be carried out
successfully as long as sufficient material is provided, and teaching techniques are effectively
implemented (T7)”, “I can surely teach all subjects of my lesson. I believe that I can teach
them within the time period reserved for my lesson (T9)”, “I believe that I can teach all subjects
of my lesson in my classrooms. I can teach by providing different examples, making
connections with current issues, guiding students practice, and providing their participation.
I believe that I can make a progress with trust, reliance, patience, and affection. However, a
teacher may successfully teach all subjects, but students still may not master all of them. Also
I have doubts about the necessity and prabability of it. Which one of us has ever learned all
subjects in a lesson completely? Or which one of us has ever needed to learn them? (T14)”,
“If the readiness level, physical and cognitive statuses of the students are not extremely
different, which requires Individualized Education Program, I believe that I can teach all
subjects, and achieve the results using evaluation and assessment. I also experience it. I teach
theoretical part of the subjects to the students who have posture or physical problems. Their
friends perform the activities; therefore, the students with problems have the chance to learn
them. Therefore, I can evaluate both theoric and practical parts. I have the chance to observe
that learning has occured. However, all of these aspects are not separated from students’
motivation to my lesson (T15).

Teachers” Disbelief That They Can Teach All Subjects in a Lesson

Teachers who did not believe that they could teach all subjectsrelated to their
fields stated that it depended on their students’ readiness levels, learning deficiencies,
and their prejudices. On the other hand, they stated that they did not feel themselves
competent in their lessons. Despite their negative beliefs and opinions, they also kept
preparing interesting materials and made preliminary preparations beforehand. They
also tried to keep the motivation of the classroom high, tried to attract their attention,
started the lesson with great energy, approached to the topic with small steps, and
implemented brainstorming activities. Direct quotations of teacher opinions were
given below.

Since students are more interested in certain subjects, they cannot learn all subjects at the
same level. Their readiness level and the effect of the previous teacher may turn into prejudices,
and this may result in deficiencies in learning. At this point, the motivation of the classroom
should be maintained as high as possible, and their attention should be kept. This can be
achieved by starting the lesson with great energy, approaching the topic with small steps,
carrying out a brainstorm activity, or encouraging them to tell their similar memories related
with the topic. The previous subject may not have been taught effectively. Therefore, cyclical
approach may be utilized in order to make a connection with the previous subjects. They can
be taught again comprehensively. The main reason is students’ readiness, learning
deficiencies, and prejudices (T1)”, “I do not believe that I can teach all subjects effectively in
my classrooms. I may not have the required knowledge in all subjects. However, I challenge
myself, I make preparations, and Iprepare interesting activities and materials (T5)”, “I do not
believe that I can succeed in teaching all subjects of my lesson. Just as a student cannot learn
and understand all courses at the same level, a teacher also cannot teach all subjects (T8)”,
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“Teachers start their lesson with enthusiasm. We want to convey all information we have to
the students. We try to teach them everything we know. However, the unwillingness of the
students decreases the motivation of the teacher. We can only teach willing and enthusiastic
students (T10)”, “Just like any other classroom, my classroom includes students who have
different learning levels. Fot this reason, it is not possible to provide whole learning. There are
age differences among students in the current system. We have to address different age groups
by using various activities. Teaching can be easier as long as the opportunities are provided,
and the students are willing to learn (T11)”, “The reluctance of students affects our
motivation. I start the lesson thinking that I will teach all subjects effectively, but I get affected
by the behaviours of the group. Also the families should be willing. (T12)”, “No, all students
learn what they want to learn (T13).

Discussion, Conclusion and Recommendations

Only four of the teachers participated in the survey (T1, T2, T9, T14) believed that
all students in a class could learn all subjects of a lesson. When the opinions of these
teachers were analyzed; students were expected to learn all subjects in the lessons as a
result of taking individual differences among the students, different teaching
strategies, methods and techniquesused in the lessonsindividualized nature of
education, creativity and patience of teachers, and teachers” support into account. The
result of the study revealed that all learners would be able to achieve all the outcomes
that are taught when adequate time and qualified learning conditions were provided
to them. This result shows that the teachers have the same attitudes with the mastery
learning model (Bloom, 1981, 1995; Borich, 2014; Fidan, 1985; Levine, 1985; Senemoglu,
1997). This is a gratifying result for the students and the education system.

The majority of the teachers participated in the survey (T3, T4, T5, T6, T7, T8, T10,
T11, T12, T13) did not believe that allstudents ina class could learn all subjects ofa
course. These teachers' opinionswere categorized as follows; individual differences
such as intelligence, talent and interest among students, limited time and
opportunities in school, differences in pre-learning-readines levels of students,
differences in perception and perception of each student, differences in student
environments, differences in student levels, different and limited student capacities,
inability of teachers to learn each student, and differences in hereditary characteristics
and environments. For these reasons, teachers believed that all students in a class
could not learn all subjects. This finding demonstrates that most of the teachers are not
of the same opinion with the the mastery learning model (Bloom, 1981, 1995; Borich,
2014; Fidan, 1985; Levine, 1985; Senemoglu, 1997) which advocates the assumption that
all learners can achieve all the outcomes they are taught when sufficient time and
qualified learning conditions are provided to them. In order to improve this situation,
it is necessary to determine the preconditions (cognitive and emotional) for learning,
and whether the students have achieved these outcomes, as stated by Senemoglu
(1997). Courses should be monitored and assessed constantly. Elements that increase
quality of the teaching-learning process (hints and signs, active participation,
reinforcements, and feedback and corrections) should be used. Teachers should be
given the sense that almost all students can learn if adequate time and qualified
teaching are provided. For teachers, the perception that one cannot pass to another
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topic without the mastery of understanding the outcome related to that topic must be
established.

Seven of the participant teachers (T2, T4, T6, T7, T9, T14) believed that they could
teach all subjects related to their fields as long as they were competent, make
preliminary preparation, implement various methods and techniques, and reserve
sufficient time. Nine of the participant teachers (T1, T3, T5, T8, T10, T11, T12, T13) did
not believe that they could teach all subjects of a lesson since there were differences in
readiness levels, learning deficiencies, and prejudices. They also stated that they did
not feel themselves competent in their lessons, and they mentioned the role of personal
differences, unwillingness of students and teachers, students’ forgetting of what have
been taught, age differences among students, and lack of motivation. Despite these
negative beliefs and opinions, teachers prepared materials, made preliminary
preparations, tried to keep the motivation of the classroom at high levels, attracted
their attention with interesting activities, and started the lesson with great enthusiasm
to teach.

The results of the current study support the results of many previous studies.
Research have indicated that teachers not only hide behind their low expectation of
success when students fail in a lesson, but also convey the message that it is inevitable
for them to fail. Thus, teachers expect success and certain behaviours from particular
students. As a result of these different expectations, teachers behave these students in
a different way. High expectations of success affect the success level of students to a
great extent. Also, low expectations create low levels of success (Lunenburg &
Ornstein, 2013; Rosenthal & Jacobson, 1968).

As a consequence, expectations of teachers towards their teaching skills and
students’ learning levels are quite low. Their self-perceptions, environmental
conditions, school facilities, and differences in students” personal features and input
behaviours are effective on this result. The result of the current study is worrisome in
terms of qualified and effective school principles. Besides, it demonstrates that both
interdisciplinary and interinstitutional cooperations, trainings, and support activities
should be carried out in order to eliminate teachers’ negative perceptions towards
students’ learning levels and their self-efficacy levels about their teaching skills.

As emphasized in the literature, expectations of teachers need to be compatible
with the constructivist approach because students are concerned about what their
teachers think and expect for themselves. Research shows that teachers think all
learners can learn, and their learning is related to teachers’ actions and students'
achievements. (Braun, 1976; Cooper& Good, 1993; Copper & Tom, 1984; Dusek, 1985;
as cited in Rosenthal, 2002; Schunk, 2014). Therefore, teachers should think that all
students can learn and are able to carry out their expectations.

Based on the research findings, the following suggestions can be made. As
stressed in the case of the problem of the research, the assumption that all students can
learn and that all teachers can also teach lies at the basis of effective school
understanding. For this reason, teachers should have both the beliefs and motivations
of what learners can learn and what they can teach, and carry a high level of teaching
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and learning expectations about themselves and their students. Thus, more qualified
individuals will be trained and, the quality in education will be further increased.
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Tam Ogrenme Modeli Varsayimlarinin Ogretme Ogrenme Siirecinde
Uygulanabilirligine iliskin Ogretmen Goriisleri

Ataf:

Goksoy, S. (2018). Teacher views on the applicability of mastery learning model in
teaching learning process. Eurasian Journal of Educational Research, 78, 203-
218, DOLI: 10.14689/ ejer.2018.78.10

Ozet

Problem Durumu: Ogrencilerin 6grenmelerinde etkili olan 6gretmen &zelliklerinden
onemli bir degisken 6gretmenlerde, 6grencilerin basarilar: icin yiiksek beklentiler
iginde olmalaridir. Bu bakis dogrultusunda tiim okul ¢ag1 cocuklarinin egitilebilecegini
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kabul eder. Ogretmenler, 6grencilere iliskin beklentilerini sézel ve sozel olmayan
ipuglan ile iletmektedirler. Bu beklentilerin 6gretmen ve ogrenciler arasindaki
etkilesimi etkiledigi artik bilinmektedir. Ve sonucta dgrencilerin performanslarini da
etkilemektedir. Bircok durumda 6gretmen beklentileri kendini gerceklestiren kehanete
doniismektedir. Buna gore eger bir 6gretmen dgrencilerin yavas oldugu beklentisinde
ve buna uygun davranis sergiliyorsa bunun karsiligi olarak ogrenciler de
davraniglarmi bu beklentiye uygun hale getirmektedirler. Okul etkililigi ve
miikemmelligini saglayacak bir dizi énemli ilke mevcuttur. Bu ilkelerin en 6ncelikli
olani; 8gretmen ve yoneticilerin 8grencilerin 6grenebilecegi beklentisine sahip olmasi
ve bu beklentilerini 6grencilere bildirmeleridir. Daha etkili bir okul agisindan
ogrencilerin 6grenebilecegine inanan ve bunun i¢in kendisini ise adamis 6gretmenler
6nemli bir etmendir. Bunu igin de 6ncelikle 8gretmenin tiim 6grenciler i¢in hedef ve
beklentilerin agikca tanimlanmasi gerekmektedir. Biiytik beklentilerin oldugu
ortamda egitimciler biittin 6grencilerin temel becerilerdeki yeterliklere ulasabilecegine
inanir. Ciinkii bircok davranis kisilerin bu davraniglardan bekledigi sonuglara baghdir.
En etkili ogretmenler, yiiksek ve dustik basar1 gosteren ogrenciler hakkinda
gercekgidir. Ogrencilere iliskin kat1 ve belirgin bir alg1 gelistiren 6gretmen, en zarar
verici etkide bulunmaktadir. Farkliliklarin varligimi anlayan ve gegekci yontemler ve
uygun igerik secen Ogretmen Ogrencileri tizerinde olumlu etki yaratacaktir. Alan
yazinda da vurgulandigi gibi etkili okul anlayisinin temelinde tim 6grencilerin
Ogrenebilecegi ve tim Ogretmenlerin de ogretebilecegi varsayimi yatar. Diger bir
anlatimla etkili okullarin, 6grencilerin 6grenmelerinde bir farkliliga yol agacagi kabul
edilir ve 6grenci roli, ytiksek diizeyde basaran 6grenci olarak tanimlanir.

Arastirmanin Amaci: tam 6grenme modelinde ileri siiriilen 6grencilere yeterli veya ek
zaman ve nitelikli 6gretme-6grenme olanaklari, kosullar1 saglandiginda tiim
ogrencilerin okullarda ogretilmek istenen tiim yeni hedefleri, kazanimlar:
ogrenebilecegi varsayiminin 6gretmenlerin kabul edip, benimseyip 6gretme-6grenme
stirecinde uygulayip uygulamadiklarin tespit edebilmektir.

Arastirmanin  Yontemi: Arastirma, nitel arastirma anlayist dogrultusunda
yurttilmisttr. Nitel arastirmalar, gozlem, goriisme ve dokiiman analizi gibi nitel veri
toplama yontemlerinin kullanildigs, algilarin ve olaylarin dogal ortamda gercekgi ve
biittincil bir bicimde ortaya konmasina yonelik nitel bir siirecin izlendigi arastirma
olarak tanimlanmaktadir. Bu yontemlerin en 6nemli katkis1 arastirilan sosyal yapiy1
ve siiregleri ortaya koymaya olanak vermesidir. olgubilim (fenomenolojik) yontemi
kullanilmistir. Bir fenomeni arastirmak demek, nesnelerin ve olaylarin belirlenmesinin
ve icinde goriindiikleri baglam ile nasil ilgili oldugunu kavramaktir. Fenomenoloji,
goriintirlerdeki bir tiir iligkilerin ve bu tiir iliskilerin kosullarinin incelenmesidir.
Arasfirmada, ele alman olgu, Ogretmenlerin konularmni tam Ogretebilme ve
ogrencilerin tam olarak 6grenebilmelerine yonelik 6gretmen algilaridir.

Arastirma, verilerinin toplanmasinda goriisme yontemi kullanilmistir. Veriler igerik
analiz teknikleri ile ¢c6ztimlenmistir. Arastirmanin ¢alisma grubunun belirlenmesinde
amagcli 6rnekleme ve 6l¢iit 6rnekleme yontemleri kullanilmustir. Arastirmada her bir
Ogretmenin ayr1 bir brans ve fakli bir egitim kademesinde gorev yapiyor olma dl¢titleri
esas alinmistir. Arastirmanin calisma grubunu Diizce ilinde 2016-2017 egitim 6gretim
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yilinda cesitli 6gretim kademelerinde gorev yapan 15 6gretmen goniilli olarak
katilarak olusturulmustur.

Aragtirmamn Bulgulari: Tum 6grencilerin dersin tim konularini 6grenebileceklerine
inanan ogretmenler; Cocuklarmn bireysel farkliliklarini1 goz ontine alarak dersi farkl
yontemler ile renklendirip herkese ulasmaya c¢alisma, farkli yontem ve tekniklerle
hatta gerekirse bireysel caliyjmalar yaparak her c¢ocugun ogrenebilecegine
inanmaktadirlar.  Smiflardaki tiim  6grencilerin  dersin  tiim  konularim
ogrenebileceklerine inanmayan 6gretmenler; tiim ¢ocuklarin ilgileri, yetenekleri, yast,
zeka seviyeleri, hazirbulunusluk diizeyinde, aile yapilari, kalitsal 6zellikleri ve yetisme
ortamlar1 farkli farkli oldugu igin smuflarindaki 6grencilerin tiim ders konularim
ogrenebileceklerine inanmamaktadirlar. Ogretmenler, dgretmenin yeterliligine, 6n
hazirlik yapilmasina, cesitli ve etkili yontem, teknik uygulayarak, 6n hazirlik yaparak
ve yeterli zaman ayirmak suretiyle derslerinin tiim konularmi 6gretebileceklerine
inanmaktadirlar (02,04,06,07,09,014,015), Ogretmenlerin bazilar1 ise (O4; O5);
ogrencilerdeki bireysel farklilik, aile yapilar1 ve yetisme ortamlardaki farkliliklardan
dolay: tim ders konularmi oOgrenebileceklerine inanmamalarina ragmen, kendi
konularmi 6nceden hazirlik yapmak sart1 ile 6gretebileceklerine inanmaktadirlar.
Boyle bir dustincenin temel felsefesi, Ogrencilerdeki Ogrenememe durumunun
Ogretmenlerin 6gretim yaklasimlarindan degil de 6grenen bireyin 6zelliklerinden
kaynaklandig1 yoniindedir. Derslerinin tiim konularmi 6grencilere 6gretebileceklerine
inanmayan, distinmeyen Ogretmenler bu durumun nedenlerinden birinin
“dgrencilerdeki hazirbulunusluk, 6n 6grenme eksiklikleri, 6n yargilar varligt ile
agiklarken bir diger neden olarak da 6gretecekleri ders konularda kendilerini yeterince
bilgi ve donanimda gormeme olarak gostermektedirler. Ogretmenlerdeki tiim bu
olumsuz inang ve diistinceye ragmen ayni zamanda ders 6ncesi materyal hazirlama,
6n galisma yapmay1 da ihmal etmiyorlar. Ogrencilerin motivasyonlarmi olabildigince
yiiksek tutmaya, ilgilerini yakalamaya calismakta, derse yiiksek bir enerji ile
baslamakta, konulara kiiciik adimlar ile baslamakta, beyin firtinas1 yapmaktadirlar.

Arastirma Sonu¢ ve Onerileri: Arastirmaya katilan ogretmenler cogunlukla tiim
konularini 6gretebilme ve tiim 6grencilerin 6grenebileceklerine yonelik algilar1 (inang
ve distinceleri) gerek kendileri, gerek cevre sartlari, okul imkéanlar1 ve gerekse
Ogrencinin bireysel ve giris davranislarindaki farklilardan kaynakli olarak olukca
diistiktiir. Mevcut sonug kaliteli ve etkili okul olma ilkeleri acisindan kaygi verici olup
Ogretmenlerin  6grencilerin  6grenmelerine yonelik beklenti diizeylerinin ve
kendilerinin 6gretebileceklerine yonelik 6z yeterlik algilarindaki olumsuzluklarin
giderilmesi yoniinde gerek disiplinler aras1 gerekse kurumlar aras: isbirligi, egitim ve
destek calismalar1 yapilmasini gerektirmektedir.

Anahtar Kavramlar: Ogrenci 6grenebilme beklentisi, 6gretebilme beklentisi.
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Introduction

Whenever a new technology is introduced, it is not surprising to have some
resistance to this technology. A better understanding of the underlining attitudes and
concerns can help developers adopt such technology to address this issue. Nowadays,
educational technologies including the use of tablets and smartphones have shown a
remarkable increase of use (Cassidy, Colmenares, Jones, Manolovitz, Shen, & Vieira,
2014; Garrison, 2011; Hafller, Major, & Hennessy, 2016). The focus of the widely-held
research on using tablets and mobile technologies to supplement and enhance the
educational matter concentrates on whether these educational technologies have any
sort of impact on learning and teaching. Their empirical results show mixed outcomes
causing the business value of these technologies lack a strong knowledge base (Laiw,
2008). When reviewing the literature related to the value of technologies, theories of
information systems put great emphasis on attitude towards the use of technology
(Bobbitt & Dabholkar, 2001; Davis, Bagozzi, & Warshaw, 1989; Hebert & Benbasat,
1994). This attitude is declared among the critical success factors for a successful
experiment of tablet use. The paper reviews the current literature on tablet use in
education to build a picture of the current research direction, and reveal the constructs.
In doing so, a case is put forward for an empirical tool that enables the measurement
of attitude towards tablet use. Thus, the paper attempts to define the related
constructs, develop a standard scale of measurement to determine the attitudes
towards tablet use and verify its reliability and validity.

Exploiting technology in the form of e-learning to supplement classroom teaching
has been the study of many studies (Bayliss, Connel, & Farmer, 2012; Daccord & Reich,
2015; Garrison, 2011; Georgiev, Georgieva, & Smrikarov, 2004; Liaw, 2008; Park, 2011).
Dependency on technology has continued to develop over the last two decades from
being an auxiliary tool to becoming part of the essential blended learning and a
companion to class teaching (Young, 2002). While current publications have focused
on the technology of delivery in the form of tablets and M-learning (Bayliss, Connel,
& Farmer, 2012; Daccord & Reich, 2015; Georgiev, Georgieva, & Smrikarov, 2004; Park,
2011), there is a general agreement that there is potential academic importance for
tablets, which are currently underutilized in academia although some valuable
attempts have been made to highlight their potential (Daccord & Reich, 2015; Park,
2011; Sharples, Taylor, & Vavoula, 2010). There is an increased acceptance that
personal computers and portable laptops are no longer the main e-learning tools for
students (Georgiev, Georgieva, & Smrikarov, 2004). Tablets present distinctive
features when compared to personal computers and laptops including lightness and
extended use due to more efficient battery life (Maina, 2015). Other features including
the ability to customise tablets for academic use have provided additional dimensions,
which have not yet been considered in higher education (Safieddine, Nakhoul,
Kayapinar, Spathopoulou, & Kadry, 2016).
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Method

In this part of the study, the design of the research, the participants, data collection
process, and the analysis of the data are presented.

Research Design

The purpose of the study was to develop an attitude scale for academics. For this
reason, an empirical scale development process was employed with validity and
reliability studies as questionnaires often seem to lack reliability and validity which
might lead to difficulties in interpreting research results (Schriesheim, Powers,
Scandura, Gardiner, & Lankau, 1993). For this reason, the method of the study flowed
from Likert-type item development and scale try-out to validity and reliability
analysis.

Participants of the Item Development Process

First of all, an open-ended question form was presented to five faculty members
from different backgrounds and different colleges (college of education, business
administration, engineering, liberal arts, and maths) who used or had used tablets in
classroom practices. The items in this form included four topics based on the responses
given for tablet use in the first round of the try-out: classroom management, teaching
practices, student learning, and faculty development. The researchers acted as judges,
and their responses were examined line by line in order to develop items. After an item
pool including 63 items had been developed, four other judges, who were experts in
educational sciences, evaluated the items. These judges were chosen among the ones
who had been using tablets in teaching, and they were provided with a review of
literature so that they could be more thoroughly informed. After the feedback from the
experts had been received, the items were re-examined and revised for the try-out.

Participants of the Try-out Scale

The participants who responded to the try-out scale consisted of 152 volunteer
faculty members from different countries (32 from Kuwait, 30 from Canada, 20 from
the USA, 19 from Turkey, 18 from England, 13 from France, 4 from Saudi Arabia, 3
from Belgium, 3 from UAE, 2 from Brazil, 2 from Italy, 2 from Lebanon, 2 from
Romania, 1 from Denmark, and 1 from Vietnam). Participants were randomly selected
among teaching academics who had been invited via social media and email from
different colleges. The participants were selected because of their convenient
accessibility and diversity to an online try-out scale and to the researcher(s) in order to
represent the variability of university teaching. The items were in English as it was
the common language used in most universities around the world. In order to provide
language validity as the respondents were from different countries around the world,
the items were in the form of basic English sentences in simple present tense. Also, the
participants had sufficient proficiency in English to able to read and understand a
question in simple present tense, so they were able to respond to the items on a Likert-
type scale. Responses of 13 participants were not included in the analyses because of
incomplete responses to the items. The percentage of the respondents who owned a
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tablet was 77, but the percentage of the respondents who used a tablet in teaching
practices was only 34. No personal information was requested from the respondents
except for some descriptives which are given in Table 1 below:

Table 1
Pilot Study Sample

Gender % Experience Departments

MIS, Education, Statistics,
English, Computer Science,
Special Education, Teacher
Education, Language

Female 37 Education, Finance, SCS,
Management, Translation,
Business, Marketing, HRM,

6-40 years Nutrition, Mechanical

Engineering, Adult Literacy,

Male 63 Industrial Engineering,
Electrical Engineering,
Informatics, Turkish,
Language and Intercultural
Communication, Computing
and Technology

Research Instrument

The items in the scale were constructed and structured in different headings such
as tablet use in teaching practices, tablet use in student learning, and tablet use in
faculty development. Later, some other questionnaires and surveys related to tablet
use in schools and/ or technology use in education were examined to give ideas about
the terminology and phraseology to be used in the try-out scale. In the first run, there
were 63 items, together with the reversed items, intended to measure tablet use
attitude in teaching, and these items were generated under three headings namely
teaching practices, student learning, and faculty development. After the comments
had been received from the judges, 47 items, including reverse items, were decided to
be used in the try-out scale. Although some headings were used in the item
development process, the items were shuffled in the try-out process as not to direct
the respondents and create bias. The items were re-examined, and they were suggested
to be compiled under the headings of tablet use in teaching practices, student learning,
and faculty development as those items were developed under these headings during
the item development process.

Here, the operational definition of attitude is taken as a psychological tendency (Eagly
& Chaiken, 1993) expressed by evaluating tablet use in teaching with some degree of
favour or disfavour. Five experts-one in measurement and evaluation, two in language
teaching, one in educational technology, and one in computer engineering- again
examined the initial scale items to assure the content validity and the representation
of the domain content, and a 47-item try-out scale was built and used for the study.
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The scale was developed in Likert (1932) format on a 5-point scale ranging from
“Strongly Agree” on one end to “Strongly Disagree” on the other. A 5-point scale was
chosen for collecting levels of agreement of the respondents as sorting response
categories on a 5-point scale was seen more convenient, meaningful, and easier to
respond.

Data Collection

The data were collected by using an online survey software. In order to guarantee
anonymity, no personal information was requested from the respondents, and
Respondent Anonymity Assurance (RAA) was enabled by the researcher(s). Once
RAA is enabled, it will remain perpetual and cannot be rescinded by the researcher(s)
or anyone else. In this way, the software never presents a respondent’s email address
linked to the response data in any of the analysis tools, reports, and data downloads.

Data Analysis

The collected data were analysed by using SPSS 22, Microsoft Office Excel 2010,
and LISREL 8.3. The analyses were carried out to ensure validity and reliability of the
scale, and to provide supportive evidence to the factor structure of the scale. The
following are the data analysis tools used in the study:

o Test-Retest reliability and Cronbach’s (Cronbach, 1951) alpha (Cra) calculations
for reliability

. Item-total test correlations for item validity measures

o Kaiser-Meyer Olkin (KMO) coefficient for the sampling adequacy of the data for
principal components analysis

. Factor Analysis for construct validity

o Exploratory factor analysis to evidence the possibility of the scale structure for
similar samples.

. Confirmatory factor analysis to provide supportive evidence to the factor
structure of the scale.

The selection of the items was made via analysis results of item-total correlations
and the factor structure of the scale. In addition, the internal consistency of the scale
was computed by using Cronbach’s alpha.

Results

This section presents the results of the analyses for the validity and reliability
evidence of the scale.
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Factorability of the Scale

Kaiser-Meyer-Olkin (KMO) coefficient of the try-out scale was calculated to
identify the factorability of the scale and the sampling adequacy of the data for the
analyses. The analysis resulted in a 0.833 KMO value which indicated that the data
were highly suited to factor analysis. Bartlett’s test of sphericity value was also
significant as it was found 3642.078 (p<0.01).

Validity Evidence

In order to provide evidence for the content validity of the scale, four judges, who
were experts in educational sciences, evaluated the items after the item development
process mentioned in the research instrument section earlier had been completed.
These judges were chosen among the faculty members who had been using tablets in
teaching, and they were provided with a review of literature so that they could be
more thoroughly informed. They examined the content representativeness and the
content relevance of the items, and, with consistent judgements, they reached an
agreement ratio of 100.00. Later, two experts, one in linguistics and one in language
teaching, examined the items considering the content and some technical features such
as language use and mechanics.

To collect evidence for the construct validity of the scale, components analysis with
Varimax rotation was employed. Factor analysis showed that the factor loadings of 27
items (1,2, 3, 6,7, 8,14, 15, 16, 19, 20, 22, 23, 24, 25, 27, 30, 31, 32, 33, 34, 35, 39, 40, 41,
42, and 46) did not characterize the attitude; hence, they were removed from the
analysis. The items kept for the analysis had a 3-factor structure. The first factor had
10 items which were 4, 5, 9, 10, 11, 12, 13, 17, 18, and 21. The Eigenvalue of the first
factor was 14.286, and it explained 54.944 % of the variance. The second factor had six
items which were 26, 28, 29, 36, 37, and 38. The Eigenvalue of the second factor was
2.378, and it explains 9.142% of the variance. Finally, the third factor has 4 items which
are 43, 44, 45, and 47. The Eigenvalue of the second factor was 2.019, and it explained
7.762% of the variance. These factors together explain 71.848 % of the total variance of
the attitude towards tablet use in teaching. The factor loadings of the items ranged
between 0.456 and 0.843. In order to find evidence for the item validity and the
homogeneity of the items in the scale, item-total test correlations were computed, and
the values ranged between .42 and .65. These findings of factor analyses and item-total
test correlations indicated that the scale had construct validity, and the items in the
scale measured the same construct which was intended to be measured. The total
variance and the rotated factor loading matrix (Varimax) giving validity evidence of
the scale are presented in Table 2 below:
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Table 2
The Rotated Factor Loading Matrix (Varimax), Eigenvalues, and Total Variance
Item Item Factor
No Noin Item 1 o 3
the
scale
1. 12 A tablet would contribute to my
development of being a more organized .795
teacher.
2. 10 A tablet would contribute to my
development of being a more effective .780
teacher.
3. 9 Using tablets would help me present my 723
material in a more organised way. '
4. 21 The courses I am teaching will greatly 709
benefit from the use of tablets. ’
5. 4 The courses I am teaching would greatly 694
benefit from the use of tablets. '
6. 5 The courses I am teaching would not benefit 655
from the use of tablets. '
7. 18 A tablet would contribute to organising the 587
teaching material. '
8. 11 A tablet would contribute to my
development of being a more creative 539
teacher.
9. 17 Tablets would be used in innovative ways 474
that go beyond the traditional approach. ’
10. 13 I would use a tablet for presenting the 456
material in the classroom. ’
11. 29 A tablet would contribute to student 817
participation in the classroom. ’
12. 26 A tablet would increase student-student 789
interaction in the classroom. '
13. 28 A tablet would increase teacher-student 785
interaction in the classroom. ’
14. 36 Tablet use promotes an active learning 677
environment. ’
15. 38 A tablet would be encouraging for the 520
students to explore learning topics. ’
16. 37 Tablet use would have a positive impact on 488
their learning experience. ’
17. 47 Instructors would adopt a more proactive 8
. 843
way to approach the subject.
18. 45 Instructors would be more motivated to adopt 830
a more proactive way to approach the subject. ’
19. 44 Instructors would be more motivated to
. 728
review the way they teach.
20. 43 Instructors would be more motivated to
adopt a more personalised way to approach .581
the subject.
Eigenvalues  14.286 2.378 2.019
% of Variance  54.944 9.142 7.762
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Table 2 gives evidence of three possible factors and their relative explanatory
powers. Three factors comprised 71.848 of the total variance. As seen in the table, factor
1 accounted for 54.944% of the variance with an Eigenvalue of 14.286; factor 2
accounted for 9.142% with an Eigenvalue of 2.378; and factor 3 accounts for 7.762%
with an Eigenvalue of 2.019. This might mean that the scale items represented the
intended behaviour with a total of almost 72%, and the complexity of the data set could
be reduced using these factors with a loss of information of 28%. Item validity
coefficients are also given in the following table:

Table 3
Item Validity Coefficients of the Scale Items
Item Item No in Correlation Item Item No in Correlation
No the scale Coefficient No the scale Coefficient
1. 4 .65 11. 26 43
2. 5 43 12. 28 44
3. 9 52 13. 29 46
4. 10 .58 14. 36 .51
5. 11 .56 15. 37 .52
6. 12 .57 16. 38 45
7. 13 43 17. 43 .56
8. 17 .53 18. 44 48
9. 18 .56 19. 45 42
10. 21 .62 20. 47 43

The structure of the scale based on factor analysis revealed three components
considering the relevant literature and the items included in these factors. These
components were examined, and they were suggested to be compiled under the
headings of teaching practices, student learning, and faculty development as those
items were developed under these headings during the item development process.

A confirmatory factor analysis was also conducted to provide evidence for the
three-factor structure of the scale. The confirmatory factor analysis supported the
three-factor structure that emerged from the exploratory factor analysis. The estimates
computed ranged between .57 and .96, and the t-values were significant (p<.05). The
results are presented in the following Table 4.

As seen in the table, the items in the scale had moderate to strong standardized
loadings. x2 statistic for model fit is 5.63 (df=167), which was too small to reject the
null of a good fit (p=.314). In addition, RMSEA declined to .014 (below .05), which was
small enough to indicate a good fit. Fit indices such as GFI, SRMR, AGFI, CFI, and NFI
also suggested that the factor structure fit the data (GFI=.96, SRMR=.06, AGFI=.91,
CFI=.92, NFI=.90). The results suggested that the model fit the data, and the
underlying structure of the scale was composed of three factors that measured the
attitudes towards tablet use in teaching indicating that each item contributed
significantly to the scale.
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Table 4
Estimates, t-Values, and Standardized Coefficients of the Scale Items
Factor
Item No 1 2 3 t-values R2

4 .70 8.61 72
5 57 6.64 .58
9 81 10.74 72
10 94 13.66 .83
11 77 9.84 .66
12 .89 12.36 .80
13 .70 8.64 .57
17 .67 8.16 .53
18 .80 10.40 .69
21 .86 11.61 .82
26 .87 11.87 .95
28 .83 11.04 .89
29 .82 11.97 .96
36 .87 11.91 81
37 .68 8.25 .52
38 .63 7.46 .53
43 .69 8.58 54
44 .79 10.30 .60
45 .96 14.15 .76
47 93 13.30 .80

Reliability Evidence

To find evidence for the reliability of the scale, item-total test correlations and
Cronbach’s alpha reliability coefficient were computed for the items in each factor. A
table listing these factors against each question was then generated. The results are
given in Table 5 below:

Table 5
Item-Total Test Correlations of the Items of Each Factor
Item Item Factor Cra Item Item Factor2 Cra Item Item Factor3 Cra
No No 1 No No Total & No No Total &
in Total in Sub. in Sub.
the & Sub. the the
scale scale scale
1. 4 .65 66 .86 11. 26 43 45 84 17. 43 56 .60 .80
2. 5 43 45 12. 28 44 45 18. 44 A48 46
3. 9 52 54 13. 29 46 43 19. 45 42 44
4. 10 58 .51 14. 36 51 .48 20. 47 43 A48
5. 11 56 .53 15. 37 52 54
6. 12 57 B2 16. 38 45 49
7. 13 43 40
8. 17 .53 .48
9. 18 56 .51
10. 21 .62 .59
Cra .88
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As seen in Table 5, Cra reliability of the scale was .88. Cra of the first factor was
.86; Cra of the second factor was .84; and Cra of the third factor was .80. The findings
showed that the reliability of the scale was significantly high. The correlations between
total scale scores and factors are given in Table 6 in the following:

Table 6
Correlations between Total Scale Scores and Factors
Scale Total Factor 1 Factor 2
Factor 1 .87
Factor 2 .85 .66
Factor 3 .80 .54 .60

The legend of the table provided evidence that the correlations between total
scores and each factor ranged between .54 and .87 (p<0.01), and they were significant.
The correlations between factor 1 and 2, 1 and 3, and 2 and 3 were also significant at
the same level (p<0.01). These results proved that these three factors were components
of the attitude towards tablet use in teaching.

Discussion, Conclusion and Recommendations

In this study, a valid and reliable scale for measuring the attitudes towards tablet
use in teaching was developed to be used by academics and/or the decision makers
planning to integrate tablet use in curricula. 152 volunteer faculty members from
different countries participated the study to respond the try-out scale. The items were
presented in English as it was the common language used in most universities around
the world. As the respondents were from different countries around the world, in
order to provide language validity, the items were in the form of basic English
sentences. The participants had sufficient proficiency in English to be able to read and
understand a question in basic English, so they were able to respond to the items in a
Likert-type scale. A 5-point scale was used for collecting data to make it easier for the
respondents to respond, and to obtain a total number which could be employed in
analyses. Based on the results of the analyses, the internal consistency of the scale
provided strong evidence for attitudes towards tablet use in teaching, and the scale
could be effectively used to measure particular attitudes towards tablet use in teaching
practices, student learning, and faculty development as the structure of the scale based
on factor analysis revealed three components which were teaching practices, student
learning, and faculty development. The content validity of the scale was evidenced by
experts and judges with a background in educational sciences reaching a consensus of
100%. Factor analyses were employed to provide evidence for the construct validity of
the scale. Repeated factor analyses revealed a 20-item scale which had three factors
explaining 71.848% of the total variance. The factor loadings of the items range
between 0.456 and 0.843. The first component accounted for 54.944% of the variance
with an Eigenvalue of 14.286; the second accounted for 9.142% with an Eigenvalue of
2.378; and the third accounted for 7.762% with an Eigenvalue of 2.019. In order to find
evidence for the item validity and the homogeneity of the items in the scale, item-total
test correlations were computed, and the values ranged between .42 and .65. These
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findings of factor analyses and item-total test correlations indicated that the scale had
evidence of construct validity, and the items in the scale could measure the same
construct which was intended to be measured. The confirmatory factor analysis also
provided evidence for the underlying structure of the scale. The fit indices for the
three-factor model and the standardized estimates of the items indicated a good fit.
Cronbach’s alpha reliability coefficient (Cra=.88) showed that the reliability of each
component was significantly high. Cra of the first factor was .86; Cra of the second
factor was .84; and Cra of the third factor was .80. The correlations between each pair
of components were also significant at the same level (p<0.01). These results proved
that these three components were factors of the attitudes towards tablet use, and this
scale could be used for measuring attitudes of academics on tablet use. Standard
comparisons among different samples are also possible by using this scale. Beside the
shortage of empirical studies held on this particular subject, there are some survey
attempts by using questionnaires and semi-structured interviews regarding iPad use
at schools examining student behaviours which are generally positive such as for
fostering student engagement, motivation, independent research, and participation
(Hallissy, Gallagher, Ryan, & Hurley, 2016). Still, as rapid developments in technology
appear day by day, this study might be worth to make amendments in curricula and
lead educators and decision makers to step forward by considering tablet use for
possible effectiveness in education.

Although this study was carefully conducted, the researchers are aware of its
limitations and shortcomings. The questionnaire quite often fails to cover very busy
and pre-occupied people among the respondents, or the type of respondents who need
to conceal a lot about themselves. Saunders, Cienkowski, Forsline, and Fausti, (2005)
explain the limitations of questionnaires with regards to the expected result, which
might, for example, highlight trends or attitudes, but will fail to explain the underlying
reasons for the result. A multi-method approach, where the researcher combines
questionnaires with, for instance, interviews to explain the results, is therefore
proposed. In addition, further studies with larger samples might be needed for
examining the structure of the scale and studying the attitudes of students on tablet
use, the effect of attitudes on tablet use in teaching and learning environments, and/or
the relationship between attitudes towards tablet use and some other variables such
as student success, self-efficacy of teachers and/ or faculty, and motivation in different
subjects. Furthermore, cross-cultural comparisons can be made and generalizability
studies can also be conducted by using the scale items. Further research might also
employ the scale not only in a variety of educational contexts but also in business
contexts such as company training.
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Ogretimde Tablet Kullanimi: Bir Tutum Olgegi Gelistirme Calismas1

Atf:

Kayapinar, U., Spathopoulou, F., Safieddine, F., Nakhoul, I., & Kadry, S. (2018).
Tablet use in teaching: A study on developing an attitude scale for
academics. Eurasian Journal of Educational Research, 78, 219-234, DOI:
10.14689/ ejer.2018.78.11

Ozet

Problem Durumu: Kimi ¢alismalar, egitim ve dgretimde tablet kullaniminin olumlu
sonuglar verdigini gosterse de yiiksek Ogretimde, akademisyenlerin tablet
bilgisayar: bir egitim araci olarak kabul edip etmeyecekleri konusu tizerine ampirik
bir calisma goriilmemektedir. Bu durum, akademisyenlerin tablet kullanimini
ogretim stiireclerine dahil etmelerini ve buna iliskin tutumlarmni, diistince ya da
kaygilarini tartisilir hale getirmektedir. Yiiksek 6gretimde tablet kullanimina iliskin
almacak kararlarin, akademisyenlerin tutumlarinin olctilerek bilingli bir sekilde
alinmasi mantikli olacaktir. S6z konusu tutumlarin ol¢iilmesi icin standart
karsilastirmalara olanak saglayan bir 6lgegin gelistirilmesi uygun olacaktir.

Calismanin Amact: Bu ¢alismanin amac, tablet bilgisayarlarin yiiksek ogretimde bir
egitim arac1 olarak kullanimma iliskin akademisyen tutumlarinin olctilmesi
amactyla standart karsilastirmalara olanak saglayacak gecerli ve giivenilir bir
6lcegin gelistirilmesidir.

Yontem: Denemelik maddelerin gelistirilme asamasinda bes uzman yargici katkida
bulunmustur. Gelistirilen maddelerin yanitlayicilar1 diinya capinda 152 goniilli
akademisyenden olusmaktadir. Olgegin gecerligine kanit olusturmak icin madde
toplam test korelasyon katsayilar1 SPSS16.0 kullanilarak hesaplanmistir. Orneklem
yeterliginin 6lctilmesi icin Kaiser-Meyer Olkin katsayis1 hesaplanmis, maddelerin
faktor yiiklerinin hesaplanmasi i¢in ise temel bilesenler analizi yapilmistir.
Faktorlerin faktor yapilarina uygunlugunu smnamak amaciyla Dogrulayict Faktor
Analizi yapilmistir. Olgegin giivenirliginin lgtilmesi icin Cronbach Alpha katsayisi
hesaplanmuistir.

Bulgular: Madde analizi sonucunda 20 maddelik, toplam varyansin yiizde 71.85’ini
aciklayan ve Eigen degerleri 14.286, 2.378 ve 2.019 olan 3 faktorlii bir 6lcek elde
edilmistir. Madde gegerlik diizeyleri .43 ile .65 arasinda degismektedir. Olgegin ig
tutarlik katsayis1 .88"dir.

Sonuglar ve Oneriler: Sonuglar, tilke ya da kurum bazinda koéklii kararlar almadan
once, tablet kullanimina iliskin tutumlarin gecerli ve giivenilir bir sekilde
olciilebilmesini saglayacak bir olgek ortaya koymustur. Gelistirilen tlgegin, ulusal
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ya da uluslararas: diizeyde akademisyen tutumlarinin 6l¢iilmesinde ve standart
karsilastirmalarin yapilmasinda biiyiik 6lgekli kullanimi dnerilebilir.

Anahtar Sozciikler: Tablet, tutum, clgme, gegerlik giivenirlik.
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