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VAVAVAN

EXAMINATION OF THE INAPPROPRIATE BEHAVIORS
DISPLAYED BY PROSPECTIVE TEACHERS THROUGH
DIGITAL DEVICES IN TERMS OF CERTAIN VARIABLES

Mehmet SINCAR ™
Gaziantep University, Department of CEIT, Gaziantep/TURKEY

ABSTRACT

The purpose of this study is to examine the inappropriate behaviors displayed by prospective teachers
through digital devices in terms of certain variables, and to reveal the causes of these inappropriate
behaviors. Employing quantitative and qualitative research methods, the study was carried out during the
2011-2012 academic year with participation of 185 prospective teachers from a faculty of education in
Turkey. Quantitative data were analyzed by use of multiple linear regression analysis and independent
samples t-test. Qualitative data were analyzed through content analysis. Validity and reliability were
investigated via peer-review, member checks, and inter-coder reliability processes. The findings of the
study show that there is a (low-level) significant positive relationship between the inappropriate
behaviors displayed by prospective teachers through digital devices and gender, social media usage
status, and duration of the internet usage and mobile phone usage. It was concluded that male students
displayed more inappropriate behaviors through digital devices in comparison to female students, and
prospective teachers using social media displayed more inappropriate behaviors through digital devices
in comparison to those not using the social media. The causes of undesired/inappropriate behaviors were
found to be compulsion, absent-mindedness and indifference.

Keywords: Digital technologies, digital citizenship, digital etiquette, inappropriate behaviors.
INTRODUCTION

It can be said that social life gradually changes and transforms as a result of the fact that digital devices
have become one of the indispensable elements of the daily life. Prensky (2001) states that this
transformation has led to formation of two groups in the society: digital natives and digital immigrants.
According to Prensky (2001), while digital natives grow with digital technologies, digital immigrants
meet these technologies only after they have completed a certain part of their lives. As digital natives are
surrounded by digital technologies, they adapt themselves to virtual world more easily than digital
immigrants. In fact, digital natives refer to present-day children, and digital immigrants to their parents.
Prensky (2001) highlights that today’s children are very different from their parents, which is due to the
fact that they spend thousands of hours by using digital technologies. The fact that digital devices have
started to influence the social life in an unpredictable manner has led to emergence of a virtual world
where people spend a considerable part of their time. Thus, individuals from different segments of the
society have begun to become digital citizens of this world gradually.

Digital Citizenship

Digital citizenship is defined as the ability to participate in society online (Mossberger, Tolbert and
McNeal, 2008). Another definition of digital citizenship refers to capability of all individuals in the
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society to act in the digital world easily by using information technologies positively. Within the scope of
this definition, nine basic elements of digital citizenship are described (Ribble & Bailey; 2007).

Table 1. Digital citizenship elements

Elements Descriptions

Digital Access Lo . . i .

g Every individual in the society needs to have equal access to digital technologies.
Applications such as mobile phone, short message, video conferencing and e-mail are
the technologies used by individuals for communication purposes. This mode of
communication has created a new social structure.

Digital Communication

Digital Literacy Individuals need to have core knowledge concerning use of digital technologies, and
need to be capable of using such technologies in the learning processes.

Digital Etiquette Use of digital technologies within the framework of a particular etiquette makes
individuals a role model especially for students.

Digital Commerce Individuals need to be able to review goods in the electronic environment before
buying them and conduct processes related to shopping in the same environment.

Digital Law Individuals must respect property rights, and avoid acts that may violate copyrights in
particular.

Digital Rights &

N Every individual has a right to use digital technologies. Individuals need to be able to
Responsibilities

protect these rights of theirs and defend rights of other people about this topic.

Individuals need to be capable of identifying health problems likely to emerge as a
result of use of digital technologies, and must take necessary measures by noticing the
initial phases of such problems.

Every individual who uses digital technologies needs to take security measures in
Digital Security regard to his/her personal devices in particular, and must pay strict attention to utilizing
security software while using his/her personal devices or using personal information in
devices open to common access.

Digital Health & Wellness

Ribble & Bailey (2007) set a model for explaining the connection between elements of digital citizenship.
This model indicated the common purpose of digital citizenship elements as follows: to improve learning
outputs and to prepare students to become 21st century citizens ((Ribble & Bailey, 2007:37).

ehavior
5 B
™

Digital Law

Digital Rights &
Responsivilities

Digital Health
& Wellness

Digital Literacy

Digital Communication

Digital Access

Core Goals
Improving learing

outcomes and preparing
students to become 21°
century citizens

Figure 1. Model of how the elements of digital citizenship relate and connect.
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Examining the Figure 1, it is seen that digital citizenship elements are affected and shaped by lives of
students both inside and outside the school. Having more access to digital technologies inside and outside
the school may be considered an important factor in terms of acquisition of behaviors concerning use of
digital technologies. Gradually increasing use of digital technologies in life makes difference for both
students and other individuals in the society. Activities such as money transfer over the internet, access to
lecture notes through the websites, delivery of wedding invitations by e-mail, and organization of aid
campaigns through social media in case of a natural disaster can be regarded as reflections of changes in
the social life created by technology. On the other hand, it is observed that digital technologies, which
facilitate/vary human life, negatively affect and change behaviors of the individuals from time to time.
Behaviors like transferring money from a bank account over the internet without permission, threatening
a peer student in a chat room, and sharing pictures or videos violating privacy through social media
without permission can be showed as examples of undesirable use of the digital technologies. One of the
reasons for individuals’ exhibition of annoying behaviors over the internet is that they regard virtual
world as more riskless in comparison to the real world, which is not approved by the society (Bargh &
MacKenna, 2004; Stewart, 2000; Woodbury, 2003).

Closely examining the situation, it is observed that these kinds of negative behaviors are displayed by
hiding behind a computer standing clear of the physical environment. Apart from that, there are also
improper behaviors conducted through digitals devices against person or people being in the same
environment as such devices. According to Ribble & Bailey (2007:6), these kinds of behaviors can be
associated with the concept of etiquette as distinct from the concept of ethics. For instance, it is one of the
negative behaviors displayed in the daily life that some people answer their mobile phone without getting
permission from individual/individuals being in the same environment as them during a face-to-face
meeting. A call to mobile phone of one of the students during a lecture can be indicated as another
negative behavior that distracts people at that moment. In a similar way, it is also among annoying
behaviors that a group of people talk loudly in a public transportation vehicle, or a person in the same
vehicle as you speaks loudly to another person via a mobile phone. Adam (2005) states that improper
behaviors conducted through digital technologies increase in proportion to inclusion of digital
technologies in the daily life, and especially the females are negatively affected by these kinds of
inappropriate behaviors.

Teachers are expected to take responsibility and function as a role model for their students in order for
students to exhibit appropriate behaviors through digital technologies instead of these kinds of
undesirable behaviors. It is regarded as a teacher’s competence in the context of technological leadership
(Brooks-Young, 2006; Brooks-Young, 2007; ISTE, 2008). Exhibition of proper behaviors that can serve
as a model for the society to prevent undesirable/inappropriate behaviors that are conducted through
digital devices is associated with the concept of digital etiquette, one of the sub-dimensions of the concept
of digital citizenship (Ribble & Bailey, 2005; Ribble & Bailey, 2007).

Stating that digital etiquette norms are necessary for students to distinguish appropriate behaviors from
inappropriate behaviors displayed through digital devices, Ribble & Bailey (2005) recommends teachers
implement a series of scenarios called as digital compass activity as a guide. The digital compass activity
is a material consisting of 10 scenarios in total. These scenarios contain inappropriate behaviors displayed
through digital devices. At the end of the activity, students and teachers are expected to reach a
conclusion concerning what is right and what is wrong in accordance with answers given by them to the
questions asked in regard to the above-mentioned scenarios.

The literature contains different studies concerning use of digital technologies by students. For instance,
Van Buren (2001) determined at the end of a three-year ethnographic research that students with low
level of skill for using computer displayed inappropriate behaviors more and were disciplined on this
topic, while students with higher proficiency in the use of computers cooperated with the school
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administration when they detected a gap in network system of the school so as to close this gap. Results
of that study emphasize that people with higher competence on the topic of information technologies
comply with codes of conduct more. Another study on this topic was carried out by Poole (2007). Poole
(2007) reported that age and gender had an effect on negative behaviors displayed by students through
these kinds of technologies. In that study, a total of 22 scenarios (each one consisting of 11 items), which
were parallel to one another in regard to real life and cyber world, were prepared, and an attempt was
made to determine perceptions of 453 students about these scenarios. It was concluded that high school
students and male students displayed more negative behaviors through digital technologies in comparison
to university students and female students respectively. The same study reported that students considered
their negative behaviors displayed through digital technologies more acceptable in comparison to
inappropriate behaviors exhibited in the real life. Poole (2007) highlighted that perception about
exhibition of a positive or negative behavior should be the same regardless of whether such behavior is
displayed by use of digital technologies or in the real life, but findings of that study revealed an
inconsistency in perceptions of the students about this topic. Poole (2007) stated that the said
inconsistency resulted from the fact that use of digital technologies affected perceptions of individuals
about what was right and what was wrong. Likewise, Glatz & Betschi (2006) conducted a study in which
academicians, researchers and telecommunication employees participated. It was concluded that people
were videotaped and photographed through mobile phone cameras without permission, which violated
privacy, and spam-content messages were sent to randomly selected humbers and addresses via e-mail or
SMS. A study conducted in Turkey with participation of prospective teachers collected behaviors, which
were to be evaluated within the context of digital etiquette, under the titles of etiquette and sensitivity, and
concluded that participants barely exhibited these behaviors (Sincar, 2011).

Purpose of The Study

The purpose of this study is to examine the inappropriate behaviors displayed by prospective teachers
through digital devices in terms of gender, social media usage status, and duration of daily internet usage
and mobile phone usage, and to reveal the causes of these inappropriate behaviors. In this sense, an
attempt was made to answer the following four research questions in the study:

1. Do gender, social media usage status, and duration of daily internet usage and mobile phone
usage of prospective teachers significantly predict the frequency of inappropriate behaviors
displayed by them through digital devices?

2. Is gender a factor that creates a significant difference in terms of inappropriate behaviors
displayed by prospective teachers through digital devices?

3. Is social media usage status a factor that creates a significant difference in terms of
inappropriate behaviors displayed by prospective teachers through digital devices?

4. What are the causes of inappropriate behaviors displayed by prospective teachers through
digital devices?

METHOD
Participants

This study was carried out with participation of prospective teachers attending a faculty of education in
Turkey during the 2011-2012 academic year. Participants were determined by use of proportional
sampling in quantitative dimension of the study, and through maximum variation sampling in qualitative
dimension of the study. 185 prospective teachers took part in quantitative dimension of the study. Of the
participants, 60% were female, 40% were male. 82% of the participants used social media tools such as
FacebookTM and TwitterTM. 22 participants were included in the qualitative dimension of the study.
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Data Collection

A form developed by the researcher was used in collection of quantitative data. The relevant literature
(Adam, 2005; Barger, 2008; Brooks-Young, 2007; Freeman & Graham, 2005; Kizza, 2010; Ribble &
Bailey, 2007; Rooksby, 2002; Shariff, 2009) was reviewed while preparing this form. A pilot form was
developed based on expert opinions. Then, this pilot form was subjected to opinions of two faculty
members in order to determine content validity of the form. After necessary corrections were made, the
form was administered to 210 prospective teachers. After this stage, item-total, item-remainder and t-test
item analyses were carried out in order to test validity of the data collection tool. It was concluded that all
items had different correlation coefficients and t values. To determine reliability coefficient of the data
collection tool, internal consistency analysis was performed and reliability coefficient (0=0.793) was
calculated.

The form contained descriptive variables including gender, social media usage status, and duration of
daily internet usage and mobile phone usage as well as 10 items consisting of negative behaviors
displayed through digital devices (ANNEX-1). Qualitative data of the study were collected by means of
semi-structured interviews. Semi-structured interviews contained 5 basic questions, which were aimed at
determining the causes of inappropriate behaviors displayed by prospective teachers through digital
devices, and 5 in depth questions associated with these questions.

Data Analysis

Quantitative data of the study were analyzed by means of multiple linear regression analysis and
independent sample t-test. In multiple linear regression analysis, assumptions were tested, and then
"ENTER" method where all independent variables were analyzed together was employed (Muijs, 2004;
Pallant, 2005). For analysis of qualitative data of the study, content analysis was performed, and themes
constituting the research framework were determined by closely examining the interview texts (Boyatsiz,
1998; Cresswell, 2007; Patton, 2002; Strauss & Corbin, 1990). Validity and reliability of the data were
investigated through peer debriefing, member checks, and inter-coder reliability processes (Lincoln &
Guba, 1985).

Peer Debriefing

A peer is a person who is outside the context of the research, is not interested in the topic under
examination, but is knowledgeable about research methods and capable of discussing problems about the
research process with the researcher (Lincoln & Guba, 1985). A faculty member specialized in the field
of educational administration and inspection took part in the present study as a peer. Documents
containing the data obtained from prospective teachers were examined by both the researcher and peer
separately. The researcher and peer exchanged opinions in regard to analysis of the data.

Member Checking

Member checking refers to the process where comments made by the researcher based on data obtained
from the participants are tested by sharing such comments with participants of the study. This process is
the salient part of the establishment of trustworthiness because it allows the researcher to find out if
her/his interpretations of the data reflect the realities of the participants’ lived experiences (Lincoln &
Guba, 1985). In the present study, after views of any one of the participants were transcribed, they were
reviewed together with the participant, and opinions of the participant were taken in regard to the
comments made by the researcher. This process helped the researcher to confirm the comments made by
him/her concerning opinions of the students.
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Inter-Coder Reliability

Inter-coder reliability refers to the degree to which two coders come to agreement in regard to quality of
any content (Miles & Huberman; 1994; Boyatsiz, 1998). The second coder must have comprehensive
knowledge and competence about both research methods and topic of the research. A faculty member
specialized in the field of computer and instructional technologies education took part in the present study
as the second coder. The researcher and the second coder separately examined the documents containing
views of the participants, and deducted the relevant themes. Then, functional definitions were made in
regard to each theme. At the end of the analyses conducted by the coders, participants’ views were
collected under the themes of compulsion, absent-mindedness, and indifference.

Findings
RQ 1: Do gender, social media usage status, and duration of daily internet usage and mobile phone usage
of prospective teachers significantly predict the frequency of inappropriate behaviors displayed by them
through digital devices? Multiple regression analysis was performed in order to find an answer to this
problem.

Table 2. Regression analysis results

Variable B S.E. B t p Bivariate r Partial r
Constant 1.196 137 8.758 .000
Gender” 172 .071 170 2.434 .016 .205 178
Duration of the Internet Usage .088 .032 .206 2.757 .006 .296 201
Duration of Mobile Phone Usage .098 .038 179 2.587 .010 .189 .189
Social Media Usage™ .160 .096 124 1.672  .096 220 124

F=8.363; p=0.00; R=0.396; R*=0.157
“Female students were taken as reference.
"Those not using social media were taken as reference.

At the end of the regression analysis, it was seen that four variables collectively had a significant (low-
level) relationship with scores about inappropriate behaviors displayed by prospective teachers through
digital devices (F=8.363; p=0.000; R2=0.157), and explained approximately 16% of the variance
According to the standardized regression coefficient, the order of importance of predictor variables over
inappropriate behaviors displayed through digital devices seems to be as follows: duration of the internet
usage, duration of mobile phone usage, and gender. Examining the "t" values concerning significance of
regression coefficients, it is seen that gender variable and duration of the internet usage and mobile phone
usage are significant predictors of inappropriate behaviors displayed through digital devices. Accordingly,
it can be said that gender (in particular) and duration of the internet usage and mobile phone usage of
prospective teachers are predictive characteristics for predicting the frequency of inappropriate behaviors
displayed by them through digital devices, but social media usage status does not bear such a
characteristic.

RQ 2: Is gender a factor that makes a significant difference in terms of inappropriate behaviors displayed
by prospective teachers through digital devices? Independent sample t-test was carried out in order to find
an answer to this question.

Table 3. Independent sample t-test results concerning the variable of gender

Variable N Mean SD t df p
Gender Female 110 1.82 0.38 )
Male 75 2.02 0.61 -2.609 183 .01
"p<0.05
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The findings demonstrate that the variable of gender is a factor that makes a significant difference in
terms of inappropriate behaviors displayed by prospective teachers through digital devices (p<0.05).
Examining the Table 3, it is seen that male prospective teachers (Mean=2.02) display negative behaviors
more frequently than female prospective teachers. It is observed that male participants of the study exhibit
inappropriate behaviors in a wider frequency range (SD=0.61) though the number of female students
included in the research process is higher than that of the male students.

RQ 3: Is social media usage status a factor that makes a significant difference in terms of inappropriate
behaviors displayed by prospective teachers through digital devices? Independent sample t-test was
carried out in order to find an answer to this question.

Table 4. Independent sample t-test results concerning the social media usage status

N Mean SD t df p
Social Media No 33 1.67 0.30
Usage Yes 152 1.96 0.52 -3.05 183 .00"

“p<0.05

The findings demonstrate that the variable of social media usage status is a factor that makes a significant
difference in terms of inappropriate behaviors displayed by prospective teachers through digital devices
(p<0.05). Examining the Table 4, it is seen that prospective teachers using social media (Mean=1.96)
display negative behaviors more frequently than prospective teachers not using social media.

RQ 4: What are the causes of inappropriate behaviors displayed by prospective teachers through digital
devices? At the end of data analyses, the findings were collected under the themes of compulsion,
indifference and absent-mindedness.

For analysis of qualitative data of the study, content analysis was performed, and themes constituting the
research framework were determined by closely examining the interview texts. Participants’ views
regarding the fourth problem were provided as original. Students were encoded in order to identify the
owner of a particular statement as well as gender of the participant making the relevant statement (e.g.
S1M [The 1st Student, Male)] and S13F [The 13th Student, Female].

Table 5. Themes determined within the scope of the study, and sample statements

Themes Functional Definitions Sample Statements

o | answer my phone in
environments requiring silence
only when the call is highly
important.

o Generally, | am loudly speaking

o Displaying an inappropriate
Compulsion behavior in the face of an
unavoidable situation

Absent- o Displaying inappropriate
mindedness behaviors unwittingly or absently 22;:]; phone absently when | am
o Displaying inappropriate o It gives me pleasure. In fact, | am
Indifference behaviors by ignoring reactions of recording their natural state.
the people
Compulsion

Exhibition of inappropriate behaviors by participants through digital devices just because they are forced
to do it was evaluated under the theme of “compulsion”. For instance, some participants made the
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following statements concerning the causes of the inappropriate behavior described as, “answering the

mobile phone in situations requiring silence”:
+ | do not answer my phone unless it is very urgent (S1M). | answer the
phone only when it is important (S2M). Sometimes, | answer the calls in
special conditions. In general, | try to speak in a low tone of voice without
disturbing the people around me (S3F). | sometimes answer the calls from
my family thinking that there may be an emergency situation though | know
that it is an inappropriate behavior (S4F). | sometimes do it. | am answering
if the person calling me is someone from my family. | do not want to cause
them to be anxious about me. I consider that it may be an urgent issue. | talk
for a short time, and then | finish the call (S5F). | sometimes answer the calls.
I answer the phone if there is something urgent (S6M). | answer the phone
when my mother or father calls. They have priority for me (S7F). | answer
the phone when | have to do it (S8F). | answer the calls that | consider
important. I have no chance other than saying “what can I do? I have to
answer it” to people disturbed by this situation (S9F).

Under the theme of compulsion, participants stated that they displayed annoying and undesirable
behaviors through digital devices when there was an urgent, special and important situation for them.
Especially the female participants stated that they answered calls from family members without any
hesitation though they knew sensitivity of the situation they were in, and they tried their best not to annoy
the people around them.

Absent-mindedness

Exhibition of inappropriate behaviors by participants through digital devices just because they are absent-
minded or unaware was evaluated under the theme of “absent-mindedness”. For instance, participants
made the following statements concerning the causes of the inappropriate behavior described as,
“speaking on mobile phone at a tone of voice that may disturb people (loudly)”:

» In general, | speak loudly on the phone when I am angry. | feel relieved

when | speak loudly. I am unaware of speaking loudly at that moment

(S10M). In general, | speak loudly on the phone when | talk with my mother.

It is beyond my power. | am lost at those moments (S11F). In general, |

display this behavior when | am angry. So, | speak loudly. | realize later on

that | have made a mistake (S12F). It sometimes happens to me, though not

always. | start to shout when | think that the person | talk with does not

understand me. In fact, |1 do not do it intentionally. It occurs automatically

(S13M). I shout when | get very angry with the person | speak to. This is a

bed temper of mine. I cannot control myself when | get angry. | realize the

situation when | calm down (S14M). | shout on the phone if | am angry at

that moment. | am unaware of it. In any case, | can't help when | am angry

even if I am aware of it (S15F). In general, | speak loudly unwittingly when |

am angry or | cross with someone (S16F). To a certain degree, it is about

how tense the environment is. All in all, we are human beings, and our

feelings may reach peak from time to time. |1 sometimes lose my control

when | am very angry (S3F).

Under the theme of absent-mindedness, participants stated that they were not aware of the negative
behaviors they displayed. For instance, participants who stated that they displayed the negative behavior
described as, “speaking on mobile phone at a tone of voice that may disturb people (loudly)” when they
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were very angry told that they realized that they were speaking loudly only when they got reaction from
people around them.

Indifference

Inappropriate behaviors exhibited by participants ignoring reactions of other people around them were
evaluated under the theme of “indifference”. For instance, participants made the following statements
concerning the causes of the inappropriate behavior described as, “recording voices and images of people
by means of digital devices (camera, mobile phone, video camera etc.) without permission”:

» 1 usually record images of my friends without getting permission from

them. 1 think they will not give trouble because I am very close with them.

From time to time, | use these images for playing a joke on them. However, it

is not a problem even if they react. All in all, they are my friends (S14M). |

only record the images of people | am acquainted with without permission. |

do not think intimacy gives problem. If a problem arises, it means that there

is no intimacy (S6M). As | like it, | record voices and images of people

around me. It gives me pleasure. In fact, this is a kind of hobby for me. | am

recording their natural state (S17F). | record the moments | consider

important so that | can have an evidence or reference. In fact, | do not see any

negative side of this behavior as long as people do not notice his situation. In

addition, people must be careful, because it is their problem (S7F). | display

this behavior towards my close friends. | take more pleasure when they get

angry. It amuses me (S18F). | have done it once. | was waiting for a tramway

with my friends. Two black students arrived at the station. | told my friend to

secretly record us while | was chatting with them. They were so sweet (S5F).

I have a great fun while recording. It relieves me to record funny or blushing

states of others. | am watching those moments again and again. | laugh more

every time (S19M). | record images of people around me because | do not

think that it is something bad. So, | feel good while recording them (S8F). |

mostly do this for humor. People who realize that | record them without

notice are disturbed by this situation. Still, (the participant uses a sarcastic

tone of voice here) | continue to record secretly if they do not politely warn

me (S12F). | record voices and images of lecturers annoying me during

lessons. Then, | have fun when | watch them. | laugh so much (S4F).

Likewise, participants made the following statements concerning the causes of the inappropriate behavior
described as, “busying oneself with digital devices during face-to-face meetings (both writing a SMS or
using Facebook, Twitter, etc. and listening to the person talking”:

« | generally do that when | am bored of the things told by the person

talking with me. | feel the need of busying myself with some things (S16F).

Firstly, 1 would like to mention that | do not feel uncomfortable about

displaying this behavior. | do that when | am bored of listening to the person

talking with me. This is better than telling the annoyance to one’s face

(S20F). I think this is something normal. Everyone does the same. It does not

disturb me. | do not understand why others are disrupted (S18F). | do that

when | do not attach importance to what is told by the person speaking to me

or the person himself/herself. In these kinds of situations, | avoid making an

eye contact. Then, | start to play with my phone (S19M). | can both listen to

the other person and busy myself with my phone. All in all, I can do both of

the activities at the same time. In my opinion, it is not something disturbing. |

do not understand the reason why they react to me. I think this is something
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normal (S21F). | do that depending on the person talking with me. If s/he is
someone important for me, | never display this behavior. However, if s/he is
a regular person, | do not behave carefully. People sometimes react to me.
For example, some of my friends tell me, “Look at my face”. (...) still, this is
something normal for me. This is because; this behavior has become part of
the life (S13M). | do that when | do not want to listen to the person talking
with me. In fact, | want him/her to finish the speech. However, they do not
understand my intention (S1M).

Under the theme of indifference, it was determined that participants displayed inappropriate behaviors
through digital devices by making nothing of the people around them or ignoring their reactions.
Participants stated that they displayed the behavior described as, “recording voices and images of people
through digital devices without permission” in order to have fun and feel satisfied by disregarding privacy
of the people. Likewise, participants said that they displayed the behavior described as, “busying oneself
with digital devices during face-to-face meetings” because they did not take the communicated person
seriously or they thought it was a hormal behavior for them.

DISCUSSION and CONCLUSION

A positive (low level) relationship was found between gender, social media usage status, and duration of
the internet usage and mobile phone usage of prospective teachers and the inappropriate behaviors
displayed by them through digital devices. The findings demonstrate that gender and duration of the
internet usage and mobile phone usage have a significant effect on inappropriate behaviors displayed by
prospective teachers through digital devices, but social media usage status does not have such an effect.

It was realized that men displayed inappropriate devices through digital devices more frequently than
women, which created a significant difference. Likewise, it was understood that social media usage status
of prospective teachers was a factor that made a significant difference in terms of inappropriate behaviors
displayed through digital devices, and prospective teachers using social media displayed inappropriate
behaviors more frequently. It is possible to say that male students’ more frequent exhibition of
inappropriate behaviors through digital technologies in comparison to female students stems from more
usage of digital technologies by men. This situation shows parallelism with the result reached in regard to
the first problem of the study.

The only limitation of the present study is that examination of the inappropriate behaviors displayed
through digital devices did not allow reaching a large mass of participants. To draw a conclusion based
on the research results limited to the study group, it can be said that the more prospective teachers use
digital technologies, the more inappropriate behaviors they display through such technologies.

The causes of the inappropriate behaviors displayed by prospective teachers through digital technologies
were discussed under the themes of compulsion, absent-mindedness, and indifference. Compulsorily or
absently displaying an undesirable behavior can be understood, but it is an unacceptable situation
especially for a prospective teacher that one disturbs his/her environment by ignoring the people around
him/her. Digital etiquette emphasizes that teachers should serve as a role-model for students concerning
the appropriate behaviors to be displayed through digital devices, and that teachers bear responsibility for
internalization of this issue by students. The results demonstrate that prospective teachers do not perfectly
have the digital etiquette norms, which is one of the criteria for them to serve as a role-model for their
students.

The most important limitation of this study is that negative behaviors are tried to be determined only in
one faculty of education and with a limited number of participators. In this sense, the results should be
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interpreted only by considering the study group. If this study is comparatively reviewed from different
aspects in national and international context in a broad perspective, more comprehensive results may be
obtained.
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ANNEX-1
Scale for Undesirable/Inappropriate Behaviors Displayed through Digital Devices
Gender [Female [IMale

Do you use Social Media (Facebook, Twitter, etc.)? CYes [ No
How many hours a day do you use the internet averagely?

[1None (11 hour [12hours [13hours [J4 hours+

How many hours a day do you talk on the phone averagely?
[1None [11hour [12hours [13 hours []4 hours+

Please mark the most suitable choice for you. Never | Rarely | Sometimes | Frequently | Always

1. On my phone, | use ringtones having a sound level or -~ -~ -~

type that may disturb people. - -
2. | speak on my mobile phone at a tone of voice (e.g. _ _ _ 0 0
loudly) that may disturb people around me.
3. | send annoying messages to others via e-mail. 0 0 0 O O
4. | answer my mobile phone in situations requiring
silence (in the seminary, in the lesson, in the cinema, 0 0 0 0 0
etc.).
5. When my mobile phone rings during face-to-face
meetings, | answer the call by interrupting the meeting 0 0 0 O O

without getting permission from the person | meet.

6. | busy myself with my digital devices during face-to-
face meetings (I both write a SMS and listen to the 0 O O 0 0
person talking to me)

7. 1 use elements that contain virus (e.g. CD/DVD) on -~ -~ -~

computers of others. - = = O b
8. | publish images of people around me on the internet _ _ _ 0 0
without getting permission from them. - - -
9. I record voices and images of people around me by
means of digital devices (camera, mobile phone, video O O O O O
camera etc.) without permission.
10. I do not behave meticulously concerning correct usage
of the language while establishing a written _ o o . 0

communication with others by means of my digital
devices.

12



Mehmet SINCAR - C.U. Faculty of Education Journal, 42(2013), 01-12

13



Cukurova University Faculty of Education Journal
Vol:42 Issue:1 Page:13-22
http://egitim.cu.edu.tr/efdergi

THE EFFECT OF MICROTEACHING APPLICATIONS IN
ENVIRONMENTAL EDUCATION

Naim UZUN"?; Ozgiil KELES?, Necdet SAGLAM”

®Aksaray University, Faculty of Education, Aksaray/TURKEY
PHacettepe University, Institute of Pure & Applied Science, Ankara/TURKEY

ABSTRACT

The purpose of the present study is to investigate the effects of micro-teaching applications used in
environmental education on the attitudes and behaviors of individuals. The present study carried out
within the framework of the environmental education course was performed with 31 pre-service teachers
from the primary education department of Aksaray University in the fall term of 2009-2010 academic
year. The study which is an experimental study carried out according to pretest-posttest control group
design continued for 14 weeks. At the end of the study, it was found that scores for the environmental
awareness, attitude and behavior of the pre-service teachers significantly increased. In light of this
finding, it can be argued that more frequent use of micro-teaching applications in environmental
education is useful.

Keywords: Micro-teaching, environmental education, environmental awareness.
INTRODUCTION

Micro-teaching is one of the methods used to provide pre-service teachers with opportunities to apply
their theoretical knowledge and see their own performance in practice. Micro-teaching is a concrete
method that can be used to prepare pre-service teachers for real classroom environment (Brent &
Thomson, 1996). Wilkinson (1996) states that, through this method, pre-service teachers can make
themselves familiar with the realities and rules of teaching profession. This method provides great
opportunities for pre-service teachers to discover their own and others’ learning styles and reflect on
them, and moreover, learn new teaching techniques (Wahba, 1999). Micro-teaching applications bring
about innumerable benefits for pre-service teachers. First, they reveal the realities of teaching; inform
students about the roles of a teacher (Amobi, 2005; Hawkey, 1995; Kpanja, 2001; Wilkinson, 1996);
show them the importance of planning and decision-making (Gess-Newsome & Lederman, 1990); help
them to improve their teaching skills (Kupper, 2001). Kupper (2001) emphasizes that micro-teaching
should be used in both in-service training and teacher training programs.

Micro-teaching can provide direct feedback about the performance through video recording and also in
this method risks are low and gains are valuable (Kavas, 2009; Olrich et al., 1980). Use of video
recording in micro-teaching applications makes contributions to the professional development of the pre-
service teachers, defines their weaknesses and strengths and improves their skills (Tok, 2007). During
learning-teaching process, video recordings can affect pre-service teachers’ perceptions (Sherin, 2000).
Cunningham & Benedetto (2002) argue that video recording supports learning and Spurgeon & Bowen
(2002) state that by means of such devices, the problems that can emerge during the learning process can
be observed and defined.

" Co-Author: naimuzun@yahoo.com
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When the related literature concerning the use of micro-teaching method in teacher training is reviewed, it
is seen that there are many studies carried out on various topics such as efficiency of micro-teaching
(Pauline, 1993); the use of micro-teaching method in the training of teachers from different subject areas
(Akalin, 2005; Cakir & Aksan, 1992; Karckay & Sanli, 2009; Peker, 2009); the effects of video recording
on the micro-teaching performances of pre-service teachers (Ceyhun & Karagolge, 2002; Lee & Wu,
2006); need for video recording, expert reviews and written/oral feedback for micro-teaching to be
effective (Subramaniam, 2006); determination of problems encountered in micro-teaching applications
and solutions to these problems (Erokten & Durkan, 2009; Giirses et al., 2005); opinions of the teachers
using micro-teaching applications in their courses about teaching in the class (Gorgen, 2003); the use of
micro-teaching at three universities of Turkey (Cakir, 2000); micro-teaching applications for improving
the student teachers’ presentation skills (Higgins & Nicholl, 2003) and use of micro-teaching for the
innovation of sustainable technologies (Overschie et al., 2006).

Though the studies carried out so far have looked at micro-teaching from different perspectives, there is
no study investigating the use of micro-teaching applications in environmental education in our country.
Effective environmental education can play an important role in the development of positive attitudes,
awareness and value judgments. Though technological and legislative regulations attempt to solve
environmental problems, they are not adequate on their own. There should be efforts made to improve
people’s cognitive and affective sides. In this way, individual behaviors towards environment can be
changed. Changing behaviors depends on changing attitudes, knowledge and value judgments and
accordingly, raising awareness of environment. Various teaching methods and techniques should be
employed in learning process to realize these changes in environmental education. Hence, the present
study aims to investigate the effects of micro-teaching applications on improving pre-service teachers’
competencies and performance in relation to environmental education. For this purpose, answers to the
following questions were sought;

1.Does the pre-service teachers’ environmental awareness change depending on the micro-teaching
applications carried out in environmental education course?

2.Do the pre-service teachers’ attitudes towards environment change depending on the micro-
teaching applications carried out in environmental education course?

3.Do the pre-service teachers’ behaviors towards environment change depending on the micro-
teaching applications carried out in environmental education course?

METHOD

In this section, the study model, study group, application stages of the study, data collection tools and
analysis methods will be discussed.

Study Model
This is an experimental study carried out according to pretest-posttest control group design.

Study Group

The study group consists of 31 second-year students from the department of primary teacher education of
the Faculty of Education at Aksaray University in the fall term of 2009-2010 academic year. Of the study
group, 67.7% (21) are female students and 32.3% (10) are male students.

Application Stages of the Study

In the present study, conducted within the context of environmental education course, micro-teaching
applications were developed for 14 weeks. After giving the necessary information to the students
according to a program, they were asked to design a lesson in the format of a television program based on
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micro-teaching method. At the design and presentation stages of the lesson, following stages of micro-
teaching suggested by Biiyiikkaragoz & Civi (1999) are used;
a. Designing of 5-10-minute lesson plan.
b. Developing special evaluation forms to evaluate the lesson.
c. Teaching the lesson within the previously determined time period and video-recording of the
lesson.
d. Watching the video-recorded lesson.
e. Evaluation of the lesson by the teacher and other students having watched it by using the
developed forms, and making corrections according suggestions, critics and contributions.
f. Redesigning of the lesson according suggestions, critics and contributions and presentation of it
once more.
g. Evaluation of the lesson again by the audience and if there is any, making suggestions.

At the beginning of the term, the pre-service teachers were introduced to micro-teaching method, and
sample applications designed based on micro-teaching method were shown to them. Then the students
were divided into totally 6 groups five of which consist of 5 students and one of which consists of 6
students. According to the interests of the groups, topics were distributed to them. What was expected
from the pre-service teachers was to design a lesson in the format of a television program. In this regard,
the students were asked to decide who would assume which role in the television program they would
develop to make a presentation about the topic assigned. Everything in relation to the design of the
program was left to the discretion of the students. The students designed the class like a television studio
for the date of presentations. Classroom design, posters, embellishing etc., all were decided by the
students according to the content of their subject. According to the format of the program designed, the
students presented their program, and other students participated in the program by assuming different
roles such academician, a farmer, Environment and Forestry Minister, Middle East Expert, Japanese
Ambassador. And other students of the class became the audience. Depending on the activities designed
in the program, all the required equipment such as computer, projector, sound system etc. was provided.
Totally 50 minutes were given to each group, that is, 10 minutes for each student. Activities carried out
were video-recorded in line with micro-teaching method and photographs were taken. After watching the
recordings, each lesson was evaluated by using “Micro-teaching Evaluation Form”, which was developed
by Karadeniz (2009). While evaluating the lesson, first presenters were given opportunities to evaluate
themselves. Then, the other students evaluated the lesson. After revising the other students’ contributions
and suggestions, each television program was presented again. In the second presentation, the stages of
micro-teaching were exactly followed as in the first presentation. In this way, “Television Program
Simulation” environmental education application was administered based on the techniques of micro-
teaching method.

Data Collection Tool

As data collection tools, “Environmental Awareness Questionnaire” developed by Milfont & Duckitt
(2006) and adapted to Turkish by Ak (2008) and “Environmental Attitude Scale” developed by Uzun &
Saglam (2006) were used. Environmental thinking and environmental behavior were considered to be the
two sub-dimensions of the latter scale in the present study.

Basic Constituents Analysis (BCA) was used to test the construct validity of the Environmental
Awareness Questionnaire. Kaiser-Meyer-Olkin (KMO) coefficient and Bartlett's test results were
calculated to test the compliance of factor analysis of the questionnaire to normal distribution. Test results
revealed that KMO = 0.906 and Bartlett’s = 17705.52 sd = 1540, p<0.05; hence, the data were found to be
suitable for factor analysis. In order to test the construct validity of the Environmental Awareness
Questionnaire, factor analysis was carried out by using varimaks axis spinning.
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As a result of the factor analysis, it was found that the questionnaire consists of six sub- dimensions, and
when their power to explain the related structures is examined, it is seen that they can explain 43.49% of
the total variance. There are totally 53 items in the questionnaire. The scores to be obtained from this five-
point Likert type scale range from 53 to 265. Reliability coefficients of all the sub-dimensions of the scale
are 0.75 or higher. Cronbach alfa reliability coefficient for the whole questionnaire is 0=.90.

Environmental Attitude Questionnaire is a five-point Likert type scale including totally 27 items. The
minimum score to be taken from the questionnaire is 27 and the maximum score is 135. Factor analysis
was carried out for the construct validity of the questionnaire. Whether the data are suitable for the factor
analysis was tested through Kaiser-Meyer-Olkin (KMO) coefficient and Barlett Sphericity test (KMO
coefficient is .632 and the significance for Barlett test is .000 (p<.001), and it was decided that the data
are suitable for factor analysis. In order to analyze the construct validity and factor structure of the scale,
explanatory factor analysis was carried out and basic constituents analysis was used as factorizing
technique. In the analyses, common factor variance of the factors on each variable, factor loads of the
items, explanatory variance ratios and line graph were analyzed. VVarimax basic constituents analysis was
conducted to analyze the factor structures. The analysis revealed that the questionnaire is a seven-factor
scale, and the total variance explained by these factors was found to be 74.545%. The common variance
of the factors defined in relation to the items ranges from .618 to .900. For the whole of the
Environmental Attitude Questionnaire, Cronbach alfa reliability coefficient was calculated to be a=.80;
Spearman Brown Split-half test correlation was found to be .76. In the present study, Cronbach alfa
reliability coefficient for the questionnaire is a=.85.

The Environmental Behavior Questionnaire consists of 13 items and Kaiser-Meyer-Olkin (KMO)
coefficient calculated for the questionnaire is .838 and Barlett Sphericity test was found to be significant
(p<.001). Moreover, the questionnaire was found to be 3-factor scale, and the total variance explained by
these 3 factors is 73.590%. The common variance of the three factors defined in relation to the items of
the questionnaire ranges from .479 to .862. In the original study, the Cronbach alfa coefficient of the scale
was found to be 0=.88 and in the present study, it was found to be 0=.92.

Data Analysis

The data obtained from the questionnaires were analyzed through SPSS program package. For the
comparison of pretest and posttest scores taken from the environmental awareness, environmental attitude
and behavior questionnaires, One-Way ANOVA for Repeated Measures was used and Bonferroni test
was used for multiple comparisons.

FINDINGS and DISCUSSIONS

In this section, sub-problems are discussed in the above-given order in line with the descriptive statistics
concerning the pre-service teachers’ environmental awareness, environmental attitude and behavior
scores and differences between pretest scores and posttest scores, and the results of One-Way ANOVA
for Repeated Measures conducted.

a. Does the pre-service teachers’ environmental awareness change depending on the micro-teaching
applications carried out in environmental education course?

Descriptive statistics concerning the pre-service teachers’ scores obtained from the environmental
awareness questionnaire before they took the environmental education course designed based on micro-
teaching method and after they took the course are presented below.
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Table 1. Descriptive statistics related to the pre-service teachers’ environmental awareness pretest scores
and posttest scores

Test N X Std. Deviation
Pre-test 31 204.51 15.508
Post-test 215.22 21.680

As can be seen in Table 1, while the environmental awareness mean score obtained by the pre-service
teachers from the pretest is X=204.51, the environmental awareness mean score obtained from the

posttest is X=215.22. In order to test whether the difference between these two scores is significant One-
Way ANOVA for Repeated Measures was carried out and results are presented below. Depending on the
micro-teaching applications carried out within the framework of environmental education course,
environmental awareness scores revealed a significant difference (F(;-30=5.203; p<.05) (Table 2).

Table 2. ANOVA results related to the pre-service teachers’ environmental awareness pretest and posttest
scores

Source Sum of Squares df Mean Square F Sig.
Between subject 11065.968 30 368.866

Measure 1777.806 1 1777.806 5.203(*) .030
Error 10251.194 30 341.706

Total 23094.968 61

p<.05

Mean difference revealed by Bonferroni multiple comparison test carried out to find the source of the
score differences found for between-groups environmental awareness is 10.71, as shown in Table 3. And
this mean difference is statistically significant favoring the posttest scores.

Table 3. Bonferroni analysis-based multiple comparison results related to the pre-service teachers’
environmental awareness scores

Mean Difference
(1) Group 2 (J) Group 1 (1-3) Std. Error Sig.
Post-test Pre-test 10.71(*) 4.695 .030

* The mean difference is significant at the .05 level

These results show that environmental awareness course executed based on microteaching method is
highly effective in raising the pre-service teachers’ environmental awareness.

b. Do the pre-service teachers’ attitudes towards environment change depending on the micro-teaching
applications carried out in environmental education course?

Descriptive statistics concerning the pre-service teachers’ scores obtained from the environmental attitude
questionnaire before they took the environmental education course and after they took it are presented in
a table below.

Table 4. Descriptive Statistics Related to the Pre-service Teachers’ Environmental Attitude Pretest and
Posttest Scores

Test N X Std. Deviation
Pre-test 3 96.74 9.405
Post-test 105.67 12.215
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While the pre-service teachers’ mean score obtained from environmental attitude pretest is X =96.74, the

mean score they took from the environmental attitude posttest is X =105.67 (Table 4). Whether the score
differences found is statistically significant or not was tested through One-Way ANOVA for Repeated
Measures and the results are presented below.

The attitude scores of the pre-service teachers participating in the environmental education course carried
out based on microteaching method at the end of the term were found to be significantly higher than their
scores at the beginning of the term before they took the course (F-30=10.262; p<.01) (Table 5).

Table 5. ANOVA results related to the pre-service teachers’ environmental attitude pretest and posttest
scores

Source Sum of Squares df Mean Square E Sig.
Between subject 3512.774 30 117.092

Measure 1237.565 1 1237.565 10.262(*) .003
Error 3617.935 30 120.598

Total 8368.274 61

p<.01

Mean difference revealed by multiple comparison test carried out to find which group the attitude score
differences found between pretest and posttest groups stem from is 8.93 and this mean difference is
statistically significant favoring the posttest scores (Table 6).

Table 6. Bonferroni analysis-based multiple comparison results related to the pre-service teachers’
environmental attitude scores

Mean Difference
(1) Group 2 (J) Group 1 (1-J) Std. Error Sig.

Post-test Pre-test 8.93(*%) 2.789 .003

* The mean difference is significant at the .01 level

Based on the findings obtained in the section looking at environmental attitudes, it can be argued that the
environmental education course carried out based on microteaching method highly improved the pre-
service teachers’ attitudes towards environment.

c. Do the pre-service teachers’ behaviors towards environment change depending on the micro-
teaching applications carried out in environmental education course?

Descriptive statistics concerning the pre-service teachers’ scores obtained from the environmental
behavior questionnaire before they took the environmental education course and after they took it are
presented in a table below.

Table 7. Descriptive statistics related to the pre-service teachers’ environmental behavior pretest and
posttest scores

Test N X Std. Deviation
Pre-test 31 33.96 7.600
Post-test 44.22 8.811

While the pre-service teachers’ mean score obtained from environmental behavior pretest is X =33.96, the
mean score they took from the environmental behavior posttest is X =44.22. The results of the statistical
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analysis carried out to determine whether the difference between the environmental behavior pretest score
and posttest score is significant are presented below.

As can be seen in Table 8, the behavior scores of the pre-service teachers participating in the
environmental education course carried out based on microteaching method at the end of the term were
found to be significantly higher than their scores at the beginning of the term before they took the course
(F(1-30=24.965; p<.001).

Table 8. ANOVA results related to the pre-service teachers’ environmental behavior pretest and posttest
scores

Source Sum of Squares df Mean Square F Sig.
Between subject 2102.419 30 70.081

Measure 1631.032 1 1631.032 24.965(*) .000
Error 1959.968 30 65.332

Total 5693.419 62

p<.001

Mean difference revealed by Bonferroni multiple comparison test carried out to find the source of the
environmental behavior score differences found among the groups is 10.26, and this mean difference is
statistically significant favoring the posttest scores (Table 9).

Table 9. Bonferroni analysis-based multiple comparison results related to the pre-service teachers’
environmental behavior scores

Mean Difference
(1) Group 2 (J) Group 1 (1-3) Std. Error Sig.

Post-test Pre-test 10.26(*) 2.053 .000

* The mean difference is significant at the .001 level

Based on the findings obtained in the section looking at environmental behaviors, it can be argued that the
environmental education course carried out based on microteaching method highly improved the pre-
service teachers’ behaviors towards environment.

DISCUSSION

The purpose of the present study is to investigate the effects of microteaching applications used in the
environmental education course on the pre-service teachers’ environmental awareness, attitudes and
behaviors. For this purpose, the pre-service teachers were administered a pretest before they took the
course and then they were administered a posttest at the end of the 14 week course period. The results
revealed that there are significant improvements in the pre-service teachers’ environmental awareness,
attitudes and behaviors. The literature review showed that there is no study looking at the effects of
environmental education based on microteaching method. However, there are some studies investigating
the use of microteaching method in some other subject areas and their findings are as follows:

Cakir and Aksan (1992) used microteaching method in a foreign language teacher training program. The
study focused on the effects of microteaching on pre-service foreign language teachers’ grammar and
writing performance and some positive results were obtained. Giirses et al. (2005) carried out a study to
determine the problems encountered in microteaching applications and to find solutions to these
problems. They found that especially after the second presentations, the pre-service teachers can make
sufficient use of laboratory and teaching technologies, explain the basic concepts and principles
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concerning chemistry subjects studied, display roles and behaviors required by the profession and make
lesson and unit plans. Gérgen (2003) investigated whether there are differences in the opinions of pre-
service teachers about teaching in the class before and after microteaching applications and found some
positive changes in the opinions of the pre-service teachers. Existing research indicates that throughout
the process in which microteaching method is exploited, video-recording of the applications, watching of
recordings to analyze the performances and giving some feedback contribute to the development of
students. It is pointed out that video-aided microteaching applications are more useful in generating more
constructive feedback from both peers and teacher and they help better understanding of innovative
teaching (Frederiksen et al., 1999; Kpanja, 2001; Subramaniam, 2006). Moreover, Ceyhun & Karagélge
(2002) reported results proving that repeated microteaching applications enhance student achievement.
Karckay & Sanli (2009) found that microteaching applications have positive contributions to the teaching
competencies of pre-service teachers. These findings are also supported by other studies (Fernandez &
Robinson, 2007; Kpanja, 2001; Fernandez, 2005).

As can be seen from the findings of the present study, microteaching method is successful in
environmental education. This method can play an important role in raising pre-service teachers’
environmental awareness and in improving their environmental attitudes and behaviors. Therefore,
environment courses given at universities should include microteaching applications in their curriculums.
This will have great contributions to the training of pre-service teachers having good education on micro-
teaching and knowledgeable about its applications. Teachers who can successfully use micro-teaching
method in their courses can assume an important role in the education of students who are willing to
participate in the solution of global and local environmental problems.
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ABSTRACT

The purpose of this study is to examine the relationships between the social skill levels, aggressive
behaviors and self concepts of primary school students with autism, intellectual disabilities and hearing
disabilities who are continuing inclusion education. The research group consists of a total of 78 primary
school students of which 20 have hearing disabilities, 30 have intellectual disabilities and 28 have autism
with ages varying between 10 and 14. The questions of the study have been assessed via the Social Skills
Evaluation Scale, Aggressiveness Scale and Self-esteem Scale for Children. In this study, the social
skills, self esteems and aggressive behaviors of children with autism, intellectual disabilities or hearing
disabilities were examined and these diagnostic groups were compared in terms of these three properties.
It is observed that students with hearing disabilities have the highest points in aggressiveness whereas
students with autism have the lowest. It has also been determined that students with intellectual
disabilities have the lowest points in social skills and self concept. The relations between the sub-scales
of the scales and the measured properties according to diagnostic groups have been discussed in the light
of relevant literature.

Keywords: Inclusion education, students with special needs, social skill.
INTRODUCTION

Inclusion is an education model addressing the educational requirements of students with special needs in
general education classes parallel to the social and educational cohesion with their peers (Sucuoglu and
Kargin, 2006). Inclusion provides a normalized environment for students with special needs in which
there are opportunities for establishing friendships and role models for socialization (Heiman, 2001). As a
result, there are studies putting forth that the social behavior, academic skills, self esteem and sense of
community of students taking inclusion education are more developed than those of students educated in
separated environments (Harrower and Dunlap, 2001; Katz and Mirenda, 2002; Koegel, Koegel, Frea and
Fredeen, 2001; Mickey, 2001; Scwartz, 2000). However, these gains may present differences according to
the type of inability, the quality of support services during the inclusion and the acceptance levels of
teachers and peers (Bakkaloglu, 2008; Batu and Kircaili-iftar, 2006; Cetin, Bibay and Kaymak, 2001;
Colak, 2008; Katz and Mirenda, 2002; Sahbaz, 2004; Vuran, 2005).

It is stated that students with special needs frequently display problematic behavior due to the fact that
they do not have enough social skills or they cannot properly use the skills that they have (Cetin et.al.
2001; Mclintyre and Phaneuf, 2007). It is also stated that such children face problems especially in
participation to group games, establishing new relationships and continuing the relationship that they
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have already established (Koegel et. al. 2001; Sucuoglu and Kargin, 2006). Weak relationships with their
peers may result in their isolation and as a result cause feelings of loneliness (Bauminger, Shulman and
Agam, 2003, Heiman and Margalit, 1998). It is known that students who are outside the norms at schools
are sometimes made fun of or are subject to verbal abuse and isolation and sometimes even face physical
violence (Schrumpf, Crawford and Bodine, 2007). It has been determined that such verbal and physical
peer abuse may result in various emotional, behavioral problems and academic problems such as rejecting
school. It is stated that these problems may elevate to cause low self esteem, negative self concept,
decreased self confidence, introversion, feelings of peer neglect and shyness (Bishop and Inderbitzen,
1995; akt. Giivenir, 2005). Studies that have been carried abroad have obtained results stating that
students with learning disabilities are not accepted as those with no learning disabilities and that they
experience more loneliness and have less self esteem and are more anxious and depressive (Chamberlain,
Kasari and Rotheram-Fuller, 2007; Heiman, 2001; Matsuura, Hoshimoto and Toichi, 2009; Valas, 1999).

Experts who work with students diagnosed with autism emphasize that the relationships of children in this
group are adversely affected by autism related problems such as reluctance to establish friendship,
inability to properly respond to social interaction, inability to understand social statements, inadequacy in
sharing interests and success (Attwood, 2000; Bauminger and Kasari, 2000; Bauminger and Shulman,
2003; Gordon, Feldman and Chiriboga, 2005; Harrover and Dunlap, 2001; Scwartz, 2000). It is also
stated that negative approaches by peers towards children with developmental disabilities (Donnelly and
Bovee, 2003) and the sense of isolation that students attending inclusion education sometimes feel pose
important difficulties for the establishment of friendships (Cetin et.al., 2001; Girli and Atasoy, 2008;
Godon et.al., 2005, Hocaogolu, 2009; MacMillian, Gresham and Foress, 1996; Ocsh, Kremer-Sadlik,
Solomon and Gainer Sirota, 2001). Relevant research has put forth that students with autism who do not
have friends are more prone to social anxiety and that they are lonelier (Bauminger and Kasari, 2000;
Chamberlain, Kasari and Rotheram-Fuller, 2007; Kabasakal, Girli, Sencar, Celik and Vardarli, 2008).

Students with intellectual disabilities also have social skill deficiencies just like other children in various
deficiency groups. Hence, it is stated that they experience problems in communicating with their peers
and in social relations during the inclusion process (Colak, 2008; Hocaoglu, 2009; Sahbaz, 2004, Valas,
1999). In a study comparing adolescent students with intellectual disabilities with those that do not have
intellectual disabilities, it has been determined that those with intellectual disabilities prefer time alone in
the house watching TV, playing computer and video games whereas those without any intellectual
disability preferred social relations such as hanging out with their friends, going to the cinema, engaging
in various activities (Bramston, Bruggerman and Pretty, 2002). Some studies show children with
deficiencies and especially those with mental and learning deficiencies are more prone to feelings of
loneliness in comparison to their peers (akt. Bakkaloglu, 2008; Webster and Carter, 2007). In a study
focused on the social acceptance of individuals with intellectual disabilities by their normally developed
peers, it has been observed that most normally developed children rejected their peers with intellectual
disabilities even though they stated that they would include them to various social activities (Manetti,
Schneider and Siperstein, 2001). Vuran (2005) has conducted a research study on the social positions of
students in inclusion classes with students who have been listed as candidates for inclusion but who do
not have any deficiency. The results have indicated that both inclusion education students and inclusion
education candidates are rejected by their peers and that they have low social preference scores. Similar
results have been obtained in various other studies (Kabasakal, Girli, Sencar, Celik and Vardarli, 2008;
Sahbaz, 2004).

It is observed that children with hearing disabilities do not undergo major social difficulties during early
childhood; however same studies show that if their language development is not sufficient they
experience communication problems in later years with their peers who have no hearing deficiency
(Kluwin, Stinson and Colorassi, 2002). Also, it is stated that as the language skill deficiency of students
with hearing disabilities increase, their tendency to make friends with other students who also have
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hearing disabilities and with similar language development increases (Akgamete, 2005). A study
comparing the sociometric status of students with hearing disabilities in inclusion process with those that
can hear has indicated that the friendly relations and social interactions of hearing and students with
hearing disabilities is insufficient (Ak¢amete and Ceber, 1999). One of the reasons for this may be the
difficulties caused by hearing deficiency in learning social and ethical rules (Luetke- Stahlman and
Luckner, 2000; akt.Sar1, 2009). There are researches indicating that students with hearing deficiencies in
inclusion environments are excluded by their peers (Sar1, 2009). It is stated that due to the sense of
restriction arising from the miscommunication with peers and family, children with hearing deficiency
may display emotional or aggressive behavior such as self-anger or social withdrawal (Limaye, 2004).
Poyraz-Tiiy (1999) state that as the knowledge of students with hearing deficiency related with social and
ethical rules increases, these types of problematic behavior decrease.

The concept of self is defined as all the emotions and thoughts related to the individual and is not only
affected by the perceptions of the individual but also by the thoughts and behavior of his/her teachers,
friends and other people around them (LaBarbera, 2008; Limaye, 2004). The period when the concept of
self develops most is the schooling age (Ozdogan, Ak and Soytiirk, 2005). The schooling period is when
students with special needs feel that they are different from their peers and also the period when these
feelings are the strongest. Researches state that students with learning disabilities have lower concepts of
self in intellectual, academic and social areas in comparison with their peers without learning difficulties
(akt. LaBarbera, 2008). In a study by Ko¢ (2001), the self images of students in inclusion process were
determined to be lower than those attending special education schools. Some studies indicate that children
with attention deficit have significantly lower self-esteem levels in comparison with their peers, that they
experience problems of behavior control and that their social skills such as self-esteem and adaptation to
school are insufficient when compared with those of their peers (Shaw-Zirt, Popali-Lehane, Chaplin and
Bergman, 2005). Similarly, there are studies stating that as students with autism undergoing inclusion
education realize their social inabilities, their concepts of self decrease (akt. Vickerstaff, Heriot, Wong,
Lopes, Dossetor, 2007).

It has been determined that self-esteems of individuals in need of special education such as those with a
chronic disease, learning deficiency (Kellermen et.al.1980, akt. Kaner, 1995), orthopedic disability
(Mayer and Eisenberg, 1982) and hearing deficiency (Moores and Meadow-Orlans 1990) are lower than
those of their peers with normal development (akt. Kaner, 1995). Whereas some studies have indicated
that individuals with intellectual disabilities, gifted individuals, individuals with speech impairments and
learning difficulties have high levels of self-esteem (Crocker and Major 1989; Eckart, 1988; akt. Kaner,
1995). In various studies that compare individuals with deficiencies to those without any deficiency, no
difference was determined between the self-esteem levels of these two groups (akt. Kaner, 2000). It is
stated that one of the reasons that conflicting data has been obtained in concept of self/self-esteem related
studies with inclusion education students is that the self-esteem level of an individual changes with
physical features and functions and their perceptions (akt. Kaner, 2000). Another reason may be that the
inclusion is a long process and that it includes childhood, adolescence and youth. It has been determined
in longitudinal studies carried out abroad that there may be an increase or decrease in self-esteem with
age (Montague et. al., 2008). It has been determined in studies examining the relationship between self-
esteem and adaptation that students with low concepts of self in success are more aggressive at school and
have a more negative approach to studying and school and that low self-esteem is related with anger and
hostility (Ledenberg 1993; Odum and Munson, 1996).

When a literature survey is carried out in our country, it is seen that there are studies related with the
social skills, social acceptance levels, aggressive behavior or self-esteem (Akgemete and Ceber, 1999;
Aktas, 2001; Avcioglu, 2005; Civelek,1990; Colak, 2008; Hocaoglu, 2009; Girli and Atasoy, 2008;
Kabasakal, Girli, Sencar, Celik & Vardarli, 2008; Kanay and Girli, 2009; Kiiglikaksoy, 1993; Saragoglu
et.al. 1989; Sucuoglu and Ozokgu, 2005; Sahbaz, 2004; Vuran, 2005). However it has been observed that
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these studies focus more on social skills, social acceptance and their relations with problematic behavior.
It is once again clearly observed that the number of studies on self-esteem is limited. Besides, it is
observed that these studies are focused on intellectual and other learning disabilities and that there is not
sufficient research conducted about students with autism. It is also observed that the number of studies
that examine different diagnostic groups comparatively should be increased. It is hoped that this study
will partially meet this requirement and that it will present guiding data for future studies. The purpose of
this study is to examine the relationships between the social skill levels, aggressive behaviors and self
concepts of primary school students with autism, intellectual disabilities and hearing disabilities who are
continuing inclusion education.

METHOD
Research Model

This is a descriptive study that examines the relationships between the social skills, concepts of self and
aggressive behavior of primary school students with autism, intellectual disabilities and hearing
disabilities who are continuing inclusion education The reason for using the scanning model in this study
is that, “Scanning models provide a research approach that aims to describe a condition that either
occurred in the past or is still valid as close to reality as possible” (Karasar, 2005: 77). The objective of
this study in which general scanning models were used is to determine the variation of two or more
variables. Relational descriptions were also included for the analysis of variables obtained via data
acquisition tools (Karasar, 2005).

Participants

The research group consists of a total of 78 primary school students taking special education support from
five education institutions giving service in the city of lzmir among which 30 have intellectual
disabilities, 20 have hearing disabilities and 28 are diagnosed with autism for whom the special education
institution and families have given consent for their participation in this study. The details of the
participants have been given in Table 1.

Table 1. Properties of the research group

Gender Class level
_ M Primary Primary
n=78 (Age) Female Man 1 stage 2 stage

n=27 % n=51 % n=41 % n=37 %
studentswith mental ) /o0 16 593 14 275 12 203 18 486
disability

students with autism 11.37 6 22.2 22 43.1 16 39.0 12 324

students withhearing 41 46 5 185 15 294 13 317 7 189
disability

PROCEDURE

The scales used in the study were applied to the students individually at the institutions where they get
special education. The questions were read by the researcher and the students were asked if they
understood the question or not and if there is any part they could not understand were explained in detail.
During the scale application of students with hearing deficiency, the teacher for students with hearing
disabilities tried to explain the questions in sign language. Each application lasted for 30-40 minutes on
average and the answers were recorded to the relevant form by the researcher. Data analysis was carried
out via SPSS package software version 15.0. Analysis of the data was used one way variance analysis
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(ANOVA) and correlation. What is difference between the groups were analyzed by Scheffe test. Level
of significance was considered to be .01 and .05.

Instruments

Information Form: This form was prepared by the researcher to record the demographical data of students
such as age, education level and gender. Reports from the Board of Health were taken into account while
grouping the forms according to the diagnosis of the children.

Aggressiveness Scale: This scale was enhanced by Sahin (2004) based on social learning and cognitive
theory and its validity and reliability study was also carried out. It is prepared for primary school students
as a triple rating scale and is composed of 18 items. The children answer the scale items as “I always do”,
“I sometimes do” and “I never do”. Factor analysis method was used for the construct validity of the scale
and as a result of repeating analyses it was observed that the items were collected under one factor. The
obtained factor loads vary between .34 and .79. A single factor explains 28% of the total variance. A 27%
sub-main group comparison was carried out in order to determine the item discrimination properties and
the obtained t test results were found to be significant at a level of .05. The item-test total correlation
values vary between .33 and .65. Cronbach Alfa coefficient which indicates the internal consistency of
the scale has been determined as .77, whereas the stability level calculated via test re test method has been
determined to be .71. The Cronbach alpha internal consistency coefficient was determined to be .76 in
this study.

Social Skills Evaluation Scale (SSES): SSES which was developed by Akc¢amete and Avcioglu (1999)
includes the social skills that children aged 7 to 12 should have and is composed of 69 items in 7 sub-
scales. The sub-scales are named as basic social skills, speaking skills, skills for executing a work with a
group, interaction skills, skills for beginning and carrying on a relationship, emotional skills, cognitive
skills (Akt. Avcioglu, 2005). It has been arranged as a 5-grade rating scale. The Cronbach alpha
consistency of the scale was determined to be .97 in total whereas it varied between .59 and .91 for sub-
scales.

Piers—Harris Self Esteem Scale: It is a scale composed of 80 items developed by Piers—Harris (1964-
1969) for children between the ages of 4-18 and for adolescents. It is a tool with high validity and
reliability (Oner, 1996). It is composed of 6 sub-groups of happiness/satisfaction, anxiety,
popularity/social appreciation, behavior and adaptation, physical appearance, intellectual and school
status. In this study, Cronbach alpha value of .89 for total was determined along with sub-scale values
varying between .55 and .78.

RESULTS

In this section, first the averages, standard deviations and standard errors (Table 2) of the scores of
students with autism, intellectual and hearing disabilities (whole group) obtained from aggressiveness,
social skills and concept of self scales have been given. Afterwards the relations between social skill,
concept of self and aggressive behavior (Table 3) for the whole group along with the relations between
sub-scales for the whole group (Table 4) were examined. Lastly, data analysis for the relationships
between social skill, aggressiveness and concept of self has been given (Table 5, 6, 7) for each diagnosis

group.
As can be seen in Table 2, the group with the highest aggressiveness score is students with hearing

disabilities who are followed by students with intellectual disabilities. It is seen that students with autism
have the lowest aggressiveness score.

27



Alev GIRLI - C.U. Faculty of Education Journal, 42(2013), 23-38

Table 2. The average, standard deviation and standard error values for the scores of students with autism,
intellectual and hearing disabilities (whole group) obtained from the social skills evaluation scale and
concept of self scale

n M Sd Se
students with intellectual disability 30 29.40 5.062 0.924
Aggressiveness students with autism 28 27.71 5.380 1.016
students with hearing disability 20 33.05 4.045 0.904
Total 78 29.73 5.312 0.601
students with intellectual disability 30 18496 46.222 8.439
Social skills students with autism 28  188.67 35.913 6.787
students with hearing disability 20 225.05 45.802 10.241
Total 78 196,57 45.391 5.139
students with intellectual disability 30 56.70  10.147 1.852
Self concept students with autism 28 61.17 8.915 1.684
students with hearing disability 20 65.35  10.378 2.320
Total 78 60.52  10.253 1.160

When the social skill and concept of self scores are examined, it is observed that students with hearing
disabilities have the highest scores in both and that students with intellectual disabilities have the lowest
scores. It was analyzed via a one way variance analysis (ANOVA) whether the difference of average
scores according to diagnosis groups was significant or not and it was determined that there was a
statistically significant difference of F(2,75)=6.894, p<.05 for aggressiveness, F(2,75)=6.039,, p<.05 for
social skill and F(2,75) = 4.787, p<.05 for self-esteem. Using Scheffe test it was examined between which
diagnosis groups a difference existed and the difference between the aggressiveness and social skill
scores of students with intellectual and hearing disabilities was determined to be statistically significant at
a level of p<05, whereas a statistically significant difference between the scores of students with autism
and intellectual disabilities was not determined. It was observed that the difference between self-esteem
scores was statistically significant for students with intellectual and hearing disabilities; however it was
also observed that this difference was not statistically significant for students with autism and intellectual
disabilities.

Using Pearson Correlation Coefficient analysis it was examined for the Whole Group whether there is a
relationship between the scored obtained from the Aggressiveness Scale, Social Skills Evaluation Scale
and Concept of Self Scale.

Table 3. Pearson correlation coefficients for the relation between the aggressiveness, social skills,
concept of self of the whole group

n=78 Aggressiveness Social skills Self concept
Aggressiveness 1 -.099 -.142
Social skills -.099 1 241(%)
Self concept -.142 241(%) 1
*p<0.05

When Table 3 is examined, it can be seen from the analysis carried out for the whole group that there is a
statistically significant relationship at a level of (r=.241, p< 0.05) between social skill and concept of
self. However, it was determined that there is no relationship between aggressiveness and social skill or
aggressiveness and concept of self.
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The relationship between aggressiveness score and social skill and concept of self sub-areas have been
examined in order to determine whether there is a relationship between sub-scales or not and the results
have been given in Table 4.

Table 4. Pearson correlation coefficients for the relationship between the whole group aggressiveness,
social skill and concept of self sub field scores

Self concept

&
g E
(3] < [ —
n=78 é 2 - g S § 35 % 28
8 i= g S =8 S5 888,
= g = 2 £§%5 22%3fgi
< g S S S8 E8EZs5S
Basic skills -164  .245(*)  .227(*)  .149 235(*) 020 103
Basic speaking skills -044  .233(%) 196 129 180 087 -.024
Advanced speaking skills -056  .277(*) .140 116 222 .087 .093
., Starting a relationship -051  .241(%) 116 .015 147 122 .083
= Working with group -.023 201 124 .098 .189 -.020 .079
c—(g Emotional skills -131 .080 115 -.015 .052 -.063 -.015
'S Self-control -048  .252(*) 110 015 142 -018  .007
@ Coping with aggressiveness  -.076 .066 .085 161 074 -.001 -.016
Accepting the results .078 .024 -.046 -.107 .065 -.166 -101
Giving instructions -166 .303(**) .243(*) .201 .188 .130 117
Cognitive skills -040  .232(*) .098 181 135 072 .022
**p<0.01
*p <0.05

When Table 4 is examined, it can be seen that there is a statistically significant relationship at a level of
(p< 0.05) between the happiness sub-dimension of the concept of self scale and the basic skills r=.24,
basic speaking skills, r=.23, advanced speaking skills r= .27, starting a relationship r=.24, self-control r=
.25 and cognitive skills r= .23 sub-dimensions; whereas there is a positive statistically significant
relationship at a level of r= .30 (p< 0.01) for the giving instructions dimension. A positive statistically
significant relationship was determined between the anxiety sub-dimension of the concept of self scale
and the basic skills of social skills r=".22 and giving instructions r= .24 sub-dimensions (p < 0.05); as well
as between the behavior and compliance sub-scales of the self-concept scale and the basic skills sub-
dimension of social skills scale r=.23 (p< 0.05). No statistically significant relation was determined
between the aggressiveness scale and the sub-dimensions of social skills.

It was examined whether there is a relationship between the scores obtained from the sub-tests for the
three scales. The relationships between the Aggressiveness Scale score and Social Skills Evaluation Scale
and Self-Concept Scale sub-scales of children with intellectual disabilities have been examined and are
presented in Table 5.

As can be seen from Table 5, a relationship was not determined between the social skills, self-concepts
and aggressiveness levels of inclusion education students with intellectual disabilities.

The relationships between the “Aggressiveness Scale” score and “Social Skills Evaluation Scale” and
“Self-Concept Scale” sub-scales of students diagnosed with autism have been examined and are presented
in Table 6.
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Table 5. The pearson correlation coefficients between the aggressiveness score and social skill scale and
self-concept scores of children with intellectual disabilities

Self concept

i - =,
8 £ 2 E S8 &3 38283
8 § ¥ & §§ 25 gg:s
< = ] % o o ESE&E7
Basic skills -.314 A11 .009 -.008 A11 -.156 121
Basic speaking skills -206  .306 127 .258 .249 .095 132
Advanced speaking skills -243 255 -002 .031 147 -.023 .187
Starting a relationship -283 -.040 -162 -174 011 -.088 .048
é Working with group -164 075 -077 -109 072 -207  -.002
= Emotional skills -216 -038 -089 -101 -018 -175  .071
§ Self-control -200 227 -038 -025 .087 -.138 .016
Coping with aggressiveness -098 -.052 -100 .175 -074 .045 -.120
Accepting the results -183 -.017 -102 .038 .078  -.148 .027
Giving instructions -223 115 -045 .075 .033  -.109 122
Cognitive skills .003 166 -173  .053 -151 -150 -.034
**n<0.01
*p<0.05

When Table 6 is examined, it is observed that there is a negative statistically significant relationship at a
level of (p <0.05) between the aggressiveness scale scores and the giving instructions r= - 0.41, basic
skills r= -0.39 and cognitive skills r= -.042 sub-scales of the social skills scale. In other words, it is
observed that children with insufficient skills of adaptation to the environment, answering questions,
asking questions, using the proper facial gestures have a higher level of aggressiveness.

It was determined that the happiness dimension of self-concept has a positive statistically significant
relationship with giving instructions which is a sub-scale of social skills; and that there is a statistically
significant relationship between the behavior and adaptation sub-dimensions of self-concept and the basic
skills sub-dimension of social skills r= .53(p< .01), along with the sub-skills of emotional skills and
giving instructions skills r= .41(p<.05). Positive relationships have been determined between the physical
appearance sub-dimension of the self-concept scale and the giving instructions sub-scale of the social
skills scale at a level of r=.40 (p < .05); and also between the intellectual and school status dimension of
self-concept along with the basic skills and r= .43 and the giving instructions dimension r= .42 of social
skills at a level of (p< .05). In other words, as the basic skills of autistic students such as proper posture,
use of mimics and gests, establishing eye contact, establishing a proper physical closeness increase along
with emotional skills such as expressing emotions, skills of giving instructions such as asking and
answering questions, it can be stated that there is a positive increase in self-concepts arising from the sub-
dimensions of self-concept such as happiness, physical appearance, intellectual and school status,
behavior and adaptation.
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Table 6. The pearson correlation coefficients between the aggressiveness score and social skill scale and
self-concept scores of children with autism

Self concept

2
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Basic skills -.391(%) .280 .252 168  .533(**) 170 A430(%)
Basic speaking skills -.262 .187 224 -.046 241 194 291
Advanced speaking skills -.320 220 146 -.010 .340 143 .361
Starting a relationship -.101 .292 .086  -.167 273 197 .306
= Working with group -.098 .140 146 .203 .301 .051 .356
=
T: Emotional skills -.326 .091 136 33 414(%) .056 .265
:,,5 Self-control -314 291 .249 146 .266 111 .206
Coping with aggressiveness -.324 .039 A17 .332 370 .046 .306
Accepting the results -.079 155 109 134 132 .096 .228
Giving instructions -416(*) .416(*) .270 199 411(%) .400(%) .422(%)
Cognitive skills -421(%) .088 107 .260 .346 .164 231
**p<0.01
*p<0.05

Relationships between the “Aggressiveness Scale” score of Students with hearing disabilities with the
“Social Skills Evaluation Scale” and the sub-scales of Self Concept have been examined and are
presented in Table 7.

As can be seen in Table 7, a statistically significant negative relationship has been determined at a level of
r=-.45 (p< 0.05) between the aggressiveness scale scores of children with hearing disabilities and their
emotional skill scores which is a sub-dimension of social skills. This result indicates that as the emotional
skill insufficiencies of students with hearing disabilities increase, their aggressiveness levels tend to
increase as well.

Negative relationships have been determined between the social skill dimension of accepting the results
and the social appreciation of the self-concept r= -.56 (p< 0.01), physical appearance r= - .55(p< 0.05),
intellectual and school status dimensions r= - .38 (p< 0.05). In other words, as social skill of students with
hearing disabilities to accept the result decreases, it is observed that they have a negative self-concept
regarding their physical appearance, school status and intellectual functions and in general for social
appreciation. A negative relationship has been determined between the emotional skills sub-dimension of
social skills scale and the behavior and adaptation sub-dimension of self-concept at a level of r=- .53 (p<
0.05). This result indicates that as the insufficiencies of students with hearing disabilities to express
positive or negative emotions about themselves or others increases, their behavior and adaptation sub-
dimensions of the self-concept is negatively affected.
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Table 7. The pearson correlation coefficients between the aggressiveness score and social skill scale and
self-concept scores of children with hearing disabilities

Self concept

2 o

[ o c @

n=30 % 2 - 2 § s 5 % Té o §
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Basic skills -.202 171 .281 272 -.203 .092 .020
Basic speaking skills -.098 -024 .014 .075 -.340 -.044 -.244
Advanced speaking skills -.045 272 127 .263 .017 216 115
Starting a relationship -.007 431 279 .289 -.063 332 .098
é Working with groups 173 381 .256 217 .138 147 -.012
c—(g Emotional skills -451(*) -.089 -.009 -.126 -.534(*) -111 -.095
§ Self-control -.013 .033 -.189 -124 -.209 -.025 .086
Coping with aggressiveness -.123 -034 -.104 -.083 -420 -.216 -.073
Accepting the results .349 -320 -.438  -562(**) -.241 -551(*) -.386
Giving instructions -117 184 279 .230 -.098 .051 -.146
Cognitive skills -.302 287 .001 .183 -.057 .208 .266

*p<0.05**p<0.01

DISCUSSION

In this study, the social skills, self-esteems and aggressive behavior of inclusive education students with
autism, intellectual or hearing impairment and these diagnostic groups were compared in terms of these
three properties. It is observed that students with hearing disabilities have the highest scores in
aggressiveness whereas autistic children have the lowest scores. It was also determined that students with
intellectual disabilities have the lowest score in social skills and self-concept. As a result of an analysis
carried out to determine the relationships between the total scores of these three scales, it was determined
that there is a statistically significant relationship between social skills and self-concept whereas no
relationship was determined between aggressiveness and self-concept.

When the relationships between the sub-fields of all three scales in the whole group are examined, it was
observed that there is no relationship between the aggressiveness scale and both social skills and self-
concept sub-fields. It has been observed that there are positive statistically significant relationships
between the happiness sub-dimension of self-concept and the basic skills, basic speaking skills, advanced
speaking skills, starting a relationship, self-control and cognitive skills sub-dimensions of social skills at a
level of (p< 0.05) and a positive statistically significant relationship has been observed for the giving
instructions dimension at a level of (p< 0.01). This result indicates that as social skills such as speaking,
relationship starting, self-control, cognitive skills of students with special needs increase, they feel
happier and they have a more positive self-concept. A positive statistically significant relationship was
determined at a level of (p < 0.05) between the anxiety sub-dimension of self-concept and the basic skills
and giving instructions sub-dimensions of social skills; and a positive statistically significant relationship
at a level of (p < 0.05) has been observed between the behavior and adaptation sub-scale of self-concept
with the basic skills sub-dimension of social skills scale. In other words, as basic social skills increase,
there is a positive increase in the anxiety, behavior and adaptation sub-dimensions of self-concept. These
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results are in accordance with various studies that put forth the relationship between social skills and self-
concept (Bramston, Bruggerman and Pretty, 2002; Capps, Sigman and Yirmiya, 1995, akt. Vickerstaff,
Heriot, Wong, Lopes, Dossetor, 2007; Chamberlain, Kasari and Rotheram-Fuller, 2007; Heiman, 2001;
Kanay and Girli, 2009; Kluwin, 2002; Shaw-Zirt, Popali-Lehane, Chaplin and Bergman, 2005; Matsuura,
Hoshimoto and Toichi, 2009; Valas, 1999).

When the relationships between the sub-fields of social skills, self-esteem and aggressiveness level are
examined, different results are obtained for each diagnostic group.

A statistically significant relationship was not determined between any sub-fields of social skills, self
concepts and aggressiveness levels of children with intellectual disabilities. However, when a literature
survey is made, various studies indicating that students with intellectual disability are accepted less than
their peers who do not have intellectual disability, that they experience more loneliness and that they have
a lower self-esteem. (Chamberlain, Kasari and Rotheram-Fuller, 2007; Heiman and Margarit, 1998,
Matsuura, Hoshimoto and Toichi, 2009; Valas, 1999). It is stated that one of the reasons of children with
disabilities are alone is that “they experience difficulties in realizing and processing social tips and that
they have difficulties in developing social relationships” and it is also stated that these students are
accepted less by their peer groups (akt., Bakkaloglu, 2008). The research findings indicate that 10-16% of
the students without any impairment experience loneliness whereas this ratio is 25% for children with
intellectual disabilities (Luftig, 1988, akt., Bakkaloglu, 2008). It is thought that the reason for children
with intellectual disabilities to frequently experience adaptation problems and show problematic behavior
is related with the fact that they cannot develop social skills (Hocaoglu, 2009; Sucuoglu and Ozokgu,
2005).

It has been determined for students with autism that there is a negative relationship (p <0.05) between the
social skills of proper behavior, answering questions, asking questions, facial expression skills and
aggressive behavior. This result is parallel with other results putting forth that as social skills of autistic
children increase, their compatible behavior increases and that they display less problematic behavior
(Attwood, 2001; Bauminger and Kasari, 2000; Bauminger et.al., 2003; Gordon et.al. 2005; Scwartz,
2000). A statistically significant relationship at a level of (p< .01) is observed between the happiness
dimension of self-concept and the giving instructions sub-dimension of social skills and also between the
behavior and adaptation dimension of self-concept and the basic skills sub-dimension of social skills;
whereas a statistically significant relationship at a level of (p< .05) is observed between the sub-skills of
emotional skills and giving instructions. Positive relationships have been observed between the physical
appearance sub-dimension of self-concept and the giving instructions sub-scale of social skills scale at a
level of (p < .05); whereas a positive relationship at a level of (p< .01) was observed between the
intellectual and school status dimension and the basic skills and giving instructions sub-dimensions of
social skills. In other words, it can be stated that as the basic skills of autistic students such as proper
posture, facial expressions, making eye contact, establishing proper physical closeness along with
emotional skills such as expressing emotions and giving instructions skills such as asking questions,
answering questions increase; there is a positive increase in their self-concepts composed of sub-
dimensions such as happiness, physical appearance, intellectual and school status, behavior and
adaptation. These results have similarities with the results of studies indicating that children with
sufficient social skills are socially accepted and have positive perceptions of self (Gordon et.al., 2005,
Mac Millian, Gresham and Foress, 1996; Ocsh, Kremer-Sadlik, Solomon and Gainer Sirota, 2001,
Capps, Sigman and Yirmiya, 1995, akt. Vickerstaff, Heriot, Wong, Lopes and Dossetor, 2007).

It is observed that among the three diagnostic groups, students with hearing disabilities have the highest
aggressiveness score and students with intellectual disabilities along with autistic students come after
them in order. It is known that children with hearing disabilities are not excluded when they are small, but
as they get older the difference in their knowledge regarding social and ethical rules becomes more
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distinctive. If the language development of students at older age groups is not sufficient, they experience
more difficulties when communicating with their hearing peers (Kluwin, Stinson and Colorassi, 2002). In
this regard, the retardation in language development may cause substantial difficulties for students with
hearing disabilities when learning social and ethical codes of conduct (Sari, 2009). Capelli, Daniels,
Durieux-Smith, McGrath and Neuss (1995) have stated that students with hearing disabilities may display
some problem behavior due to the fact that their limited knowledge of social and ethical codes of conduct
(akt. Sar1, 2009).

The results are also compatible with various studies carried out in Turkey indicating the strong
relationships between social skills and problem behavior (Cetin and Bilbay, 2001; Erol and Simgek, 1997;
Sucuoglu and Ozokeu, 2005; Tiiy, 1999) and that problem behavior has negative effects on social
acceptance (Aktas, 2001; Hocaoglu, 2009, Kabasakal et.al., 2008; Sari, 2009; Sahbaz, 2004; Turhan,
2007). Similarly, in this study a statistically significant negative relationship pat a level of (p< 0.05)
between the aggressiveness scale scores of students with hearing disabilities with the scores they received
from the emotional skills sub-dimension of social skills. This result indicates that as the insufficiencies of
students with hearing disabilities regarding emotional skills increase, their aggressiveness levels also
increase. It is also indicated that as the accepting the results skill from among the social skills decrease for
students with hearing disabilities, they have a more negative self-concept regarding physical appearance,
intellectual and school status and social acceptance in general. This study result has similarities with those
of Moores and Meadow-Orlans (1990) and Kog (2001).

In general, it can be stated that students with learning impairment receive negative reactions from their
environment due to their aggressive behavior resulting from their lack of social skills and that they have
negative emotions and thoughts about themselves because of low academic success (Matsuura,
Hoshimoto and Toichi, 2009). However, longitudinal studies carried out abroad draws attention to the fact
that adaptational behavior, self-esteem, loneliness, depressive behavior differ among age groups
especially during inclusion process (Montague, Enders, Dietz, Dixon and Cavendish, 2008).

It is thought-provoking that even though there is a relationship between the adaptation scale of self-
concept and behavior sub-dimension along with various social skills, there is no relationship between
aggressiveness scale and social skills and self-concept sub-scales. The expected result is to have
consistent scores aggressiveness and behavior and adaptation scores. It is thought that larger sample
groups and various other observation, interviews and evaluation methods should be used and a different
scaling evaluation should be carried out in order to explain the reason for this. It is observed that there is a
growing need for carrying out the longitudinal studies carried out abroad in our country as well and that
the results should be discussed. When interpreting and generalizing the results it should be noted that this
study is limited to autism, intellectual disabilities and hearing disabilities diagnostic groups and
predefined age groups.

In the light of relevant literature and the findings of this study, the following suggestions can be made to
the practitioners and researchers:

1. Keeping in mind that one of the most important goals of inclusion applications is to develop the social
skills of individuals with special needs by interacting with their peers and also to help increase their levels
of social acceptance, social skill studies should be carried out in inclusion education classes.

2. Planned activities along with enactions should be carried out in order to increase the feelings of
empathy of students with normal development towards their friends with special needs and to ensure that
the requirements of students with special needs are understood.

3. The social status of students with learning impairment should be increased. School guidance teachers-
psychologists, special student instructors and teachers should be aware of the effects of various processes.
In addition, studies should be carried out to develop the social status of these students. The skills and
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abilities of these students should be emphasized and activities that will put forth these skills and abilities
should be increased. Families should be included in these activities as well.

4. Researches that will carry out similar studies with a wider range of sampling groups are required in
order to examine the factors that affect this process in the school environment which is one of the most
important social environments for the development of the self-concept of students with special needs.

5. Aggressive behavior, social skills and social acceptance relationships should be examined in more
detail for all diagnostic groups and the similarities and differences among the various groups should be
examined.

6. Comparative studies should be carried out for different age groups with wider sampling groups with
regard to gender and different diagnostic groups.

7. Studies related to the benefits of inclusion should be increased in the light of the adaptation to school of
students with special needs during inclusion education, the effects of this process on social development
and self-concept.
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ABSTRACT

This study investigates the perceptions of the nursing and midwifery students attending the School of
Health offering Turkish medium courses at Mersin University in Turkey on their academic and vocational
needs of English in order to improve the current curriculum, materials and language instruction. The data
were collected through the questionnaires and interviews conducted with five groups consisting of the
second year midwifery and nursing, the third year midwifery and nursing and the fourth year midwifery
students having vocational English courses carried out by two English instructors. The perceptions of the
students were presented in an elaborate and detailed manner in the study through the research tools of
questionnaire and interview. The main results of the study indicate that the student groups want to
improve their four English language skills, particularly speaking and listening skills compared with
reading and writing skills. Besides, most of the students conceive that the materials that were compiled by
the English instructors are inadequate in some ways and should be developed in order to enhance their
effectiveness in the classes; and the language instruction of the English instructors do not help the
students acquire vocational English efficiently, and it should be improved to increase the students’
learning capacity in vocational English .

Keywords: Academic English, vocational English, needs analysis.
INTRODUCTION

English as a foreign language has been continuing to gain importance in Turkey. Currently, English is
deemed necessary in both the academic sphere and in business life. Now universities also offer English
courses oriented towards different specific purposes in accordance with students’ needs. Within the
English teaching practice, English for Specific Purposes (ESP) has been a very significant and developing
field since the 1960s as it takes into consideration the needs or interests of the learners, and the demand
for ESP continues to increase worldwide (Dudley-Evans and St. John, 2001).

Needs analysis, which is also called needs assessment, refers to the activities carried out to gather
information which will develop a curriculum for meeting the learning needs of a specific group of
students (Brown, 1995). It constitutes the basis for developing curriculum, syllabi, materials, teaching
activities etc (Brown, 1995; Dudley-Evans & St. Johns, 2001; Richards, 2001; Hutchinson & Waters,
2004). In devising a language course, it is highly essential to begin with creating a learner profile and
searching for the target learner’s expectations about the different aspects of the course (Nunan, 1995;
Harmer, 1991, in Krajka, 2009).

There are some studies carried out abroad to explore students’ English needs in health or medical field. In
illustrating these studies, Mazdayasna and Tahririan’s (2008) investigation of the foreign language
learning needs of undergraduate medical sciences students studying in the faculties of nursing and
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midwifery in lIran could be named. Besides, Lee (1998) sought for what purposes the students used
English in nursing and medical fields. Furthermore, Chia et al. (1999) tried to describe the perception of
medical college students and faculty about the English language needs of the students. In Turkey, there
are English needs analysis studies that were carried out on medical English; for instance, Tasg1 (2007)
investigated the needs of the medical students’ English language needs at Pamukkale University. Akgiil
(1991, in Tas¢1, 2007) carried out needs analysis of medical students at ESP classes at Erciyes University.
Besides, there are a few studies which aim to determine the profile of students in the School of Health in
general and include very little information about their general and vocational English knowledge (Kostak
et al., 2012, Yigit et al., 2007). However, this study only aimed to find out English language needs of
nursing and midwifery departments which serve to educate students entering the health sector in Turkey.
As a result, the present study investigated the academic and vocational needs of nursery and midwifery
students taking vocational English courses in the School of Health at Mersin University.

In the vocational English classes where this study was conducted, a textbook which consists of texts
concerning the health sector compiled by the English instructors and related exercises was used. There is
not a standard curriculum or instructional materials determined by higher institutions for these classes.
Hence, the instructors set their objectives or determine the content of the courses or materials used in
those classes. Topics generally consist of a mixture of reading, translation and vocabulary exercises.
However, the students’ general requirements or problems related to the courses have not been
investigated before. Thus, while determining their needs, the study also tries to find out what kind of
problems occur in those classes, and if it is possible to improve them in terms of the materials, course
hours, language instruction, etc.

This study aims to find answers to the following questions:

1. What are the academic and vocational needs of the nursing and midwifery students who have
vocational English courses?

2. Are there any significant differences in the perspectives of the students regarding these needs?

Limitations of the Study

The main limitation of the study is that it was conducted with only 233 students within only one context
which is the School of Health at Mersin University. The other Turkish or English-medium universities
offering vocational English courses to the midwifery and nursing students could be investigated in terms
of determining the English needs of the students attending those universities. The second limitation of the
study is that the English needs of the graduate nurses and midwives who now work at hospitals might be
investigated as well to have a broader picture of these needs. The final limitation is that only two
instruments, questionnaires and focus group interviews, were used in this study. However, some other
research instruments such as observation, analysis of authentic texts or journals and etc. could be
integrated into the study.

METHOD

Participants

The main participants in this study were 139 midwifery students attending the second, third and fourth
year and 99 nursing students attending the second and third year in the School of Health at Mersin
University (see Table 1). As the fourth year nursing students did not have a vocational English course

due to their intense schedule, they did not participate in the study. Out of 233 students in total, there were
204 females and 29 males. The mean average age was 21.5 years.
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Procedure

For this study, the data were collected through the questionnaires and interviews. The distribution of the
student questionnaires were carried out by the first author of this study and an English instructor. As each
data has its own strengths and weaknesses, it is better to collect information from two or more sources
with multiple instruments (Nugraha, 2002). Hence, after the questionnaires, interviews were held with
voluntary students. Interviews were also particularly conducted to gather qualitative data and to have a
better insight into the students’ personal opinions.

Table 1. The number of students who filled out the questionnaire

Groups Number
Midwifery 2™ year 52
Midwifery 3" year 41
Midwifery 4" year 46

Nursing 2" year 50
Nursing 3" year 44
Total 233

Table 2. The number of students who participated in the interviews

Groups Number
Midwifery 2 10
Midwifery 3 10
Midwifery 4 10

Nursing 2 10
Nursing 3 10
Total 50

Instruments

The questionnaires of Mazdayasna and Tahririan (2008), Tas¢1 (2007), Celik (2003), Kirkgoz (2005),
Evans and Green (2007) and Bastiirkmen (1998) were analysed to develop the questionnaire appropriate
for the study. The language of the questionnaires was Turkish in order to avoid any misunderstandings by
the students. Before the questionnaire was prepared, some informal interviews were conducted with some
students and the academicians to be able to prepare the items in the questionnaire which would be the
most effective in investigating the students’ English needs.

The questionnaire itself consisted of three main sections and nine parts in total. The first section gathers
demographic information about the students. The second section, consisting of five-level Likert scale
“strongly disagree”, “disagree”, “undecided”, “agree” to “strongly agree”, tries to elicit the students’
general perceptions about their course.. The third section, which comprises a four-level Likert scale
ranging from “not important at all”, “not important”, “important” to “very important”, focuses on how
important the students consider the four skills and their sub-skills. In the study, the results that were
obtained from the different sections of the questionnaire are presented from the most important to the
least important and significant differences are indicated. For the focus groups interviews, six questions
were prepared by taking the research questions and the questionnaire items into consideration. They
mainly focused on the students’ reasons for learning English, the materials used and the language
difficulties they had in the classes, how important four English language skills were and what could be
done relating to these four skills.
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After the pilot study was conducted on 66 School of Health students at Cukurova University which
confirmed its validity, the final version of the questionnaire was distributed to 233 students. Regarding
the focus groups interviews, 10 students from each group, amounting to 50 students in total, voluntarily
took part in the interviews. In the analysis of the questionnaires, SPSS was used and one-way-ANOVA
(post hoc LSD test) was applied to calculate and analyse mean and standard deviations for the Likert-
scale items and to indicate the significant differences. The qualitative data were analysed using the
content analysis technique by taking into consideration the steps suggested by Cohen (2003) and Miles
and Huberman (1994).

RESULTS
General Views about ESP and ESP Courses

In order to find out the academic and vocational English needs of the students, items 1-23 in the first
section of the questionnaire explore the students’ general views on ESP and the vocational courses in the
School of Health at Mersin University, and they focus on the students’ perspectives on the reasons for
their learning English (items 1-8), whether they consider their vocational English classes adequate
regarding the different issues such as course hours, materials, language instruction, etc. (items 9-14), and
what kind of problems they experience in those classes (items 15-23). Some significant differences
obtained from the study are also revealed.

To determine the student groups’ academic and vocational English needs, Table 3 indicates their reasons
for learning English. The student groups seem to be undecided on most of the reasons why they are
learning English. However, all the groups have a concensus on learning English in order to be able to
communicate with patients in their workplace, and this gets the highest mean average among all the
student groups. The second and third-year nursing students’ mean values are the same (3.88); and the
mean values for the second, third and fourth-year midwifery students are 3.74, 3.65 and 3.79,
respectively. There is no significant difference regarding this item (p>.05). The second-year midwifery
and nursing students, the third-year nursing students and the fourth-year midwifery students agree about
learning English in order to pursue a Master or PhD degree (3.78, 3.64, 3.59 and 4.05, respectively).
Apart from that, both the third-year nursing and the fourth-year midwifery students agree upon the fact
that they are learning English to follow the developments related to their field from different sources in
English (M=3.50, 3.65, respectively). Only the fourth-grade midwifery students seem to agree that they
are learning English to work abroad (M=3.43), which was also found important by some first and second
year nursery students in the study of Miyake and Tremarco (2005), and to have the English Proficiency
Exam for Academicians (UDS) which is a national exam taken particularly by academicians and
measures their English proficiency level. (M=3.68). In terms of the first and sixth item, all the student
groups are not certain about “course requirement” and “learning English to attend conferences, seminars
and symposiums in English” as a reason for learning English.
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Items Groups N M SD F P
Midwifery 2™ year 52 3.23 1.33
1 Course Midwifery 3:: year 41 3.14 1.54
requirement Mldw!fery 47 year 46 3.08 1.42 0.126 973
Nursing 2™ year 50 3.06 1.51
Nursing 3" year 44 3.06 1.40
2. Tofollowthe  Midwifery 2" year 52 3.06 1.27
developments Midwifery 3% year 41 2.98 1.35
related to the Midwifery 4" year 46 3.65 1.19
field from Nursing 2" year 50 3.26 1.46 2.260 .064
different Nursing 3" year
sources in 44 3.50 1.04
English
3 Toincrease  Midwifery 2”;’ year 52 357 1.28
job Midwifery 3;} year 41 321 1.38
opportunities Mldw!fery 4% year 46 3.88 1.30 1.827 125
PP Nursing 2™ year 50 3.80 1.27
Nursing 3" year 44 3.68 1.11
Midwifery 2" year 52 3.19 1.40
4. To work Midwifery 3 year 41 2.65 1.33
abroad Midwifery 4" year 46 3.43 1.27 2.845 .025
Nursing 2™ year 50 3.40 1.24
Nursing 3" year 44 2.93 1.18
Midwifery 2" year 52 3.78 1.22
5.Topursuea  Midwifery 3“year 41 3.11 1.43
Master or Ph. D.  Midwifery 4" year 46 4.05 1.10 3.250 .013
degree Nursing 2™ year 50 3.64 1.33
Nursing 3" year 44 3.59 1.16
Midwifery 2" year 52 3.28 1.20
6. To attend Midwifery 3% year 41 2.51 1.30
conferences / Midwifery 4™ year 46 3.17 1.25 2 851 025
seminars / Nursing 2“;’ year 50 3.18 1.40 ' '
H H H I
symposiums in Nursing 3™ year 44 281 116
English
Midwifery 2" year 52 3.74 1.08
7. Tobeableto  Midwifery 3 year 41 3.65 1.08
communicate MIdWIfery 4" year 46 3.79 1.06
with the foreign Nursing 2':;‘ year 50 3.88 1.28 0.339 852
patients in our Nursing 3™ year a4 3.88 0.99
work place
Midwifery 2" year 52 3.23 1.39
8. To have the Midwifery 3% year 41 3.39 1.35
Proficiency Midwifery 4" year 46 3.68 1.13 1112 352
Exam for Nursing 2";‘ year 50 3.16 1.41 ' '
. L 9e
Academicians Nursing 3" year 44 331 191
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Table 4. ANOVA results for perceptions of the student groups about the adequacy of the vocational

English classes

Items Groups N M SD F p
Midwifery 2™ year 52 3.21 1.45
Midwifery 3" year 41  3.07 1.47
2&2?:}232”“ of Midwifery 4" year 46 354 131 1147 335
Nursing 2" year 50  2.96 1.32
Nursing 3" year 44 320 1.42
Midwifery 2" year 52 3.30 1.37
10. Language Midwifery 3" year 41 331 1.29
o ctrtion Midwifery 4" year 46 354 132 1237 296
Nursing 2" year 50  2.96 1.29
Nursing 3" year 44 322 1.23
Midwifery 2" year 52 228 1.37
Midwifery 3" year 41 217 097
11. Visual aids Midwifery 4" year 46 234 1.23 0.282 .889
Nursing 2™ year 50 212 1.13
Nursing 3" year 44 220 1.13
Midwifery 2:;’ year 52 236 1.34
. Midwifery 3™ year 41 2.26 1.16
12. Audio aids Midwifery 4" year 46 265 141  0.653 626
Nursing 2" year 50 232 1.09
Nursing 3" year 44 2.36 1.18
Midwifery 2“;' year 52 275 1.34
. . Midwifery 3" year 41 2.60 1.18
iﬁgl'ée nf:tbelrel;}: in the Midwifery 4" year 46 332 123 2934 022
Nursing 2" year 50  2.66 1.09
Nursing 3" year 44 261 1.10
Migwil;ery 2:‘;’ year 52 276 1.29
Midwifery 3" year 41 2.65 1.19
14.Th fth o
Courseenf;tztr?;tso the Midwifery 4" year ~ 46 343 118  3.071 017
Nursing 2" year 50 281 1.06
Nursing 3" year 44 293 1.06

This part of the questionnaire shows whether the student groups find the vocational English classes
adequate or not. In items 9-14, most of the student groups agree on the fact that the audio and visual
materials are inadequate in the courses. Their mean values vary from 2.12 to 2.65. They are the most
significant inadequacies experienced in the classes according to the questionnaire results. Tas¢t (2007)
also indicated that there was a need to provide technological equipment in the study conducted on
medical students to explore their English needs. Besides, there is no siginificant difference for these two
items (p>.05) in the present study. Most of the groups seem undecided about the other inadequacies listed

in Table 4 in general.
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Table 5. ANOVA results for perceptions of the student groups about the reasons for difficulties in

understanding vocational English

Items Groups N M SD F p
Midwifery 2" year 52 3.86 1.38
Midwifery 3% year 41 352 1.43
15. Poor general English grammar Midwifery 4" year 46 4.14 0.99 3.369 .011
Nursing 2™ year 50 347 1.23
Nursing 3“ year 44 3.25 1.43
Midwifery 2" year 52 4.17 1.29
Midwifery 3% year 41 3.95 1.28
16. Poor general English vocabulary Midwifery 4" year 46 4.32 0.87 2.794 .027
Nursing 2" year 50 3.98 1.05
Nursing 3“year 44 354 1.35
Midwifery 2" year 52 4.19 1.28
Midwifery 3@ year 41 4.04 1.20
17. Poor vocational English vocabulary ~ Midwifery 4" year 46 4.04 0.81 1154 .332
Nursing 2™ year 50 4.02 1.03
Nursing 3“year 44 3.70 1.26
Midwifery 2" year 52 3.37 155
Midwifery 3 year 41 3.54 1.20
18. Poor English reading skill Midwifery 4" year 46 3.94 1.03 2.860 .024
Nursing 2™ year 50 3.36 1.11
Nursing 3“ year 44 3.06 1.37
Midwifery 2" year 52 3.15 1.55
Midwifery 3 year 41 3.42 1.26
19. Poor English writing skill Midwifery 4" year 46 3.63 1.17 1.902 .111
Nursing 2" year 50 3.18 1.04
Nursing 3 year 44 293 1.45
Midwifery 2" year 52 3.15 1.39
o Midwifery 3 year 41 3.27 1.09
i%‘;gg;’;ﬁ’;ﬁh"“e”'“g Midwifery 4" year 46 350 112 1523 .19
Nursing 2" year 50 3.28 1.16
Nursing 3“year 44 2.88 1.29
Midwifery 2" year 52 3.58 1.47
Midwifery 3" year 41 3.77 1.06
21. Poor English speaking skill Midwifery 4" year 46 3.86 1.08 2.224 .067
Nursing 2™ year 50 3.71 1.06
Nursing 3“year 44 3.15 1.36
Midwifery 2" year 52 3.35 1.43
Midwifery 3% year 41 3.47 1.24
22. Poor English pronunciation Midwifery 4" year 46 3.84 1.13 2975 .020
Nursing 2™ year 50 3.38 1.13
Nursing 3“year 44 293 1.35
Midwifery 2" year 52 2.93 1.30
. Midwifery 3% year 41 257 1.22
tzs;io'rl'eréetg%ltrrstlee\g?terlals that are not Midwifery 4" year 46 2.60 1.26 0715 582
Nursing 2" year 50 2.91 1.29
Nursing 3“ year 44 2.68 1.19

45



Ozlem AYAS; Yasemin KIRKGOZ - C.U. Faculty of Education Journal, 42(2013), 39-55

In order to investigate the students’ academic and vocational English needs in the School of Health, the
reasons for why they have difficulties in understanding vocational English are elicited. According to the
results, poor general English grammar is one of the most problematic areas for the students. Apart from
the third-year nursing students, the second-year nursing and midwifery students, the third-year and the
fourth-year midwifery students agree they have problems with their general English grammar (M=3.47,
3.86, 3.52 and 4.14, respectively). Additionally, the results indicate that there is a significant difference
between the fourth-year midwifery students and the third-year midwifery, the second-year and the third-
year nursing students (p<.05).

As can be seen in Table 5, the student groups seem to have poor general English vocabulary. The fourth-
year midwifery students strongly agree upon this item (M=4.32). The other groups also agree to have this
problem. Their mean values are as follows: 4.17 (Midwifery 2), 3.95 (Midwifery 3), 3.98 (Nursing 2) and
3.54 (Nursing 3). One way ANOVA results also reveal a significant difference between the third-year
nursing students and the second and fourth-year midwifery students (p<.05) regarding this item. The
results obtained from the item “poor professional English vocabulary” indicate that all the student groups
agree that it causes them to have difficulties in their classes. Their mean values vary from 3.70 to 4.19. In
the study of Chia et al. (1999), it was also revealed that limited vocabulary was one of the most
problematic areas for the medical students.

As for reading, the third and fourth-grade midwifery students agree that poor reading skills create
difficulties in class (M=3.54, 3.94, respectively) whereas the remaining groups, including the second-year
midwifery and nursing students (M= 3.37 and 3.36, respectively) and the third-year nursing students (M=
3.06), are not certain about it. Poor speaking skill is also perceived as a problematic area among the
groups except for third-year nursing students who are uncertain about it. Regarding poor pronunciation,
the third and fourth-year midwifery students agree to have this problem with the average means of 3.47
and 3.84, respectively.

It is indicated in Table 5 that only the fourth-grade midwifery students agree that poor listening
comprehension is a problem for them (M=3.50). Regarding poor writing skills, it is seen that the third and
fourth-grade midwifery students agree to have poor writing skills (M=3.42 and 3.63, respectively).
However, the rest of the student groups seem to be uncertain about this. Their results vary from 2.93 to
3.18.

The Importance of Language Skills

The second section consisting of items 24-53 mainly indicates how much importance the student groups
attach to the four language skills, i.e. reading, writing, listening and speaking, and their sub-skills. The
students’ academic and vocational English needs are elicited in terms of the four English skills.

The results indicate in Table 6 that speaking skills are regarded as the most important skill among the
groups with the mean averages varying from 3.28 to 3.47. However, in the studies carried out by Chia et
al. (1999) and Tase¢1 (2007) on medical students, the students perceived reading as the most important
skill, and reading was followed by speaking or listening skills. In the present study, listening is perceived
by the fourth-year midwifery students as a very important skill (M=3.30). The other skills are found
important by the groups. There is no significant difference in the perceptions of the students (p>.05)
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Table 6. ANOVA results for perceptions of the student groups about the importance of English language
skills

Items Groups N M SD F p
Midwifery 2"3 year 52 3.11 0.75
Midwifery 3" year 41 2.92 0.90
24. READING Midwifery 4" year 46 3.26 0.57 1.476 210
Nursing 2" year 50 2.96 0.96
Nursing 3" year 44 3.18 0.65
Midwifery 2':;’ year 52 2.88 0.83
Midwifery 3™ year 41 2.75 0.82
25. WRITING Midwifery 4" year 46 3.08 0.78 1.104 355
Nursing 2" year 50 2.90 0.88
Nursing 3" year 44 3.02 0.69
Migwh;ery 2':;’ year 52 3.25 0.78
Midwifery 3" year 41 3.15 0.72
26. LISTENING Midwifery 4" year 46 3.30 0.55 0.430  .787
Nursing 2" year 50 3.14 0.85
Nursing 3" year 44 3.22 0.67
Migwh;ery 2r;’ year 52 3.30 0.78
Midwifery 3" year 41 3.25 0.79
27. SPEAKING Midwifery 4" year 46 3.48 0.61 0.906  .461
Nursing 2" year 50 3.28 1.01
Nursing 3" year 44 3.47 0.66

The results for the student groups’ academic and vocational English reading skills are presented in Table
7. First of all, there is not a significant difference regarding all the items (p>.05) in the perceptions of the
students. However, Table 7 suggests that one of the most important sub-reading skills for the student
groups is “understanding the vocational terms in articles/texts”, and the second-year, the third and fourth-
year midwifery students and the third-year nursing students perceive understanding the vocational terms
in articles/texts as a very important skill (M=3.28, 3.30, 3.39 and 3.45, respectively). “Translating English
texts into Turkish” is regarded as very important by third-year nursing and fourth-year midwifery
students, and their mean averages are 3.27 and 3.26, respectively. “Guessing the new words in an article/a
text without using a dictionary” is related to the vocabulary in articles or texts as well, and all the student
groups find it important. The mean values for this item are as follows: 3.13 (Midwifery 2), 3.02
(Midwifery 3), 3.11 (Midwifery 4), 3.04 (Nursing 2) and 3.20 (Nursing 3). “Answering reading
comprehension questions in a classwork, in an exam or for an assighment” and “answering true/false
questions related to a text” are also perceived as two most important reading skills. The remaining reading
skills are generally considered important by the groups.

Table 7. ANOVA results for perceptions of the student groups about the importance of English reading
skills

Items Groups N M SD F P

Midwifery 2" year 52 2.86 0.86

H H rd
28. Reading an article/a text Midwifery 3 “year 4l 2.75 0.88

for general information Midwifery 4™ year 46 3.10 0.70 1.829 124
g Nursing 2" year 50 292 082
Nursing 3" year 44 313 0.86
29. Reading an article/a text ~ Midwifery 2" year 52  3.03 0.88
to find out specific  Midwifery 3" year 41 292 0.87 0.884 AT74
information Midwifery 4" year 46 319  0.68
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30. Reading an article/a text
to find out the main idea

31. Reading texts in detail

32. Guessing the
terminology in an article/a
text without using a
dictionary

33. Understanding the
proffessional terms in
articles/texts

34. Summarizing a text
orally or in a written form

35. Answering reading
comprehension questions in
a classwork, in an exam or
for an assigment

36. Answering true/false
questions related to a text

37. Translating English texts
into Turkish

38. Understanding the
grammatical structures in
texts

Nursing 2" year
Nursing 3" year
Midwifery 2" year
Midwifery 3" year
Midwifery 4" year
Nursing 2" year
Nursing 3" year
Midwifery 2" year
Midwifery 3" year
Midwifery 4" year
Nursing 2" year
Nursing 3" year
Midwifery 2" year
Midwifery 3" year
Midwifery 4" year
Nursing 2" year
Nursing 3" year
Midwifery 2" year
Midwifery 3" year
Midwifery 4" year
Nursing 2" year
Nursing 3" year
Midwifery 2" year
Midwifery 3" year
Midwifery 4" year
Nursing 2" year
Nursing 3" year
Midwifery 2" year
Midwifery 3" year
Midwifery 4" year
Nursing 2" year
Nursing 3" year
Midwifery 2™ year
Midwifery 3" year
Midwifery 4" year
Nursing 2" year
Nursing 3" year
Midwifery 2™ year
Midwifery 3" year
Midwifery 4™ year
Nursing 2" year
Nursing 3" year
Midwifery 2™ year
Midwifery 3" year
Midwifery 4™ year
Nursing 2™ year
Nursing 3" year

50
44
52
4
46
50
44
52
4
46
50
44
52
4
46
50
44
52
4
46
50
44
52
41
46
50
44
52
4
46
50
44
52
4
46
50
44
52
4
46
50
44
52
4
46
50
44

3.10
3.20
2.88
2.63
3.04
2.88
2.86
2.90
2.58
2.93
2.80
2.90
3.13
3.02
3.11
3.04
3.20
3.28
3.30
3.39
3.18
3.45
3.01
2.82
3.08
2.96
2.97
3.26
3.19
3.30
3.00
3.02
3.17
3.24
3.23
2.98
3.06
3.21
3.22
3.26
3.12
3.27
2.82
2.82
2.91
2.86
3.04

0.86
0.66
0.83
0.82
0.78
0.87
0.76
0.84
0.86
0.90
1.01
0.74
0.86
0.82
0.79
0.83
0.63
0.77
0.55
0.71
0.71
0.66
0.91
0.89
0.89
0.85
0.66
0.84
0.67
0.59
0.75
0.75
0.75
0.62
0.60
0.71
0.75
0.84
0.87
0.77
0.82
0.72
0.92
0.91
0.78
0.78
0.71

1.394

1.175

0.372

1.100

.538

1.517

1.276

0.265

0.546

237

.323

.828

.357

.708

198

.280

.900

.702
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Table 8. ANOVA results for perceptions of the student groups about the importance of English writing

skills
Items Groups N M SD F p

. Midwifery 2" year 52 2.96 0.90

33é§igsr¥§ei:gngiiten Midwifery 3" year 41 3.04 0.73
?orm in an exam or in a Midwifery 4" year 46 3.02 0.61 1.054 .380

classwork Nursing 2" year 50 2.80 0.85

Nursing 3" year 44 3.11 0.81

Midwifery 2" year 52 2.86 0.92

" . Midwifery 3" year 41 2.58 0.99
fgﬂ;'“”g medical Midwifery 4" year 46  2.89 0.84 0.880 477

P Nursing 2™ year 50 288 0.93

Nursing 3" year 44 2.87 0.81

Midwifery 2" year 52 3.01 0.72

41. Writing a paragraph Midwifery 3" year 41 2.68 0.98
on a topic related to our Midwifery 4™ year 46 3.04 0.78 1.253 .289

field Nursing 2" year 50 2.94 0.97

Nursing 3" year 44 2.99 0.77

. Midwifery 2" year 52 3.15 0.75

22' E)e'ﬂgtzb'fotf‘;eﬁfot::l Midwifery 3 year 41 3.09 0.73
tepr‘r’ns'c\’lvh”e ‘\’Nri o Midwifery 4" year 46  3.15 0.66 0.573 682

ot g Nursing 2™ year 50  3.04 0.75

Nursing 3" year 44 3.25 0.68

Midwifery 2" year 52 3.00 0.84

43. Being able to form Midwifery 3" year 41 2.92 0.90
grammatically correct Midwifery 4™ year 46 3.10 0.84 0.337 .853

sentences while writing Nursing 2" year 50 3.04 0.83

Nursing 3" year 44 3.09 0.74

In terms of the students’ academic and vocational English writing skills, the results in Table 8 indicate
that all the writing skills presented in the questionnaire are perceived as important among the student
groups. Moreover, the results of nearly all the items in this skill are in the same range of importance, and
the mean averages of some groups are slightly higher than the others.

According to the results regarding the students’ academic and vocational English listening skills,
“understanding foreign patients” is deemed very important with the mean values varying from 3.28 to
3.52. “Understanding a short lecture on a topic related to their field and vocational terms in a lecture” are
found very important by the groups. The third-year nursing students perceive “understanding daily
speeches as very important” (M= 3.41), whereas the remaining groups think it is important. However, in
general, listening skills are perceived as highly important among the groups.
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Table 9. ANOVA results for perceptions of the student groups about the importance of English listening
skills

Items Groups N M SD F p

Midwifery 2" year 52 311 0.70

- »
44. Understanding daily Midwifery 3 year 41 3.04 0.83

speeches Midwifery 4" year 46  3.23 0.73 2.378 .053
P Nursing 2™ year 50 2.96 0.87
Nursing 3" year 44 341 0.69

Midwifery 2" year 52  3.45 0.60

i i rd
45. Understanding Midwifery 3 ' year 41 3.29 0.74

foreian pationts Midwifery 4" year 46 3.28 0.71 1.019 399
gnp Nursing 2™ year 50 3.52 0.70
Nursing 3" year 44 344 0.75
Midwifery 2" year 52 3.37 0.65
46. Understanding a Midwifery 3" year 41 3.26 0.74
short lecture on a topic Midwifery 4™ year 46  3.26 0.68 0.920 453
related to our field Nursing 2" year 50 3.42 0.64
Nursing 3" year 44 3.48 0.60
Midwifery 2" year 52 3.39 0.62
47. Understanding Midwifery 3" year 41  3.29 0.71
proffessional terms in Midwifery 4" year 46  3.36 0.64 0.370 830
the lecture Nursing 2" year 50 3.36 0.59
Nursing 3" year 44 3.46 0.72

As for the students’ academic and vocational English speaking skills, the results show that particularly,
“talking to foreign patients” is found to be very important by the second-year midwifery and nursing
students and the third-grade nursing students with the average means of 3.42, 3.40 and 3.41, respectively.
This skill gets the highest mean averages among the groups compared to the remaining speaking skills. In
addition, the second year midwifery students find “being able to form grammatically correct sentences
while speaking” a very important skill (M=3.39). The second-year nursing students consider “being able
to use the appropriate vocational terms” very important (M=3.32) while the third-year nursing students
perceive “being able to carry out daily conversations” as very important (M=3.29).

Table 10. ANOVA results for perceptions of the student groups about the importance of English speaking
skills

Items Groups N M SD F p
Midwifery 2™ year 52 2.92 0.83
) Midwifery 3" year 41 2.87 0.84
48. Being able to carry Midwifery 4" year 46 293 080 2019  .093
out daily conversations . nd
Nursing 2™ year 50 2.96 0.80
Nursing 3" year 44 3.29 0.63
Midwifery 2" year 52 3.09 0.72
49. Asking and Midwifery 3" year 41 3.07 0.72
answering questions in Midwifery 4™ year 46 3.13 0.58 0.477 752
class Nursing 2" year 50 2.96 0.80
Nursing 3" year 44 3.13 0.73
. . Midwifery 2" year 52 3.42 0.56
52t'ieTr?t's'f'”g to foreign Midwifery 3" year 41 314 061 2060  .087
P Midwifery 4" year 46 317 0.73

50



Ozlem AYAS; Yasemin KIRKGOZ - C.U. Faculty of Education Journal, 42(2013), 39-55

Nursing 2" year 50 3.40 0.69

Nursing 3" year 44 3.41 0.65

Midwifery 2" year 52 3.32 0.66

51. Making a Midwifery 3" year 41 3.13 0.86
presentation on a topic Midwifery 4™ year 46 2.78 0.88 1.162 .328

related to our field Nursing 2" year 50 3.08 0.91

Nursing 3" year 44 2.94 0.81

Midwifery 2™ year 52 2.95 0.86

52. Being able to use the Midwifery 3" year 41 3.25 0.73
appropriate proffessional Midwifery 4™ year 46 3.17 0.70 1.402 234

terms while speaking Nursing 2" year 50 3.32 0.73

Nursing 3" year 44 3.08 0.69

. Midwifery 2" year 52 3.39 0.68

53. Being able to form Mlidvv\\ilifer))// 3" zear 41 301 077
ggzgnmcf;"v"’\‘/m’lgo”e"t Midwifery 4" year 46 295 080 1056  .379

<reakir Nursing 2" year 50 3.06 0.77

peaxing Nursing 3" year 44 2.90 0.76

Interview Results
General Views about ESP and ESP Courses

In accordance with the questionnaire, the students were first asked about their reasons for learning
English. Apart from the fact that it is “course requirement”, most of the students pointed out that they
wished to “pursue an academic career” and “follow English resources related to their fields”. Majority of
the students emphasized the fact that English is “a universal language”. Particularly, the second-year
nursing students wished to “communicate with foreign patients”, and the fourth-year midwifery students
wanted to “have a chance of working abroad”.

In the interview, the students were also asked about their opinions on vocational English in terms of some
issues such as course cours, materials, language instruction and etc. Regarding their opinions on courses
in general, a few second- year midwifery and third-year nursing students mentioned about some “English
level differences among the students”. Some of the second year nursing students pointed out to “the
neccessity and unnecessity of the classes” claiming that general English would be enough to
communicate with patients if one does not plan to follow an academic career. Considering the class hours,
particularly, the fourth-year students thought they were adequate as they had two-hour course a week
whereas the second-year students had only one-hour course a week.

The students opinions on the materials comply with the results obtained in the questionnaire. Most of the
students from different groups expressed the inadequacy of audio-visual materials used in the classes as
shown by the following sample quotation:
“[...] The material is already inadequate. When there are no visual materials and when the material is only
in a written format, what we learn is not permanent. Besides, as the time is limited and we do not hear or
see what we learn, we forget it so easily. ”(Nur. 3 G)

Integration of listening and speaking skills in the material are also highly accentuated by the third-year
nursing students. In regard to the language instruction, the most frequently stated issue that was
mentioned by the second and third-year nursing students was the fact that “the classes were mainly based
on memorization” and it would be much better if the classes were more meaning oriented as shown by the
following:
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“The classes are totally based on memorization. We just memorize the words and take the exams. In fact, we
do not learn.” (Nur. 3 C)

The students were also asked what kind of language difficulties they had in their vocational English

courses. In terms of the four skills, the most frequently stated difficulty was “poor speaking skill”. It was

followed by “poor pronunciation”, “listening comprehension” and “reading”. Apart from the skills, most

of the student groups remarked that they generally had difficulties with English “grammar”. It was

followed by “poor vocational vocabulary”. Some extracts are given from the interviews in the following:
“[...] Speaking is a bigger problem for us; for instance, so many complicated sentences go across our mind,
but although we could express them in a more simple way, we cannot do that.” (Nur. 2 J)

“As we do not exactly know English grammar, we have great difficulties with vocational English... We
cannot even make a sentence. We do not know where a subject or a verb should be.” (Mid. 4 1)

“We have great difficulty with words in this English course as we do not know the words, and there are not
enough sources for vocational English.” (Mid. 4 A)

The Importance of Language Skills

In this section, the student groups were asked how important they found four English language skills and
what could be done related to these skills. Detailed and elaborate responses were obtained from the
students.

Most of the students claimed that all the skills were equally important and related to each other. Totally
56% of the interviewed students comprised on the equality of four skills. Some of the students supported
the fact that speaking was the most important skill. Speaking was followed by listening and reading.

Regarding reading skills, some of the students stated the need of “understanding English articles related
to their field for different reasons”. They generally wanted to understand them for their future academic
career or to be able to use them when they prepared an assignment or a presentation for their main
courses. Besides, a few students mentioned about “translating”, and two second-year nursing stidents
(4%) pointed out that it might be helpful to “understand English instructions on health equipment and
supplies”. In terms of writing, the students made very few comments. However, 18% of the students
made their remarks on listening skill. They expressed that they could “listen to records and watch videos
on illnesses, midwife/nurse-patient dialogues or on different topics in English” to increase their listening
comprehension.

The most commented skill was speaking. 40% of the students thought it would be useful to “prepare and
carry out sketches/dialogues in English to communicate with foreign patients or use daily language” as
can be seen in the following quotation:
“We are just covering some topics, but, for example, we do not know how we could talk to a patient, and we
can also learn to use some daily language expressions. [...] Dialogues and sketches would make what we
learn more permanent.” (Nur. 3 E)

Apart from that, a few midwifery students stated that they could prepare a presentation of a topic they
prepared. In relation to four skills, a significant number of students stressed the need to “focus on
grammar to be able to acquire four skills” more easily and efficiently as illustrated below:
“I think that before everything, a good knowledge of grammar is required. For someone who does not know
grammar or how to form a sentence, reading, writing, etc. do not mean much. (Nur. 3 G)
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DISCUSSION AND CONCLUSION

A needs analysis was conducted with the nursing and midwifery students of the School of Health offering
Turkish-medium courses at Mersin University to determine their academic and vocational English needs
in order to improve the current curriculum, materials and language instruction.

The results showed that the fourth-year midwifery students seemed to be more certain about their reasons
for learning English. It may stem from the fact that they are about to graduate and have some future plans.
For instance, the questionnaire results showed that only the fourth year midwifery students wanted to
have UDS, which is a language proficiency exam based on only reading skill. Furthermore, in terms of
following the developments related to the students’ field, only the third-year nursing and the fourth-year
midwifery students agreed to this item. Most of the student groups believed that knowing English might
increase job opportunities for them. According to the study of Chia et al. (1999), it was also found out
that English was important for students’ future careers. In a needs analysis study carried out by Miyake
and Tremarco (2005) to explore the English needs of undergraduate, postgraduate and working nurses, it
was also shown that some of the first and second year nursing students expressed that they needed
English to increase job opportunities and work abroad. The fourth-year midwifery students also
considered knowing English as an opportunity to work abroad in the future in the present study. The same
result was obtained in the interviews, as well. Furthermore, all the groups agreed to learn English to be
able to talk to foreign patients in case they met some at their work place.

Regarding the students’ general opinion on the courses, the student groups were especially negative about
both visual and audio aids. In the study of Tas¢1 (2007) conducted with the medical students, the
questionnaire results also indicated that the student groups disagreed about the adequacy of technological
equipment and their usage. Apart from that, particularly, the interview results showed that some more
listening and speaking skills and grammar activities should be integrated into the classes, and the classes
should be more active and learning-oriented rather than focus on memorizing some vocational
vocabulary.

According to the results, most of the students are specifically in the opinion of experiencing difficulties
with speaking, grammar and general and vocational vocabulary although they had problems with the
other skills as well. In the study of Mazdayasna and Tahririan (2008), it was shown that after the students
passed their English course, they had problems with using grammatical structures and medical
terminology appropriately. Besides, most of the students were of the opinion that all the four skills should
be integrated into the course.

The questionnaire results indicate that speaking is found the most important skill by the student groups.
Speaking is followed by listening. The fourth-year midwifery students value reading a little more than the
other groups. It may be related to the fact that they are about to graduate, and some of them may be
planing to have UDS exam or to follow an academic career. In the interviews, the students also highly
valued speaking even though most of them thought the skills were equally important. In the study of Chia
et al. (1999), the medical students consider reading the most important skill followed by listening, writing
and speaking. However, the present study shows that in general, although the students value all the skills,
it can be also observed that they value speaking and listening more than reading and writing, and writing
gets the lowest mean average. Lee’s study (1998) conducted with the in-service and full time nursing
students supports the present study, and speaking and listening skills were considered the most important
skills by both of the groups in that study.

In terms of reading skills, genereally all the skills are perceived as important by the groups. Translation
skill is deemed very important by the third-year nursing and the fourth-year midwifery students. In
general, the students who are about to graduate find translation more important.
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In general, listening skill gets high mean averages according to the questionnaire results of the students.
In the study, most of the student groups also found understanding foreign patients very important.
Particularly, in the interviews, the students suggested that it be very useful to to the records or watch
videos on illnesses/midwife/nurse-patient dialogues or on different topics in English to improve their
listening skill. In the study of Hwang and Lin (2010), the majority of the respondents claimed that they
liked learning from television/video/DVD/films, CDs/cassettes (40.8%), radio (37.0%) and the internet
(33.8%), as well. Thus, the results indicate that the instructors need to integrate some audio-visual
materials for both improving the students’ listening comprehension and making the classes more
enjoyable.

Among speaking skills, “talking to foreign patients” is the item that is found more important than the
other items by the students, particularly by the second-year nursing and midwifery and the third-year
nursing students. According to the study of Lee (1998), in-service students agreed that they needed
English for nursing purposes (ENP) in their daily career tasks. The interviews conducted with the students
also reveal that the students wish to carry out dialogues or sketches in the classes to improve their
communication skills with foreign patients and daily language. Hwang and Lin (2010) indicated that that
a great amount of the students studying in the medical faculty believed carrying on daily conversations
was the most important speaking skill. Tas¢1 (2007) also suggests that role play activities be used in the
classes to practice communicating with foreign patients in real life situations in the medical context.
Besides, speaking activities could be very helpful in increasing the students’ motivation, their speaking
abilities and the knowledge of vocational English.

In general, the results of the questionnaire and interviews conducted with the students revealed that the
four English skills should be developed, in particular speaking and listening acitvities. The materials need
to be improved by integrating some speaking and listening skills. In the classes, an environment could be
created in which the students do not have to memorize some words but participate in the classes and
develop their communication and comprehension skills through dialogues and sketches and subject-
specific texts.
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ABSTRACT

The objective of this study is to examine whether the social and emotional learning needs are affective in
preserving the mental health of students during elementary level education. To this end, it was assessed at
what level and in what direction the social and emotional learning needs of students in the second stage of
elementary level education relationships their mental symptoms. The participants of this study are 320
elementary school students (Girls n= 149, 48.10%; boys n= 161, 51.90%) who were enrolled to an
elementary level school during the 2009-2010 school year in the central district of Izmir. The Social-
Emotional Learning Scale developed by Coryn, Spybrook, and Blinkiewicz (2009) and adopted into
Turkish by Totan (2011) and the Brief Symptom Inventory and the personal information form developed
by Derogatis (1992) and adopted into Turkish by Sahin, Durak Batigiin, and Ugurtas (2002) were used as
data acquisition tools in the study. According to the research findings, negative and statistically
significant relationships were determined between social and emotional learning needs and the mental
symptoms. Also, it was determined as a result of multiple linear regression analysis that the social and
emotional learning needs of second grade elementary level students are effective in decreasing the mental
symptoms.

Keywords: Social and emotional learning, mental symptoms, protective guidance services, multiple
linear regression analysis

INTRODUCTION

Social and emotional learning came up during the nineties due to the facts that schools only emphasized
academic education and hence neglected the social and emotional learning requirements of the students
(Elias et.al., 2003). It is observed especially during the past decade that many states in the US base their
school guidance services on social and emotional learning. Social and emotional learning is defined as the
process by which students gain awareness, arrangement skills, social relationships and emotions hence
becoming better at managing their lives successfully. Another definition regards social and emotional
learning as the process by which individuals gain awareness of their emotions and manage them, start
taking other individuals into account, make better decisions, display moral and responsible behavior,
develop positive relationships and avoiding negative behavior (Zins and Elias, 2006). Some individuals
may succeed in this without any need for support. However, some individuals require support to meet
their social and emotional learning needs (Norris, 2003). Hence, the meeting of the social and emotional
learning needs of students is as critical as the necessity for academic education.

Today, the importance of developing social and emotional learning skills has been accepted in many
countries. Schools in Singapore, Malaysia, Hong Kong, Japan, Korea, Australia, New Zealand and some

“This paper was presented at Second International Conference on New Trends in Education and Their
Implications on April 27-29, 2011, Antalya-Turkey.
“Co-Author: tarik.totan@adu.edu.tr
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Latin America and Africa countries along with England and more than a dozen countries in Europe add
classes for increasing social and emotional learning skills to their curriculum (Schonert-Reichl and
Hymel, 2007). Whereas in our country the research on social and emotional learning carried out at
schools is very limited (Tirniikli, 2004). However, the importance of gaining social and emotional
learning skills between the ages of 12-14 is emphasized (Kabake¢1 and Korkut Owen, 2010).

Social and emotional learning needs are basic requirements that develop the social and emotional learning
skills and they are as important as academic education. Giving guidance services at school to help
develop the social and emotional learning skills of students not only increase the academic success levels
of students but also help them stay away from problematic behavior (Elias et.al., 1997). The increasing of
social and emotional learning skills is among the sole responsibilities of both the teachers and the
families. Since in early childhood physical development and health along with communication and
language development constitute the indicator of social and emotional development, these development
areas are critical for the mental health development of the child.

Protecting the mental health of children and supporting their psychological well-being are quite important
for their social, emotional and academic development. It is stated by various studies that as mental
symptoms decrease many positive behaviors are observed to increase (Payton et.al., 2000; Elias, 2003;
Cohen, Onunaku, Clothier, and Poppe, 2005). It is emphasized that starting from early childhood the
development of the social and emotional learning needs and the protection of their mental health are
effective (Cohen, Onunaku, Clothier, and Poppe, 2005). The development of social and emotional
learning needs and skills is important for the protection of the mental health of elementary and secondary
school students (Elias et.al., 2003). Both the theoretical and experimental research findings indicate that
activities that aim to increase the social and emotional learning needs and skills of students prevent
substance abuse, violence and aggressiveness while increasing their well-being and protect their mental
health (Payton et.al., 2000; Elias, 2003).

The effect of social and emotional learning needs on the protection of the mental health of students is
carefully evaluated in USA and it is included in the school psychological consultancy and guidance
services. For instance social and emotional learning is considered as a resource for the protection of the
mental health of students in the State of Illinois (Illinois Violence Prevention Authority, 2011). Even
though the development of social and emotional learning is considered to be an important variable in the
protection of the mental health of individuals, no study has been found in our country about this subject.
Hence, the objective of this study is to examine at what levels and in what directions do social and
emotional learning needs affect mental symptoms of second stage elementary school students.

METHOD

Participants

The participants of the study is a group of 310 students attending the second stage of an elementary
school in the Karstyaka province of Izmir of whom 149 (%48.10) are girls and 161 (%51.90) are boys. Of
the participants determined according to proper sampling method 104 (%33.50) students were 6" grade,
101 (%32.60) were 7" grade and 105 (%33.90) were 8" grade students.

Procedure

The research data was collected by the researchers during the fall semester of the 2010-2011 education
year from the second stage of an elementary school at Izmir, Karsiyaka. The data was obtained from a

total of 12 different classes. The students took 20-25 minutes on average to fill out the research data
acquisition form.
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Instruments

Social-emotional learning scale (SELS): The scale developed by Coryn, Spybrook, Evergreen and
Blinkiewicz (2009) which was adopted into Turkish by Totan (2011) is a 5-point Likert type scale
consisting of 20 items and 3 sub-dimensions. Task Articulation, which is the first sub-dimension, is
related with the student being aware of his/her responsibilities, his/her ability to decide in the direction of
these responsibilities and his/her ability to articulate these responsibilities. Peer Relations, the second sub-
dimension, is a measure of the social relations and the social closeness of the student with his/her peers.
Self-regulation, which is the third sub-dimension, evaluates the student’s ability to overcome the
problems he/she faces while trying to reach his/her goals and his/her ability to develop strategies to re-
organize these problems. Coryn et.al. (2009) have determined as a result of corrective factor analysis that
their theoretical scale is validated [xzz 520.58, df= 167, X2/df: 3.12, AGFI= .90, CFI=91, GFI= .92, NFI=
.90, RMSEA= .06]. They have calculated the Cronbach Alfa coefficients of these sub-dimensions as .69,
.80 and .80 for task articulation, peer relations and self-regulation respectively. During the Turkish
adaptation of the scale, Totan (2011) has performed the language validity using a bilingual design and has
determined relations varying between .51-.79 for Turkish and English forms. Following the corrective
factor analysis, the researcher has reported that the original model is validated in the Turkish form as well
[x’= 487.63, df= 167, y’/df= 2.92, GFI= .92, NFI= .98, CFI= .99, RFI= .99, SRMR= .033, RMSEA=
.057]. Totan (2011) has calculated the internal consistency coefficient for task articulation as .82, for peer
relations as .88, for self-regulation as .84 and for the total scale as .94 whereas the test-re-test coefficients
were calculated to be .80 for task articulation, .78 for peer relations, .96 for self-regulation and .93 for the
total scale.

Brief Symptom Inventory (BSI): Prepared by Derogatis (1993) by abridging the 90 item long form. It is a
5-point Likert type scale with 53 items. The scale was adopted into Turkish by Sahin, Durak Batigiin, and
Ugurtas (2002). As a result of their studies, the researchers have determined that the scale consists of 5
factors explaining 32% of the variance. They have named these five sub-dimensions as depression (14
items), anxiety (17 items), negative self-concept (9 items), somatization (7 items) and hostility (4 items).
The Cronbach Alfa coefficients were determined to be .88 for depression, .84 for anxiety, .74 for negative
self-concept, .70 for somatization, .73 for hostility and .94 for the total.

Personal information form: There are a total of two questions one being a closed ended two-choice
question aimed to determine the gender of the participants and the other a closed ended three-choice
question aimed to determine the class level of the participants. The research form also contains a briefing
form about the study, an e-mail for contacting the researchers and instructions.

Data analysis

Pearson Product Moment Correlation coefficient and multiple linear regression analysis methods have
been used for data analysis. The hypothetical criteria were examined prior to the analyses. It was
observed that there were no related variables exceeding .90 for multicollinearitiy. The outlier value was
determined from the research data by univariate 6 observations, by multivariate Mahalanobis Distance
from 5 observations. It was determined that the missing values in the research data do not exceed 5%. A
negative linearity was determined between social-emotional learning and mental symptoms when
examined using linearity scatter plots. While in binary relations the importance level was determined as
.002 by making a Bonferroni correction, the importance level for regression analyses was accepted to be
.050 and the analyses were carried out using IBM SPSS PAWS 18 (2009).
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RESULTS
Relationship Among Variables

The objective of the study was to examine the protective effect of social and emotional learning needs on
mental symptoms. To this end, multiple-linear regression analysis has been used. Prior to the multiple
regression analysis, the binary relations between the dependent and independent variables were examined
using Pearson Product Moment Correlation coefficients. A Bonferroni correction was made during
correlation analysis in order to prevent a type one error. Bonferroni correction factor is calculated by
dividing the importance level (p< .05) by the number of binary relationships between the variables (36
relations) (Green and Salkind, 2009) and a new importance level is thus determined for use in the
evaluation of binary relations (.05/36= .002). Results obtained from the correlation analysis carried out
by keeping in mind the .002 importance level obtained after correction have been listed in the table
below.

Table 1. Relationships between social and emotional learning needs and mental symptoms

1 2 3 4 5 6 7 8 m sd.

TA[1] - 39.94 11.15
PR [2] 67* 2026  5.43
SR [3] J1* 76* 1687  5.27
SELT[4] .82*  .83*  g2* 7707  12.73
DEP[5]  -23* -31" -39" -41" 16.65  3.23
ANXT[6]  -10* -34" -30° -35 .69 1936 2.90
NS [7] -26"  -10r  -23° -31" 65 43 13.28 2.37
som[8] -19° -16" -37" -39° 69" 58" 54 2001 343

HOS[9] -09* -13* -14" -19° 52" 50" 48" 46" 1231 229

TA: Task articulation, PR: Peer relations, SR: Self-regulation, SELT= Social-emotional learning total,
DEP: Depression, ANX: Anxiety, NS: Negative self-concept, SOM: Somatization, HOS: Hostility
*|

p<.002

As a result of the analyses low and medium negative relationships that can be accepted to be significant
were determined between social and emotional learning needs and mental symptoms. According to the
results, negative and statistically significant relationships were determined between the social and
emotional learning needs of task articulation with depression at a level of -.23 (r>= .06), with anxiety at
a level of -.10 (r>= .01), with negative self-concept at a level of -.26 (r’= .07), with somatization at a
level of -.19 (r’= .04) and with hostility at a level of -.09 (r?= .08); peer relations with depression at a
level of -.31 (r’= .10), with anxiety at a level of -.34 (r’= .12), with negative self-concept at a level of -
.10 (r?=.01), with somatization at a level of -.16 (r’= .03) and with hostility at a level of -.13 (r’= .02);
self-regulation with depression at a level of -.39 (r’= .15), with anxiety at a level of -.30 (r’= .09), with
negative self-concept at a level of -.23 (r’= .06), with somatization at a level of -.37 (r’= .14) and with
hostility at a level of -.14 (r>= .02); and lastly social and emotional learning needs with depression at a
level of -.41 (r’= .17), with anxiety at a level of -.35 (r>= .13), with negative self-concept at a level of -
.31 (r’= .10), with somatization at a level of -.39 (r’= .15) and with hostility at a level of -.19 (r’= .04).
In addition, the fields of social and emotional learning needs were determined to be significantly and
positively related at a level of between .67-.83 and the mental symptoms were determined to be
significantly and positively related at a level of between .43-.69.

Multiple linear regression analyses

After determining the negative and significant relationships between the social and emotional learning
needs and mental symptoms in dual relations, multiple linear regression analyses were carried out in
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order to determine the level and direction for the prediction of depression, anxiety, negative self-concept,
somatization and hostility by the social and emotional learning needs of task articulation, peer relations,
self-regulation along with the total social and emotional learning needs as the predictive factors. As a
result of the multiple regression analyses, it was observed that when all of the predictive variables are
included in the model that task articulation is left out. Hence, task articulation was taken out of the model
and the analyses were repeated.

Table 2. Predictive power of social and emotional learning needs for mental symptoms

Unstandardized %95 Confidence

DV DV coefficients B t b Interval
B se Lower  Upper

o Limit Limit
DEP Constant  25.395 1.10 23.022 .000 23.224 27.567
PR -.102 .03 -178 3.137 .002* -.166 -.038
SR -.104 .04 -175 2.551 .011* -.184 -.024
SELT -.062 .01 -255 3.830 .000* -.095 -.030
ANK  Constant 27.217 1.03 26.329 .000 25.182 29.252
PR -.139 .03 -263 4561 .000* -.199 -.079
SR -.027 .03 -.049 .700 485 -.102 .048
SELT -.058 .01 -258 3.805 .000* -.088 -.028
OB Constant 17.089 .88 19.381 .000 15.353 18.825
PR .048 .02 112 1.838 .067 -.003 .099
SR -.042 .03 -095 1.290 .198 -.106 .022
SELT -.052 .01 -284 3.980 .000* -.078 -.026
SOM  Constant 27.920 1.20 23.230 .000 25.554 30.286
PR -.017 .03 -.028 484 .628 -.087 .053
SR -.129 .04 -205 2905 .004* -.216 -.042
SELT -.068 01 -262 3.835 .000* -.103 -.033
HOS Constant 15.342 .85 17.925 .000 13.657 17.027
PR -.034 02 -08 1.356 176 -.084 .015
SR -.002 .03 -.005 .061 .952 -.064 .060
SELT -.029 .01 -168 2275 .024* -.054 -.004

DV: Dependent variable, INV: Independent variable
PR: Peer relations, SR: Self-regulation, SELT= Social-emotional learning total
DEP: Depression, ANX: Anxiety, NS: Negative self-concept, SOM: Somatization, HOS: Hostility
*|
p<.050

As a result of the multiple linear regression analysis, it was determined that models of depression (Fs.
275= 26.599, p=.000), anxiety (Fs,75= 22.321, p=.000), negative self-concept (Fz.7s= 11.477, p=.000),
somatization (Fs,75= 20.605, p= .000) and hostility (Fs;.,7s= 4.203, p= .006) are significant in the
prediction of social and emotional learning needs by mental symptoms. According to the obtained
results, the R value of depression was calculated to be .474 (R*= .225), the R value for anxiety was
calculated to be .443 (R?= .196), the R value for negative self-concept was calculated to be .404 (R*=
.163), the R value for somatization was calculated to be .428 (R*= .184) and the R value for hostility was
calculated to be .209 (R?= .044). It was determined that all the unstandardized regression coefficients
obtained for the multiple regression analysis models were between the lower and upper limits within a
confidence interval of 95%.

When the models tested during multiple linear regression analyses were handled one by one, it was

determined that peer relations (p= -.18), self-regulation (p= -.18) and social and emotional learning (B= -
.26) were negatively significant predictors of depression. Social and emotional learning is a significant
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negative predictor for the negative self-concept (B= -.28). Self-regulation (f= -.21) and social and
emotional learning needs (= -.26) are significant negative predictors for somatization. (B= -.26) Lastly,
it was determined that social and emotional learning needs (p= -.17) are significant negative predictors
for hostility.

DISCUSSION

Previous studies contain reports regarding a relationship between social and emotional learning and
mental health (Payton et.al., 2000; Elias, 2003; Cohen, Onunaku, Clothier, and Poppe, 2005). It has also
been concluded in this study that low and medium level negative significant relations exist between social
and emotional learning needs and mental symptoms. According to the obtained results it was determined
that there are low levels of negative relationships between the social and emotional learning needs of task
articulation, peer relations and self-regulation with the mental symptoms of depression, anxiety, negative
self-concept, somatization and hostility and that in addition the social and emotional learning needs have
a low level relationship with hostility and have acceptable levels of relationships with other mental
symptoms. It was also determined via multiple linear regression analyses that peer relations, self-
regulation and social and emotional learning needs are significant negative predictors of depression, peer
relations and social and emotional learning needs are significant negative predictors of anxiety, social and
emotional learning needs are significant negative predictors of negative self-concept and hostility and that
self-regulation and social and emotional learning needs are significant negative predictors of
somatization.

In a study examining the developmental differences among social and emotional problems between
different bullying statuses (O’Brennan, Bradshaw, and Sawyer, 2009), it was determined that
bullies/victims have a higher risk of displaying aggressive behavior and social and emotional problems.
In addition, while bullying elementary school students display more aggressive behavior; it was
determined that bullying high school students repress their problems more. In their studies, Seah and
Ang (2008) have determined that reactive aggressiveness is positively and significantly related with
weak interpersonal relations. In another study (La Greca and Harrison, 2005), it was determined that
adolescents in peer groups have low social anxiety levels and that the adolescents who are subject to
bullying have high social anxiety levels. Similarly, it was determined that the depression symptoms of
adolescents in peer groups were less and that adolescents who were subject to peer bullying displayed
higher levels of depression symptoms.

In a study carried out in Hong Kong on adolescents (Cheng, Cheung, and Cheung, 2008) the relationship
between being subject to peer bullying and depression was examined according to gender differences.
When the results of the study are examined, a strong relationship was determined among males between
depression symptoms and being subject to peer bullying. In a longitudinal study carried out on
adolescents (Allen et.al., 2005), it was determined that popularity among peers decreases hostility and
predicts the increase of social adaptation. It was determined that social and emotional learning programs
implemented at elementary education level increase the social and emotional learning skills of students,
their attitudes towards others and themselves, their positive social behavior and academic success; while
it decreasing behavior disorders and emotional distress (Payton et.al., 2008). In a study carried out on
adolescents who live away from their parents (Luo, Gao, and Zhang, 2011) it was determined that those
who establish good relationships with their peers, especially the female students experience lower levels
of anxiety and depression. Lin et.al. (2008) have determined in a study they carried out that the decreased
satisfaction in peer group and the depression state of adolescents are related.

Whereas in another study (Kocovski and Endler, 2000), it was determined that self-regulation predicts

social anxiety. In another study examining the relationships between cognitive self-regulation processes
and depression symptoms (Scott et.al., 2008), it was determined that whereas academic self-sufficiency
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was positively related with goal orientation, goal importance and goal activation; it was negatively related
with depression symptoms.

The decrease of depression and anxiety with increasing peer relations is in accordance with the findings
of other studies (Allen et.al., 2007; La Greca and Harrison, 2005; La Greca and Lopez, 1998; Vernberg,
Abwender, Ewell, and Berry, 1992; Demir, Baran, and Ulusoy, 2005). It is also reported in many studies
that self-regulation is negatively related with depression and somatization (Strauman, 2002; Martin et.al.,
1996, Aspinwall and Taylor 1997). In conclusion, explanations regarding the effectiveness of social and
emotional learning in the protection of the mental health of students have been validated (Payton et.al.,
2000; Elias, 2003; Cohen, Onunaku, Clothier, and Poppe, 2005).

Since social and emotional learning is affective in decreasing the mental symptoms and protecting the
mental health of the student, social and emotional learning needs and skills should be taken into account
especially in the field of Mental Health and Psychological Guidance. It can be stated that the inclusion of
social and emotional learning needs of students in the school guidance services in our country within the
framework of preventive guidance, will be effective in the protection of the mental health of students.
Lack of peer relations and self-regulation skills may be thought to be the precursors of mental health
problems. Hence, it may be useful to determine those with insufficient peer relations and self-regulation
skills at schools and plan preventive guidance activities.
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ABSTRACT

The aim of this study is to figure out student ideas about technology supported instructions and
alternative measurement and evaluation could be used together. At this research, 20-hours-technology
assisted lessons were processed on the sub-field of Mathematics which is Trigonometry. During
technologically designed lessons for 10th grade, some software were appropriately used. In addition to
this process, alternative assessment methods were used to evaluate students. After completion of the
process, every single participant was interviewed about the process. Descriptive analysis method was
used to analyze the interviews. In this study, it was obtained that students’ participation to lessons, their
interests and their achievement perceptions positively changed; furthermore, in the evaluation process, it
was also observed that students think that alternative measurement process better reflects their
achievement and they prefer alternative measurement methods over traditional measurement methods. In
the consideration of whole study, it was concluded that technology supported instructions and alternative
measurement and evaluation process could be effectively used.

Keywords: Technology supported instruction, alternative measurement and evaluation.
INTRODUCTION

It is accepted that developments in information and communication fields will increase incrementally and
knowledge will become the most efficient factor shaping the future of humanity (Sataf; 2010:1). The
innovations in information and communication technologies have an effect on education as well as other
fields. Elementary school environments and school instruments and should keep up with these
developments and changes to answer the needs of the age (Erginbas 2009:1). Various technologies can be
used in current education environments. Technologies that may be used in education can be examined
under two main titles as hardware and software. Hardware includes computer, graphical calculators,
datashow, interactive boards, calculating instruments, digital cameras, scanners, printers, CDs. Software
includes computer programmes designed for using in courses (Oldknow&Taylor,2003:2-65).

Developments in information and communication technologies affected Mathematics courses as well as
all other courses. Mathematics has always been a field which is difficult both to learn and to teach, the
reason of which is the problem of objectifying the abstract units. Mathematics software used in this
context is in a constant change and development process. Programmes like Geometer’s Sketchpad,
Geogebra, Graphic Analysis and different technological instruments are used purposelessly.

As Harris and Hofer (2009) stated, technology integration is a complex, dynamic and slow process. In this
process, given the structure of learning environments, technologies should be considered as efficacious
instruments and be successfully integrated to education process.

“ Co-Author: iyildirim84@gmail.com

65



Ibrahim YILDIRIM; Servet DEMIR - C.U. Faculty of Education Journal, 42(2013), 65-73

Within the frame of technology aided education; changes are inevitable in programme development
process defined (p.105) as overall dynamic relationships between target, content, teaching and learning
process and assessment by Demirel (2008). Bayrak and Erden (2007) mentioned about the requirement of
carrying out education process with modern learning- teaching approaches, which has emerged
worldwide recently, and the necessity to change current education programmes in our country. This state
may be accepted for mathematics education, which accepts the same philosophy. Within the scope of this
change, some alterations were made on mathematics curriculum in 2005 and a necessity of change in
assessment step of the curriculum emerged as in other steps. According to MNE (2004), traditional
assessment and evaluation aimed at targets should be replaced with alternative assessment and evaluation
aimed at process (qtd. in: Arslan, Kaymake1 and Arslan, 2009).

Alternative assessment instruments are the entire instruments apart from traditional assessment
instruments including multiple choice tests. Alternative assessment instrument are capable of assessing
more correlated and higher level skills when compared with traditional assessment instruments.
According to most defenders of alternative assessment instruments, these instruments give more accurate
and valid results. One of the most important positive elements of alternative assessment instruments is
that they can assess the process as well as results. Different skills can be assessed by different assessment
instruments and students can be motivated better (Bahar, Nartgiin, Durmus and Bicak, 2009:49).

Even though our country adopts structuring system in education system, in application, traditional
methods are still used in learning- teaching process and assessment steps. In this teacher based system,
teacher is transferring and student is receiving position. Students were made to believe that mathematics
is system of unchanging lines, and to feel obliged to memorize this system (Gelibolu, 2009:1-2). The
results of recent studies like Taglibeyaz (2010), Turgut (2010), Gelibolu (2009), Sataf (2010) etc.
indicated the necessity and benefits of technology aided education. Similarly; various publications like
Arslan et al. (2009), Mert (2008), Karahan (2007) etc. stressed the necessity to use alternative assessment
instruments. However, there is deficiency of studies including technology assisted education and
alternative measurement together. This study is important in harmonizing these two processes,
considering education process as a whole.

This study aims to present the views of students about the course in which technology aided mathematics
education and alternative assessment instruments were used together.

METHOD

The study is a qualitative research and case study method was used in the study. Case study method
enables a more profound examination on exceptions without any need of generalization or proving
(Yildirnm and Simsek, 2008:279-292). The study group of the research consisted of entire students (11
students) of Science Class-A of 10" grade of a high school in Gaziantep province. The study lasted for 20
course hours in second semester of 2009- 2010 School Year.

This study has some constraints because only one learning domain and only one teacher’s practices were
used in. But; this study’s results are important because they are based on in-class observations and video
records.

The outputs aimed to be obtained at the end of the research are the acquisitions containing the first 22
hour course of trigonometry sub-learning in “Elementary School (9", 10", 11" and 12" grades)
Mathematics Course Curriculum (MNE, 2005)” of MNE. However in this research, regulations were
made in content, process and assessment steps pursuant to technology aided education. Activities in
textbook were sometimes used exactly within the context of content and learning teaching process,
sometimes these activities suited to technology aided education through some partial regulations and
sometimes new activities were designed. Computer, datashow, interactive board, web connection,
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computer programmes (Geometer’s Sketchpad, Geogebra, Graphical Analysis, Microsoft Office, Paint,
NetOpSchool) technologies were used in giving lectures. In assessment step, alternative assessment
instruments were used instead of traditional assessment instruments. During study, computerized
diagnostic tree, structured grid, word association test, concept map, project, problem solving exercises,
technological assessment instruments were used within the scope of alternative assessment instruments.

Data collection tool of the study was the interviews with the students conducted at the end of the process.
Interviews were made separately with each student after the course period was completed. The outline of
the questions directed to students is as follows:

e What is the difference of the mathematics course taught normally in class with the mathematic
course aided with technology and alternative assessment in the context of your interest and
participation in the course, your feelings about the course, comprehension level, your success
level and capacity to memorize of what you learnt?

e  Which assessment type do you think would demonstrate your success, only single exam at the
end of 20 hour course or alternative assessment instruments applied throughout process?

In the first question, the opinions and perceptions of students about class environment where technology
aided education and alternative assessment were jointly used was presented, and in the second question
eagerness of students to be subjected to alternative assessment was aimed be demonstrated.

The interviews were videotaped. Afterwards video tapes were written out. Written data were evaluated
with descriptive analysis and coded. The codes were reciprocally controlled by researchers and
concurrent validity in codes was determined 85%. The codes belonging to the part of the interviews about
class environment where technology aided education and alternative assessment were jointly used were
divided into four main topic as positive interest for the course, participation, effect to learning and success
perception. The topic of “positive interest for the course” covers the sentences regarding the interests and
senses of students for the course. In this topic, positive interest, exciting and entertaining codes were
included. “Participation” topic covers sentences regarding participation and being active in class and
attending to course in general. In this topic, participation, activeness and interest codes were used. The
topic of “effect to learning” covers the sentences regarding the effects of technology aided education to
the learning process of students. In this topic, enduring, better understanding, learning assistant, better
solving questions, efficient, focusing and skill developer codes were used. “Success perception” topic
covers sentences regarding how students perceived their successes in technology aided environment. The
codes belonging to the part of interviews regarding alternative assessment instruments were divided into
three main topics as reflecting success, preference and causing to be preference. The topic of “reflecting
success” covers the sentences regarding whether traditional assessment instruments or alternative
assessment instruments reflects the successes of students. “Preference” topic covers the sentences
regarding whether students prefers traditional assessment instruments or alternative assessment
instruments to evaluate their success. The topic of “causing to be preference” covers sentences regarding
the reasons of students’ preference of assessment method.

Codes and tables regarding each student’s opinions were created.
The first topic was determined to be “Positive interest for course”. This topic included sentences and
codes regarding interests and senses of students about course. This topic was mentioned 24 times by 10

students under the codes as positive interest, exciting, entertaining and different. Students demonstrated
their interest for the course with sentences like “/ look forward to the day of the course”.
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The second topic was determined as “Participation”. This topic included sentences and codes regarding
participation in the class, being active during the course and attending to the course in general. This topic
was mentioned 12 times by 9 students under the codes as participation, activeness and eagerness. Students
demonstrated their participation with sentences like “The course was lectured so well and | wanted to
take all courses”.

The third topic was determined as “Effect to learning”. This topic included sentences and codes regarding
the effect of technology aided education to the learning of students. This topic was mentioned 22 times by
11 students under the codes as better understanding, faster understanding, learning assistant, better
solving questions, efficient, focusing and skill developer. Students demonstrated the effect of technology
aided education to their learning with sentences like “At first | was nervous that the notes on computer
would not be enduring as previously we had been writing them on our notebooks. Bu after taking notes on
computer, I open them and say to myself that mmm... I remember this one, and this one, too. So I think

that this is more enduring and permanent.”

Table 1. Analysis results of 1.2.3.4. students’ interviews

Student 1

Student 2

Student 3

Student 4

Class Environment Where Technology Aided Mathematics Education and Alternative Assessment Instruments
Were Jointly Used

Positive Positive interest Positive interest Entertaining Positive interest
Interest for (We studied.) (I became more (It becomes more (My interest
Course (I felt before the course  interested) entertaining.) increased.)
that this course would (It became more (I enjoyed more) Different
be good) interesting for me for (It is more pleasing in (It was very
example my opinion.) different.)
mathematics.)
(I'wish all other
courses was like this)
Participation ~ Participation Participation
(The participation in (The course was
computer courses was going well and |
good) wanted to attend all
Wish courses.)
(I attended on my own Wish
wish.) (1 wished to attend all
courses.)
Effect to Better Understanding  Enduring Enduring Enduring
Learning (I began to solve (At first | was (As they are on (They are more
problems after nervous that the notes  computer, they are permanent.)
becoming to use on computer would permanent.)
computer and smart not be enduring as Efficient Focusing
board. I became to previously we had (It is more efficient as (I try to be more
better understand been writing themon  we see all details.) careful in all
questions.) our notebooks. Bu subjects.)

after taking notes on
computer, | open
them and say to
myself that mmm... I
remember this one,
and this one, too. So |
think that this is more
enduring and
permanent.)

Skill Developer
(It developed my
skill)
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Success
Perception

Success Perception
(This study increased
my success 90%.)

Alternative assessment and evaluation

Reflecting
Success

Preference

Preference
Reason

Doubtful

Doubtful

(1 would like to be
graded by the average
of my studies in class- |
can be successful in
single exam)

Better solving
question

(1 can solve questions
better.)

Success Perception
(My success
increased to 100%
from 50%)

Alternative
assessment and
evaluation reflects
my success better.

Alternative
assessment and
evaluation

(I don’t think the
problem is the exam,
you become excited
as you take only one
exam and your
success in dependent
on it.)

Success Perception
(My success increased
to 95% from 70%)

Alternative
assessment and
evaluation reflects
my success better.

Alternative
assessment and
evaluation

(I may fail in some
part of written exam,
for example there
might be a situation
in that time,
psychologically
maybe)

(It was difficult to
have one week after
20 hour course, in
total. However, it is
more practical to
have an exam from a
topic you are
continuously
lectured.)

Success
Perception

(My success
increased to 100%
from 10%)

Alternative
assessment and
evaluation reflects
my success better.

Alternative
assessment and
evaluation
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Table 2. Analysis results of 5.6.7.8. students’ interviews

Student 5

Student 6

Student 7

Student 8

Class Environment Where Technology Aided Mathematics Education and Alternative Assessment Instruments
Were Jointly Used

Positive
Interest for
Course

Participation

Effect to
Learning

Success
Perception

Wish
(I want to take this
course on computer)

Enduring

(Graphics, procedures
are enduring.)

Better understanding
(I understood lessons
better)

Faster Understanding
(1 understood faster.)

Success Perception
(My success increased
to 100% from below
50%)

Alternative assessment and evaluation

Reflecting
Success

Preference

Preference
Reason

Alternative
assessment and
evaluation reflects my
success better.

Alternative
assessment and
evaluation

Positive Interest

(I willingly attend the
course, | began to do
homework)

Exciting

(I attend the course
excitingly.)
Participation

(I participate in the
course. | began to do
homework, I began to
solve questions you
gave)

Enduring

(They can be
remembered easily.)

Success Perception
(My success
increased to 50-75%
from 10-15%)

Alternative
assessment and
evaluation reflects
my success better.

Alternative
assessment and
evaluation

(I became more
successful in
alternative
assessment.)

Positive Interest
(I feel very good)

Activeness
(I'am more active)

Enduring

(We lecture our course
on computer and it is
enduring.)

(I understand very
well.)

Better understanding
(1 clearly understood.)
(I understood better.)

Success Perception
(My success increased
to 100% from 50%)

Alternative
assessment and
evaluation reflects
my success better.

Alternative
assessment and
evaluation

(We spare more
time to alternative
assessment.)

Positive Interest
(It attracted my
interest.)

(It helped me love
this course.)

Participation
(I try to participate
more.)

Learning assistant
(It helped me
understand better.)

Success
Perception

(My success
increased to 100%
from 50%)

Alternative
assessment and
evaluation reflects
my success better.

Alternative
assessment and
evaluation
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Table 3. Analysis results 0of 9.10.11students’ interviews

Student 9

Student 10

Student 11

Class Environment Where Technology Aided Mathematics Education and Alternative Assessment Instruments
Were Jointly Used

Positive Positive Interest Positive Interest Positive Interest
Interest for (I looked forward to the day (There are a lot of (This was a little different.)
Course of the course.) differences.) (I loved this course.)

Participation

(I became happy.)
(I became happy as the
course was mathematics.)

Participation

(My participation level
changed)

(We came to class earlier.)

Wish
(I'was very eager.)

(I was affected much because
for the first time we lectured
the course on smart board.)

Participation
(My participation is better in
computer classes.)

Effect to Enduring Enduring Enduring
Learning (It stays in my mind longer.) (It is very enduring.) (The questions I solved is still
(It stays here longer.) in my mind.)
(It becomes more enduring.)
Success Success Perception Success Perception Success Perception
Perception (My success increased to (My success increased to (My success increased to

100% from 50%)

Alternative assessment and evaluation

100% from 50%)

90% from 50%)

Reflecting Alternative assessment and  Alternative assessment and  Alternative assessment and

Success evaluation reflects my evaluation reflects my evaluation reflects my
success better. success better. success better.

Preference Alternative assessment and Alternative assessment and  Alternative assessment and
evaluation evaluation evaluation

Preference (I believe I will be more (It is better than the studies (This type is better. | would

Reason successful in this.) here.) be preferred to be graded by

only single exam.)

(We study and we remember.
We cannot remember in
written exam.)

The seventh topic was determined as ‘“Preference reason”. This topic covers the codes regarding the
reasons why students preferred assessment and evaluation method. In this topic, 8 students stated their
opinions 10 times. Three students stated that they preferred alternative assessment as they thought they
were more successful according to its results. One student preferred it as he did not wanted to be graded
from one single exam, one student as the state of the student affected the results in single exam, one
student as he could not remember the answers during written exam, and another student as he became
excited when his success was dependent on one single exam. While one student mentioned about the
difficultness of single exam and practicality of alternative assessment, another student stressed that they
had more time alternative assessment. One student also demonstrated his doubtfulness with his two
opposite opinion by stating that he would prefer single exam but he would prefer to be graded by
alternative assessment methods.
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RESULTS AND DISCUSSION

Many of the studies showed that use of technology significantly enhances students’ achievement and
attitude (Gelibolu, 2009; Phonguttha, Tayraukham and Nuangchalerm, 2009). In addition, studies showed
that use of alternative measurement tools demonstrate students’ achievement more correctly (Mert, 2008;
Stears and Gopal, 2010).

The literature of the field has some problems in using technology and alternative assessment instruments
in learning- teaching processes (Hughes, 2005; Janisch, Liu and Akrofi, 2007). The use of both factors
was expected with the change of education (MNE, 2005). Various studies demonstrated some
negativeness like time inadequacy in using two factors jointly (Janisch, Liu and Akrofi, 2007; Taslibeyaz,
2010). Both variables can be used efficiently with a good planning in education processes. Also, positive
opinions of learners about this issue may be a proof of joint usability of technology and alternative
assessment instruments.

The results of the study are as follows:

e An increase in the interests of students for course, their participation and their success
perception for the course was observed,

e Technology aided education affected learning positively,

e Better and faster learning was observed in technology aided environment and what was learnt
was more enduring,

e Students thought that alternative assessment instruments reflected their success better,

e Students preferred alternative assessment instruments instead of traditional ones in grading
their success,

e What lied beneath the reasons why students preferred alternative assessment instead of
traditional one was that alternative assessment was more practical, stress- free; it enabled
separate evaluation not from the whole; it gave more time; had not a negative structure that
made them forget what they knew,

e Technology aided education and alternative assessment and evaluation can jointly be used in
mathematics education.
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ABSTRACT

The objective of this study was to analyze the relationship between organizational corruption,
organizational dissent and whistle-blowing in schools. 193 teachers, who worked at primary and
secondary schools in Turkey, participated in the study. Measures of organizational corruption,
organizational dissent, and whistle-blowing were used. Data were analyzed with correlation and
regression analysis. Findings revealed that there was a positive and significant relationship between
organizational corruption, organizational dissent and whistle-blowing and that organizational corruption
predicted organizational dissent and whistle-blowing. The results suggest that organizational dissent and
whistle-blowing are two main techniques that teachers use to resist organizational corruption in schools.

Keywords: Organizational corruption, organizational dissent, whistle-blowing.
INTRODUCTION

Studies on organizational corruption have expanded at an astonishing rate in recent years due to the
growing number of scandals both in public and private sector organizations (Kayes 2006). In fact, there
are over 22 million web-pages related to organizational corruption on the Internet and this number
increases daily. Likewise the 2010 Corruption Perception Index (CPI) published by Transparency
International (T1), which rates companies from highly clean (10) to highly corrupt (0), shows that nearly
three quarters of the 178 countries in the index score below five. The results clearly reflect the seriousness
of the problem. But, the debate on corruption is not new. Indeed, corruption has been pervasive in almost
all states throughout history. For example Kautilya, a famous Indian political philosopher, discussed the
principles of governing the state and included the problems of corruption in a manifesto entitled
Arthashastra (Science of Polity) in the fourth century B.C. (Aguilera & Vadera 2008). The problem of
corruptive behaviors of public servants forced administrators to take various actions to prevent corruption
in Athens and Susa city-states (Hanbury 2004). Apparently, corruptive behaviors were common among
public administrators and public servants in ancient Rome and Babylon (Palmier 1983). Others have
argued that giving and taking bribes in public administration and in adjudication was one of the
determinant causes of the collapse of the Ottoman Empire (Mumcu 1969), where it was illegal to offer a
bribes to public officials and for public officials to accept bribes (Cadirc1 1997, p. 123).

Based on historical precedent, one can assume that corruption continues to be pervasive in contemporary
organizations including public schools. But, with a few exceptions (e.g. Waite & Allen 2003; Heyneman
2004; Rodal & Mendoza 2004) corruption has received very little focused attention in the education
literature despite the increasing interest afforded to corruption in other disciplines. For example,
sociological and political works on corruption have increased in recent years (Wilson 1966; Peters &
Welch 1980; Johnston 1986; Fackler & Tin 1995; Welch & Hibbing 1997; Seligson 2002; Alt & Lassen
2003; Anderson & Tverdova 2003; Warren 2004; Redlawsk & McCann 2005). Corruption has also
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received considerable attention from researchers who study management and organizational practices
(e.g., Caiden & Caiden 1977; Berkman 1983, 1992; Werner 1983; Stapenhurst & Langseth 1997; Davis
2004; Johnson & Sharma 2004) as well as psychologists (e.g., Darley 2005). This does not mean that
corruption has received no attention in education. It is possible to locate several studies dealing with the
corruption in educational organizations. But in these cases it seems to be a by-product rather than a focus
of the study (e.g. McCluskey 2005; Hallak & Poisson 2007).

Hence, there is a greater need to focus on how corruption in educational settings relates to other
workplace behaviors. Two such behaviors are organizational dissent and whistle blowing. Indeed, studies
on the functions of organizational dissent and whistle-blowing indicated that both variables play a crucial
role in the fight against corruption in organizations (e.g. Keenan 2000; De Maria 2008; Uys 2008;
Mansbach & Bachner 2010). In addition, other studies have revealed that whistle blowing reduced the
rates of unethical behaviors in organizations, including fraud and misconduct (Eaton & Akers 2007;
Pascoe & Welsh 2011). There also is empirical evidence demonstrating a clear relationship between
whistle blowing and corruption in public sector organizations in South Africa (Mbatha 2005). Miethe and
Rothschild (1994) suggested that whistle blowing might help detect and control organizational
misconduct. Similar findings can also be seen in organizational dissent literature, with several researchers
claiming that organizations can benefit from the type of corrective feedback that dissenting employees
provide (Hegstrom 1995; Kassing 2006; Redding 1985). So, previous literature indicates that
organizational corruption ought to relate to organizational dissent and whistle blowing. In particular,
whistle blowing and organizational dissent may be potential factors that reduce the rate of organizational
corruption within organizations. However, the relationship between these variables has yet to be
examined in detail in the educational context. There are few studies dealing with teachers’ dissent
(Zoraloglu et al., 2004) and whistle blowing in educational institutions (Vinten 1999). Yet, these studies
do not directly focus on the relationships between organizational corruption, organizational dissent and
whistle blowing in schools. Therefore, currently we do not know how organizational corruption relates to
organizational dissent and whistle-blowing in the educational context.

Organizational Corruption

Corruption has been evaluated as “a complex and multifaceted phenomenon with multiple causes and
effects, occurring as it takes on various forms and functions in differing contexts” (Luo 2004, p. 121).
Doig and Theobald (2000, p. 6) define corruption as “the public official, appointed or elected, who uses
his/her authority illegitimately or illegally to advance his/her own interests”. There are two different types
of corruption in social life. The first type consists of giving bribes or gifts to public servants for specific
purposes by some individuals or organizations. The second type includes civil servants demanding bribes
from individuals or organizations (Klitgaard 1998). Johnston (1994) mentions that both forms of
corruption are dangerous, illegal, unethical and illegitimate for developing and developed societies and
economies. Additional corruption definitions exist outside the public arena. For example, Argondona
(2003, p. 255) suggests that corruption occurs “when a manger or employee exercises a certain power or
influence over the performance of a function, task or responsibility within a private organization or
corporation.”

In terms of the scope of the present study, the definitions of corruption mentioned above are too broad, as
a more precise definition of organizational corruption is warranted. Sayed and Bruce (1998) define
organizational corruption as “any illegal conduct or misconduct involving the use occupational power for
personal, group or organizational gain”. However, Waite and Allen (2003) claim that organizational
corruption is related to culture. Hence, Waite and Allen think that it is more than financial benefit.
Therefore other benefits can come into play, like social acceptance and maintaining positive relationships
with corrupt managers. Waite and Allen (2003) also argue that organizational corruption consists of
abusing of position or public power for individual, collective or organizational benefit. This form of
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culture is defined as the “culture of corruption” by Schein (1985). For example, a teacher who thinks that
‘going to class on time’ is an ethical principle and responsibility may adopt a ‘going to class late’
orientation if the principle of ‘going to class on time’ is not being embraced in his or her school (Balci et.
al., 2009).

Schools could be the place for corruptive behaviors enacted by school administrators and teachers.
Because of their position, school administrators and teachers hold and use public power (Balc et. al.,
2009). Hence, it is possible that that organizational corruption may be common among school
administrators and teachers (Tanaka 2001). Some common corrupt behaviors in school settings include
getting presents from students in exchange for good grades, giving grades based on students’ race,
culture, or social class, forcing students to adopt the teacher’s values, disclosing private information about
students, abusing students sexually or discriminating against them in some way, making students buy
certain publisher’s books or the teacher’s own materials, using the school’s materials for one’s personal
gain, and ignoring colleagues’ troubling behaviors (Heyneman 2004).

In sum, based on the literature, organizational corruption in educational arena could be defined as the
school administrators and teachers working in public or private educational institutions use of their
occupational power to gain financial or social benefits, as well as their efforts to treat their co-workers or
students in a despotic, unfair, and unjust manner.

Organizational Dissent

Organizational dissent has been studied comprehensively in recent years (e.g. Kassing 1997, 1998). It has
two parts; one of which is to feel distanced from one’s organization and the other is to determine how best
to communicate disagreement about organizational policies and practices (Kassing & DiCioccio 2004;
Redding 1985). Organizational dissent results from dissatisfaction with current practices and entails
advocating practices that differ from the organizational status quo. Graham (1986) considers dissent as a
principled action and argues that some employees in the workplace protest and attempt to change the
organizational status quo because of their conscientious objection to current policy or practice. Therefore,
dissent requires open protest and voicing objection, becomes inherently adversarial, and predominantly
involves issues of principle (Kassing 1997). Hence, dissent can be defined as a “particular form of
employee voice that involves the expression of disagreement or contradictory opinions about
organizational practices and policies” (Kassing 2002, p. 189). There are several organizational events that
trigger the organizational dissent. The most common ones are employee treatment, organizational change,
decision making, inefficiency, role-responsibility, resources, ethics, performance evaluation and
preventing harm (Kassing & Armstrong 2002). Nevertheless these events alone are not enough for
workers to express their contradictory opinions to management. Graham (1986, p. 34, cited in Kassing
2002) argues that once the worker becomes aware of the contradictory opinions, “he or she weighs the
perceived seriousness of the issue, the degree of personal responsibility tied to the issue, and his or her
possession of the necessary skills and resources to act.”

The studies on organizational dissent show that there are several ways of expressing dissent. Kassing
(1998) conceptualized the expression of organizational dissent as articulated, latent or displaced.
Articulated dissent involves “expressing dissent openly and clearly within organizations to audiences that
can effectively influence organizational adjustment”. Latent dissent occurs when employees want to
express their opinions but lack sufficient avenues to effectively express themselves. So, they become
frustrated and resort to expressing their contradictory opinions and disagreements aggressively to
ineffectual audiences across organizations. Displaced dissent “entails disagreeing without confronting or
challenging and involves expressing dissent to some external audiences (e. g., non-work friends, spouses
or partners, strangers, and family members) but not the media or political sources sought by whistle-
blowers” (Kassing & Avtgis 1999, p. 103).
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Studies concentrating on organizational dissent indicate that employees choose to express articulated
dissent when they possess lower levels of verbal aggressiveness, have an internal locus of control,
communicate effectively with their managers, hold higher positions in the organizational hierarchy, and
have comparatively higher degrees of self-efficacy and job satisfaction (Kassing 1998; Kassing & Avtgis
1999, 2001; Kassing 2000; Kassing & Armstrong 2001). Other studies have found that a high correlation
exists between articulated dissent and job security and between articulated dissent and greater prospects
for alternative jobs (Cannings 1992; Farrell and Rusbult 1992). Organizational identification (Kassing
2000), work experience (Kassing & DiDicoccio 2004), organizational self-respect (Payne 2007),
organizational burnout syndrome (Avtgis and et al. 2007), organizational communication (Sprague &
Ruud 1998) and organizational justice (Kassing & McDowel 2008; Goodboy & et al. 2008) have also
been found to be correlated with the organizational dissent expression. Studies on the consequences of the
dissent propose that dissenters can be punished or reinforced depending on the organizational climate
(Graham 1986; Hegstrom 1990). It must be mentioned here that the possible effects of the dissent on the
dissenters as an agent or on the whole organization are not known comprehensively, yet.

Whistle-Blowing

Whistle-blowing is also one of the most comprehensively examined organizational processes in past few
decades (e.g. Truelson 1989). It is defined as “unauthorized disclosure of organizational wrongdoing to
those who are perceived to be in a position to take action” (Uys 2008, p. 904). As an organizational
process, it involves at least four elements: the whistle-blower, the complaint, the party to whom the
complaint is made, and the public organization against which the complaint is lodged (Near & Miceli
1985). Whistle-blowing can take two forms which include ‘internal whistle-blowing” and ‘external
whistle-blowing’. While internal whistle-blowing consists of reporting to superiors inside organizations,
external whistle-blowing includes disclosing wrongdoing outside organizations to the media, lobby
groups, public authorities and regulators (Dworkin & Baucus 1998). Studies indicate that whistle-blowing
involves basically the expression of dissent to external audiences (Dozier & Miceli 1985; Near & Jensen
1983). It was found that employees either blow the whistle overtly (his/her identity is known to the
public) or covertly (his/her identity is not known to public). Some whistle-blowers commonly use hidden
letters, telephone conversations, faxes or e-mail to express their critical opinions (Aktan 2006). Studies on
whistle-blowing within administration literature usually take two different approaches. The first approach
focuses on how whistle-blowing can enrich the ethical life of organizations (e.g. Brooks 1993; Miceli &
Near 1994). The second approach involves examining the influence of whistle-blowing on fraud. For
example, major determinants of whistle-blowing on less serious fraud were identified in several studies
(e.g. Keenan 2000). In addition, other studies also revealed that whistle blowing decreased fraud in
organizations (Eaton & Akers 2007; Pascoe & Welsh 2011).

As a conclusion, it can be said that organizational corruption might be related with organizational dissent
and whistle-blowing. The basic assumption of the present study is that the more corruption that
employees perceive to be occurring in their organizations the more likely they will be to express dissent
and whistle-blowing within their organizations. As it was mentioned before, schools are the contemporary
organizations where corruption, dissent and whistle-blowing may exist together. This research was
carried out in schools. A study on teachers would provide considerable data about the prevalence of
corruption, dissent and whistle-blowing. In addition, with the current study it was expected that the data
would reveal the magnitude of relationships between corruption, dissent and whistle-blowing. The present
research thus empirically examines the relationship between organizational dissent, whistle-blowing and
organizational corruption in schools. To explore these relationships, two research questions are posed.

RQ. Is there a significant relation between organizational corruption, organizational dissent and whistle-
blowing in schools?
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RQ,: To what extent is the variation in organizational dissent and whistle-blowing explained by
organizational corruption in schools?

METHOD
Sample

A sample of one hundred and ninety-three (N = 193) teachers participated in this study. Respondents
worked for a variety of schools in Ankara and izmir in Turkey. Approximately 78% of the sample was
female and 22% male. The ages of the teachers participating in this study were as follows: 59 participants
were between 25-30, 57 between 31-35, 41 between 36-40, 18 between 41-45, and 18 were over 46.
About 90% of the participants have bachelor of arts/science degrees and 10% have master degrees.
Approximately 78% of the sample was married and 22% was single. Job tenure of teachers taking part in
this study ranged from 1 year to 25 year (1-5 year was 31; 6-10 year was 78; 11-15 year was 52; 16-20
year was 13; and 21-25 years was 19).

Instrumentation

Three survey scales were used in the study. Organizational corruption perceptions of the participants were
measured using the instrument designed by Balci and et al. (2009). The Scale for Organizational
Corruption consisted of 22 items. Example items include: “Administrators use their occupational power
for personal gain at this school” and “administrators discriminate against teachers and students according
to their ethnicity at this school”. Respondents were asked to indicate their opinions on a 5-point scale (1
= completely disagree to 5 = completely agree). The scale has one single factor which explained 49% of
the variance. Alpha value was .95 and item-total correlations ranges between .94, 1 and .94, 4. In
addition, KMO value was calculated as .88 and it was seen that Bartlett value was significant (p< .05).

Whistle-blowing was measured using the instrument designed by Ozdemir (2010), which includes 5
items. Examples of the items include: “I report organizational wrongdoing at this school to the media”; “I
report organizational wrongdoing at this school to non-governmental organizations, such as teachers
unions”. Respondents were asked to indicate their opinions on a 5-point scale (1 = completely disagree to
5 = completely agree). The total variation explained by the single-factor scale was 60%, with an alpha
value of.87 and item-total correlations ranges between .73, 6 and .78, 7. In process of developing the
scale, KMO value was calculated as .81 and also it was seen that Bartlett value was significant (p< .05).

Organizational dissent was measured using the instrument designed by Ozdemir (2010). The procedure
followed while developing the scales is as following; firstly the researcher has prepared an item pool for
the scale based on the conceptual basis and the related studies (Kassing, 1997, 1998). Then 15 experts in
the field of management and organization were asked to examine the item pool for content validity.
Finally, draft form was composed of 12 items. 104 high school teachers participated in the pre-application
studies. Respondents were asked to indicate their opinions on a 5-point scale (1 = completely disagree to
5 = completely agree). One of the example items for this instrument was “I object to my superiors directly
when I disagree with them”. Total variance explained by the scale was 54%; item-total correlations
ranged between .34 and .62; Cronbach alpha coefficient was .85. In addition, KMO value was calculated
as .85 and it was seen that Bartlett value was significant (p< .05).

Statistical Analysis

Pearson r was used for the analysis of the first research question and simple regression was used for the
analyzing the second research question.
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RESULTS

Pearson correlation statistics were computed to see if significant relationships existed between the
variables of interest. Descriptive statistics including the arithmetic means (M) and standard deviations
(SD) for the all scales as well as and the correlation coefficients between the variables are presented in
Table 1.

Table 1. Means, standard deviations and correlations between variables

Variables M SD 1 2 3
1. Organizational corruption 50.59  18.10 1™

2. Organizational dissent 39.41  10.18 457 1™

3. Whistle blowing 9.35 4.06 .30™ 72" 1"

Note: *Correlation is significant at p < .01

As seen in Table 1, there is a moderate relationship (.45) between organizational corruption and
organizational dissent. There is also a moderate relationship (.30) between organizational corruption and
whistle blowing. Considering the results obtained, the dependent variable of organizational dissent has the
highest degree of relationship with the independent variable of organizational corruption. Considering the
second research question involved the use of simple regressions. The results of which appear in Table 2
and 3.

Table 2. Results of regression analysis to predict organizational dissent

Variable i) T p
Constant 13.41 .000
Corruption .252 6.82 .000

R=45 R?’=.20 Fuim)=46.54 p=.000

As seen in Table 2, the independent variable organizational corruption explains 20% of the variance in
organizational dissent. Considering standard regression coefficients, this result indicates that
organizational corruption is a significant predictor of organizational dissent.

Table 3. Results of regression analysis to predict whistle blowing

Variable i) T p
Constant 6.98 .000
Corruption .068 4.32 .000

R=.30 R?’=.09 Fqi=1872 p=.000

As seen in Table 3, the independent variable organizational corruption explains 9% of the variance in
whistle blowing. Considering standard regression coefficients, this result indicates that organizational
corruption is a significant predictor of whistle blowing. Hence, these all findings clearly imply that
organizational corruption predicts organizational dissent and whistle blowing to some degree in schools.

DISCUSSION AND CONCLUSION

The results of this study suggest that (a) organizational corruption exists in Turkish schools to some
degree according to the views of teachers who participated in the survey, (b) corruption in schools is
correlated with dissent and whistle blowing and, (c) corrupt practices or behaviors within an organization
predict organizational dissent and whistle blowing. These results are consistent with the previous
literature that suggests that whistle blowing and organizational dissent are related variables with unethical
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organizational practices within the organization (Eaton & Akers 2007; Kassing 2006; Miethe &
Rothschild 1994; Pascoe & Welsh 2011). As it can be appreciated, corruption in organizations is a form
of unethical conduct. The present study reveals that some organizational members resist unethical
conduct including corruption within their organizations by expressing dissent and practicing whistle
blowing. Indeed, some researchers argue that whistle blowing plays a crucial role in the fight against
corruption in organizations (e.g. Keenan 2000; De Maria 2008; Uys 2008; Mansbach & Bachner 2010).
So, the present research has supported this argument. In addition, Zoraloglu et al. (2004) found that some
teachers resisted various school policies including unethical behaviors of school administrators.

This study is also consistent with the literature indicating that whistle-blowing might enrich the ethical
life of organizations (e. g. Brooks 1993; Miceli & Near 1994). In fact, the present study shows that the
resistance mechanisms including whistle blowing and dissent are triggered by corruptive behaviors in
organizations. Keenan (2000) showed that there is a negative relationship between whistle blowing and
fraud. In other words, as the occurrence of whistle blowing increases some unethical conduct including
fraud decreases. The findings of this study are consistent with earlier findings, indicating that dissent and
whistle blowing can play a crucial role in fighting against corruption in schools. The reason why some
teachers resist corruption can be explained with the concept of organizational citizenship which is defined
as ‘psychological attachment of organization members to their organizations’ (O’Reilly and Chatman
1986). The workers who have high degrees of attachment to their organization might be expected to resist
all kinds of unethical practices within organizations including corruption.

LIMITATION AND IMPLICATION

Although the current study carried out in Turkish schools and produced some interesting results, some of
its limitations must be mentioned. First, because the focus of the study was to analyze the relationships
between various variables, the sample size was restricted with a relatively small group (N=193). In further
research, it is suggested that it would be useful to study larger groups in order to strengthen the possibility
of generalizing the findings. Indeed, it would be interesting to examine corruption and dissent at different
school levels, such as primary schools and secondary schools. It would also be interesting to see whether
public or private teachers react in similar ways. In addition, more than % of the respondents were women
teachers in the present study. Based on this data, it could be assumed that over representation of the
woman in the study could have influenced the results. Therefore, there is a need for extra studies which
specifically focus on the effects of gender on perception of corruption, organizational dissent and whistle
blowing. And lastly, it must be mentioned that schools are the organizations where children are educated
for specific purposes. As a very specific and vulnerable group children should be protected from the
damaging effects of the corruption. Because they are main target of the education, it is possible that they
perceive the corrupt behaviors of school principals or teachers. So, it might be suggested that children
could be the target population of future studies of organizational corruption, dissent and whistle blowing.

This study has several implications for school principals and teachers who are concerned with the ethical
administration of schools. First, principals must be aware that if there is considerable dissent and whistle
blowing occurring, this may signal that something is wrong at a given school. Therefore, they must attend
closely to the dissent expressions of the teachers to create a healthy and effective school climate. Parallel
with this suggestion, if teachers want to work under an ethical administration, they must resist unethical
conduct and express dissent and whistle blowing when confronted with corruption.
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ABSTRACT

This paper examines the use of Information and Communication Technologies (ICT), mainly computer,
for teaching and learning purposes at the university level. The paper gives a brief overview of the use of
ICT in learning and teaching at university level. It also discusses the students’ perceptions on the use of
ICT in their daily life and in school environment. For this purpose, a questionnaire consisting of 25 items
were given to 300 students studying at the engineering departments from 2 different universities in
Turkey. The result supports the necessity of using ICT for making classes more vivid, pleasant and
appealing to the students.

Key Words: ICT, computer, technology, education, engineering.
INTRODUCTION

ICT merely stands for Information and Communication Technologies and Blurton (1999) defines it as a
“various set of technological tools and resources used to communicate, create, disseminate, store, and
manage information”. These technologies consist of computers, the Internet, broadcasting technologies
(radio and television), and telephony. Maximizing efficiency and effectiveness by means of using the
Internet and computers is an increasing interest not only for communication but also for education at all
levels and in both formal and non-formal settings during recent years.

From the earliest times when computers were commercially available, they could be found in educational
institutions, and educators (e.g. Bork, 1980; Carnegie Commission on Higher Education, 1977; Hernes,
2002) strongly believed that computers would support learning. Several educational institutions,
including public and private schools opened CALL centers for this purpose. International dialogue and
international access to educational items became possible only after ICT was developed and the Internet
became available in schools. The development of ICT, particularly the Internet, has eased the
development of the globalization and therefore the quality of education. With open access to knowledge
and the new communication technologies, it is now possible to widen the range of opportunities for more
equal education even in the poorest countries provided that they have the Internet.

The use of ICT in education provides several benefits for extending educational opportunities to groups
of people. ICTs are potentially powerful tools for extending educational opportunities, for formal or/and
non-formal,—scattered or/and rural populations, groups traditionally excluded from education due to
cultural or social reasons such as ethnic minorities, females, persons with disabilities, and the elderly, as
well as all others who for reasons of cost or because of time constraints are unable to enroll on campus. It
also enables students to concentrate on the lessons as well as to become aware of the developments
worldwide. The benefits of ICT can be listed as:

“ Co-Author: songul.aynal @adanabtu.edu.tr
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» Use of ICT requires no limit in time and space
It is possible to use the ICTs anytime and anywhere, 24 hours a day, 7 days a week via asynchronous
learning/teaching no matter what the time lag is between the delivery of instruction and its receptor. The
only condition needed would be the access to the Internet. Teleconferencing, radio or TV broadcast
would also be possible for those in diverse areas.

* Resources are no more remote with ICT

With ICT it is possible to access a wealth of learning materials in almost every subject from anywhere at
any time by unlimited number of people. ICT also facilitates access to resource persons, mentors,
experts, researchers, peers, writers, poets, artists, professionals, politicians, etc. all over the world. With
the Internet it is possible to find any information about any subject.

* ICT provides no limit in fun

There are many Internet resources that provide fun for 24 hours. Music, comics, funny movies etc are
there to help those to enjoy life. Downloadable materials also make the family gatherings become a
ceremonial event.

* ICT brings no limit in communication

Such communication sources as Facebook, Skype, Msn, Twitter, Google talk, Yahoo talk, and others
facilitate the communication between people on the two edges of the world, which prevents isolation as
well.

* ICT provides no limit in learning

Technology helps schools provide opportunity to value deep understanding in the disciplines and take
into account students’ needs, interests, and strengths. Students with different learning styles can benefit
from the facilities ICT provides.

e There is no excuse for not using the ICT

ICT helps to improve the quality in education, prepare individuals for the workplace, and develop
inventive thinking and effective communication. It is particularly important to use ICT to enhance the
quality of education by increasing learner motivation, to provide better teacher professional career, to
facilitate a student-centered environment. Distant courses, remote resources, different techniques of
providing information underpin the multiple intelligent learning. Linking the traditional approaches to
the Gardner’s Multiple Intelligences and matching these with complementary digital strategies, tools and
activities is also possible. In Gardner’s Multiple Intelligences (MIs) there are eight intelligences, which is
a disciplinary in itself. Every individual has his own learning style as shown in the diagram below and
this could be developed by the help of ICT.

Gardner (1999) claims that “the computer revolution is already changing how students acquire and use
information; if schools do not rise to this technological opportunity and challenge, they risk becoming
completely anachronistic”. Gardner’s Multiple Intelligence theory can best be fed and put into practice
by the ICT, which might provide opportunity to blend the Mls disciplines given in Figurel.

If designed and implemented properly, ICT-supported education can promote the acquisition of the
knowledge and skills that will empower students for lifelong learning no matter which type of
intelligence he or she has. It is, therefore, required to employ ICT in education.

Cradler (2002) gives seven requirements for effective use of ICT in education:

- Suiting technology to education goals and standards
- Having a vision for the use of technology to support curriculum
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- Providing for both in-service and pre-service training

- Ensuring access to appropriate technology

- Providing for administrative support for technology use

- Providing time for teachers to plan and learn how to integrate technology
- Providing for ongoing technical support for technology use

Gardner's Mulitple
Intelligences
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Figure 1. Gardner’s Multiple Intelligences
(http://edorigami.wikispaces.com/Gardners+Multiple+Intelligences+and+ICT)

In general, these requirements fall into five areas of impact:

- providing the infrastructure of hardware and software,

- providing curriculum and technical support for teachers,
- school organization, design, policies and practices,

- schooling,

- management support.

The British Educational Communications and Technology Agency (BECTA) suggest that the effective

use of ICT can lead to benefits in terms of:

+ greater motivation
« increased self-esteem and confidence
 enhanced questioning skills
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+ promoting initiative and independent learning

+ improving presentation

+ developing problem solving capabilities

+ promoting better information handling skills

* increasing ‘time on task’

« improving social and communication skills (BECTA 2002).

Since students enjoy spending time on the computer and sharing their interests in social platforms, the
Internet, it should be considered wise to get them involved into the ICT used educational environment.
The British Educational Communications and Technology Agency (BECTA 2002) also claims that ICT
can enable children to:

» combine words and images to produce a ‘professional’ looking piece of work

« draft and redraft their work with less effort

 test out ideas and present them in different ways for different audiences

» explore musical sequences and compose their own music

 investigate and make changes in computer models

« store and handle large amounts of information in different ways

 do things quickly and easily which might otherwise be tedious or time consuming

+ use simulations to experience things which might otherwise be too difficult or dangerous for
them to attempt in real life

+ control devices by turning motors, buzzers and lights on or off or by programming them to react
to changes in things like light or temperature sensors

« communicate with others over a distance.

On the other hand, the use of ICT might of course cause some handicaps in teaching especially in
overcrowded classes. Schacter (1999, p. 5), for instance, claims that the “level of effectiveness of
educational technology is influenced by the specific student population, the software design, the
educator’s role, and the level of student access to the technology.”

Teachers’ competence for the use of ICT might be another problem. Clearly with the critical role played
by teachers, education systems need to take account of the needs of teachers first (Lankshear & Snyder,
2000). The problems teachers have with the use of computers may be viewed in terms of: access to
adequate infrastructure, and access to support for implementation using that infrastructure. BECTA
(2002) points out that the user problems are mainly due to the lack of experience of teachers and the lack
of consideration of appropriate educational problems to solve. All of these barriers may be addressed by
considering technical and curriculum support for teachers.

In his book entitled “Managing Technological Change: Strategies for college and university leaders”,
Bates (2000) draws attention to the points discussed above and states that:

“Although technology infrastructure plans are essential, they are not sufficient. It is
equally important to develop academic or teaching plans that specify the ways in
which technologies will be incorporated into teaching learning activities” (p. 46).

Bates (2000) also emphasizes that “it is important for universities and colleges to achieve high quality in

any technology-based teaching and learning materials and programs that they develop.” (p. 64). He
further stresses the necessity of computer access in departments:
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“The real challenge for a department considering requiring students to have computer
access is in ensuring that the computer will provide genuine value-added teaching.
The worst policy is to make computer access optional.” (p. 90).

The RATIONALE of the STUDY

Since ICT has so many advantages in teaching and learning, it becomes mandatory to use ICT in
education. With this reason in mind, we have questioned whether ICT is used at the university level and
the perception of students regarding the use of ICT. We gave the questionnaire to the engineering students
at the departments of computer engineering, electrical and electronic engineering and marine engineering.

The reason why we chose the engineering departments is due to reports published by UNESCO in 2010
and 2011.The report published by UNESCO in October 2010 was a comprehensive report on engineering
and development, which spells out the great importance of engineering for human society in addressing
and solving global issues. ICTs are a series of instruments that transform the way human collectively
produce and consume information on a global scale. While many teachers and students are already
utilizing some of its capabilities, school and government agencies must design appropriate resource
allocation policies to better capture these revolutionary opportunities.

The report in 2011 sheds new light on the need to:

» develop public and policy awareness and understanding of engineering, affirming the role of
engineering as the driver of innovation, social and economic development;

« develop information on engineering, highlighting the urgent need for better statistics and
indicators on engineering;

+ transform engineering education, curricula and teaching methods to emphasize relevance and a
problem-solving approach to engineering;

« more effectively innovate and apply engineering and technology to global issues and challenges
such as poverty reduction, sustainable development and climate change — and urgently develop
greener engineering and lower carbon technology (UNESCO, 2011).

Today’s “digital native” students are the most effective source of innovation in the formats and content of
ICT-enabled educational services and products. Therefore, engineering schools should be the operating
base for the learning activities that systematically involve engineering students and other appropriate
participants in the creation and refinement of ICT-enabled educational programmes and infrastructures.
The design and implementation process of these “learning activities” should be guided by appropriate
technology-independent quality standards (UNESCO, 2010).

FOCUS and METHODOLOGY

The study focuses on the use of ICT and the perceptions of the students on ICT in engineering
departments. The study is based on a questionnaire given to the students mainly at the engineering
departments at 2 different universities in Turkey. The questionnaire is adopted from the OECD
Programme for International Student Assessment (PISA, 2009). 300 students answered the questionnaire
in total. The students from computer engineering, electric - electronics engineering and marine
engineering departments answered the questions voluntarily. The questions were mainly related to the
frequency of using the ICT in classroom or at home, their perceptions on the use of ICT and their
attitudes towards the use of ICT. The results of only seven questions are discussed in this paper because
of the scope and framework of the research. Due to the scope of the study, the picture painted of the
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general situation in Turkey is very broad-brush. Finally, again, due to the scope of the study, the findings
of the research are mainly trends and should not be considered as representative “hard facts”.

FINDINGS

Since the survey was carried out at the engineering departments, particularly Computer Engineering,
Electric - Electronics Engineering and Marine Engineering, our expectancy was to get highly positive
answers to the questions related to the use of ICT both in social and private life. We also expected very
high rank of the use of ICT related to school. The findings, however, were surprisingly different from
what we had been expecting, as seen in the following tables. The tables show the questions asked and the
number of the students marking the choices. The numbers in parentheses show the total percentages of the
students’ perceptions in all three departments.

Table 1. The frequency of ICT use for the activities out of the school

Never or On_ce or Once or twice Everyday or
twice a almost
hardly ever a week
month every day

Play one-player games 88 (29.3%) 64(21.3%) 79(26.3%) 51(17%)
Play collaborative online games 119(39.6%)  70(23.3%) 62(20.6%) 39(13%)
Do homework on the computer 24(8%) 105(35%) 114(38%) 31(10.3%)
Use e-mail 17(5.6%) 26(8.6%) 103(34.3%) 155(51.6%)
Msn, chat in the facebook, twitter 18(6%) 29(9.6%) 72(24%) 169(56.3%)
etc
Browse the Internet for fun (such 12(4%) 37(12.3%) 79(26.3%) 170(56.6%)
as watching videos, e.g. you tube)
Download music, movies, games or  33(11%) 67(22.3%) 91(30.3%) 91(30.3%)
software from the Internet
Publish and maintain a personal 154(51.3%) 51(17%) 31(10.3%) 39(13%)
website, weblog or blog
Participate in online forums, 93(31%) 64(21.3%) 66(22%) 91(30.3%)
virtual communities or spaces(e.g.
second life or my space )
Communicate with family and 52(17.3%) 41(13.6%) 74(24.6%) 147(49%)

friends

Table 1 reflects the use of ICT out of school environment. Students usually use ICT for fun, listening to
music, watching movies, using Msn, skype or Facebook for chat as highlighted in the Table. They make
use of ICT at home for social and entertainment purposes rather than participating forums, conducting
personal websites or doing homework on the computer. This might be due to the lack of responsibility of
surfing the Internet for the purpose of research or assignments or it might be because their class teachers
do not give them responsibility of doing homework related to the ICT.

The departments in which this research was conducted allow students access the Internet for free almost

everywhere in and around their departments. Therefore, we asked the following questions related to the
frequency, time and effective use they devoted on the use of ICT, as shown in table 2,3 and 4.
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Table 2. The frequency of ICT use for the activities at school

N Once or Once or Everyday

ever or . -

hardly ever twice a twice a or almost
month week every day

I chat online at the department 131(43.6%) 55(18.3%) 29(9.6%) 8(2.6%)

Use e-mail at the department 113(37.6%)  79(26.3%) 52(17.3%)  12(4%)

I collect information for 98(32.6%) 100(33.3%) 53(17.6%)  11(3.6%)

homework and study of the draft
project from the Internet
I download materials or documents  81(27%) 95(31.6%) 61(20.3%) 13(4.3%)

I send my homework or project to 75(25%) 105(35%) 50(16.6%) 6(2%)
my department’s website
I play simulation games 153(77.6%) 59(19.6%) 27(9%) 5(1.6%)

I do practice with ICT at subject of  103(34.3%) 51(17%) 37(12.3%)  10(3.3%)
courses

I study and do my homework asan  132(44%) 74(24.6%) 39(13%) 2(0.6%)
individual

I join the group works and 121(40.3%)  73(24.3%) 37(12.3%)  11(3.6%)
communicate with other students

I use ICT for project work and 95(31.6%) 79(26.3%) 46(15.3%)  4(1.3%)
necessary to department lectures.

I play computer games. 148(49.3%) 58(19.3%) 21(7%) 13(4.3%)
| use database 114(38%) 57(19%) 33(11%) 5(1.6%)

I use Table programs 117(39%) 56(18.6%) 30(10%) 5(1.6%)

I use word processor 117(39%) 59(19.6%) 33(11%) 4(1.3%)
I use desktop publishing 121(40.3%) 66(22%) 23(7.6%) 4(1.3%)

Table 2 shows that the frequency of using ICT, mainly computer, at the campus is rather low, even for
fun; the highest percentage is 13 % which is for downloading materials or documents to department’s
website and playing computer games. This fact is surprising when it is considered that these students are
candidates of engineers and they are somehow involved in technology. Table 2 puts forward the fact the
percentage of ICT use by students is very low.

A question might arise related to these results, inquiring the ICT literacy level of students. Table 3
clarifies the question of students’ knowledge level of ICT.

Engineering students can manage average tasks on computer namely creating file, preparing PowerPoint
presentations, using windows, copying shapes etc. However, they have difficulty in more subtle tasks
such as creating database, using spread sheet for creating graphic, web authoring tools. Creating and
editing files have the highest frequency of using the computer. Yet, following online courses or getting
involved to the scholastic forums or carrying out research using ICT requires minimum knowledge of
handling computer tasks.
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Table 3. The literacy level of using the ICT

Cannot low Moderate High

I can copy digital photography 21(7%) 55(18.3%) 86(28.6%) 111(37%)
or graphic shapes.

I can create a database 60(20%) 68(22.6%) 84(28%) 66(22%)

I can use spreadsheet for 137(45.6%)  64(21.6%) 59(19.6%) 27(9%)
creating a graphic.

I can use a PowerPoint 10(3.3%) 20(6.6%) 104(34.6%) 161(53.6%)
presentation

I can prepare a Multi-media 29(9.6%) 56(18.6%) 94(31.3%) 104(34.6%)
presentation

Windows /other operating 26(8.6%) 48(16%) 99(33%) 104(34.6%)
systems

File (Creating a new file- 6(3%) 41(13.6%)  68(22.6%) 168(56%)
editing etc.)

Word processor 55(18.3%) 52(17.3%) 84(28%) 90(30%)
Web authoring tools 61(20.3%) 66(22%) 74(24.6%) 45(15%)

When asked how much time the students spend on computer apart from their academic studies, the
percentage of the answers was evenly distributed, as seen in Table 4.

Table 4. The time spent on ICT apart from academic studies

No time 30 minutes 31-60 minutes  More than 60
minutes
Use of ICT in one day 43(14.3%) 46(15.3%) 41(13.6%) 34(11.3%)

Students’ answers show an interesting distribution to this question. When asked the time they devote on
the ICT every day, almost equal number of students answered evenly. Yet, students claim that they do not
spend too much time on computer even when it is not related to their academic field.

Table 5. The necessity of the ICT (including Internet access) at the following locations

Not needed Maybe Needed

In a computer lab. 14(4.6%) 27(9%) 204(68%)
In classrooms at the 20(6.6%) 100(33.3%) 176(58.6%)
school

At student’s home 7(2.3%) 27(9%) 245(81.6%)
At dormitories 10(3.3%) 28(9.3%) 241(80.3%)
At the lecture halls 27(9%) 76(25.3%) 179(59.6%)
At libraries 12(4%) 30(10%) 239(79.6%)
At canteens 39(13%) 75(25%) 161(53.6%)

Students were asked to value the necessity of ICT in their daily life and school environment. A very high
percentage of students answered to this question positively. Students believe that ICT, including the
Internet access, is useful in their life although 81.6% believe that they need it at home or at dormitories
80.3%.
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Table 6. Producing assignments using ICT related tools and resources

0-25 % 26-49 % 50-75 % 76-100 %
Word processor 135(45%) 86(28.6%) 38(12.6%) 17(5.6%)
Spreadsheet 114(38%) 88(29.3%) 46(15.3%) 8(2.6%)
Databases 99(3%) 80(26.6%) 57(19%) 24(8%)
PowerPoint 57(19%) 81(27%) 87(29%) 52(17.3%)
Publisher 18(6%) 39(13%) 98(32.6%) 114(38%)
References from the Internet 24(8%) 38(13.6%) 89(29.6%) 128(42.6%)
Teacher moderated online 161(53.6%) 63(21%) 52(17.3%) 31(10.3%)

discussions

When students were asked which ICT related tools they make use of while preparing the assignments,
publishers (38%) and references from the Internet (42,6 %) got the highest percentage. Students get
references from the Internet while they avoid using it as databases. Preparing PowerPoint presentation
and teacher moderated online discussions are also used as ICT related tools although the frequency is

lower.

Table 7. The need for using ICT

Strongly Disagree  Agree Strongly
disagree agree
1 2 3 4

It is very important for me to work 14(4.6%) 14(4.6%) 148(49.3%)  104(34%)
with a computer
I think playing or working with a 13(4.3%) 24(8%) 122(40.6%)  114(38%)
computer is really fun
I use a computer because | am very 9(3%) 28(9.3%) 161(53.6%)  114(38%)
interested
I download music, film etc. 9(3%) 20(6.6%) 130(43.3%)  127(42.6%)
I communicate with my family and 5(3.8%) 18(6%) 125(41.6%)  118(39.3%)
friends
I search my lesson topics 8(2.6%) 16(5.3%) 136(45.3%)  111(37%)
I lose track of time when | am 18(6%) 73(24.3%) 103(34.3%)  81(27%)
working with the computer
| believe that using computers cause  23(7.6%) 84(28%) 128(42.6%)  57(19%)
health problems.
I think computer usage is not safe 73(24.3%) 117(36.9%)  72(24%) 17(5.6%)
I am very busy. | have no time for 130(43.3%)  106(35.3%)  29(9.6%) 9(3%)
using computer
I am not interested in computer usage  70(53.8%) 87(29%) 31(10.3%) 14(4.6%)
Internet usage is too expensive 143(47.6%)  81(27%) 88(29.3%) 38(12.6%)
I haven’t got a computer 191(65.3%)  57(19%) 15(5%) 13(4.3%)
I can’t use a computer 187(62.3%)  41(13.6%) 19(6.3%) 4(1.3%)

In order to measure students’ attitudes towards the ICT, the statements above were asked to be graded.
Most of the students agreed that it is very important to work with a computer. The most frequent reason
was given as “l use computer because | am very interested” (53.6%). Students also claim that they use
computers in order to make research on their subject areas (45.3%). However, this result contradicts with
the result in Table 1. This might show that students are not working systematically on computer and
therefore they are not guided to work on computer but they do use the computer for self-study.
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CONCLUSION

Technological developments and communication technologies help both students and teachers ease
learning and teaching process. ICT has become a very important tool in education. For the last 20 years,
many books, articles have been written, many researches have been made. Yet, the importance of ICT has
not been fully understood and not enough attendance has been given to the implementation of ICT in
education.

The main purpose of this research was to find out whether students devote time on technological means
and if they do, how much of the time devoted to computer is spared to educational activities. Since the
students were purposely selected from the engineering departments, the expectancy was that the level of
ICT literacy and use would be quite high.

The result of the research did not meet our expectancy. Contrary to our expectancy, the students mainly
use the computer at home for fun. Using the ICT for education purposes is not given the value it deserves.
The new trend “Blended Teaching Method”, mixing the traditional classes with ICT, is still not used
adequately in our schools.

In traditional teaching method teacher is the center of the learning process, controlling each factor in the
process. Students focus on what they learn from the teacher and course books, thus they have difficulty in
expressing themselves freely and creatively. In blended teaching, on the other hand, ICT is regarded as a
compulsory element to support the process.

While preparing the students for the technological requirements of the time, ICT not only enriches these
two sources but also enables the process contemporary, contribute the classes being more vivid and
fruitful. However, there is a shortage of qualified and competent teachers who will be able to use ICT in
their classes or who can guide students use the computer in their subject areas. Therefore, it is important
to give teacher training courses based on digital teaching. Teachers uploading digitalized lectures, and
students downloading those lectures might even help reviving, saving and learning. Bringing forth these
lectures into the class atmosphere might make the teaching effective, participatory and enjoyable.
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ABSTRACT

As a country striving toward economic and technological development, having remarkable number of
school age children, in need of improving it’s science and mathematics education-particularly given the
disappointing PISA results, and aiming at establishing highly functional school counseling services,
Turkey will greatly benefit from studies exploring student variables associated with their success in
various subject areas. Thus, the purpose of this study was to examine as to which motivation and learning
strategies high school students use for mathematics courses predict their achievement level in the
respective courses. A convenient sample of 440 high school students attending to two public high schools
in the Altindag District of Ankara, Turkey during the academic year of 2010-2011. A Personal
Information Form and Motivation and Learning Strategies Scale were used for data collection. Step-wise
regression analysis was used as the data analytic procedure. Results showed that factors such as task value
(M), time/study environment (LS), self-efficacy (M), extrinsic goal orientation (LS), test anxiety (M),
peer learning (LS) and organization (LS)] significantly predicted students’ mathematics achievement.
Some factors of motivation and learning strategies significantly predict students’ achievement levels in
mathematics according to gender. Different factors of motivation and learning strategies significantly
predicted students’ achievement levels in mathematics for each grade level. Results, limitations of the
study, implications for school counseling services, mathematics education and future research were
discussed.

Keywords: Motivation, learning strategies, mathematics achievement, high school students, regression
analysis.

INTRODUCTION

Focusing on improvement of their educational system is a vital goal of countries striving toward
advancement. A very vital component of these efforts involves a focus on science and mathematics
education. A historical example of these efforts was the United States’ (US) reaction to Soviet Union’s
launching of Sputnik in 1957, the first artificial satellite to be put into the Earth’s orbit. The US perceived
this as a failure in its competition with the Soviets and thus allocated enormous amounts of resources to
science and mathematics education in an effort to not only catch up with this move by the Soviets but also
to win the competition in the long run. Through the reminder of the last Century and in the wake of the
new Millennium, many countries view advancement of their educational systems (and science and
mathematics education) among their essential national priorities.

Parallel to this national and global focus on science and mathematics education, researchers and educators
have also made remarkable improvements in science and mathematics education. They have accumulated
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a significant body of research regarding educational inputs, processes and outcomes. A significant
number of these studies involve research on student variables. Some of these investigations have
specifically focused on classroom variables such as students’ motivational and learning strategies.
Historically, studies exploring students’ motivation and learning strategies were inspired by the self-
regulated learning approach which views the student as capable monitoring and regulating his or her own
learning processes. This approach is in line with the wish of various educators who believe “education
should teach students how to learn.” Indeed, an educational approach geared toward teaching “how to
learn” will have to improve students’ skills in effectively regulating a variety of aspects of their learning
processes. It is worth noting that, recent studies have linked self-regulation with prefrontal cortex and
mental disorders such as attention deficit hyperactivity disorder (Barkley, 2010; Heatherton & Wagner,
2011). Thus, according to these findings, self-regulation is not only closely related students’ academic
performance but also to their overall functioning and wellbeing (Dunn, Lo, Mulvenon & Sutcliffe, 2012).

The term “self-regulated learning” conceptualizes students as actively managing and monitoring
cognitive, behavioral and motivational aspects of their learning processes. Part of its roots dates back to
Albert Bandura’s social learning theory. While there are various definitions of self-regulated learning, all
definitions encompass three essential components (Pintrich & DeGroot, 1990). The first one involves
individual’s planning, monitoring and regulating one’s metacognitive strategies. The second one has to do
with the student’s control and management of his or her effort through learning experiences (i.e.,
continuing focusing on the task despite existence of distracting stimuli in the learning environment). The
third component involves cognitive strategies (i.e., rehearsal, elaboration and organization) students use
toward understanding, acquiring and recalling learning material. Advocates of the self-regulated learning
approach (i.e., Pintrich, 1988) claim that knowledge of cognitive and metacognitive strategies may not be
sufficient to promote student learning. Students should also have reasons to use this knowledge. In other
words, they should be motivated to use these strategies and regulate their cognition and effort.

As noted by Pintrich and De Groot (1990) the motivation and learning strategies line of research
conceptualizes student motivation in accordance with a general expectancy-value model of motivation.
The model proposes that there are three motivational components possibly associated with the three
different components of self-regulated learning: (a) an expectancy component, which involves students'
beliefs about their ability to perform a task, (b) a value component, involving students' goals and beliefs
about the importance and interest of the task at hand, and (c) an affective component, having to do with
students' emotional reactions to the given task. While the expectancy component of student motivation
has been viewed “in a variety of ways in the motivational literature such as ‘perceived competence’, ‘self-
efficacy’, ‘attributional style’, and ‘control beliefs’ (Pintrich & De Groot, 1990. p. 33), in all such
definitions, it refers to students’ beliefs regarding their ability to perform the given task. Various authors
have viewed the value component of motivation in different lights, such as “learning vs. performance
goals, intrinsic vs. extrinsic orientation, task value, and intrinsic interest” (Pintrich & De Groot, 1990. p.
34). It basically has to do with the students’ reasons for doing the task. Likewise, there have been various
ways in which the affective component has been conceptualized, yet it often refers to test-anxiety
(Wigfield & Eccles, 1989). Literature shows that the expectancy and value components have positive
relationship with the three self-regulated learning components while their relationship with test anxiety is
not as simple (Pintrich & DeGroot, 1990).

Since students’ academic performance depends in part on their motivation and learning strategies, Schunk
and Zimmerman (1998) state that students learning depends on the following self-regulatory processes:
(a) setting specific and attainable goals; (b) utilizing effective strategies toward attaining these goals; (c)
observing their performance for signs of progress; (d) arranging their physical and social environment in
ways that are compatible with the realization of the goals; (e) using their time efficiently; (f) self-
evaluating their methods; (g) associating their methods and the resulting outcomes; and (h) developing
methods for the future (Zimmerman, 2002). Indeed, Zimmerman (2002) goes further as to claim that
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“with such diverse skills as chess, sports, and music, the quantity of an individual's studying and
practicing is a strong predictor of his or her level of expertise’” (p. 66).

There are numerous studies reporting significant relationships between students’ motivation and learning
strategies (self-regulation) and achievement (i.e., Mousoulides & Philippou, 2005; Tanner & Jones,
2003). For example, using Self-Regulated Learning Interview Schedule (SRLIS by Zimmerman &
Martinez-Pons, 1986), Zimmerman and Martinez-Pons (1988) compared high and low achievement
groups of high school students. Their results showed that groups differed significantly on all fourteen
self-regulated learning strategies (self-evaluating; organizing and transforming; goal-setting and planning;
seeking information; keeping records and monitoring; environmental structuring; self-consequating;
rehearsing and memorizing; seeking peer, teacher, or adult assistance; and reviewing tests, notes, and
textbooks) but self-regulation. The authors examined the results as to control for students’ general
abilities and found that the fourteen self-regulated learning strategies contributed to student achievement
independent of students’ general levels of ability.

Given the high proportion of 0-18 year old population of Turkey (over 1/3 of the general population), the
country’s urgent need for development and the disappointing (29" place among the participating 30
countries) PISA (Programme for International Student Assessment) results in both 2003 and 2006 which
was held by the Organization for Economic Cooperation and Development (Eraslan, 2009), the need for
improving student learning for Turkey is vital. Part of the success of such improvement efforts will to
great extent depend upon the degree to which such work is guided by empirical data. In other words,
these efforts will lead to desirable results in part if they are based on scientific studies examining student
achievement according to a rich variety of variables.

Part of such studies should involve exploration motivation and learning strategies of students in specific
courses and age groups. Indeed, studies following the self-regulated learning tradition focus on specific
courses as opposed to one’s general motivation and learning strategies. Thus, mathematics classes in high
school were chosen for this study because of math being one of the major areas in which student in
Turkey scored poorly in PISAs. More specifically, this study attempts to examine the degree to which
motivation and learning strategies high school students use predict their achievement levels in
mathematics courses. Results of the study are hoped to have implications for both high school
mathematics education and school counseling and guidance services. Further, given societal emphasis on
gender role differences (Ding Kahraman, 2010) exploring students’ motivation and learning strategies and
mathematics achievement according to gender could contribute to the diversity of research on self-
regulated learning. Likewise, examining these variables according to students’ grade level might provide
important insight on their use of these strategies through time. Finally, identifying motivation and
learning strategies male and female students and those attending to different grades use for mathematics
classes will guide efforts toward improvement of mathematics education.

In short, the purpose of this study was to examine as to which motivation and learning strategies high
school students use for mathematics courses predict their achievement level in these courses. Thus, the
study sought answers to the following specific research questions:
1. Which factors of motivation and learning strategies significantly predict students’ achievement
levels in mathematics?
2. Which factors of motivation and learning strategies significantly predict students’ achievement
levels in mathematics according to gender?
3. Which factors of motivation and learning strategies significantly predict students’ achievement
levels in mathematics according to grade level?
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METHOD
Model and Participants

In this correlational survey study, students’ scores on factors of Motivation and Learning Strategies Scale
were used to predict their levels of achievement in their respective mathematics courses. A convenient
sample of 440 high school students attending to two public high schools in the Altindag District of
Ankara, Turkey during the academic year of 2010-2011 was utilized. Male and female students
constituted 58.6% and 41.4% of the sample respectively. Students’ age ranged between 14 and 17 years
with a mean of 15.92 (SD=0.933). Thirty-eight percent of the students were ninth graders, 28% tenth
graders and almost 35% were eleventh graders.

Procedure

Upon obtaining permission from school administration, students present in their respective mathematics
classrooms were provided information about the nature and purpose of the study and their consent was
obtained. Students who volunteered to participate were given the surveys during their respective class
sessions. The survey consisted of the MSLQ scale and a Personal Information Form. Completion of the
instruments took about 20-30 minutes.

Instruments

The Motivated Strategies for Learning Questionnaire (MSLQ): MSLQ was developed by Pintrich, Smith,
Garcia and McKeachie in 1991, as a self-report instrument designed to measure college students’
motivational orientation and their use of different learning strategies for a college course. The MSLQ
consists of 81 items divided into two sections: (1) a motivation section and (2) a learning strategies
section. The motivation section is made of 31 items that assess students’ goals and value beliefs for a
course, their beliefs about their skills to succeed in the course and their anxiety about tests in the course.
The learning strategy section consists of 50 questions: 31 items regarding students’ use of different
cognitive and metacognitive strategies and 19 items concerning students’ management of different
learning resources (Garcia & Pintrich, 1996). The motivation section has six factors and the learning
strategies section has nine factors. Table 1 lists these two sections and their subscales.

Students rate themselves on a 7-point Likert type scale which has responses ranging between 1 (not at all
true of me) and 7 (very true of me). Scores for the individual scales are computed by taking the mean of
the items that make up the scale. Several items within the MSLQ are negatively worded and must be
reversed before the respective score is computed. The MSLQ “assumes that students’ responses to the
questions might vary as a function of different courses, so that the same individual might report different
levels of motivation or strategy use depending on the course” (Duncan & McKeachie, 2005, p. 119).

The MSLQ was adapted into Turkish by Karadeniz, Bilyilikoztiirk, Akgilin, Cakmak and Demirel (2008).
In the adaptation study the scale was administrated to 1114 students aged between 12 and 18 years.
Results of the confirmatory factor analyses showed that the first subscale, “motivation”, had six factors,
and the second subscale, “learning strategies”, consisted of nine factors which were parallel to the factor-
structure of the original scale. Based on the results of the confirmatory factor analysis; 6 items from
motivation subscale and 5 items from learning strategies subscale were eliminated due to their low factor
loadings. The corrected item-total correlations ranged between 0.58 and 0.15 for motivation subscale, and
between 0.68 and 0.19 for learning strategies subscale (Karadeniz et al., 2008). The authors found an
internal consistency coefficient of 0.26 for control beliefs. Internal consistency coefficients for other
motivation factors ranged between 0.54 and .72; between 0.51 and 0.83 for learning strategies factors.
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Table 1. Listing of motivation and learning strategies in MSLQ

Scale Subscale

Motivation 1. Value Components
a. Intrinsic Goal Orientation
b. Extrinsic Goal Orientation
c. Task Value
2. Expectancy Components
a. Control Beliefs
b. Self-Efficacy for Learning and Performance
3. Affective Components
a. Test Anxiety

Learning Strategies 1. Cognitive and metacognitive Strategies
a. Rehearsal
b. Elaboration
c. Organization
d. Critical Thinking
e. Metacognitive Self-Regulation
2. Resource Management Strategies
a. Time and Study Environment
b. Effort Regulation
c. Peer Learning
d. Help Seeking

Personal Information Form: Participants were given a personal information form inquiring information
on their age, gender (female or male), grade level (open ended) and their grades in mathematics courses
which was to be based on their grade report cards of the Fall Semester of the 2010-2011 academic year.

RESULTS

In this study, six factors of motivation and nine factors of learning strategies of MLSQ were used to
predict high school students’ mathematics achievement. Step-wise regression analysis was used as the
data analytic procedure. Mathematics achievement was the outcome variable. In all analyses 0.05 was
used as the level of significance.

Prior to the analyses, data was examined to test for normality, linearity and multicollinearity assumptions.
As illustrated in Figure 1, standardized residual values histogram shows that the normality assumption is
met. Likewise, in Figure 2 the normal probability plot resembles a straight line which was considered as
indicative of normal distribution.

In order to test the data for linearity assumption, the standardized residuals plot for standardized residuals
and standardized predicted values (Figure 3) was used. As seen in Figure 3, residuals clustered around the
zero line for the predicted values which was considered as supporting evidence for the linearity
assumption.

In order to test for multicollinearity among predictor variables, tolerance statistics, variance inflation
factor (VIF) and condition indices (CI) were calculated. Given that the tolerance statistics were higher
than 0.10, the VIF was lower than 10 and the condition index was lower than 30, thus it was concluded
that multicollinearity was not present among the predictor variables.
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Step-wise regression analysis was used to determine as to which factors of motivation and learning
strategies significantly predict students’ achievement levels in mathematics. Results showed that seven
factors [task value (M), time and study environment (LS), self-efficacy for learning and performance (M),
extrinsic goal orientation (LS), test anxiety (M), peer learning (LS) and organization (LS)] were
significant in predicting mathematics achievement. As illustrated in Table 2, multiple correlation (R),
coefficient of determination (R?), adjusted R? change in R® and change in F values were obtained by
entering each significant predictor variable to the regression model at each step.

Table 2. Summary of the regression model

Change Statistics
Model Step R R? R%j AR? Feng df,  df, p
1 (M) Task value .504 .254 .252 254  148.75 1 438  .000
2 (LS) Time/s.env. .555 .308 .305 .055  34.435 1 437  .000
3 (M) Self-efficacy 577 .333 .329 025  16.627 1 436  .000
4 (M) Extrinsic g. .593 351 .345 .018  11.930 1 435  .001
5 (M) Test anxiety .606 .368 .360 016  11.177 1 434 001
6 (LS) Peer learning .616 .380 371 012 8.709 1 433  .003
7 (LS) Organization .628 .395 .385 .014  10.336 1 432 .001
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As shown in Table 2, the task value factors factor of motivation (M) had a relationship of 0.504 with
mathematics achievement. All significant independent variables had a multiple-correlation coefficient of
0.628 with mathematics achievement. While task value factor explained 25.4% of the variance in
mathematics achievement, all independent variables having significant relationships with the outcome
variable accounted for 39.5% of the variance in mathematics achievement. Change in the coefficient of
determination (AR?) indicates the change in the variance of the outcome variable upon entry of an
additional independent variable to the model. As such, while the task value factor of motivation by itself
had 25.4% contribution to the variance in mathematics achievement, the time and work environment
factor of learning strategies had 5.5% contribution; self-efficacy had 2.5%, extrinsic goal orientation had
1.8%, test anxiety 1.6%, peer learning had1.2% and organization had 1.4% contribution to the variance in
mathematics achievement.

Partial and bivariate correlations between the outcome variable (mathematics achievement) and of the
independent variables are shown in Table 3. The correlation coefficients in the table show that the task
value factor had a moderate and positive relationship with mathematics achievement (ryx;=.504). The two
variables had a correlation of 0.231 when all other variables were partialed out. Time and study
environment factor had a moderate and positive relationship with mathematics achievement (ryx,=.421).
These two variables had a correlation of 0.203 when all other variables were partialed out. Self-efficacy
for learning and performance factor had a moderate and positive relationship with mathematics
achievement (ry,3=.434). These two variables had a correlation of 0.239 when all other variables were
partialed out. Extrinsic goal orientation factor had a low and negative relationship with mathematics
achievement (ry,=-.100). The two variables had a correlation of -0.204 when all other variables were
partialed out. Test anxiety factor had a low and positive relationship with mathematics achievement
(ryxs=.056). On the other hand, these two variables had a negative correlation of -0.142 when all other
variables were partialed out. Peer learning factor had a low and negative relationship with mathematics
achievement (r,x=-0.032). These two variables had a correlation of -0.188 when all other variables were
partialed out. Organization factor had a low and positive relationship with mathematics achievement
(ryx7=-317). The two variables had a correlation of 0.153 when all other variables were partialed out.

Given the standardized regression coefficients (B), their relative predictive importance was listed as
follows: self-efficacy for learning and performance, task value, time and study environment, extrinsic
goal orientation, peer learning, organization and test anxiety.

Table 3. Coefficients table for regression model

Collinearity
Statistics
Variables B B t P Zero-  portialr  Tolerance  VIF
order r

Constant 46.37 - 11.63 .000 - - - -
(M) Task value .608 .252 4,938 .000 .504 231 .536 1.865
(LS) Time/s.envir. 402 .208 4.305 .000 421 .203 .599 1.670
(M) Self-efficacy 571 .253 5.124 .000 434 .239 575 1.740
(M) Extrinsic goal -655 -.188 -4.331 .000 -.100 -.204 746 1.341
(M) Test anxiety -221  -129 -2.984 .003 .056 -.142 746 1.341
(LS) Pear learning -541 -169 -3.969 .000 -.032 -.188 770 1.298
(LS) Organization .351 167 3.215 .001 317 153 521 1.919

R=.628 R’=.395 R%q=.385 F(7,432)=40.210 p=.000

These seven factors had a correlation of 0.623 with mathematics achievement which was significant
[F(7,432) =40.210; p=.000]. These variables accounted for approximately 40% of the variance in the
outcome variable.
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The second research question of this study inquired as to which factors of motivation and learning
strategies significantly predict students’ achievement levels in mathematics according to gender. The
results of multiple regression analysis are shown in Table 4.

Table 4. Results of multiple regression according to gender

Correlation r

Zero-

Gender Variables B B t p AR? Partial
order
Constant 54.993 10.876  .000
(M) Self-efficacy 861 447 6128 000 253  .503 418
Female (LS) Time/s.environ. 541 .281 3.838 .000 .038 424 277
(M) Test anxiety -336 -237 -3490 .001 .030 -.003 -.254
(M) Extrinsic goal -.540 -159  -2392 .018 .021 .009 =177
R=.586 R’=543 R%=.329 F(4,137)=23.137 p=.000
Constant 25.525 5.844  .000
(M) Task value 1.013 412 6.588 .000 .280 .530 .383
(LS) Effort regulation .646 .248 4.046 .000 .053 315 247
Male (M) Self-efficacy 454 188 3200 .002 028 424 198
(LS) Organization 492 231 3.158  .002 .012 297 195
(LS) Metacognitive -215 -194 -2.25 025 012 .300 -141

R=.622 R’=386 R%=.374 F(5252)=31.750 p=.000

As illustrated in the table 4, self-efficacy for learning and performance, time and study environment, test
anxiety and extrinsic goal orientation were significant factors predicting mathematics achievement of
female students [F(4,137)=23.137; p=.000]. These variables accounted for 54% of variance in
mathematics achievement of female students. Task value, effort regulation, self-efficacy for learning and
performance, organization, metacognitive self-regulation significantly predicted mathematics
achievement of male students [F(5,252)=31.750; p=.000]. These variables accounted for 39% of variance
in mathematics achievement of male students.

The third research question of this study inquired as to which factors of motivation and learning strategies
significantly predict students’ achievement levels in mathematics according to grade level. The results of
multiple regression analysis are shown in Table 5. The results show that the task value factor significantly
predicted mathematics achievement of 9" grade students [F(1,165)=41.354; p=.000]. It accounted for
20% of variance in mathematics achievement of 9™ graders. Self-efficacy for learning and performance,
organization, effort regulation and peer learning factors were significant in predicting 10™ grade students
mathematics achievement [F(4,114)=25.947; p=.000]. These factors accounted for 48% of the variance in
the outcome variable. Four out of 6 motivation factors and 8 out of 9 learning strategies factors were
significant in predicting mathematics achievement of 11" graders. These factors accounted for 82% of the
variance in mathematics achievement.
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Table 5. Results of multiple regression according to grade level

Correlations

Grade Variables B p t p AR? ZEro- b rtial
order
9" Grade (Constant) 49.236 11.540 .000
(M) Task value .949 448 6.431 .000 .200 448 448
R=.448 R?=200 R%4=.196 F(1,165)=41.354 p=.000
(Constant) 34.763 5,501 .000
100 (M) Self-efficacy .959 436 5.877 .000 .348 .590 482
Grade (LS) Organization .702 .251 3.508 .001 .060 .393 312
(LS) Effort regu. 554 .186 2536 .013 .040 414 231
(LS) Peer learning -668  -.175 -2521 013 .029 -.252 -.230
R=.690 R’=477 R%g=.458 F(4,114)=25.947 p=.000
(Constant) 71.054 11.818 .000
(M) Intrinsic 3.827 1.155 12454 .000 .387 .622 124
(LS) Organization 1.890 1.046 11.104 .000 .122 465 .683
(LS) Peer learning -1.487 -.494 -9.682 .000 .113 .047 -.632
(M) Learning contr. -1.718 -.272 -6.267 .000 .057 .074 -.467
11t (LS) Metacognitive -722  -797 5725 000 .026 .475 -434
Grade (G) Extrinsic goal -1171  -327  -6.845 000 .012 -.086 -.499
(G) Task value -1.487 -.573 -5.993 .000 .013 .545 -451
(LS) Critical thin. .937 433 7.218 .000 .024 .320 .519
(LS) Time/s.env. 1.059 .625 5.878 .000 .018 499 444
(LS) Effort reg. -.878 -.348 -4513 .000 .017 .458 -.355
(LS) Rehearsal 754 .343 4488 .000 .022 421 .354
(LS) Elaboration -.393 -.279 -3.017 .003 .012 .406 -.246

R=.906 R’=.822 R%4=.806 F(12,141)=54.119 p=.000

DISCUSSION

Results of this study showed that factors such as task value (M), time/study environment (LS), self-
efficacy (M), extrinsic goal orientation (LS), test anxiety (M), peer learning (LS) and organization (LS)]
significantly predicted students’ mathematics achievement. The relationships between mathematics
achievement and extrinsic goal orientation; peer learning and test anxiety were negative. These results are
overall in line with those by Oztiirk, Bulut and Kog (2007) who worked with a sample of 752 ot graders
from Turkey and tested if scores on subscales of Motivation and Learning Strategies Questionnaire
(MLSQ, Pintrich et al., 1991) significantly predicted their mathematics achievement. The authors report
that factors of self-efficacy, test-anxiety and extrinsic goal orientation were significant in predicting
students’ mathematics achievement. These factors accounted for 10% of the variance in mathematics
achievement. Similar with the current study, Oztiirk and colleagues also reported a significant negative
relationship between mathematics achievement and test-anxiety and extrinsic goal orientation. Likewise,
findings of the current study are only partially parallel to those by Uredi and Uredi (2005) who examined
the degree to which factors of self-regulated learning predicted mathematics achievement levels of 8"
grade students. These investigators also found that self-efficacy, test-anxiety and extrinsic goal
orientation were significant in predicting students’ mathematics achievement. Self-efficacy had a positive
relationship with mathematics achievement while test-anxiety and extrinsic goal orientation had a
negative relationship.

Results of the current study showed that some factors of motivation and learning strategies significantly
predict students’ achievement levels in mathematics according to gender. While factors of self-efficacy,
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time and study environment, test-anxiety and extrinsic goal orientation significantly predicted female
students’ achievement levels in mathematics, effort regulation, self-efficacy and metacognitive self-
regulation were factors significantly predicting male students’ levels of mathematics achievement.
Furthermore, self-efficacy accounted for 25% of variance in predicting female students’ mathematics
achievement whereas task-value accounted for 28% of variance. On the other hand, Uredi and Uredi
(2005) who worked with a sample of 8" graders from Turkey and found motivation and learning
strategies overall predicting male students’ mathematics achievement better than that of female students.
Use of cognitive strategies and self-regulation were factors significantly predicting female students’
mathematics achievement while use of cognitive strategies, self-regulation, self-efficacy and intrinsic
value perception were significant in predicting male students’ mathematics achievement. The authors
attributed this result to male students’ higher scores on self-efficacy and intrinsic goal orientation. Their
findings regarding male students scoring higher on self-efficacy was confirmed by the findings of the
current study as well as a number of previous studies (i.e., Pintrich & De Groot, 1990). On the other hand,
comparisons between findings from samples of differing age groups should be done carefully. Some
authors (i.e., Schraw & Moshman, 1995; Moschner, Anschuetz, Wernke & Wagener, 2008) have warned
that adolescents mastery on metacognitive processes (awareness, knowledge and control over one’s
cognition) continue through teen years. Thus, these authors suggest that while investigating self-
regulation strategies of elementary school students, results should be interpreted with caution.

Self-efficacy for learning and performance factor of MSLQ consists of items measuring two aspects of
expectancy; expectancy for success and self-efficacy. The two aspects are about students expectations and
beliefs as to what degree they see the task (i.e., mathematics course) manageable (“doable”) and their
self-appraisals about their ability to master the task. In the case of participants of this study, self-efficacy
for learning and performance refers to students’ judgments about their ability to succeed in the
mathematics course and their confidence in their skills toward doing so. The factor of task value on the
other hand, has to do with high school students’ evaluation of how interesting, how important and how
useful their respective mathematics courses are. In other words, it is about students’ perceptions of the
course material with respect to their interest, importance and utility. Thus, task value is closely associated
with one’s degree of involvement in his or her learning. Given that findings of this study showed that
self-efficacy accounted for 25% of variance in predicting female students’ mathematics achievement
whereas task-value accounted for 28% of variance, might be taken as evidence female students’ trust in
their ability to succeed in high school mathematics courses is an essential part of their motivation and
success in these courses whereas the degree to which male students perceived their respective
mathematics classes was essential part of their motivation and success in this courses. Indeed, various
studies have documented that overall, female students report lower self-efficacy in mathematics than their
male peers (i.e., Lynch, 2010; Ferla, Valcke & Cai, 2009). It appears that self-efficacy is an essential
factor associated with female students’ performance in mathematics. Previous studies attempting to
predict mathematics achievement of male and female students by factors of MLSQ found mixed results.
For instance, Yiikseltiirk and Bulut (2009) found that test anxiety accounted for significant proportion of
variance in female students’ mathematics achievement while self-efficacy and task value did so for
variance in male students’ mathematics achievement.

Findings showed that different factors of motivation and learning strategies significantly predicted
students’ achievement levels in mathematics for each grade level. Task value was the only significant
factor predicting mathematics achievement for 9" graders, while self-efficacy for learning and
performance, organization, effort regulation and peer learning factors significantly predicted mathematics
achievement for 10" graders. Finally, none of the several factors significantly predicting mathematics
achievement levels of 11™ graders were significant for 9™ or 10" graders. Four out of 6 motivation factors
and 8 out of 9 learning strategies factors were significant in predicting mathematics achievement levels of
11th graders.
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Overall, findings related to grade levels seem to point to unique sets of factors for each grade levels.
Similar results were reported by Oztiirk and colleagues (2007) who found that self-efficacy for learning
and performance was the most powerful factor in predicting mathematics achievement, explaining 7.4%
of the variance. Likewise, many studies have reported self-efficacy as the most important factor in
predicting mathematics as well as other courses (Ergdz, 2008; Yiikseltirk & Bulut, 2005; Coutinho &
Neuman, 2008; Mousoulides & Philippou, 2005; Niemcyzk & Savenye, 2005; Pintrich & DeGroot, 1990;
Wolters & Pintrich, 1998). However, findings of the current study partially differ from those. For
example, self-efficacy was among factors significantly predicting mathematics achievement levels of 9"
and 11" graders. On the other hand, it was the first factor to enter into the regression equation and by
itself explained 34.8% of variance in mathematics achievement levels of 10" graders.

Another unique finding of this study was that the task value accounted for 25.4% variance in mathematics
achievement of all students and 28% of variance in mathematics achievement of male students. Task
value also by itself, explained 20% of variance in mathematics achievement of 9™ graders. Although
Pintrich, Marx and Boyle (1993) propose that task value (the degree to which the student find the task
worth the effort/completion) in general increases individuals effort toward successful completion of the
task, Ergoz (2008) did not find task value as a significantly contributing mathematics achievement of 7"
graders and Oztiirk and colleagues (2007) did not find it significant contributing to mathematics
achievement of 9" graders. Studies regarding task value have yielded to mixed results. Contrary to
findings by Ersdz (2008), Oztiirk and colleagues (2007), Seo and Taherbhai (2009) found task value as a
significant factor in determining Korean 5" grade students’ success or failure in mathematics courses.

LIMITATIONS AND RECOMMENDATIONS

This study explored relationship of motivation and learning strategies to mathematics achievement of 9",
10" and 11™ grade high schoolers by using multiple regression which could also be seen as a limitation of
the study. Multiple regression assumes linear relationships. However, relationships between
psychological constructs are not always linear. Sole reliance on self-report and use of a convenient
sample were among other limitations of the current study. Thus, future studies can use nonlinear analyses,
diverse assessment procedures and more representative samples in exploring these variables.

Results of this study showed that regression equations predicting mathematics achievement according to
gender and grade level were significant. Thus, mathematics achievement seems at least in part a function
of gender and grade level. Yet, no further inferences can be made based on findings of correlational
studies such as the current one. Hence, the correlational nature of this study also poses limitations to the
inferences that can be made about its results. Therefore, using causal models, future studies can acquire
further insight into sources of mathematics achievement.

The most striking finding of this study was that factors predicting mathematics achievement differed
remarkably according to grade level. Studies with more representative national samples can further
examine achievement levels in each course or at least subject area according to a host of variables. Also,
longitudinal studies can provide vital insight regarding what factors influence mathematics (or other
courses) achievement through grades and age as well as according to family, personal, community and
regional variables. Such insight will guide teachers and school counselors toward improved levels
personal as well as national achievement in mathematics and other areas.

Results of the study have several implications for educators and school counseling and guidance
personnel. For example, they show that teachers and counselors should not view students’ overall
(general) motivation or learning strategies but rather look into individual variables impacting student
achievement on a course-to-course basis for each student. School counselors can develop programs
geared toward improvement of students’ self-regulated learning strategies. Ideally, as noted by Cleary and
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Zimmerman (2004), such programs can have a “microanalytic assessment procedures to assess students’
self-regulation beliefs and study strategies™ and coach “students to use these strategies in a cyclical, self-
regulation feedback loop” (p. 41). Given that factors associated with students’ achievement in
mathematics might change with gender, grade (perhaps age and many other variables), motivational and
learning strategies can be viewed on an individual basis by counselors and teachers so as to reinforce their
existing strengths but also empower and strengthen areas (factors) in need of improvement. Similarly,
school counselors in collaboration with teachers, can explore factors associated with students’
underachievement with respect to motivation and learning strategies. Indeed, such an approach is in line
with student-centered views held by contemporary educators and school counselors.

Likewise, school counselors and educators can particularly be sensitive to building female students’ self-
efficacy as way of contributing to their achievement levels in traditionally male dominated areas such as
mathematics and sciences and thus can contribute to efforts toward eliminating gender inequalities.
Considering that countries wish impressive visions for their educational systems have the inspiring goal
of leaving no child behind, providing teaching and counseling/guidance services not only in
individualized manners but even specific to each course will have remarkable contributions to student
learning and thus to their academic and personal development.
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ABSTRACT

The purpose of this study is to identify the reliability and validity strategies used in Instructional
Technology research studies in Turkey. For this purpose, 42 doctoral dissertations published between
2005 and 2011 in the field of Instructional Technology were content analyzed, and then codes were
created. Based on the code list, these doctoral dissertations were re-examined by means of the descriptive
analysis method. The results show that the main reliability and validity strategies employed in the
dissertations are explanation of the data collection instruments, explanation of the administration and the
data analysis process, explanation of the participants’ characteristics and their selection process, and
surveying expert opinions. However, the strategies of inter-rater reliability between the evaluators, peer
reviews, control of consistency in the results, member checking, and the use of language experts were all
observed less frequently in the theses. The identification of these strategies should allow researchers to
better understand reliability and validity methodologies, so that they may enhance their usage in
Instructional Technology studies.

Keywords: Instructional technology, validity, reliability.

INTRODUCTION

Research studies should be reliable, accurate, and relevant, so that they may direct new developments and
regulations (Yildirim & Simsek, 2006). The reason that such studies possess authority is their supposed
qualities of validity and reliability, which are two of the fundamental aspects of scientific research
(Biiytikoztirk, Cakmak, Akgiin, Karadeniz, & Demirel, 2010). However, there are no clear-cut validity
and reliability methodologies for quantitative, qualitative, and mixed research designs in scientific
research studies (Johnson & Christensen, 2004). In fact, within different guide books that are focused
upon research methods, a diversity of strategies can be found to provide validity and reliability (Bogdan
& Biklen, 1998; Brinberg & McGraft, 1985; Creswell, 2005; Fraenkel & Wallen, 2012; Johnson &
Christensen, 2004; McMillan & Schumabher, 2010; Patton, 2002). Because of this apparent confusion, this
study was designed to determine which validity and reliability methodologies were used, and to what
extent, in recent Instructional Technology research studies (conducted as doctoral dissertations) in
Turkey. The results should assist future researchers to better understand, and thereby to enhance validity
and reliability methodologies in their own research studies. The following questions guided this study:

1. What are the validity and reliability methodologies in the examined doctoral theses that have a
qualitative research design?

2. What are the validity and reliability methodologies in the examined doctoral theses that have a
quantitative research design?

3. What are the validity and reliability methodologies in the examined doctoral theses that have a
mixed research design?

* Co-Author: burcu.topu@atauni.edu.tr
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METHOD

The sample was 42 doctoral theses of which accessibilities were permitted of 55 doctoral theses in the
field of Computer and Teaching Technologies, which have been archived in the YOK National Theses
Center. Thirteen of these theses featured qualitative methods, 13 featured quantitative methods, and 16
employed a mixed research design. The theses were first examined by means of the content analysis
method, and then were re-examined with the descriptive analysis method.

FINDINGS
Validity and Reliability Methodologies in the Doctoral Theses with a Qualitative Research Design

In all of the qualitative theses, the following were used as validity methodologies: “provision of a
rationale for the methodology used,” “association of the research methodology with those found in the
literature,” “clarification of the sampling methodology,” “clarification of the sample characteristics,”
“explanation of the data collection tools and process,” “description of the procedure,” and “description of
the data analysis process.” Most of the theses also used: “description of the population.”

EEIN3

In the theses that featured a qualitative design, the following were used as reliability methodologies:
“description of the researcher’s role,” “provision of the participants’ consent,” “explanation of the
implications and limitations,” “surveying expert opinions,” “conducting triangulation,” and “prevention
of data loss by using a voice recorder.” Most of the theses also used: “use of a pilot study,” and
“explanation of the reliability scores.” In addition, in almost half of the theses, “peer reviews,” “i

Inter-
rater reliability between the evaluators,” and “checking for consistency between the data” were also
employed as reliability methodologies.

Validity and Reliability Methodologies in the Doctoral Theses with Quantitative Designs

In all of the quantitative theses, the following were used as validity methodologies: “clarification of the
sampling characteristics,” “explanation of the data collection tools and process,” “description of the
procedure,” and “description of the data analysis process.” Most of the theses also used: “association of
the research methodology with those found in the literature,” “provision of a rationale for the
methodology used,” “clarification of the sample characteristics,” and “description of the population.” In
nearly half of the theses, “provision of the participants’ consent,” and “explanation of the implications
and limitations” were used.

In the theses that featured a quantitative design, the following appeared as reliability methodologies:
“surveying expert opinions,” “use of a pilot study,” and “explanation of the reliability scores.” However,
these methodologies were seldom used: “surveying the participants’ opinions,” ‘“conducting

triangulation,” “language checks by experts,” “inter-rater reliability between the evaluators,” “peer
reviews,” and “checking for consistency between the data.”

Validity and Reliability Methodologies in the Doctoral Theses with Mixed Designs

In all of the theses with a mixed design, the following methodologies were used to provide validity:
“clarification of the data collection tools and process,” “description of the data analysis process,”
“explanation of the validity and reliability methodologies,” and “description of the procedure.” Most of
the theses also used: “description of the sampling methodology,” “clarification of the sample
characteristics,” “description of the population,” “association of the research methodology with those
found in the literature,” “provision of a rationale for the methodology used,” and “explanation of the
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implications and limitations.” Half of the studies also featured: “description of the role of the researcher”
and “provision of the participants’ consent.”

In all of the theses with a mixed design, “surveying expert opinions” was used as a reliability
methodology. Most of the theses employed: “peer reviews,” “explanation of the reliability scores,”
“conducting triangulation,” “use of a pilot study,” and “prevention of data loss by using a voice
recorder.” Almost half of the theses featured: “inter-rater reliability between the evaluators,” “surveying
the participants’ opinions,” and “language check by experts.”

CONCLUSION and DISCUSSION

The results show that in most of the theses, the data collection tools, data analysis, the sample selections
and characteristics, and the procedures were the focus when discussing validity methodology. Day
(2000), and Ekmek¢i and Kona¢ (2009) have stated that these are all fundamental elements of the
academic writing process. In the theses examined, discussion of the selected methodology and
comparisons with the literature appear to be the most prevalent strategies. Clarifying the validity
methodology in a study is essential for others to assess the accuracy of the information given
(Greenhalgh, 1997). Another common validity methodology in the theses is the explanation of the
population. While the population influences the sample selection methodology, it is significant since it
signifies to what extent samples represent the universe, (Hoepfl, 1997; Karatay, 2008). Further, while
explanation of the implications and limitations was a feature of all the qualitative theses, this
methodology was used in only 61% of the quantitative theses and 75% of the mixed design theses.
Explanation of the limitations in a research study is important in order to state particular conditions in
which the findings will be valid (LeCompte & Goetz, 1982; Merriam, 1998).

In all of the theses, “surveying expert opinions” was presented as a reliability methodology. This may be
due to the fact that the thesis advisor is an expert. While pilot studies were used in all of the quantitative
studies, in the mixed and qualitative studies, the frequency decreased. Piloting is important to determine
and remove probable constraints before an actual procedure starts (Lancaster & Williamson, 2004).
Thus, it may minimize errors in the study (Creswell, 2007). Another way to enhance reliability in a
research study is triangulation. In only 23% of the mainly quantitative studies was qualitative
triangulation employed; but 93% of the qualitative and mixed design studies featured triangulation.
Triangulation is important, because data gathered from studies in different disciplines and from a variety
of sources may adversely affect the accuracy of one’s own study (Bakioglu & Kurnaz, 2010; Booth,
Colomb, & William, 2003; Creswell, 2005; LeCompte & Goetz, 1982; Oliver-Hoyo & Allen, 2006).
Only a few of these theses employed peer reviews and surveys of the participants’ views. However, by
means of peer reviews, possible inconsistencies may be reduced, and thus, reliability may be enhanced
(Miles & Huberman, 1994; LeCompte & Goetz, 1982).

Finally, as Day highlighted (2000), the absence of validity and reliability methodology negatively affects
a research study’s accuracy, soundness, consistency, and feasibility. Therefore, if a study is to be
qualified as a scientific investigation, then providing validity and reliability methodology at an
acceptable standard for the discipline is essential.
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OGRETIM TEKNOLOJiSi ARASTIRMALARINDA GECERLIK VE
GUVENIRLIK ONLEMLERI

OZET

Bu c¢alismanin amaci, 6gretim teknolojisi alaninda yapilan doktora tezlerinde, aragtirma yodntemlerine
gore kullanilan gegerlik ve giivenirlik onlemlerini belirlemektir. Bu amagla, 2005-2011 yillart arasinda
ogretim teknolojisi alaninda Tiirkiye’de yaymlanmig 42 doktora tezi icerik analizi yontemiyle incelenerek
kodlar olusturulmustur. Bu kod listesine bagli olarak tezler, betimsel analiz yontemiyle tekrar
incelenmigtir. Arastirma bulgulari; uygulama ve veri analiz siirecinin agiklanmasinin, veri toplama
aracinin, orneklem 6zelliklerinin ve se¢im seklinin belirtilmesinin, Uzman goriisiiniin alinmasinin gegerlik
ve giivenirlik dnlemlerinde 6ncelikli olarak kullanildigimi gostermistir. Ancak degerlendiriciler arasi
giivenirlik ve akran degerlendirmesinin yapilmasi, veriler arasinda tutarligin kontrol edilmesi, katilimet
goriisliniin alinmasi1 ve uzmanlarca dil kontroliiniin yapilmasi gecerlik ve giivenirlik 6nlemleri olarak alt
siralarda yer almigtir. Bu 6nlemlerin belirlenmesi arastirmacilarin gegerlik ve giivenirlik 6nlemlerini daha
iyi anlamalarini, bdylece 6gretim teknolojisiyle ilgili ¢alismalarda bunlarin kullanimini artirabilir.

Anahtar Kelimeler: égretim teknolojisi, gegerlik, giivenirlik.

GIRIiS

Egitim arastirmalarinin yeni gelisme ve diizenlemelere yon verebilmesi igin ¢aligmalarin inandirici,
dogru ve uygun olmasi 6nemli unsurlardandir (Yildirnm & Simsek, 2006). Buna bagli olarak bilimsel
arastirmanin degeri gegerlik ve giivenirlik olmak iizere iki temel olgilite dayanmaktadir (Biiyilikoztiirk,
Cakmak, Akgiin, Karadeniz, & Demirel, 2010). Bir biriyle i¢ ice olan gecerlik ve giivenirlik
kavramlarinin (Sencan, 2005) kapsami incelendiginde, aragtirma gegerligi; ¢alismanin amaci, kapsami ve
Olciilmek istenen degere yonelik olmasi ve dlclimlerin dogru sonu¢ vermesiyle ilgiliyken, giivenirligi;
yapilan Olclimlerin tekrarlanabilmesi ve farkli zamanlardaki oOlgiimlerde benzer sonuglarin
aliabilmesiyle ilgilidir (Biylikoztirk vd., 2010; Ekiz, 2009; Fraenkel & Wallen, 2000; Golafshani,
2003; McMillan & Schumabher, 2010). Alan yazinda onerilen gegerlik ve giivenirlik 6nlemleri ile ilgili
aragtirmacilarin farkli siniflamalar tizerinde durduklari, buna karsin bu siniflamalarda benzer gegerlik ve
giivenirlik &nlemlerinin yer aldig1 goriilmektedir. Ornegin, Biiyiikoztiirk vd. (2010) ile Toy ve Tosunoglu
(2007) gecerliligi; kapsam, oOlgiit, yapt ve goriiniis gecerliligi olarak siniflamaktadir. Buna karsin
McMillan ve Schumaher (2010), istatistiksel sonug, ig, yapt ve dis gegerlilik siniflamasini
kullanmaktadir. Ayrica Maxwell (1992) 6zellikle nitel aragtirmalarda betimleyici, yorumlayici, kuramsal,
genelleyici ve degerlendirici gegerlik siniflamasimi kullanmaktadir. Ancak bu smiflamalar altinda
onerilen gegerlik dnlemleri benzerlik gostermektedir. Bu dogrultuda yaygin olarak kullanildig: diisiiniilen
arastirma yontemleri kitaplarinda onerilen gecerlik ve giivenirlik 6nlemleri Tablo 1’de sunulmustur. Her
ne kadar Tablo 1'de gecgerlik ve giivenirlik Onlemleri kategorize edilerek verilse de, alan yazin
incelendiginde bazi 6nlemlerin hem gecerlilige hem de giivenirlige katkisi oldugu goriilmektedir.

113



Fatma Burcu TOPU; et al. - C.U. Faculty of Education Journal, 42(2013), 110-126

Tablo 1. Aragtirma yontemleri kitaplarinda onerilen gegerlik ve giivenirlik 6nlemleri
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z &8 22 2 ¢ >3 2% c a g
g - 3 B O & < a8 =)
@ e 2 g 3 2 = =
N 55% If £ 33 F
Onerilen Onlemler - =
Veri toplama araci ve siirecinin agiklanmasi N N N
Veri analiz siirecinin agiklanmasi S v v
-z Varsayimlar ve sinirliklarin betimlenmesi SRV \
'qé Orneklem 6zelliklerinin agiklanmast YR NN v
% Orneklem segim seklinin belirtilmesi N N v
O Katilimer goniilliiliigiiniin alinmasi v v
% Calismanin uygulama siirecinin betimlenmesi J V V y
L& Arastirmacinin roliiniin betimlenmesi SR VA R VAN NN
O  Kullanilan yéntemin se¢im gerekgesinin agiklanmasi y
Gegerlik ve giivenirlik 6nlemlerinin agiklanmasi N N N
Evrenin tanimlanmasi \ \ \
.. Uzman goriisliniin alinmasi N R NNV A
B Giivenirlik hesaplamalariin belirtilmesi oA N
g Cesitleme yapilmasi AR NN v
:5 Kayit cihazi kullanilarak veri kaybinin énlenmesi v oA J y y
= Akran degerlendirmesi yapilmasi J J N N
& Degerlendiriciler arasi giivenirlik calismasinin yapilmasi \/ R NN NN AN
2 Katilimer goriisiiniin (kontroliiniin) alinmasi \ oA oA v
O Veriler arasinda tutarhiligin kontrol edilmesi \ \ \ NN NN

Tabloda veri toplama aracinin, uygulama ve veri analiz siirecinin agiklanmasi, 6rneklem &zelliklerinin ve
secim seklinin belirtilmesi Onerilen gegerlik onlemleri arasinda goriilmektedir (Brinberg & McGraft,
1985; Biiyiikoztirk vd., 2010; McMillan & Schumaher, 2010; Yildinm & Simsek, 2006). Ayrica
calismanin varsayim ve sinirliliklarin belirtilmesi, arastirmacinin roliiniin betimlenmesi de alan yazinda
onerilen gegerlik dnlemleri arasinda yer almaktadir (Cresweell, 2005; Cepni, 2007; Fraenkel & Wallen,
2012). Bunun yani sira uzman, katilimci1 ve akran goriisiiniin alinmasi, giivenirlik hesaplamalarinin
belirtilmesi, g¢esitleme yapilmasi, veriler arasinda tutarligin kontrol edilmesi, degerlendiriciler arasi
giivenirlik yapilmasi ise 6nerilen giivenirlik 6nlemleri olarak alan yazinda belirtilmistir.

Bilimsel arastirmalarda nitel, nicel ve karma yontemler agisindan (Johnson & Christensen, 2004) kesin
sinirlart ¢izilmis gegerlik ve gilivenirlik 6nlemleri olmamakla birlikte, kullanilan yontemin ortaya
koydugu ilkeler ve smirliliklar dogrultusunda oOnerilen gegerlik ve giivenirlik onlemleri degisiklik
gosterebilmektedir (Geray, 2004). Arastirma egilimleriyle ilgili ¢alismalarda (Giilbahar & Alper, 2009;
Goktas vd., 2012; Sozbilir & Kutu, 2008; Simsek vd., 2008) belirtildigine gore arastirmalarda, gecerlik
ve giivenirlik 6nlemlerine genellikle dolayli ve sinirli bir sekilde deginilmistir. Bu nedenle mevcut
durumun ortaya konmasi ve yaygin olarak kullanilan arastirma yontemleri kitaplarinda 6nerilen; gegerlik
ve giivenirlik 6nlemlerinin aragtirmalarda ne diizeyde kullanildiginin belirlenmesi, ¢aligmalarin bilimsel
degerinin artirilmasi agisindan énemlidir. Ayni zamanda arastirmalarda kullanilan farkli yontemlere gore
ne tir gegerlik ve gilivenirlik stratejilerinin kullanildiginin ortaya ¢ikarilmasi, farkli arastirma
siireglerinde kritik noktalarin belirlenmesi agisindan Onem tagimaktadir. Ayrica bu ¢alisma,
aragtirmacilara, ¢aligmalariin gegerlik ve giivenirliklerinin artirilmast noktasinda alabilecekleri 6nlemler
acisindan 6nemli bir rehber niteligi tasimaktadir. Bu dogrultuda caligmada arastirma siireciyle ilgili
kapsamli agiklamalar igermesi nedeniyle 6gretim teknolojisi alanindaki doktora tezlerinde alinan gegerlik
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ve giivenirlik dnlemlerinin belirlenmesi amaglanmistir. Bu amagla asagidaki arastirma sorularia cevap
aranmistir:

1. Nitel arastirma yontemleri kullanilan doktora tezlerinde alinan gegerlik ve giivenirlik 6nlemleri
nelerdir?

2. Nicel arastirma yontemleri kullanilan doktora tezlerinde alinan gegerlik ve giivenirlik 6nlemleri
nelerdir?

3. Karma arastirma yontemleri kullanilan doktora tezlerinde alinan gecerlik ve giivenirlik
onlemleri nelerdir?

YONTEM
Arastirma Deseni

Calisma kapsaminda yer alan tezlerin yontem boliimleri, kullanilan gecerlik ve giivenirlik énlemlerini
derinlemesine ortaya ¢ikarabilmek amaciyla igerik analizi yontemi kullanilarak incelenmistir. Icerik
analizi sonrasinda tezlerde kullanilan gegerlik ve giivenirlik 6nlemlerine yonelik arastirmacilar tarafindan
belirlenen kodlar birlestirilerek calismanin gecerlik ve giivenirligini artirmak icin betimsel analiz yoluyla
tezler tekrar incelenmistir.

Calismanin Kapsam

Tiirkiye’de Bilgisayar ve Ogretim Teknolojileri alanindaki doktora programlari ilk mezunlarmi 2005
yilinda vermistir. Bu nedenle ¢aligmanin &rneklemini 2005 ve 2011 yillar1 arasinda, YOK Ulusal Tez
Merkezi’nde yayinlanan 55 doktora tezinden, erisim izni verilen 42 tez olusturmaktadir. Bu tezlerin
Anadolu Universitesi, Ankara Universitesi, Gazi Universitesi, Hacettepe Universitesi ve Orta Dogu
Teknik Universitesi’nde yapildig1 belirlenmistir. Caligma kapsaminda incelenen tezlerin yapildig
iiniversitelere gore dagilimi Sekil 1°de verilmistir.

25
20
15
10

5

0
oDTU Anadolu Uni.  Ankara Uni. Hacattepe Uni. Gazi Uni.

Sekil 1. Tezlerin yapildigi tiniversitelerin dagilimi
Sekil 1°de tezlerin biiyiik ¢ogunlugunun Orta Dogu Teknik Universitesi’nde (ODTU) yapildigt

goriilmektedir. Diger taraftan yapilan tezlerde farkli arastirma yontemlerinin kullanildig1 da saptanmustir.
Nitel, nicel ve karma arastirma yontemlerine gore tezlerin dagilimi Sekil 2°de gosterilmistir.
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Sekil 2. Arastirma yontemlerine gore tezlerin dagilimi

Verilerin Toplanmasi ve Analiz Siireci

Caligmada veri toplama aracinin gelistirilmesi i¢in oncelikle alan yazin taranmistir. Tarama sonucunda
kriter listesi hazirlanmis ve ii¢ tez lizerinden pilot ¢alisma yapilmis, ancak pilot ¢alisma sonucunda
mevcut kriter listesinin ¢alismay1 sinirlandiracagi belirlenmistir. Daha sonra igerik analizi yontemiyle ti¢
arastirmaci tarafindan 42 tez incelenerek kod listesi olusturulmustur. Bu kod listesi alan uzman iki
Ogretim iyesinin goriisleri dogrultusunda diizeltilmis ve alan yazin 1si8inda gegerlik ve gilivenirlik
kategorileri altinda toplanmistir. Form sekline doniistiiriilerek kodlara son sekli verilmistir. Bu form
dogrultusunda tezler betimsel analiz yontemiyle tekrar incelenmis ve kodlarla ortiisen nitel verilerden
alintilar yapilmistir. Analiz siirecinde her bir arastirmacinin inceledigi tezler ¢alismanin giivenirligini
artirmak i¢in diger arastirmacilarin tekrar incelemesiyle kontrol edilmistir. Arastirmacilarin izledikleri
yol Sekil 3’te dzetlenmistir:

o * Calismanin kapsamina uygun tezlerin arastirmacilar tarafindan belirlenmesi

*Tezlerin veri analizi icin arastirmacilar arasinda paylastirilmasi

*Tezlerin icerik analiziyle ¢6ziimlenmesi

*Yapilan analizlerin diger arastirmacilar tarafindan tekrar incelenmesi ve
kontrol edilmesi

]
{
*Kod listesinin olusturulmasi |
l
i

*Betimsel analiz yapilmasi

*Betimsel sonuclarin nitel verilerle giiclendirilmesi

*Bulgularin gecerlik ve giivenirlik kategorilerine gore simflandirilarak tablo ve
grafiklerle sunulmasi

Sekil 3. Arastirma siirecinde izlenen yol

BULGULAR

Veriler, arastirma yontemlerine gore gegerlik ve giivenirlik kategorilerine ayrilmis ve bu kategorilere
iligkin frekans tablolart olusturulmustur. Elde edilen betimsel sonuglar nitel verilerle desteklenmistir.
Nitel veriler tezlerin numaralandirilmasiyla “Tez_x” kodu kullanilarak sunulmustur.

Nitel Arastirma Yontemli Doktora Tezlerinde Gegerlik ve Giivenirlik Onlemleri

Nitel yontemli doktora tezlerinde alinan gegerlik ve giivenirlik dnlemleriyle ilgili bulgular Tablo 2’de

sunulmustur. Tabloda da gortildiigii gibi “gegerlik ve giivenirlik 6nlemlerinin agiklanmas1” ve “evrenin
tanimlanmas1” noktalar1 disindaki diger gegerlik 6nlemleri tiim tezlerde yer almaktadir. Ayrica “uzman
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goriisliniin alimmas1”, “gesitleme yapilmasi” ve “kayit cihazi kullanilarak veri kaybmin onlenmesi”
tezlerin tiimiinde giivenirlik 6nlemi olarak belirtilmistir.

Tablo 2. Nitel aragtirma yontemli tezlerde alinan gecerlik-giivenirlik 6nlemleri

Gecgerlik f Giivenirlik f
Kullanilan y6ntemin se¢im gerekgesinin 13 Uzman gériiiiniin almmast 13
aciklanmasi
Kullanilan yontemin alan yazinla iliskilendirilmesi 13  Cesitleme yapilmas: 13
Orneklem 6zelliklerinin agiklanmast 13 Kayit cihazi kullanilarak veri kaybinin 6nlenmesi 13
Orneklem segim seklinin belirtilmesi 13  Pilot uygulama yapilmasi 10
Veri toplama araci ve siirecinin agiklanmasi 13 Giivenirlik hesaplamalarinin belirtilmesi 9
Calismanin uygulama siirecinin betimlenmesi 13 Degerlendiriciler aras1 giivenirlik ¢aliymasinin 7
yapilmasi
Veri analiz siirecinin agiklanmasi 13 Akran degerlendirmesi yapilmasi 6
Varsayimlar ve sinirliklarmn betimlenmesi 13 Veriler arasinda tutarligin kontrol edilmesi 6
Katilimer goniillilagiiniin alinmasi 13 Katilimer gérisiiniin (kontroliiniin) alinmasi 3
Aragtirmacinin roliiniin betimlenmesi 13 Uzmanlarca dil kontroliiniin yapilmasi 1
Gegerlik ve giivenirlik 6nlemlerinin agiklanmasi 12
Evrenin tanimlanmasi 11

Caligmada incelenen nitel yontemli tiim tezlerde gegerlik onlemi olarak; “kullanilan yontemin se¢im
gerekgesinin agiklanmasi” ve “kullanilan yontemin alan yazinla iliskilendirilmesi” agiklanmistir. Bu
durum tezlerin bazilarinda su sekilde yer almistir:

“Bu c¢alisma, cevirim i¢i 6grenme ortamlarinda ogretmen adaylarinin deneyimlerinin ve
sosyallesme cabalarinin derinlemesine analizini gerektirmektedir. Bu yiizden ¢alismada nitel
arastirma yonteminin kullanumi tercih edilmistir’(Tez_1).

“Bu ¢alisma eylem arastirmasi olarak tasarlanmistir. Alan yazinda eylem arastirmasinin bir¢ok
tamimi bulunmaktadir. Master (1995) farkl felsefi goriislere dayanarak eylem arastirmasinin
farkl tanimlarmi belirtmektedir...” (Tez_27).

Nitel yontemli tezlerde gecerlik onlemi olarak; “Orneklem se¢im seklinin belirtilmesi”, “Grneklem
ozelliklerinin agiklanmas1” ve “evrenin tanimlanmasi” 6ne ¢ikmigstir. Bu duruma ydnelik tezlerde yer
alan ifadeler su sekildedir:

“Bu ¢alismada kullanilan amacgli ornekleme icin maksimum c¢esitlilik saglanmis, uygun
ornekleme yontemi kullanilarak érneklem segilmistir” (Tez_2).

“Caligmanin orneklemini Ankara’da Anadolu Lisesinden secilen 82 dokuzuncu sinif (52 kiz ve
30 erkek) ogrencisi olusturmaktadir. Bu okulun secilme gerekgesi okulun biyoloji ogretmeninin
ogretimde olusturmaci yaklasimi kullanmadaki deneyimi ve okulun bilgisayar laboratuvarimin bu
calisma i¢in uygun olmasidir” (Tez_34).

“Arastirma evrenini 2007-2008 ogretim yilinda Egitim Fakiiltelerinde 6grenim géren son sinif
ogretmen adaylart olusturmaktadir” (Tez_30).

Caligmada incelenen nitel yontemli tim tezlerde “veri toplama araci ve siirecinin agiklanmasi”,
“caligmanin uygulama siirecinin betimlenmesi” ve “veri analiz siirecinin agiklanmasi1” gegerlik onlemi
olarak kullanilmigtir. Bu durum tezlerin bazilarinda su sekilde yer almistir:

“Bu arastirmada, cevaplayiciya serbestlik tanimasi ve daha derinligine bilgi elde edebilmeye
firsat vermesi gibi sebeplerden E.E.Y.O ogretim elemanlarindan ve ogrencilerinden agik uglu
anket yolu ile goriis alinmigtir” (Tez_26).

“Arastirma swrasinda yapilan gozlemler, goriismeler ve toplantilar kayit cihazlariyla kayit altina
alinmustir. Bu sayede veri zenginligi ve verilerin gegerligi saglanmaya ¢alisilmigtir” (Tez_39).
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“Kodlama sistemi gelistirilirken, veriler belli diizenlilikler, kaliplar ve basliklar i¢in
gozden gecirilir. Bu bashklar ve kaliplari temsil eden sozciikler, ya da sozciik gruplart
saptanarak “kodlama smiflart” olusturulur. Kodlama smiflari olusturulduktan sonra,
arastirmaci tarafindan sayihr” (Tez_15).

Benzer sekilde nitel yontemli tiim tezlerde “arastirmacinin roliiniin betimlenmesi”, “katilimer goniillligi
almmas1” ve “varsayim ve sinirliliklarin belirtilmesi” gecerlik 6nlemi olarak yer almigtir. Bu durum
tezlerin bazilarinda su sekilde ifade edilmistir:
“Arastirmacimin aragtirma ortami ayni zamanda ¢alisma ortami oldugundan arastirmaci
verilerini katitimct gozlemci olarak toplamistir.” (Tez_26).

“Ingilizce 6gretmenleri ve okul yoneticileri calismada goniillii olarak bulunmuglardir.” (Tez_3).

“Bu ¢alisma ODTU’de yiiriitiilen hizmet i¢i egitim programi ve ¢alismaya katilan Ingilizce
ogretmenleriyle sitmrlidir.” (Tez_27).

Nitel yontemli tiim tezlerde “uzman goriisiiniin alinmasi1”, “gesitleme yapilmasi” ve “kayit cihazi
kullanilarak veri kaybinin 6nlenmesi” giivenirlik 6nlemi olarak alinmigtir. Bu durum tezlerin bazilarinda
su sekilde yer almistir:
“Farkl veri toplama araglar: yardimi ile farkh tiirde veriler toplanarak veri cegitlemesi yoluna
gidilmigtir” (Tez_17).

“Planlama ve arastirma siireci boyunca bagka arastirmacilar ve uzmanlarla goriisiilmiis ve
izleme ¢alismalart yapumistir (Gegerlik Komitesi, Tez Izleme Komitesi, Universitesi Bilimsel
Arastirma Projeleri Komisyonu )” (Tez_26).

“Gériismeler, her katiimci ile ayri ayri gerceklestirilmis ve dijital ses kayit cihazi ile
kaydedilmistir” (Tez_15).

Diger yandan “pilot uygulama yapilmasi” ve “giivenirlik hesaplamalarinin belirtilmesi” tezlerin ¢ogunda
yer almaktadir. Bu durum tezlerin bazilarinda su sekilde ifade edilmistir:
“Katilimcilarla goriisme yapmadan once goriigsme sorulariyla 6rneklemi kapsamayan bir grupla
pilot ¢alisma yiiriitiilmiistir” (Tez_2).

“Uzmanlar, kodlama anahtarlarini bagimsiz olarak kodladiktan sonra, arastirmact ile birlikte
glivenirlik ¢alismast yapnuglardwr. Arastirmact ve uzmamn her bir temaya yaptiklar:
isaretlemeler birbirleriyle aym ise bu durum bir “uzmanlar arasi goriis birligi” olarak,
isaretlemeler birbirinden farkivysa bir “goriis ayriligr” olarak kabul edilmistir” (Tez_15).

Yaklagik olarak tezlerin yarisida “akran degerlendirmesi yapilmasi”, “degerlendiriciler arasi giivenirlik
calismasinin yapilmas1” ve “veriler arasinda tutarliligin kontrol edilmesi” gegerlik onlemlerine yer
verilmistir. Bu durum tezlerin bazilarinda su sekilde yer almaktadir:
“Veri analizinin giivenirligini artirmak igin arastirmaci siirecte dereceler ve kodlar arasi (inter-
rating and inter-coding) degisimi incelemistir” (Tez_27).

“Arastirmalardan elde edilen bulgular iizerinden akran degerlendirmesi alinarak veri analiz
adimlart olusturulmustur” (Tez_3).

“Veriler birden fazla kisi tarafindan degerlendirilmis ve giivenirligi saglanmistir” (Tez_15).
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Nicel Arastirma Yontemli Doktora Tezlerinde Gecerlik ve Giivenirlik Onlemleri

Nicel yontemli doktora tezlerinde alinan gegerlik ve giivenirlik onlemleriyle ilgili bulgular Tablo 3’te
sunulmugtur. Tabloda da goriildiigii gibi “veri toplama araci ve siirecinin agiklanmasi”, “veri analiz
stirecinin agiklanmas1”, “Orneklem Ozelliklerinin aciklanmasi” ve “galismanin uygulama siirecinin
betimlenmesi” tezlerin tiimiinde gecerlik onlemi olarak belirtilmistir. Ayrica “uzman goriisiiniin
alimmas1”, “pilot uygulama yapilmas1” ve “giivenirlik hesaplamalarinin yapilmasi” tezlerin tiimiinde
giivenirlik onlemi olarak yer almistir. Diger yandan “katilimci goriisiiniin alinmasi” ve “gesitleme
yapilmasi1” gibi giivenirlik 6nlemlerine az sayida tezde yer verilmistir.

Tablo 3. Nicel aragtirma yontemli tezlerde alinan gegerlik-giivenirlik nlemleri
Gecgerlik f Giivenirlik f
Ormneklem 6zelliklerinin agiklanmas: 13 Uzman goriisiiniin alinmasi 13
Veri toplama araci ve siirecinin agiklanmasi 13  Pilot uygulama yapilmasi 13
Caligmanin uygulama siirecinin betimlenmesi 13 Guvenirlik hesaplamalarinin belirtilmesi 13
Veri analiz siirecinin agiklanmasi 13 Katilimer goriisiiniin (kontroliiniin) alinmasi 3
Orneklem segim seklinin belirtilmesi 11 Cesitleme yapilmasi 3
Kullanilan yontemin alan yazinla iliskilendirilmesi 11  Uzmanlarca dil kontroliiniin yapilmasi 2
Kullanilan ydntemin se¢im gerekgesinin agiklanmasi 10 Degerlendiriciler arast glivenirlik 2
¢aligmalarinin yapilmasi

Evrenin tanimlanmasi 10 Akran degerlendirmesi yapilmasi 1
Katilimer goniilliiligiiniin alinmast 9 Veriler arasinda tutarligin kontrol edilmesi 1
Varsayimlar ve smirliklarin betimlenmesi 8

Arastirmacinin roliiniin betimlenmesi 6

Gegerlik ve giivenirlik dnlemlerinin agiklanmasi 3

Nicel yontemli tiim tezlerde “Grneklem o6zelliklerinin agiklanmasi”, “veri toplama araci ve siirecinin
aciklanmas1”, “caligmanin uygulama siirecinin betimlenmesi” ve “veri analiz siirecinin agiklanmasi”

gecerlik

onlemi olarak yer almistir. Bu durum tezlerin bazilarinda su sekilde ifade edilmistir:

“Alanyazin taramasi sonucunda veri toplama aracinmin gelistirilmesi i¢in sayisal okuryazarlik ve
sayisal okuryazarligin boyutlart ile ilgili madde havuzu olusturulmus ve arastirmada
kullanilacak veri toplama aracinin deneme formu hazirlanmistr” (Tez_22).

“Egitim Fakiiltesi arastirma gérevlilerinin gereksinim duyduklar: ve 6nemli gordiikleri mesleki
gelisim alanlarimin, cesitli degiskenlerle arasinda iliski olup olmadigini belirlemek amaciyla
“kay-kare ( 2y )" testinden yararlamimistir” (Tez_20).

“Yedi hafta siiren uygulama siiresince her d&grenci haftada 1 drnek olay ile ¢alismistir.
Uygulamanin ilk iki haftasinda dgrencilere ornek olay, érnek olay yontemi ve ornek olayin nasil
analiz edilecegi ile ilgili egitim verilmistir. Bu amagla ilk iki hafta icerisinde ogrenme
materyalinin kullanimi ile ilgili bilgiler verilmis, ogrenciler dgrenme ortamini kullannuglardr”
(Tez_40).

“Calismaya Gazi Universitesi Gazi Egitim Fakiiltesi Bilgisayar ve Og'ret;'m Teknolojileri Egitimi
Béliimii’'nde 2010-2011 Giiz déneminde 2. Sinifta okuyan ve Ogretim Ilke ve Yontemleri dersi
alan 69 6grenci katilmistr” (Tez_40).

Nicel yontemli tezlerin c¢ogunlugunda; “kullanilan ydntemin alan yazinla iligkilendirilmesi” ve
“kullanilan yontemin seg¢im gerekgesinin agiklanmasi” gibi gegerlik dnlemleri belirtilmistir. Bu durum
tezlerin bazilarinda su sekilde ifade edilmistir:

“Tekil tarama modeli, aragtirmanin konusu olan degiskenlerin tek tek, tiir ya da miktar olarak
meveut durumlarimn betimlendigi arastirma modelidir. Iliskisel tarama modeli ise, iki ya da
daha ¢ok sayida degisken arasinda bir iligki olup olmadigini belirlemek amaciyla kullanilan
arastirma modelidir (Karasar, 2005)” (Tez_4).
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“Bu arastirma, yansitict diisiinmenin problem ¢ézme iizerine etkisini incelemeyi amagladigindan
deneysel  olarak  tasarlanmustir.  Arastirmada  son  test kontrol  gruplu  desen
kullanitlmigtir "(Tez_41).

Nicel yontemli tezlerin ¢ogunlugunda; “6rneklem se¢im seklinin belirtilmesi” ve “evrenin tanimlanmasi”

gibi gecerlik dnlemleri belirtilmistir. Bu durum tezlerin bazilarinda su sekilde ifade edilmistir:
“Ornekleme yontemi olarak olasithga dayali 6rnekleme yontemlerinden kiime (cluster)
ornekleme yontemi se¢ilmistir” (Tez_22).

“Bu arastrmanin c¢alisma evrenini olu;t.uran 44 diniversitenin 54 Egitim Fakiiltesi ndeki
arastirma gorevlisi sayist ise, 2003-2004 YOK verilerine gore 1095 ’tir” (Tez_20).

Tezlerde yarisina yakininda “katilimer goniilliigiiniin  alinmas1” ve “varsayimlar ve sinirliliklarin
betimlenmesi” gibi gegerlik dnlemleri yer almistir. Bu durum tezlerin bazilarinda su sekilde ifade
edilmistir:
“Olgme aracimin goniillii katthm esasina gore cevaplandirilmis olmasimin her ne kadar katihm
oramini diigtirse de veri kalitesini artiracagi on goriilmiistiir” (Tez_10).

“Arastrma  belirlenen amaglar ve alt amaclar dogrultusunda;... Ornekleme segilen
iiniversitelerin BOTE, Ilkégretim Matematik Ogretmenligi, Sinif Ogretmenligi, Okul Oncesi
Ogretmenligi, Sosyal Bilgiler Ogretmenligi, Zihin Engelliler Ogretmenligi, Ingilizce
Ogretmenligi ve Almanca Ogretmenligi Boliimlerinde okuyan 4. sinif égrencileri ile sinirlidir”
(Tez_22).
Nicel yontemli tiim tezlerde “uzman goriisiiniin alinmas1”, “pilot uygulama yapilmas1” ve “giivenirlik
hesaplamalarinin belirtilmesi” giivenirlik 6nlemi olarak yer almistir. Bu durum tezlerin bazilarinda su
sekilde ifade edilmistir:
“Anketin yonergelerinin, anket maddelerinin igeriginin ve yamitlama biciminin anlasilir olup
olmadigint belirlemek icin 9 alan uzmaninin (4 Profesor, 2 Dogent, 1 Yardimci Dogent ve 2
Ogretim Gorevlisi) goriisiine sunulmustur” (Tez_20).

“Pilot uygulama amach olarak onceki yil aymi nitelikteki bir egitime katilmis olan 60 kisiye
gonderilen ankete 46 kisi cevap vermigtir’(Tez_28).

“Voleybol antrendrleri oz yetrlik algisi 6l¢eginin sonug¢ beklentisi boyutunda 9 madde yer
almaktadr. Bu alt boyuitun madde analizine dayali olarak hesaplanan Cronbach alfa i¢ tutarlik
saywst 0.91°dir” (Tez_6).

Karma Arastirma Yontemli Doktora Tezlerinde Gegerlik ve Giivenirlik Onlemleri

Karma yontemli doktora tezlerinde alinan gegerlik ve giivenirlik dnlemleriyle ilgili bulgular Tablo 4’te
sunulmustur. Tabloda da goriildiigii gibi karma yontemli tezlerinin tiimiinde “veri toplama araci ve
stirecinin agiklanmas1”, “veri analiz siirecin agiklanmas1”, “gecerlik ve giivenirlik 6nlemlerinin
aciklanmas1” ve “calismanin uygulama siirecinin betimlenmesi” gecerlik onlemi olarak belirtilmistir.
Ayrica “uzman goriisliniin alinmasi1”, tezlerin timiinde yer alirken “cesitleme yapilmasi” ve “gilivenirlik
hesaplamalarinin belirtilmesi ise tezlerin bilyiik cogunlugunda yer almustir.
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Tablo 4. Karma aragtirma yontemli tezlerde alinan gegerlik-giivenirlik 6nlemleri

Gegerlik f  Giivenirlik f
Veri toplama araci ve siirecinin agiklanmasi 16  Uzman goriistiniin alinmasi 16
Veri analiz siirecinin agiklanmasi 16  Giivenirlik hesaplamalarinin belirtilmesi 14
Gegerlik ve giivenirlik 6nlemlerinin agiklanmasi 16  Cesitleme yapilmasi 14
Caligmanin uygulama siirecinin betimlenmesi 16  Pilot uygulama yapilmasi 13
Orneklem secim seklinin belirtilmesi 15 Kayit cihazi kullanilarak veri kaybinin dnlenmesi 13
Orneklem 6zelliklerinin agiklanmast 15  Akran degerlendirmesi yapilmasi 12
Kullantlan yontemin alan yazinla iliskilendirilmesi 14  Dcgerlendiriciler arasi givenirlik calismasmin g
yapilmasi

Evrenin tanimlanmasi 13 Katilime1 goriisiiniin (kontroliiniin) alinmasi 7
Kullanilan yontemin segm gerekgesinin 12 Uzmanlarca dil kontroliiniin yapilmas1 7
acgiklanmast

Varsayimlar ve sinirliklarin betimlenmesi 12 Veriler arasinda tutarligin kontrol edilmesi 6
Arastirmacinin roliiniin betimlenmesi 8

Katilimer goniilliiligiiniin alinmast 8

Genellenebilirlik i¢in ayrintil bilgi sunulmasi 6

Karma yontemli tiim tezlerde “veri toplama aracinin ve siirecinin agiklanmasi”,

LRI

veri analiz slirecinin

aciklanmasi1”, “gecerlik ve gilivenirlik dnlemlerinin agiklanmasi” ve “calismanin uygulama siirecinin
betimlenmesi” gecerlik 6nlemi olarak yer almigtir. Bu durum tezlerin bazilarinda su sekilde ifade

edilmistir:

“Caliyma 3 adimdan olusmaktadir. (1) kattlimcilarla iletisime ge¢me, (2)anketin gelistirilmesi...
(12) goriismelerin analiz edilmesi (13) yorum ve sonu¢larn yazilmas:”( Tez_7).

“Gériisme teknigi, nitel arastirmalarda siklikla faydalanilan bir tekniktir. Bu ¢alismada da
egitsel oyunlarda bulunmasi gereken eglendirici ve motive edici ozellikler belirlenirken yari
yapulandrilmig gériisme tekniginden yararlanmimigtir” (Tez_23).

“Bu ¢alismada istatistiksel veri analizi i¢cin 6nem seviyesi .05 olarak belirlenmistir. Bagimsiz
orneklem t-testi ¢aliymanin birinci asamasinda geleneksel ve mobil gruplarin basarilarinin
karsilastiriimasinda kullanilmistir” (Tez_23).

“Calismanin i¢ ve dis gecerligini saglamak icin konu alan uzmani ve tez izleme komitesi
arastrmactya yardimci olmustur” (Tez_T7).

Tezlerde, “ornekleme se¢im seklinin belirtilmesi”, “Orneklem ozelliklerinin agiklanmasi” ve “evrenin
tanimlanmas1” gibi gecerlik 6nlemlerinin ¢ok sayida tezde yer aldigi belirlenmistir. Bu durum tezlerin

bazilarinda su sekilde ifade edilmistir:

“Orneklemin belirlenmesinde, amacl érnekleme yontemlerinden kartopu drnekleme yontemine

basvurulmustur” (Tez_23).

“Ulasilabilen katilimcilarin sayist 896 kisidir. Bunlarin 497’si orta seviyede iken, 399 u ileri
seviyede yabanci dil bilgisine sahiptir” (Tez_18).

“Caligmanin evrenini Tiirkiye 'deki ilk ve ortacgretim okullarinda gérev yapan 6gretmenler ve
egitim fakiilteleri dekanlart olugturmaktadir” (Tez_9).

Tezlerde “kullanilan yontemin alan yazinla iligkilendirilmesi”, “kullanilan yontemin se¢im gerekgesinin
aciklanmas1” ve “varsayimlar ve smirliliklarin betimlenmesi” de ¢ok sayida tezde belirtilmistir. Bu
durum tezlerin bazilarinda su sekilde ifade edilmistir:
“Arastirma sorularini cevaplayabilmek i¢in ¢alismada karma arastirma deseni kullanilmistir.
Johnson ve Christensen (2004) nitel ve nicel aragtirma yontemleri, yaklasimlart ya da
paradigmalarimin ézelliklerinin birlestirilmesini kapsayan ¢alismalar i¢in onciil bir tasarim
olarak kullanmislardwr. Karma aragtirma yéntemleri hem nitel hem de nicel arastirma
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tekniklerini bir ¢alismada birlestirebilmesi acisindan onemlidir (Creswell, 2005, Greene &
Caracelli, 1997; Johnson & Christensen, 2004; Tashakkori & Teddlie, 2002) " (Tez_36).

“Yari deneysel modeller, deneysel modellerin gereklerinin saglanamadigi bir¢ok durumda
kullanilabilir. Bu asamada da dntest-sontest kontrol gruplu desen kullamilmigtir” (Tez_24).

“Bu arastirma, ... deney ve kontrol grubu olarak secilen siniflarin bilgisayar laboratuar
olanaklart ile...stmrlidir” (Tez_23).

Karma yontemli tezlerin yarisinda “arastrimacinin roliiniin betimlenmesi” ve “katilimci goniilliiliigiiniin

almmas1” gecerlik 6nlemi olarak yer almistir. Bu durum tezlerin bazilarinda su sekilde ifade edilmistir:
“Kaydin ilk kisminda katitlimcinin adi alimmugtir. Bu ¢alismaya goniillii olarak katildigi
kameraya kaydedilmistir” (Tez_24).

“Arastirmaci ¢alismada icerik ve materyal gelistirmede ve tasarimda ¢oklu roller iistlenmistir.
Arastrmact ¢alismada ogretim tasarimcist ve icerik hazirlama uzmani olarak ¢aligmistir”
(Tez_21).

Karma yontemli tezlerin timiinde “uzman goriisliniin alinmas1” belirtilirken, “akran degerlendirmesinin
yapilmasi1” tezlerin bilyikk ¢ogunlugunda giivenirlik onlemi olarak yer almigtir. Bu durum tezlerin
bazilarinda su sekilde ifade edilmistir:
“On deneme sonunda gerekli diizenlemeler gerceklestirilerek aday form, kapsam gecerligi
calismalart amaciyla alti uzmana sunulmustur” (Tez_19).

“Arastirmacilarin én yargilarmm azaltmak i¢in veriler iki kez kodlanmig, uzman gériisleri ve
akran degerlendirmesine bagvurulmustur” (Tez_18).
Cok sayida karma yontemli tezde “giivenirlik hesaplamalarinin belirtilmesi”, “gesitleme yapilmasi”,
“pilot uygulama yapilmas1” ve “kayit cihazi kullanilarak veri kaybinin dnlenmesi” giivenirlik dnlemi
olarak belirtilmistir. Bu durum tezlerin bazilarinda su sekilde yer almistir:
“Calismada hem nitel hem nicel sonuglar kullanilarak cegsitleme yapilmis ve ¢alismanin gegerlik
ve giivenirligini desteklenmistir” (Tez_7.)

“Calismanin uygulamasindan oénce bir pilot ¢alisma yiiriitiilmiistiir” (Tez_ 21).

“Verilerin analizinden once Cronbach’s Coefficient alpha testi kullanilarak modelde her bir
faktor icin olgiimlerin giivenirligine ulasumistir” (Tez_16).

“Gdartismeler 6 ilkogretim ogretmeni ve 6 dgretim tiyesiyle kayit cihazi kullantlarak yapilmistir”
(Tez 9).

Tezlerin yaklasik yarisinda “degerlendiriciler arasi giivenirlik caligmasinin yapilmasi”, “katilimct
gorligiinin  alinmas1” ve “uzmanlarca dil kontroliniin yapilmasi” gibi giivenirlik O6nlemlerine
deginilmistir. Bu durum tezlerin bazilarinda su sekilde yer almistir:
“Goriisme trancriptlerinin dogruluklarimin kontrol edilmesi igin transkriptler katihimcilar
tarafindan kontrol edilmistir” (Tez_9).

“Giivenirlik ¢alismasi konusunda ise, “puanlayicilar arasi giivenirlik (inter-rater reliablity)”
yontemine basvurulmugtur. Bunun icin, iki alan uzmani 10 grubun etkinliklerini gelistirilen ol¢ek
ile degerlendirmis ve iki uzmanin degerlendirme sonuglart arasindaki korelasyon hesaplanmis
ve pearson korelasyon katsayisi 0,995 olarak bulunmugstur” (Tez_8).

“Calismanin nitel tarafim olusturan goriisme rehberi iki uzman ve bir Tiirk¢e dil uzmani
tarafindan kontrolleri yapilarak hazirlanmigtir’(Tez_5).
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TARTISMA
Doktora Tezlerinde Ahnan Gegerlik Onlemleri

Caligmanin amaci kapsaminda incelenen tezlerin biiyiik cogunlugunda gecerlik dnlemi olarak; veri
toplama aracinin, veri analiz siirecinin, érneklem se¢im seklinin ve 6rneklem 6zelliklerinin agiklandigi,
uygulama siirecinin betimlendigi saptanmistir. Day (2000), Ekmek¢i ve Konag (2009) bu asamalarin
akademik yazim siirecinin en temel 6geleri arasinda yer aldigini belirtmektedir. Bu 6geler arasinda yer
alan gegerlik ve giivenirlik onlemlerinin agiklanmasi, nitel ve karma yontemli tezlerin tamaminda
belirtildigi ancak nicel yontemli tezlerde sinirli sayida yer aldigi gorilmistiir. Oysa gegerlik ve
giivenirlik 6nlemleri yalnizca nitel ve karma yontemli ¢aligmalarin degil, tim bilimsel arastirmalarin 6n
kosuludur (Abowitz & Toole, 2010; Bakioglu & Kurnaz, 2011; LeCompte & Goetz, 1982).

Tezlerin biiyiik cogunlugunda, kullanilan yontemin se¢im nedeni agiklanmig ve alan yaznla
iligkilendirilmistir. Alan yazinda arastirma yontemlerinin farkli siniflandirilmalarinin oldugu diisiiniiliirse
kullanilan ydntemin alan yazina dayandirilmasi onem tagimaktadir. Ayrica alan yazin taramasi,
calismalarin saglam bir kuramsal temele dayandirilmasi i¢in de 6nemlidir (Yildirrm & Simsek, 2006).
Buna gore iyi bir kuramsal temele oturtulmus ¢aligmalarin gecerliklerinin de yiiksek olacagi sonucuna
varilabilir. Ayn1 zamanda Greenhalgh (1997), arastirma igerisinde sunulan bilgilerin dogrulugunu
degerlendirmek i¢in ¢alismanin yontem gecerligini belirtmenin onemli oldugunu vurgulamistir. Bu
nedenle arastirma yoOnteminin se¢im gerekgesi, ¢alismanin gegerligi i¢in dikkat edilmesi gereken
hususlardandir.

Calismada tezlerin biiyiikk ¢ogunlugunda evren agiklanmistir. Evren, 6rnekleme yonteminin segimini
etkilerken 6rneklemin evreni ne kadar temsil ettiginin gostergesi konumundadir (Hoepfl, 1997; Karatay,
2008). Ozelikle de nicel yontemli (n=13) galismalarin genellenebilirligi géz oniine alinirsa drneklemin
evreni temsil edebilirligi 6nemli bir konudur. Ayrica arastirma sonuglarmin genellenebilirligi arttikca
calismanin bilimsel degeri de artmaktadir (Karasar, 2009). Dolayistyla evrenin tanimlanmasinin gegerligi
dogrudan etkiledigi sdylenebilir.

Varsayim ve sinirliliklarin belirlenmesi nitel yontemli tezlerin tiimiinde yer alirken, nicel yontemli
tezlerin %61’inde ve karma yontemli tezlerin %75’inde yer almaktadir. Bir arastirma raporunda
¢alismanin smirliliklarinin  belirlenmesi hangi sartlarda gegerli oldugunun gosterilmesi agisindan
onemlidir (LeCompte & Goetz, 1982; Merriam, 1998). Bu dogrultuda o6zellikle nitel yontemli
calismalarin dogasi geregi arastirilan durumun bulundugu sartlar altinda betimlenmesi ve buna bagl
olarak sinirliliklarin belirlenmesi dnem tagimaktadir.

Nitel yontemli tezlerin tlimiinde nicel ve karma yoOntemli tezlerin ise ¢ogunlugunda, katilimci
goniilliligii alinmistir. Benzer sekilde aragtirmacinin rolii de nitel yontemli tiim tezlerde betimlenmekte,
diger tezlerde ise bu oran yartya diismektedir. Bu durum nitel arastirmalarin dogasindan
kaynaklanmaktadir. Nitel yontemli ¢aligmalarda arastirmanin merkezinde arastirmaci bulundugu icin asil
6l¢me araci aragtirmacinin kendisidir (McMillan & Schumaher, 2010; Yildirim, 2010). Dogal olarak
¢alisma sonuglariin arastirmact yorumlarindan etkilenme olasiligi digerlerine gore daha yiiksektir. Bu
nokta nitel ¢aligmalarda aragtirma sonuglarimin inandiriciligini artiracak kavramlarin gerekliligini ortaya
¢ikarmigtir (Yildirim, 2010). Bu nedenle nitel yontemli ¢alismalarda aragtirmacinin 6n yargilarindan
arinmasi ve roliiniin betimlenmesi diger arastirma yontemlerine oranla daha biiyiik 6nem tasgimaktadir
(Bakioglu & Kurnaz, 2010). Buna bagli olarak nesnellik 6n plana ¢ikmaktadir.
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Doktora Tezlerinde Alinan Giivenirlik Onlemleri

Caligmanin amaci1 kapsaminda incelenen tezlerin tamaminda giivenirlik 6nlemi olarak, uzman goriisiiniin
alimmas1 6ne ¢ikmistir. Bu durum doktora tezlerinde tez danigsmanin uzman roliinde bulunmasindan
kaynaklanmaktadir. Bu nedenle uzman goriisii kolay ulasilabilir konumda oldugu icin her tezde
belirtilmis olabilir.

Diger yandan pilot uygulama yapilmasi nicel arastirmalarin tamaminda gozlenirken karma ve nitel
calismalarda yer alma sikligi diismektedir. Pilot c¢alisma daha biiyilk bir ¢alisma 6ncesinde bilgi
toplanmasi ve galismanin tasarim siirecinde yasanabilecek eksikliklerin belirlenip giderilmesi agisindan
onemlidir (Lancaster & Williamson, 2004). Bu nedenle pilot galigma aragtirmalarin hatalardan arinik
olmasin 6nemli Olgiide etkilemektedir (Creswell, 2007). Ayn1 zamanda giivenirlik hesaplamalarinin
yapilmasi hatalarin 6nline ge¢cmede bir diger unsurdur. Bu ¢aligmada da tezlerin biiyiik ¢ogunlugunda
giivenirlik hesaplamalarinin yapildig: belirlenmistir.

Bunun yani sira nitel yontemli tezlerin tamaminda, karma yontemli tezlerin ise biiylik cogunlugunda veri
toplama siirecinde kayit cihazi kullanilmigtir. Kayit cihazi veri kaybmin oniline gecerek g¢alismalarin
giivenirligini artiracak bir unsur olarak goriilebilir (Bogdan & Biklen, 2007).

Arastirmalarin giivenirligi i¢in 6ne ¢ikan bir diger nokta gesitleme yapilmasidir. Nicel yontemli tezlerin
sadece %23’linde nitel ve karma yontemli tezlerin ise %93’iinde ¢esitleme yapildig1 belirlenmistir. Bu
durum arastirmalarin giivenirligini énemli 6l¢iide etkileyen bir faktordiir. Alan yazinda da verinin birden
fazla kaynaktan toplanmasi varilan sonucun dogruluk derecesini yani giivenirligini olumlu etkileyecegi
ifade edilmektedir (Bakioglu & Kurnaz, 2010; Booth, Colomb, & William, 2003; Creswell, 2005;
LeCompte & Goetz, 1982; Oliver-Hoyo & Allen, 2006). Ote yandan caligmalarda karma yontemin
kullanilmasi arastirmalarda uygulanan bir diger ¢esitleme yontemidir. Bu baglamda incelenen tezlerin
%67 sinin karma arastirma yontemiyle hazirlandig1 da unutulmamalidir.

Bunun yaninda smirli sayida tezde akran degerlendirmesinin yapildigi ve katilimci goriisiintin alindigt
saptanmustir. Ozellikle nicel yontemli yalmizca bir tezde akran degerlendirmesinin yapilmast ii¢ tezde de
katilimcr gorilisiiniin alinmasi dikkat ¢ekmektedir. Oysa akran degerlendirmesi yapilarak veri toplama
araclarinda olabilecek tutarsizligin azaltilmasi ve c¢aligmanin giivenirliginin yiikseltilmesi saglanabilir
(Miles & Huberman, 1994; LeCompte & Goetz, 1982). Bu durum, tezlerde giivenirligi tehdit eden kritik
bir unsur oldugu sdylenebilir. Diger yandan Roberts ve Priest (2006) calismalarda katilimc1 goriisiinii
almanin aragtirmacinin ulastigi sonuglarin daha tutarli olmasini sagladigint vurgulamiglardir.

Tezlerde degerlendiriciler arasi giivenirlik hesaplamalarina yer verilmesi ve veriler arasinda tutarligin
kontrol edilmesi sinirli sayida nicel yontemli tezde belirtilirken nitel ve karma yontemli tezlerin yaklasik
yarisinda ifade edilmistir. Aragtirmalarda uzman puanlamalar1 alinarak aralarindaki korelasyon hesabinin
yapilmasi c¢alismanin gilivenirliginin pekistirilmesi ve hatalardan arinikliliginin artirilmasi ig¢in énemlidir
(LeCompte & Goetz, 1982). Ayni zamanda arastirmanin bilimsel olarak kabul edilebilmesi i¢in arastirma
stirecinin ve sonuglarinin agik, tutarli ve baska arastirmacilar tarafindan teyit edilebilir olmasi
gerekmektedir (Yildirnm & Simsek, 2006).

Calismada ayrica tezlerin biiylik bir kisminda dil denetiminin yapilmadig1 da ortaya ¢ikarilmistir. Bu

durum caligmalarin agiklik ve anlasilabilirliginin kontrol edilmedigini gosteren bir sonugtur. Bu nedenle
incelenen tezlerin biiyiik bir kisminda dil problemleriyle karsilasilabilecegi soylenebilir.
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SONUC

Arastirma kapsaminda incelenen tezlerde ¢ogunlukla veri toplama araglariyla ilgili gecerlik ve giivenirlik
Onlemleri tizerinde durulmustur. Oysa bir calismanin gecerligi ve giivenirligi sadece veri toplama
araciin gegerligi ve gilivenirliginden ibaret degildir. Calisma siirecinin gecerligini ve giivenirligini
artirmanin 6nemli yollarindan biri ise karma c¢aligmalarin yapilmasidir. Ayrica arastirma siireclerinin
ayrintili olarak raporlastirilmasi gegerlik ve gilivenirligi etkileyen unsurlardandir. Sonug olarak Day
(2000)’in de vurguladig@i gibi arastirmalarin raporlastirilma asamasinda dikkat edilmesi gereken
noktalarin g6z ardi edilmesi durumunda c¢alismalarin gegerligi ve giivenirliginin olumsuz etkilenecegi
sOylenebilir. Bu nedenle ¢alismalarin dogru, kararli, tutarli, uygulanabilir olmas: ve ¢aligma amacina
uymast i¢in en azindan asgari diizeyde gecerlik ve giivenirlik 6nlemlerinin alinmasi 6nemlidir.
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ABSTRACT

Nowadays, being a primary school teacher that is different from other teaching areas is remarkable in
terms of difficulties in the first five years of their professions. Conditions of professionalism and working
areas and various problems constitute an extra burden on them. The study based on the survey model
aims to find and describe the problems that primary school teachers have in the first five years of their
professions. Fort the study 189 elementary school teachers working and in their first five years in their
profession in Sivas were selected rarndomly. Survey was implemented and results were analyzed with
SPSS statistical software. According to the results, most of primary school teachers experience various
problems during their first assignment and early years of their profession. These problems were listed as
follows: lack of interests of the students, perspective of parents to school, administrative competencies,
material defiencies in schools, heating and substructure issues, problems related to work practices in
multi-grade classes etc.

Keywords: Primary school teacher, professional problems.

INTRODUCTION

The first stage of primary school teachers working at first grade of the primary schools who constitute the
most basic step in the formal education and training, are the architect of multi-sided development of the
students. According to the National Education Basic Law, teaching is a specialized profession which
undertakes the task of education and training related with administrative tasks. Primary school teaching
forms the largest and the most vital part of this system. In this context, primary school teachers are the
most important stake-holders who are the architect of personality formation and shapers of the future.
Every profession has its own terms of professionalism. It is clear that teachers who have chosen primary
school teaching provide the mentioned professionalism; but the problems both they face in pre-training
period and in-service training have a negative impact on their motivation. Problems can be ranged as
follows; related to employee right snotably, issues related to assignments, security problems, training
problems.

Problem Statement
What are the problems faced by the primary school teachers during the first five years in their profession?
Sub-Problems:

1. What are the problems about the students?

2. What are the problems about the parents?
3. What are the problems about the physical conditions and equipments of school?

“ Co-Author: tuncaydilci@gmail.com
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Purpose

This study aims to determine the problems that the primary school teachers faced during the first five
years in their professions and make suggestions.

Limitations

The study is limited in consisting a hundred and twenty-nine primary school teachers working at eleven
primary schools in Sivas center during 2010-2011 educational periods. Teachers working in the villages
and districts are not included in the study.

METHOD
Research Model

This is based on survey model as it aims to decsribe the existing case. In this study, it aims to determine
the problems that primary school teachers faced during the first five years in thier professions by means
of taking their opinions on this subject.

Population and Sample

The population consists of the primary school teachers working in Sivas center during 2010-2011
educational periods. The sample is determined by randomized selection technique. Thus a hundred and
twenty-nine primary school teachers that are volunteers and working at eleven primary schools in Sivas
center are determined by randomly.

Data Collection Instrument

In this study, a survey is used as a data collection instrument. In order to develop the instrument, first of
all the content is specified and conceptual explanations and studies based on research in literature are
investigated. After this investigation, thirty-six items consisting of the problems faced with the primary
school teachers during the first five years in their professions are composed. The opinions of the three
teachers and academicians about the representation and characteristics of language and expression in
items are taken in to consideration. Thus, content and face validity of the survey are provided. The survey
consists of two parts. The first part includes five questions related to demographical features and the
second part consists of thirty-six questions determining the problems of the teachers.

Data Collection
The surveys are applied to the schools taken in to the study by the researches in a suitable time.
Data Analysis and Interpretation

The collected data by the help of responses to the items provides an assesment that is at the classification
phase. The survey data are evaluated in the item level as they do not provide a constant score. According
to Aiken (1997), scoring the responses to the survey is a basic coding and classifying issue. These kind of
codings do not make the responses suitable for the mathematical processes (addition, subtraction,
multiplication, division) (Kilmen ve Demirtagli, 2009). In this study, collected data from the survey are
analysed by the help of SPSS 17 Statistical Package for Social Sciencies. Due to the reasons mentioned
above, frequency and the percent of he responses to the items are calculated. Cramer’s V was applied in
order to reveal correlation between the responses of the items and demographical and Professional
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characreristics in the frames of the study. According to Ozdamar (2004), when two categorical variables
consist of more than two categories, then Cramer V coefficient is used to show the diversity together
(Kilmen ve Demirtagli, 2009). Significance level of the statistics depends on .05 level.

FINDINGS

v" Among teachers, excess were seen of male in gender distribution .

v In the context of sample, range between 31 and 40 years group is mainly reflected in the study.

v" While seniority years of the teachers is seen at least 5-10 years, other seniority years are
reflected close to each other in the table.

v' 72.1 % of the primary school teachers shown in a graduate degree is reflected in the data.

v" The findings that primary school teachers live mainly in cities before the start of their profession
are reflected.

v' Teachers have a disappointment with the places they are assigned in.

v Teachers, especially in literacy teaching increase their professional experiences with the
professional practice.

v Teachers have reported that the information they get from universities doesn’t help much in
practice.

v' It is reached that teachers are insufficient to motivate students in class.

v According to the teachers, they have problems with village life and communication problems of
parents.

v For the teachers, sub-structure problems and stove-heated schools are perceived as a serious
problem.

v" In the absence of public housing in villages, the lack of housing for rent and setle leave teachers
in a difficult position.

v’ Teachers, especially during internships are of one mind about not having enough informing and
guidiance process.

v Primary school teachers with female gender compared to male gender have reported that they
have more difficulties in the first assignment.

v’ Itis reported that city-based teachers have more difficulties in any district and village life.

v Teacher group having problems with parents is determined as they lived in the district before.

SUGGESTIONS

v' Faculties of Education's teacher training programs and course content should be reviewed.

v’ Pre-service teachers should have an internship as a long-term application based on rural schools.
v' Orientation training given after assignment should be more heavy and realistic.

v' Substructure problems related to village schools must be solved in advance.

v’ Suggestions such as school administrators and primary school supervisors need to get
postgraduate education are ranged.
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SINIF OGRETMENLERININ MESLEGIN iLK BES
YILINDA KARSILASTIGI PROBLEMLER

OZET

Giiniimiizde uygulama sekli olarak diger 6gretmenlik alanlarindan farkli olan sinif 6gretmenligi, meslegin
ilk yillarinda yasanilan zorluklar yoniiyle de dikkat cekicidir. Gerek mesleklesme kosullari, gerekse
calisma alanlar1 sinif dgretmenleri fizerinde ¢ok yiik olustururken, degisik problemler bu 6gretmenlerin
isini daha da zorlastirmaktadir. Tarama modelinde yapilan bu ¢aligmayla simif 6gretmenlerinin meslegin
ilk bes yilinda yasadig1 sorunlar tespit edilmeye calisilmistir. Arastirmanin Sivas ili merkezinde galisan
kidemi 5 yilin altinda 189 dgretmen katilmistir. Ogretmenlere verilen anketlerin sonuglar1 SPSS istatistik
programinda degerlendirilip raporlastirilmistir. Aragtirma sonucuna gore sinif dgretmenlerinin biiyiik bir
kismi ilk atamalar1 ve gorevlerine basladiktan sonra bircok problemle karsilasmaktadirlar. Bu
problemlerin baslicalari; 6grencilerin derslere karsi ilgisizligi, velilerin okula bakis agisi, okullarda
materyal eksiklikleri, 1sinma- alt yapi sorunlari, birlestirilmis siniflarda caligma pratiklerine iligkin
sorunlar olarak belirlenmistir.

Anahtar Kelimeler: Sinif gretmeni, mesleki sorunlar, Egitim, Ogretim
GIRIS

Ogretmen, formal egitim veren kurumlarda 6gretimi istendik ydnde planli ve programli bir sekilde
koordine eden kisidir. Bir iilkenin sosyal, kiiltiirel ve ekonomik kalkinmasinda; cagdaglagsmasinda; halkin
refah ve huzur igcinde yasamasinda temel unsur insan ve o insana verilen egitimin bag aktoriidiir.
Ogretmen bir meslek insam olarak kendisine yasalarla tanimlanmis alan ve siirlar icerisinde gorev yapan
kisidir. Buna gore toplumsal mimar olarak 6gretmen davraniga doniik degisimleri Kilavuzlayan meslek
insanidir.

Tarihin her déneminde var oldugu bilinen bilge insanlarin davranisa doniik erdem kazandirma g¢abasi
olmustur. insan kisiliginin en kritik dénemi gelisimin ilk yillaridir (Ozdemir ve d. 2012). Bu noktada
ilkogretimin birinci kademesinde gérev yapmakta olan simif 6gretmenleri karsimiza ¢ikmaktadir. Sinif
Ogretmeni; gorevlendirildigi sinifa 6zgii 6gretim programinin 6ngdrdiigii caligmalari planlayan, bu
caligmalar1 yonetip degerlendiren ve her Ogrencinin sorunuyla yakindan ilgilenen 6gretmen olarak
tanimlanmaktadir(Egitim Terimleri Sozligi 1974). Egitim orgiitlerinin temel basamaginda gérev yapan
simf dgretmenlerinin. Ogrencilerin geleceginde cok dnemli bir yere sahip olduklari bilinen bir gercektir.
Bu anlamda ¢ocuk gelisiminde biligsel, duyussal ve beceriye doniik sekillenmeler sinif 6gretmeninin o
doneme hitap eden performansi ile yakinen ilintilidir. Bdylesine kritik bir doneme damgasini vuran sinif
Ogretmenlerinin hizmet 6ncesi ve hizmet i¢i yetistirilmeleri biiyiikk 6nem arz etmektedir.

Kuskusuz tiim 6gretmenlerin 6zellikle de, egitim ve dgretimin ilk temellerini atan ve onceleri bes yil
ontimiizdeki yillarda ise dort yil gibi uzun bir siireyi birlikte gegirdigimiz/gegirecegimiz, sif
dgretmenlerimizin iizerimizdeki etkisi biiyiiktiir ve en dnemlisi de bu etkilerin uzun siirebilecegidir. Oyle
ki; meslek se¢cimimizde bir takim tutumlarimizda ve davramislarimizda sinif 6gretmenlerimizden izler
tagiriz. Bu baglamda giiniimiizde biiyilk cogunlugu il ve ilgelerde yogunlagmis olan simif dgretmenligi
gorev alani, nadiren de olsa koy yada mezralarda birlestirilmis sinif seklinde de uygulama oOrnekleri
goriilmektedir.
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Ogretmenlik Mesleginin Temel Ozellikleri

Insanlarla iligkiler yoniinden 6gretmenlik, diger bazi mesleklerden farkli olarak genis bir insan kesimiyle
iligki ve etkilesim i¢inde yerine getirilen bir meslek alanidir. Cumhuriyetin ilaniyla baslayan siiregte,
niifusunun biiyiik cogunlugu kirsal kesimde yasayan iilkenin kalkinmasinda 6nemli bir gorev iistlenmistir.
Bu gorevi yerine getirirken mevcut rejimin bekgiliginin ve artan cehalet ile miicadelede liderlik
misyonunu {istlenen dgretmen olmustur. Ogretmenlik, sadece okul ve simf ortaminda 6grencilerle degil,
okul disinda veliler ve toplumla da i¢ ice olan bir meslektir. Ozellikle hizmet verdigi bolge ve toplum
yapist, kiiltiirii de dikkate alindiginda 6gretmenden beklentiler de degisebilmektedir. Soyle ki, kiiciik bir
kdy ya da mezradaki bir 6gretmen o belde i¢in “kdyiin en 6nde gelen, en prestijli” kisisidir. O bolge icin
ogretmen “her seyi bilendir”. Bu baglamda gerek bilimsel gerekse sosyal alanda &gretmenin dnemine
stkca vurgu yapilmaktadir. Caldicott(1998) ¢abalart tim yeryiiziiniin gelecegini etkilediginden
ogretmenler toplumdaki en 6nemli liyeler ve en ¢ok sorumlulugu olanlardir. Ayrica 6gretmenler gelecegin
sekillenmesine yardim ederler ve etkileri sonsuza dek siirer (Education World, 2008). Bununla birlikte
Ogretmen mezra, koy, kasaba ve sehir ayrimi yapilmaksizin nerede calisirsa ¢alissin en ¢ok muhatap
olduklar1 insan grubu kuskusuz dgrencilerdir (Celikten, Sanal, Yeni 2005: 213). Ogretmenlerin islerini
yaparken Ogrencilere hem bilgi aktarici, hem yonlendirici ve yol gosterici hem de 6rnek oldugu kabul
edilmektedir.

Ogretmenlerin Sorunlar:

Goreve yeni baglayan 6gretmenlerin gevreye uyum saglamada sikintilar yasamasi beklenir. Ancak bu
zorluklarin istesinden nasil gelecegini bilmek dnemlidir. Korkmaz, Saban, Akbasli’ nin (2004), yaptiklar
aragtirmanin sonuglarina gére, goreve yeni baslayan sinif Ogretmenlerinin biiyiik bir ¢ogunlugu,
6gretmenlik meslegine uyum saglamada ve bu meslegi basarili bir sekilde icra etmede gesitli zorluklarla
karsilagmaktadir. Bu baglamda goreve yeni baslayan 6gretmenlere Milli Egitim biinyesinde ilgili egitim
bolgelerinde gevreye uyum seminerleri verilmektedir.

Diger taraftan Sadioglu ve Oksal ( 2008) isaret ettikleri gibi, sinif 6gretmenleri basta okuma, yazma
olmak tizere uygulama pratiklerinde sikinti yasamaktadirlar. Bu problemlerin yani sira dgretmenler
ozellikle ilk yillarinda disiplin problemleri yagamaktadirlar. Eleser (2008)’e gore 6gretmenlerin disiplin
sorunun nedenlerine iliskin goriiglerinde “6gretmenlerin davraniglarinin tutarsiz olmasini” temel sorun
olarak saptamustir.

Varis’a (1973 akt. Baykara) gore, bir egitim sisteminin kendisinden beklenen basariy1 gosterebilmesi,
sistemin 6nemli 6gesi olan Ogretmenlerin bilissel, duyussal ve devinimsel yonden nitelikli olmasina
baghdir. Ogretmenlerin gok yonlii yetismesi egitim sisteminin istendik dgretmen profili igin gereklidir.
Bu baglamda 6gretmenin diislinsel tutumu, olaylara karst duygusal tepkileri, ¢esitli aligkanliklar1 ve
dgrencilere yaklasimu biiyiik dlgiide dnemlidir. Ogrenciler, ¢ogunlukla 6gretmenin anlattig1 konudan gok,
onun yaklasim bi¢iminden ve olaylar1 yorumlama bi¢iminden etkilenmektedir (akt, Senel, 1999). Bu
noktada dgretmenlerin iyi bir psikolog ve insan okur yazar1 olmalar1 beklenir.

Yukarida sOylenenlerin 1518inda Ogretmenlik mesleginin genelde tiim branglarda 6zelde ise sinif
ogretmenligi alaninda bir¢ok sorunu oldugu bilinmektedir Bu sorunlar idari, mali, yonetsel, egitimsel ve
cevresel igerikli sorunlardir(Talim Terbiye Dairesi, 1982; Ozpinar ve Sarpkaya,2010) Iste bu caligmayla
simif 6gretmenlerinin géreve bagladiklar1 giinden itibaren ilk bes yil igerisinde karsilastiklar1 6ne ¢ikan
problemlerinin neler olabilecegine iliskin durum tespit edilmesi amaclanmustir.
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1.1. Problem

Smif 6gretmenlerinin mesleklerinin ilk bes yilinda yasadiklari problemler nelerdir?
1.2 Amag

Arastirmanin amact; sinif 6gretmenlerinin mesleklerinin ilk bes yilinda yasadiklari, 6ne ¢ikan problemleri
saptamaktir. Bu genel amag¢ dogrultusunda asagidaki sorulara yanit aranmustir;

1. Ogrenciden kaynaklanan problemler nelerdir?

2. Veliden kaynaklanan problemler nelerdir?

3. Okulun fiziksel sartlarindan ve donanimindan kaynaklanan problemler nelerdir?

1.3. Simirhhiklar

Arastirma;
2010- 2011 egitim-6gretim yilinda Sivas Ili merkezindeki 11 ilkdgretim okulunda calisan 189 simf
Ogretmeni ile sinirhidir. Koy ve ilgelerde ¢alisan sinif 6gretmenleri kapsam digi birakilmustir.

YONTEM
2.1. Arastirma Modeli

Bu arastirma var olan durumun betimlenmesini amagladigi i¢in betimsel tarama modelindedir. Arastirma
kapsaminda, sinif Ggretmenlerinin mesleklerinin ilk bes yilinda yasadiklart problemler belirlenmeye
calistlmistir. Tarama modelleri, var olan durumu oldugu sekli ile betimlemeyi amaglayan arastirma
tiriidiir. Aragtirmaya konu olan olay, birey ya da nesne oldugu gibi tanimlanmaya calisilir (Karasar
2003).

2.2 Evren ve Orneklem

Aragtirmanin evrenini; 2010-2011 egitim 6gretim yilinda Sivas ili merkezindeki ilkdgretim okullarinda
calisan smf Ogretmenleri olusturmaktadir. Omeklemin belirlenmesinde random atama teknigi
kullanilmistir. Bu amagcla rastgele segilmis Sivas Ili merkezindeki 11 ilkdgretim okulunda gorev
yapmakta olan ve arastirmaya goniilli olarak katilan ¢alisma kidem yili 5 yilin altinda olan 189 sinif
Ogretmeni arastirmanin ¢aligma grubunu olusturmustur.

2.2.1. Cahsma Grubuna iliskin Demografik Ozellikler:

Arastirmaya katilan toplam 189 &gretmenin 84’{inlin (%41,9)’erkek, 105’inin (%58,1) kadin oldugu
goriilmektedir. Ogretmenlerin (% 4,7)’si 22-30 yas arasinda, (% 55°1) 30-40 yas arasinda, %40,3°ii 41 ve
iizeri yastadir. On lisans mezunu dgretmenlerin sayis1 54 (%28,3), lisans mezunu dgretmenlerin sayisi
123(% 64,4), yiiksek lisans mezunu &gretmenlerin sayisi 12, (% 6,3) tiir. Ogretmenlerin meslege
baglamadan once 36’sinin (%18,8) kdyde, 53’lniin (%27,7) ilgede, 100’inin (%52.3) sehirde yasadigi
tespit edilmistir.

2.3. Veri Toplama Araci
Arastirmada veri toplama araci olarak anket kullanilmistir. Aragtirma kapsaminda kullanilacak anketin
gelistirilmesinde Oncelikle kapsam belirlenmis ardindan ilgili alan yazindaki kavramsal agiklamalar ve

aragtirma temelli ¢aligmalar incelenmistir. Bu inceleme sonucunda sinif 6gretmenlerinin mesleklerinin ilk
bes yilinda yasadiklari problemleri kapsayan 36 ifade yazilmistir. Hazirlanan 36 ifadeye iliskin g
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akademisyen ve 3 6gretmenden ifadelerin ilgili boyutlari temsil etme durumunu, dil ve anlatim 6zellikleri
acisindan uygunlugunu degerlendirmeleri istenmistir. Bdylece anketin uzman goriisiine dayali olarak
kapsam ve goriiniis gecerligi saglanmistir. Anket iki bolimden olusmaktadir. I. Bolim demografik
ozellikleri kapsayan 5 sorudan, II. Boliim ise 6gretmenlerin problemlerini saptayici i¢erikten olusmustur.
36 maddeden olusan anket, toplam 189 kisiden olusan sinif dgretmenlerine uygulanmistir. Anketten elde
edilen veriler, SPSS programina aktarilarak 6l¢me aracinin giivenirlik testi yapilmistir. Anketin glivenirlik
katsayis1 (Cronbach Alpha) ,8977 olarak hesaplanmistir. Bu sonucta anketin giivenirlik derecesinin
yiiksek oldugunu gostermektedir.

2.4. Verilerin Toplanmasi

Anketler aragtirmacilar tarafindan aragtirmaya katilan 6gretmenlerin bagli bulunduklar1 okullara gidilerek
uygun bir zaman dilimi igerisinde uygulanmistir.

2.5. Verilerin Coziimii ve Yorumlanmasi

Anket maddelerine verilen tepkilerle toplanan bilgilerin verdigi dlgme bilgisi smiflama diizeyindedir.
Stirekli puan vermedikleri i¢in anket verileri madde diizeyinde degerlendirilir. Aiken (1997 akt.
Biiyiikoztiirk)’e gore, anketlere verilen tepkilerin puanlanmasi basit bir kodlama ve siniflandirma
konusudur. Bu tiir kodlamalar, anketlere verilen yanitlar1 matematiksel islemlere (toplama, g¢ikarma,
carpma, bdlme) uygun kilmaz (Akt. Kilmen ve Demirtasli). Bu ¢alisma kapsaminda toplam 189 sif
Ogretmenine uygulanan anket yoluyla toplanan veriler, 6gretmenlerin, cinsiyet,kidem yili, daha 6nceki
yasadig1 yer ve 6grenim diizeyi gibi demografik 6zellikler esas alinarak SPSS 17,0 (Statistical Package
for Social Sciencies) paket programi yardimiyla ¢6ziimlenmistir. Yukarida sayilan gerekgelerle anket
maddelerine verilen tepkilere ait frekans ve yiizdeler hesaplanmistir. Arastirma sorulari gergevesinde
Ogretmenlerin demografik ve mesleki Ozellikleri ile anket maddelerine verdikleri tepkiler arasindaki
iliskinin/baglantisinin ortaya konmasi igin Cramer’s V uygulanmustir. Ozdamar (2004)’a gore, iki
kategorik degiskenin ikiden fazla kategorisi olmasi durumunda, birlikte degisimi géstermek amaciyla
Cramer V katsayisi kullanilir (Akt. Kilmen ve Demirtasli). Elde edilen istatistiklerin manidarlik testi i¢in
.05 diizeyi esas alinmistir. Besli likert tipinde 6l¢eklendirilen anket maddeleri, sinif 6gretmenlerine anket
maddelerinde yer alan ifadelerin kendileri agisindan uygunlugunu 1 ile 5 arasinda puan vererek
belirtmeleri istenmistir. Kullanilan 6l¢ege iliskin verilerin degerlendirilmesinde gdz oniinde bulundurulan
aralik siralamasi asagidaki gibidir:

1.Tamamen Katiltyorum

2. Katiliyorum

3 Kismen Katiliyorum

4 katilmryorum

5 Hig¢ Katilmiyorum

BULGULAR ve YORUM

Bu boéliimde, arastirmanin amaci ¢ergevesinde, arastirma sorularina iligkin bulgular 6zetlenmis ve
yorumlanmigtir. Arastirmanin problem ciimlesi ve alt problemleri verilmistir. Alt Problemler, sirasiyla
cinsiyet, yas, kidem, egitim durumu, Ogretmenlerin meslege baslamadan once nerede yasadiklari
degiskenlerine gore incelenmistir.

3.1.1. Ogrenciden Kaynaklanan Problemler Nelerdir? Alt Boyutuna iliskin Bulgular
Tablo 1’ e bakildiginda ogrencilerin derse karst ilgisizliklerine Ogretmenlerin %67’si meslekten

soguduklar1 seklinde tepki verdikleri goriilmektedir. Buna benzer olarak Ogrencilerin derslerdeki
basarisizligina 6gretmenlerin %90’1indan fazlasinin {iziildiigl goriilmektedir. Yine Sinif 6gretmenlerinin
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tamamina yakini %96 dgrencilerin kisisel bakimlarin1 yapmamalarindan oldukea yiiksek diizeyde rahatsiz
olduklarini belirtmislerdir.

Tablo 1. Ogretmenlerin dgrenciden kaynaklanan problemlere iliskin maddelere verdikleri cevaplarin
frekans ve ylizde degerleri

ifadeler Tamamen Katillyorum Kismen Katilmiyorum Hig
Katiliyorum Katiliyorum Katilmyorum
f % f % f % f % f %

8.0grencilerin derse

kars: ilgisizlikleri 38 198 102 534 33 172 16 83 0 0

beni meslegimden

sogutuyor.

10. Ogrencilerin

derslerdeki .57 299 85 445 23 121 23 121 1 07

basarisizliklar1 beni

tizliyor.

11. Ogrencilerin

kisisel bakimlarini
49 25,6 86 449 34 17,7 20 10,4 0 0

yapmamalarindan
rahatsiz oluyorum.

3.1.2. Veliden Kaynaklanan Problemler Nelerdir? Alt Boyutuna iliskin Bulgular

Tablo 2. Ogretmenlerin veliden kaynaklanan problemlere iliskin maddelere verdikleri cevaplarin frekans
ve yiizde degerleri

Tamamen Katiliyorum Kismen Hic

Ifadeler Katiliyorum Katiliyorum Katilmiyorum Katilmiyorum

f % f % f % f % f %

12. Veliler
toplantilarin
disinda okula
gelmiyor.

13. Veliler evde
¢ocuklarinin
Odevleriyle
ilgilenmiyorlar
14. Veliler
Ogretmenlere 23 121 33 174 80 42.3 35 185 18 9.5
baski1 uyguluyor

15. Veliler

¢ocuklarinin

basarisizliklarimi 29 15.3 59 312 68 35.9 20 10.5 13 6.8
kabul
etmiyorlar.

16. Veliler simif
ici problemlerle
yeterince
ilgilenmiyor

40 211 50 264 59 31,2 25 13,2 15 79

34 179 59 312 66 34,9 16 8,4 14 7,4

29 153 71 375 58 30.6 18 9.5 13 6.8
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Tablo 2’ de 6gretmenlerin velilerin, toplantilarin disinda okula gelmedigine iliskin goriisleri tamamen
katiliyorum ve katiliyorum secenegini isaretleyenler digerlerine gore daha fazladir (%51). Ogretmenler,
velilerin 6gretmenlere baski uyguladigia kismen katilmaktadirlar. Velilerin ¢ocuklarin basarisizliklarim
kabul etmediklerine tamamen katilan ve katilanlarin sayist katilmayanlara gore daha fazladir. Velilerin
smif i¢i problemlerle yeterince ilgilenmediklerine iliskin goriise katildiklar1 goriilmektedir.

3.1.3. Okulun Fiziksel Sartlarindan Ve Donanimindan Kaynaklanan Problemler Nelerdir? Alt
Boyutuna Iliskin Bulgular

Tablo 3. Ogretmenlerin okulun fiziksel sartlarindan ve donanimindan kaynaklanan problemlere iliskin
maddelere verdikleri cevaplarin frekans ve yiizde degerleri

. Tamamen Katillyorum Kismen Hic
Ifadeler Katiliyorum Katillyorum Katilmiyorum Katilmiyorum
f % f % f % f % f %
17. Meslegimin
ilk bes yilinda
soball bir okulda 99 52,3 38 20,1 18 9,5 17 8,9 17 8,9

gorev yaptim.

18. Koyde miidiir

yetkili olan sinif

Ogretmenlerinin

okulun tim fiziki 76 40,2 68 35,9 17 8,9 15 7,9 13 6,8
donanimindan

sorumlu olmalari

zor bir durum.

19. Okulda

Ogretim

materyallerinin 21 11,1 32 16,9 31 16,3 69 36,5 36 19,0
eksikligini

hissetmiyorum.

20. Temizlik ve
hijyen
konusunda koy
okullarinda
O0gretmenler
sikint1 yagtyor.

59 31,2 82 43,3 24 12,6 12 6,3 12 6,3

Tablo 3’ de mesleklerinin ilk bes yilinda sobali bir okulda gdrev yapan dgretmenlerin sayisinin oldukca
yiiksek oldugu goriilmektedir. Ogretmenler kdyde miidiir yetkili olan sinif 6gretmenlerinin okulun tiim
fiziki donanimindan sorumlu olmalarinin zor bir durum olduguna oldukga yiiksek diizeyde katiliyorlar.
Okulda 6gretim materyallerinin eksik oldugunu diisiinen 6gretmenlerin sayist yiiksektir. Temizlik ve
hijyen konusunda kdy okullarinda dgretmenlerin sikinti yasadiklarina katilanlarin sayisi da oldukga
yiiksek degerde goriilmiistiir. Bununla beraber 6gretmenlerin dnemli bir ¢ogunlugu okulda &gretim
materyallerinin sikintisinin yasandigini ifade etmislerdir.
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3.2. Ogretmenlerin Cinsiyetlerine Gore Tiim Maddelere Verdikleri Cevaplarin Bulgular

Ogretmenlerin tiim maddelere verdikleri cevaplardan cinsiyete gére anlamli olanlarin bulunabilmesi igin
Cramer V degerleri Tablo 4’ de verilmistir.

Tablo 4. Ogretmenlerin cinsiyetlerine gore tiim maddelere verdikleri cevaplarm Cramer V degerleri

Madde Cramer p Madde Cramer p Madde Cramer p Madde Cramer p

No V No V No V No Vv

1 ,29 ,02* 10 ,16 49 19 ,09 ,89 28 14 ,82
2 12 75 11 ,15 40 20 ,09 ,59 29 ,15 52
3 14 ,60 12 ,07 94 21 ,20 26 30 21 21
4 14 ,62 13 ,07 95 22 14 ,60 31 ,16 48
5 ,19 31 14 ,09 89 23 ,10 82 32 ,18 37
6 17 27 15 12 g2 24 ,03 ,99 33 14 42
7 ,30 ,01* 16 ,16 50 25 ,10 ,68 34 ,18 ,36
8 ,09 75 17 ,38 ,00* 26 ,08 ,60 35 ,16 31
9 22 17 18 ,10 82 27 21 ,18 36 ,25 ,04*
*p<.05

Tablo 4’ de Ogretmenlerin cinsiyetlerine gore tiim maddelere verdikleri cevaplarin Cramer V degerlerine
bakilmis ve sadece 1, 7, 17 ve 36. maddelerle 6gretmenlerin cinsiyetleri arasinda anlamlilik bulunmustur.

3.2.1. Ogretmenlerin Cinsiyete Gore Anlamh Bulunan Maddelere Verdikleri Cevaplara Ait
Bulgular

Cinsiyete gére anlamli bulunan maddelerin frekanslari Tablo 5° te verilmistir.

Tablo 5. Ogretmenlerin cinsiyete gore anlamli bulunan maddelere verdikleri cevaplara ait frekanslari

ifadeler ve Tamamen Katiliyorum Kismen Katilmi- Hic¢
Katillyorum Katiliyorum yorum Katilmiyorum
Durumlar
f f f f f

1. Tlk atandigim
okuluve g 18 31 13 13 8
yerlesim yerini
gortince hayal = 30 24 31 12 8
kirikligina
ugradim.
7. Meslegimin
ilk yillarinda E 9 28 18 17 12
smifta disiplin
problemi K 6 25 30 34 10
yasadim.
17. Meslegimin
ilk bes y1linda E 34 22 ! 10 1
S(.).bah bir okulda K 65 16 11 7 6
gorev yaptim
36. Miifettisler
teftis stirecinde
meslegin ilk E 14 34 20 10 6
yillarinda olan
Ogretmenlerin K 29 10 17 7 6
sikintilarini

dikkate almiyor.
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Tablo 5’ te ilk atandig1 okulu ve yerlesim yerini goriince bayan 6gretmenlerin erkeklere gore daha g¢ok
hayal kirikligina ugradigini goériilmektedir. Meslegimin ilk yillarinda sinifta disiplin problemleri yasadim
sorusuna erkek dgretmenlerin daha ¢ok katildiklar1 goriiliirken, arastirma kapsamindaki 6gretmenlerden
mesleklerinin ilk bes yilinda sobali bir okulda gdrev yapanlarin ¢ogunun bayan 6gretmen oldugu
goriilmiistiir. Miifettislerin teftis slirecinde meslegin ilk yillarinda olan dgretmenlerin sikintilarini dikkate
almadigina erkek dgretmenler daha ¢ok katilmaktadirlar.

3.3.2. Ogretmenlerin Kideme Gore Tiim Maddelere Verdikleri Cevaplarin Bulgulari

Ogretmenlerin tiim maddelere verdikleri cevaplardan kideme gore anlamli olanlarin bulunabilmesi igin
Cramer V degerleri Tablo 6’ da verilmistir.

Tablo 6. Ogretmenlerin kideme gore tiim maddelere verdikleri cevaplarin Cramer V degerleri

Madde  Cramer p Madde Cramer p Madde Cramer p Madde Cramer p

No V No Vv No Vv No Vv

1 23,05 10 23 ,03* 19 14 81 28 A5 71
2 A1 96 11 13,68 20 15,38 29 19 24
3 13 82 12 21 10 21 18,40 30 21 10
4 ,15 34 13 ,20 21 22 10 97 31 17 51
5 23 ,04* 14 22,08 23 18,35 32 A7 48
6 A1 84 15 18 31 24 13,23 33 15,46
7 12 14 16 14 7 25 A2 14 34 23,05
8 20,65 17 27 ,00* 26 15 14 35 A2 75
9 16 54 18 16 62 27 13,86 36 A2 72
*p<.05

Tablo 6’ da &gretmenlerin kideme gore tim maddelere verdikleri cevaplarin Cramer V degerlerine
bakilmig ve 5, 10 ve 17. maddelerle 6gretmenlerin kidemi arasinda manidar iligkiler bulunmustur.

3.2.5. Ogretmenlerin Kideme Gore Anlamh Bulunan Maddelere Verdikleri Cevaplara Ait Bulgular

Kideme gére anlamli bulunan maddelerin frekanslar1 Tablo 7° de verilmistir. “ilk yillarimda {iniversitede
ogrendigim bilgileri 6grencilere aktarirken sorunlar yasadim” sorusuna 10-15 ve 15-20 yil arasinda
calisma siiresi olan dgretmenler daha ¢ok katilirken, “Ogrencilerin derslerdeki basarisizlig: beni iiziiyor”
sorusuna 5-10 ve 20 yil {izeri ¢aligan yili olan dgretmenlerin daha ¢ok katildiklar: goriilmiistiir.

5.1. SONUCLAR
Ogrenciden Kaynaklanan Problemler iliskin Maddelere Doniik Sonuclar Sonuglar:

Ogrencilerin derse kars1 ilgisizlikleri &gretmenleri meslekten soguttu goriisi hakim olmustur.
Ogrencilerin derse karsi ilgisizlikleri beni meslegimden sogutuyor sorusuna 30-40, 40 ve iizeri yastaki
ogretmenlerin daha ¢ok katildigi goriilmektedir. Bu durumun nedeni klasik egitim doneminden gegmis
olan bu yas kategorisindeki 6gretmenlerin yorumu ya da bakis agilarina yansiyan gegmisleri olabilir.

Ogrencilerin derslerdeki basarisizliginin  dgretmenleri {izdiigii goriiliirken, “Ogrencilerin derslerdeki
basarisizligi beni iizliyor” sorusuna 5-10, 20 ve iizeri c¢aligma yili olan &6gretmenler daha ¢ok
katilmaktadirlar. Yukarida ortaya ¢ikan bu durum dgretmenlerin mesleginin ilk yillarinda diger tecriibeli
Ogretmenlere gore daha idealist ve yontem bilmezliginden kaynakli olabilir.
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Tablo 7. Ogretmenlerin kideme gore anlamli bulunan maddelere verdikleri cevaplara ait frekanslar

Ifadeler ve Tamamen  Katiliyorum Kismen Katilmiyorum Hig
Durumlar katilryorum Katiliyorum Katilmiyorum
f f f f f
5. Ilk yillarimda 5-10 3 5 7 3 3
iiniversitede 10-15 11 16 18 6 3
ogrendigim bilgileri  15-20 6 26 16 6 4
ogrencilere 20ve 3 19 20 11 3
aktarirken sorun iizeri
yasadim.
10. Ogrencilerin 5-10 5 7 3 3 3
derslerdeki 10-15 22 16 5 7 4
basarisizliklart beni  15-20 9 34 5 7 3
liziiyor. 20ve 18 25 7 3 3
tizeri
17. Meslegimin ilk ~ 5-10 4 5 3 5 4
bes yilinda sobali 10-15 26 15 6 3 4
bir okulda gorev 15-20 33 9 5 6 5
yaptim. 20ve 36 9 4 3 4
iizeri

Veliden Kaynaklanan Problemlere iliskin Maddelere Ait Sonugclar:

Ogretmenler velilerin toplantilarin disinda okula gelmedigini ifade etmislerdir.

Velilerin evde ¢ocuklarin 6devleriyle ilgilenmediklerini ifade etmislerdir.

Ogretmenler, velilerin 6gretmenlere baski uyguladigina kismen katildiklarimi dile getirirken, velilerin
Ogretmene baski uyguladigina en fazla katilan 6gretmenlerin meslege baglamadan once ilgede yasayanlar
oldugu goriilmiistiir. Yine d6gretmenler velilerin ¢ocuklarin basarisizliklarini kabul etmediklerini ve sinif
i¢i problemlerle yeterince ilgilenmediklerini dile getirmiglerdir.

Kilig ve Abay’mn (2009), yaptiklart arastirmada; birlestirilmis smiflarda gorev yapan 6gretmenlerin,

n " non

birlestirilmis siif uygulamasinda; "6gretmen yeterliligi", "okul olanaklar1", "programin yapisi", "okul-

aile igbirligi" ve "6grencilerden kaynaklanan sorunlarla karsi karsiya bulunduklari sonucuna ulagilmistir.
Bu sonug bu ¢alismada ulasilan sonugclar ile ortiismektedir.

Okulun Fiziksel Sartlarindan Ve Donamimindan Kaynaklanan Problemlere iliskin Maddelere Ait
Sonugclar:

Mesleklerinin ilk bes yilinda sobali bir okulda gérev yapan &gretmenlerin sayisinin oldukga yiiksek
oldugu, arastirma kapsamindaki &gretmenlerden mesleklerinin ilk bes yilinda sobali bir okulda gorev

yapanlarin ¢ogunun kadin 6gretmen oldugu goriilmiistiir.

Okulda 0Ogretim materyallerinin eksik oldugunu dile getirirken, temizlik ve hijyen konusunda koy
okullarinda 6gretmenlerin sikint1 yasadiklarina katilanlarin sayisinin oldukca fazla oldugu goriilmiistiir.

Ogretmenlik, sadece okul ve simif ortaminda 6grencilerle degil, okul disinda veliler ve toplumla da i¢ ice
olan bir meslektir. Ozellikle hizmet verdigi bolge ve toplum yapisi, kiiltiirii de dikkate alindiginda
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ogretmenden beklentiler de degisebilmektedir. Soyle ki, kiiciik bir kdy ya da mezradaki bir 6gretmen o
belde i¢in “kdyiin en 6nde gelen, en prestijli” kisisidir. O bolge ig¢in 6gretmen “her seyi bilendir”.
Bununla birlikte 6gretmen mezra, kdy, kasaba ve sehir ayrimi yapilmaksizin nerede g¢alisirsa ¢aligsin en
¢ok muhatap olduklari insan grubu kuskusuz 6grencilerdir (Celikten, Sanal, Yeni 2005: 213). Bu yiizden
ogretmenlerin hem 6grenciler ve okulun hem de toplumun beklentilerine cevap verecek sekilde gerekli
egitimi almis olmalidir.

5.2.O0NERILER

Uygulayicilar i¢in Oneriler

1. Ogretmen yetistiren tiim fakiiltelerin okuma yazma 6gretimi ve birlestirilmis simf 6gretimi {izerinde
daha yogun bir sekilde durmalar1 gerekir. Cilinkii meslege yeni baslayan 6gretmenler hala bu konuda
sikinti yagamaktadirlar. Halbuki simif dgretmenligi mezunu bir 6gretmenin artik bu konularda sikinti
yasamamasi gerekmektedir. Bundan dolay: fakiiltelerde simif 6gretmenligi programlart bu istek 1s18inda
tekrar ele alinmalidir.

2. Ogrencilerden ve veliden kaynaklanan problemlerin ¢dziimlenebilmesi igin veli ve dgrencilerin daha
bilingli hale getirilmesi gerekmektedir. Veli ve dgretmenlerin isbirligi i¢inde olmasi, velilerle kurulan
saglikli iletisimle veli ve 6grenci kaynakli problemler ¢éziime ulasabilir. Ayrica sinif 6gretmenleri bu tiir
problemleri ¢dzerken mutlaka bunaldiginda, okulda yardim alabilecegi bir rehber 6gretmen bulunmalidir.
Koylerdeki okullar da dahil tiim okullardaki rehber 6gretmen ihtiyact bakanlik tarafindan giderilmelidir.

3. Artik giinlimiizde sobali, lojmani olmayan kOy okullarmin kalmamasi i¢in gerekli caligmalarin
yapilmasi gerekmektedir. En ticra kdsedeki okullarin bile fiziki donanim agisindan daha iyi duruma
getirilmesi gerekmektedir. Tim okullar 6gretim arag geregleri a¢isindan donanimli hale getirilmelidir. Bu
konuda yerel yoneticiler ne Milli Egitim Bakanlig1 gerekli 6nlemleri almalidir.

Arastirmacilar i¢cin Oneriler

1. Smif 6gretmenlerinin problemleri incelenirken kirsal kesimde ve sehirde ¢alisan 6gretmenler iizerinde
bir arastirma yapilabilir.

2. Sinif 6gretmenleriyle, brans 6gretmenlerinin problemleri karsilastirilabilir.
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