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Abstract

Background: A number of countries have had school inspection for many
years. The origins of these systems date back to the nineteenth century
when mass public schooling was introduced, and education and other
emerging public services were required to comply with centrally mandated
rules and programmes. In contrast, many countries across the world have
only introduced school inspection over recent decades as the perceived
importance of educational quality as a driver of economic competitiveness
has become influential in state policy. International bodies such as the
OECD and, in particular, comparative evaluations of education systems
such as PISA have led to a constant stream of interventions and reforms
designed to deliver higher student performance outcomes. These factors
have driven the growth of inspection.

Purpose of Study: The purpose of this study is to provide an analysis of the
factors that have led to the rapid rise of inspection as a school governance
mechanism. It goes on to examine how developing conceptualisations of the
ways in which inspection can be employed to achieve the range of outcomes
with which it is tasked are leading to an evolving toolkit of inspection
approaches and models. A number of these are examined in detail with a
view not only to description but in terms of whether some of the demands
that they place on schools are, in fact, realistic in practice.
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Sources of Evidence: This study used document analysis of policy documents
and existing research to deconstruct factors relating to the changing face of
school inspection since the late 1990’s.

Main Argument: Formal processes of school inspection have become
virtually universal. It is also argued that inspection, as it is now widely
understood and practiced, has moved quite far from its historical roots and
purposes. Inspection is now a complex component of wider modern
concepts of public sector management and governance including quality,
improvement, accountability, transparency and cost effectiveness.

Conclusions: Historically inspection was largely about compliance with
rules and to an extent to judge the work of individual teachers. Now, at
least, in theory, it is as much concerned with creating a regulatory
framework within which schools as organisations can enjoy greater
autonomy while simultaneously being held responsible for student
performance outcomes.

Keywords: school inspection, accountability, school self-evaluation,
governance, school development

Introduction and background

A number of countries, particularly England, Ireland and the Netherlands, have
had school inspection for many years. The origins of these systems date back to the
nineteenth century when mass public schooling was introduced, and education and
other emerging public services were required to comply with centrally mandated rules
and programmes. In contrast, many countries across the world have only introduced
school inspection over recent decades as the perceived importance of educational
quality as a driver of economic competitiveness has become influential in state policy.
International bodies such as the OECD and, in particular, comparative evaluations of
education systems such as PISA have led to a constant stream of interventions and
reforms designed to deliver higher student performance outcomes. These factors have
driven the growth of inspection.

Somewhat paradoxically, while many of these reforms have sought to decentralise
autonomy and responsibility to local bodies or individual schools and teachers, this
policy direction has also led to a perceived need for greater accountability to
counterbalance the increased autonomy given to schools. As a result, formal processes
of school inspection have become virtually universal, a remarkable development in a
short space of time. However, it is argued in this paper that inspection, as it is now
widely understood and practiced, has moved quite far from its historical roots and
purposes. Inspection is now a complex component of wider modern concepts of public
sector management and governance including quality, improvement, accountability,
transparency and cost effectiveness. In fact, it is suggested here that school inspection
is an interesting example of the ways in which changing political theories of
governance impact on the management and delivery of public services. Historically
inspection was largely about compliance with rules and to an extent to judge the work
of individual teachers. Now, at least, in theory, it is as much concerned with creating
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a regulatory framework within which schools as organisations can enjoy greater
autonomy while simultaneously being held responsible for student performance
outcomes.

At first it seemed that new theories of public sector governance such as ‘new public
management’ (NPM) were primarily driven by lack of trust in autonomous
professionals and the desire to impose accountability through inspection, sanctions
and rewards. However, since NPM theory is also concerned with reducing state
bureaucracy, decentralisation and privatisation of services, consumer and
‘stakeholder” voice and choice, and improvement by both regulation and competition;
external monitoring systems such as inspection are serving several ends.
Accountability remains central, but the improvement of organisational performance
to the extent that the organisation can be trusted to be more autonomous is also a key
goal. In this conception, inspection becomes a lever or mechanism not only to judge
schools but to improve them to a satisfactory level and then leave in place processes
through which they can monitor and maintain the required standards. Thus, current
conceptualisations of inspection suggest that Inspection models need to be adapted as
education accountability systems mature. Schools and their stakeholders develop
evaluation literacy and innovation capacity to improve education on their own and
thus have less need of being driven by top-down inspections and reform initiatives
(see, for example, Barber, 2004). In consequence school inspection theory and practice
is in a constant state of flux.

Reflecting this wider concept of inspection, the paper will explore how inspection
models and types have changed over recent years (e.g. from full to proportional
inspections, from checking compliance to evaluating the educational practices and
output of schools and from external monitoring to increased emphasis on school self-
evaluation to enable schools to respond to, or support changes in national education
systems and educational reforms). The paper begins by placing school inspection in
the context of ‘reform” of public sector governance. It examines some of the factors that
have led to the rapid rise of inspection as a school governance mechanism. It goes on
to suggest that developing conceptualisations of the ways in which inspection can be
employed to achieve the range of outcomes with which it is tasked are leading to an
evolving toolkit of inspection approaches and models. A number of these are
examined in detail with a view not only to description but in terms of whether some
of the demands that they place on schools are, in fact, realistic in practice.

Method
Research Design

Document analysis was used as the research method for this study. According to
Bowen (2009), document analysis can be utilized as a stand-alone method and can
serve varying purposes such as providing background information and historical
understandings. It can also be used for the purpose of ‘tracking change and
development, and verification of findings from other sources” (30). Atkinson and
Coffey (2009) also states that ‘we have to approach documents for what they are and
what they are used to accomplish” (79). In this study document analysis was used to
deconstruct factors relating to the changing face of school inspection.
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Research Sample

This study included an analysis of 621 documents on school inspection policy and
practice in Europe and elsewhere. To ensure authenticity and reliability of data and to
form overarching themes for the analysis; inclusion of documents was initially limited
to peer-reviewed literature on school inspection that has been published since the
1990’s. However, to triangulate results and to form an overall interpretation of the
study, the inclusion of documents was also extended to official government policies
and publications produced by international organizations.

Research Instrument and Procedure

Documents were initially selected based on the author's prior knowledge of the field.
Following on from this, key terms were identified for the search strategy. Using these
terms, databases were searched for relevant literature. The initial search resulted in the
collation of approximately 800 articles. Based on the inclusion criteria, all articles were
read to determine if they would be included in the analysis of which, approximately
179 articles were excluded from the final analysis.

Data Analysis

Thematic analysis was used to identify patterns (Bowen, 2009) emerging in the
literature. Within this, all documents were coded using a data extraction form. This
involved the production of a summary outline detailing the purpose, method,
conclusion and key themes emerging for each document contained in the sample. This
process of analysis allowed the researchers to form an overall interpretation of the
study.

Inspection and the discourse of public sector reform

The roots of all inspection systems, whether in health care, education or other
public services, are primarily consistent with Bentham’s assertion that ‘the more
strictly we are watched, the better we behave’ (as cited in Etzioni, 2010: 393). As
Donaldson (2013: 9), in reference to Sparrow (2008), affirms, “inspection concerns itself,
either implicitly or explicitly, with requiring deliverers of services or citizens
themselves to conform to certain expectations’. The importance of such inspection
systems also has been expressed as ‘a greater commitment to values” (Mackiney and
Howard 1998: 471) and “the legal obligation to respect the legitimate interests of others
affected by decisions, programs, and interventions’ (Considine 2002: 21).

A number of researchers (see, for example, McNamara & O'Hara 2008a; Ball 2012;
Beckmann, Cooper, & Hill 2009) also share the view that certain formerly private-
sector concepts have gained prominence in the discourse about the management of
public services in recent decades. These include accountability, benchmarking,
deregulation, decentralisation, value for money, quality assurance, risk-based
analysis, targets and so forth. The lexicon of school inspection policy and practice
certainly illustrates this trend. Indeed, Lindberg’'s (2013) stylised timeline of
accountability serves as a useful means of summarising the new public management
reform initiatives that can be found in most public services.

P must first transfer decision-making power over a particular D to
A. Then A acts in this capacity and P can thereafter require A to
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provide information and justification for these actions; and if A fails
to do so, P can apply sanctions. (Lindberg 2013: 212)

In terms of decision-making power being transferred from government P to
organisation A (decentralisation), Ball (2003) draws this conclusion:

Thus, the reforms are presented as giving ‘managers and
organizations greater freedom in operational decisions and remove
unnecessary constraints in financial and human resource
management’ (OECD 1995: 29). However, it is misguided to see
these reform processes as simply a strategy of deregulation; rather,
they are processes of re-regulation. It is not a matter of the state
abandoning its controls. Instead, it is the establishment of a new
form of control, what Du Gay (1996) calls ‘controlled de-control’; it
is, in fact, a new kind of state. (Ball 2003: 217)

The government, or the agencies working on behalf of the government (inspectorate),
then require the organisation to provide, in accordance with externally devised self-
evaluation frameworks, information about the quality of services it provides and the
justification for its actions. If the organisation fails to do so, the government has the
right to sanction or remedy these actions in order to maintain and improve the quality
of services provided (sanctions). This process, in short, is accountability,
decentralisation and ‘new inspection’.

Indeed, it is evident that since the turn of the last century, the development of
school inspection theory reflects the same patterns of internationally mandated public
sector compliance. This is true in most countries and regions and also in other publicly-
funded bodies, such as the health care sector and prison services. Shewbridge et al
(2014) affirm the following: ‘A key recommendation coming out of the OECD Reviews
of Evaluation and Assessment in Education is to situate school system evaluation in
the broader context of public sector performance requirements’ (164).

Furthermore, the ever-growing influence of organisations such as the World Bank,
UNESCO and the OECD has also had a profound impact on school evaluation and
inspection, ‘As “lower” levels of education policy-making are being overlaid by a
“higher level” of international policy-making, causing profound changes in education
policy introduced in any locality’ (Thompson and Cook 2014: 702). This change has
resulted in most established (England and the Netherlands) and newly-formed
inspectorates (Chile and Germany) aligning with a much broader global public policy
reform agenda that captures new public management theories and international
organisations’ approval for normative international public sector educational
performance. Shewbridge et al (2014: 164) point out the following:

When Ministries and other bodies with specific responsibilities for
system evaluation need to show accountability for their
performance, this stimulates demand for procedures to monitor
progress in the school system and, where necessary, to establish
adequate systems to collect evidence on progress. This is particularly
the case in systems where high-level targets are set by the
government related to productivity, competition or general
economic and social improvement.
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Similarly, Santiago (2013a: 35) is also of the view that:

Evaluation and assessment have become increasingly important as
a result of greater levels of school devolution; a stronger role for
market-type mechanisms in education; the emergence of new public
management; the growing imperative of an efficient use of public
resources; the need to focus on ‘quality for all’ and the rising
importance of education in a global world’.

Specifically, with respect to the influence of public sector reform on present-day
school inspection, Karsten (1999: 309) asserts that NPM philosophies eventually
became embedded in the Dutch education sector during this period:

The central idea was the desire to reduce government bureaucracy,
increasing autonomy for schools to regulate themselves. In the
backwash of these plans for administrative changes it was often
argued that the parents should be more involved, particularly with
the choice of school and that there should be more competition.

Indeed, Van Bruggen (2010a: 22) made the following statement in the Standing
International Conference of Inspectorates (SICI) profiles of inspectorates in Europe:

As has been said: “education is too important to leave it to teachers
only...” The same accountability is asked from other public services
like hospitals, libraries, local and national administrations, etc. In
many countries, public evaluation of these public services has
become commonplace in the last two decades.

However, although new public management can be seen as the catalyst for a
significant change in school inspection policy and practice, it also should be recognised
that there are other factors at play in driving change in this area at national and
regional level. These factors include the length of time that each inspectorate has
existed; the political agenda of governments; the strategic influence of organisations,
such as the OECD and SICI; and the local evaluative infrastructures and support (for
example, school self-evaluation capacity, data warehouses, etc.). On the other hand, a
very different perspective on the rise and function of inspection is offered by
Donaldson (2013: 8), who argues that:

inspection is often associated in the public mind with a rather
narrow set of activities which involve notions of compliance and
audit. In fact, it is a very plastic concept which takes and has taken
many forms and which can serve many different purposes.

The author goes on to provide a list of potential contributions that school
inspection can make to education policy and practice: ‘enforcer, assurer, mitigator of
risk, catalyst, knowledge broker, capacity builder, partnership builder, agenda setter,
and preserver/creator of the space for innovation” (Donaldson 2013: 8).

The variety of roles and purposes which inspection can fulfil means that the
particular emphasis given to it depends enormously on contexts both political and
educational. In practice for example, Dedering and Miiller (2011) comparing school
inspection in the federal states of Germany, with the United Kingdom and the
Netherlands affirm that in all of the federal states of Germany; ‘quality development’
is a priority of school inspection. In comparison, the authors go on to state that school
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inspection in the United Kingdom and the Netherlands focuses on the public
accountability of schools and teachers through various mechanisms, such as the
publication of school inspection reports. “The school inspection thus leverages
pressure onto a school to improve its quality in order to acquire clients, thus triggering
the schools to enter into competition” (Dedering & Miiller 2011: 307). In the case of the
federal states of Germany, however, the publication of inspection reports is left to the
discretion of each school: “Hence, there is no increased competition among schools.
Rather, the school inspection provides the schools with information they can use to
optimize their governance processes which they previously lacked” (ibid).

Indeed, the varying purposes of inspection policy and practice found in countries
like the Netherlands and Germany parallels Landwehrs (2011) study on the potential
effects of school inspection where school inspection may not only be used ‘for the
purpose of traditional school accountability but rather, within a complex network of
educational discourse. The potential effects of school inspection may also be for the
purpose of ‘gaining knowledge’, ‘school development’ and ‘enforcing standards’ (as
cited in Gaertner et al 2013: 491).

In summary, many scholars in the field see recent developments as constituting a
fundamental paradigm shift in school inspection to a conception that has now become
the conventional mode of thinking about inspection in most countries or regions. By
way of explanation, Van Bruggen (2010b), refers to inspectorates in Europe: ‘In the last
20 years or so, the roles and tasks of inspectorates of education have changed radically
in most countries where inspection was already in existence since the early decades of
the 19th century’ (87). Indeed, Thomas (1998) refers to this period as “the genesis of the
New School inspection system’, stating that it saw a significant change in school
inspection policy and practice in England and elsewhere (see, for example, MacBeath
2006; McNamara and O’Hara 2008b; Hall and Noyes 2009). As Martin (2008) in
reference to the evolution of school inspection in England puts it: “while the HMI of
the 1950s and 1960s had a role to promote and disseminate good practice and inform
government about the quality of education, the role of Ofsted was to evaluate and
challenge schools to improve and make public their judgements’ (54). In the case of
England, ‘the key point of the new system was to be that all schools would be inspected
within a short time scale, and then at regular intervals thereafter’ (Thomas 1998: 42).
Under the influence of ‘New School inspection’, almost all inspectorates, whether in
Europe or elsewhere, have moved towards a model of what Van Bruggen (2010b)
refers to as ‘full’, “‘whole’ or ‘complete” modes of inspection.

New tools of inspection for a changing landscape

In this changed conception of inspection, the purpose of school inspection is not
merely that of “inspection for compliance’. Rather, inspection is conceptualised as a
catalyst for continuous school improvement through a process of externally-regulated
school self-governance. As the then Minister of State for school standards in England
put it, “‘when it comes to external evaluation, the key is to make the process of
inspection as useful to schools as possible, supporting self-improvement where it is
present, spurring it where it is not’ (Miliband, 2004: 15). According to van Bruggen
(2010b), ‘the rationale behind the rapid growth of full inspections as an important
instrument in national educational policy is that these conditions enable the
inspections to work with two rather different educational governance philosophies’
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(95). New school inspection is not merely about guaranteeing a minimum set of
standards; it also hinges on the view that there is a continuous need for improvement
regardless of the level of quality attained. Van Bruggen (2010b: 96) states:

The second educational governance philosophy is enacted where
the government wants the “best possible” schools. This is the
improvement push that inspections and all related work must
give; not only for the schools with quality problems, but for all
schools.

The introduction of regular whole school inspections has resulted in the initiation of
other, related, evaluation activities: school self-evaluation; the increasing use of
statistical conjectures of quality to inform inspection judgements; and, more recently,
a move from cyclical to proportionate, risk-based inspection. There has also been an
increasing production of system-wide thematic inspection reports in countries like
Ireland.

As a result of what has now become the continuous improvement function of
inspection, schools in most countries are inspected at regular intervals. Schools are
evaluated through three inspection domains (cyclical, proportionate and collective
system inspections) that consist of a series of overlapping evaluation activities,
irrespective of the length of the various inspectorates’ existence (Figure 1).

In addition, in this century there is also a discernible trend towards the use of
shorter, risk-based inspections in many countries for a variety of reasons that include:
the increasing use of quantitative data; the regulatory requirement for schools to carry
out their own school evaluations in accordance with an externally mandated
framework of quality indicators (e.g. England and Ireland); and the financial burden
associated with school inspections.

We have argued to this point that inspection has become part of the educational
landscape in very many countries either as a reformed version of previous iterations
or in many cases a new feature of educational governance. We have also suggested
that while inspection may certainly be seen as a tool for achieving compliance,
ensuring accountability and assuring quality it is also perceived in most cases as
having a developmental and improvement function and a role in equipping schools to
analyse performance and drive change. This conceptualisation and the array of roles
that flow from it clearly requires a varied set of approaches and tools to be employed
by inspectorates and we turn now to some interesting developments in this regard.
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Figure 1.
New school inspection domains. Source: The authors
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From external monitoring to school self-evaluation

In the 1990’s, there was a strong political agenda for decentralisation leading to the
proliferation of regular whole school inspections. In the case of England, ‘after a
decade of antagonism between agencies of governments and schools” (Macbeath, 2006:
1), a new model of school evaluation, self-evaluation, began to take prominence. As
Nevo (2010) states, ‘parallel to the almost universal phenomenon of external school
evaluation, many countries have more recently tended to apply newly developed
evaluation methods at the school level in the form of internal evaluation or self-
evaluation” (781). Further, MacNamara & Nayir (2014), in reference to the self-
evaluation research of MacBeath (1999; 2008; 2009) affirm: “... even he could hardly
have foreseen the current popularity of self-evaluation as a key element of the
inspection regime in so many countries’ (51).Indeed, with the appeal of less centralised
control and the prospect of increased cooperation between schools and the
inspectorate, a dual system of internal/ external quality assurance began to emerge and
is now being used in most OECD countries. For example, in their discussion of the
emergence of school self-evaluation in England, Hall and Noyes (2009) state, ‘in the
late 1990s, in response to widespread distress and frustration amongst teachers, the
National Union of Teachers (NUT) commissioned work on school self-evaluation’
(850).



10 Martin Brown, Gerry McNamara, Joe O ’Hara & Shivaun O’Brien

I

Self-evaluation also was appealing in that evaluation would no longer consist of
command and control accountability mechanisms via the Inspectorate. The foundation
of the new relationship between state and school was to be based on the concept of
‘intelligent accountability’ and was perceived by some (Nevo 2002) as being able to
counteract the inherent limitations present in both systems of evaluation if used in
isolation. For school self-evaluation, Huber (2011) makes the following statement in
reference to school governance in Switzerland: ‘through this process, so-called ‘blind
spots’ may be uncovered that a school was unable to identify by means of an internal
evaluation’ (473). For school inspection:

The participants in school self-evaluations are usually more
familiar with the specific nature of the local school context and
communicate better with the (local) school community. By
focusing attention on additional data which reveal the unique
character of particular schools, they can broaden the focus of
external evaluations. (van Hoof & van Petegen 2007: 106)

In other words, school self-evaluation and school inspection could be mutually
beneficial to serving the school accountability agenda on the one hand and school
improvement agenda on the other (see, for example, Nevo 2002; 2010). It also must be
noted, however, that the rapid promotion of school self-evaluation also occurred at a
time when more responsibility (in the form of decentralisation) was deemed necessary
to be transferred to the school and away from the state. This is based on the view that:
‘decentralization with appropriate accountability systems and teacher quality are
essential elements of any strategy to improve quality of school education” (World Bank
2007: ii). As Gordon and Whitty (1997) put it, ‘the single largest change in schooling
under the neoliberal project has been the push towards the atomisation of the control
of schools’ (456).

However, while appeals for school self-evaluation grew, and governments
rigorously promoted the concept of decentralised school autonomy, extensive debate
surrounded schools being allowed to take more responsibility for their own
evaluations. Indeed, to this day, there remains much concern about finding the correct
balance between school self-evaluation and inspection (see, for sample, MacBeath
2006; Van Amelsvoort & Janssens 2008; MacBeath 2010; Nevo 2010; Brown 2013;
Simons 2013). With the new relationship between state and school, a dichotomy of
concerns emerged among inspectorates regarding the effective deployment of self-
evaluation. Concerns among inspectorates relating to how best to combine school
inspection and self-evaluation centred on the importance of maintaining the
accountability function of inspection while simultaneously allowing schools to form
their own evaluative judgments regarding the quality of education provided. The
varying views on how best to form an amalgam between school self-evaluation and
inspection, tended to reverberate within Alvik’s (1996) typology of three distinct
models of decentralised evaluation: “parallel’ (‘often disconnected” (Durrant & Holden
2005: 110)), ‘sequential’ (‘in which external bodies follow on from a school’s own
evaluation and use that as the focus of their quality assurance system” (Cambridge &
Carthew 2007: 289)) and ‘co-operative’ evaluation (‘The two parties discuss and
negotiate the process and different interests and viewpoints are taken into account
simultaneously” (MacBeath 2005: 85)).

Some countries such as New Zealand tend to operate within a collaborative model
of school evaluation. As Nusche et al (2012) point out, ‘New Zealand’s approach is
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collaborative in the sense that both parties attempt to work together to agree on a
rounded picture of the school in which there is mutual recognition of its strengths and
consensus on areas for development’ (95). However, in the case of European
inspectorates, Ferrer (2010) states that the “‘modalities of such combinations did vary
from one country to another, but in general terms there was an explicit interest in
sequential models” (128). MacBeath, in reference to inspectorates in Europe, affirms:

In Europe, the Standing International Conference on Inspection
(SICI) has for a number of years argued for a ‘sequential” approach
(Alvik, 1996) in which the school’s own self-evaluation provides
the focus and centrepiece for external review and in which
initiative lies with school leaders to place self-evaluation at the
heart of school and classroom practice. (2008a: 386)

As the Chief Inspector of Ireland put it, ‘Our ultimate goal is for schools to conduct
their own evaluations transparently and accurately and for inspectors to visit these
schools to evaluate the school’s own self-evaluation’ (Hislop 2012). However,
cognisant of the view that ‘the languages interweave, like shoals of fish, their
boundaries indistinct and their participants seemingly inhabitants of more than one
grouping’ (Barnett 1994: 166); the foundations for the new relationship between state
and school also paralleled the development of inspectorate-devised self-evaluation
guidelines and report templates that would subsequently be used by schools and
evaluated by inspectors. The logic of this mode of evaluation can be described by
means of Macbeath’s use of Perkins’ (2003) metaphor of ‘taming the wild” and ‘wilding
the tame’. On the one hand, there is a need for schools to demonstrate elements of
externally created evaluative best practices where ‘the wild is tamed by clear targets,
predetermined outcomes and focusing of teachers’ attention on templates of good
practice’ (MacBeath 2012: 131). On the other hand, however, “wilding of the tame’
suggests recognition of domestication and a conscious attempt to loosen the ties that
bind teachers to mandated practice. This is explicitly stated in relation to the process
of learning to jump through the hoops before ‘going wild’ (ibid). In practice, an
inspector participant in Brown (2013) when referring to inspectorate devised
guidelines to support school self-evaluation in Northern Ireland provides logic for this
mode of evaluation.

We provide Together Towards Improvement, which is a framework
of quality indicators and questions and descriptors, and many
schools wish to use it, but my view would be, and I think that would
be the inspector’s views, it’s not compulsory to use it...What we
expect is that schools are engaging in self-evaluation, and if they
have developed other tools, then we’re very interested to know what
those tools are. We want to know how effective they are in giving
insight. We'll tell other schools about them...unashamedly...but we
would always say to that, with Together Towards Improvement, if
you want to add other criteria and questions to it, to reflect the
reality of your school because every school is different, then you
should do that, if you want to modify it, as long as you're not taking
away from it. (170)

Indeed, when referring to schools being explicitly driven by external mandates,
MacBeath (2008b) earlier cautioned that ‘schools that play safe, driven by external
mandates set tight parameters around what can be said and what can be heard. Such
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schools are antithetical to the notion of a learning organization which, by definition, is
always challenging its own premises and ways of being’ (145). This perspective
resonates with McNamara & Nayir (2014) who add, ‘One thing all the literature in the
field stresses, however, is that school self-evaluation will not just happen because it is
mandated in policy documents’ (53). This may also be the case when policy documents
and instruments are transposed from one country to the next. As an inspector
participant in Grek (2014: 55) puts it:

I've just been to Mexico. I was part of an OECD group looking at the
evaluation of the system in Mexico. What they did was to take
materials from Scotland and translated them into Spanish and
suggested that all schools do that. What happened? Nothing really.
Any system has to be supported not just by printed material but face
to face discussion and good examples.

Nonetheless, almost all countries in the world where school inspection exists now
have in place a set of inspectorate devised school self-evaluation instruments that
schools are required or strongly recommended to use. In the case of Malaysia, for
example, schools are required to use an evaluation instrument called ‘Standard
Quality of Education Malaysia’ (SQEM). According to Hamzah & Tahir (2013: 55):

The evaluation has to be based from an abundance of data, for
example, the students” academic results in both schools and public
examinations, students’” performance in co-curricular activities and
also the quality of teaching and learning. All these must be
documented for the verification of the Schools Inspectorates.

Comparing the evaluation of Chinese calligraphy to that of school appraisal in
Shanghai, Tan (2013) highlights what has now become common evaluation practice in
almost every country where school inspection exists: ‘Like Chinese calligraphy, school
appraisal involves the schools showcasing their subjective characteristics within the
rules set by the Shanghai authorities’ (99). It is apparent that the logic of this
framework is the avoidance of unregulated governance by schools. Donaldson (2013:
11) provides a plausible explanation for this value-adding activity:

The powerful relationship between external and internal evaluation
is central to stimulating improvement. Each can make a particular
contribution, but the synergies arising from the combination of the
two can bring particular benefits. Inspectorates are increasingly
emphasising the importance of effective self-evaluation as a driver
of improvement. But self-evaluation can become self-delusion or
worse and must operate within a framework of accountability which
both encourages its rigour and validates its authenticity.

In consequence, from the initial act of full inspection, through a series of elaborate
value adding activities such as the decentralisation of externally mandated
mechanisms for self-evaluation, almost all established inspectorates (England, Ireland
and the Netherlands); what a Swedish inspector participant in Grek et al refers to as
‘First-generation inspectorates’ (2013: 498) tended to be positioned within a cyclical
model of evaluation where schools were inspected over a set period using various
mechanisms to ascertain the quality of education provided. This format also has been
adopted by newly-established inspectorates. However, the value placed on repeated
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whole school cyclical inspections has been questioned, as pointed out by Van Bruggen
(2010Db: 109):

But a repeated inspection of the same ‘superficial’ character - and
certainly if this comes only after five or six years - does not bring
much new knowledge. This is, of course, for many inspectorates a
budgetary problem: not having sufficient staff and money. But this
is not the only cause: many influential bodies (political parties,
teacher union executives and universities) find it dangerous to build
too powerful an inspectorate that has too large an influence on
schools, and one that is going to dictate what ‘the best quality’ is in
terms of quality statements and indicators.

Accordingly, in this century, there also has been movement away from cyclical
inspections and a move towards shorter, more focused, risk-based and system-wide
thematic inspections in some countries (in particular for those countries that have
completed a full set of system-wide inspections). This change has occurred in parallel
to inspectorates’ increasing use of quantitative data to form value judgements
regarding the quality of education provided in schools; in consequence, it also is used
as a significant determinant to ascertain the frequency of school inspections. The
following section will provide specific examples from various European inspectorates
and analyse the logic propelling this upward trend.

From cyclical to risk-based inspections

In this and the latter parts of the last century, established inspectorates, such as
England, Ireland, and the Netherlands, tended to be inspected through a process of
regular whole school inspections. This trend occurred in tandem with the
development of externally devised school self-evaluation guidelines where schools in
almost all countries where inspection exists (e.g. Korea, Malaysia, and Singapore) were
obliged or strongly advised to operate within an externally mandated self-evaluation
framework of quality indicators. Within this framework, school self-evaluation
reports, normally consisting of a 3-year cycle for improvement, are validated either
through cyclical (for example, the Czech Republic and the Styrian Inspectorate) or
proportional/risk-based inspections (for example, Ireland, Northern Ireland, Flemish
Community of Belgium, the Netherlands, New Zealand and Scotland). In many ways,
the case of Shanghai’s school evaluation policy and practice sums up what is common
inspection practice in most countries:

Under the appraisal system, every school is required to formulate a
3-year development plan that comes with a yearly implementation
plan...The Shanghai Municipal People’s Government Educational
Supervisory office will then conduct an on-site inspection, and the
supervisory experts will cast votes on whether the plan passes
inspection. (Tan 2013: 101)

As previously stated, there recently has been an upward trend towards
proportionate or risk-based inspections, the frequency of which is based on inspection
value judgements relating to deviant cases identified as being outside of acceptable
school practice. These value judgements include, but are not limited to, an examination
of school self-evaluation reports and school development plans; on-site observations
of the quality of teaching and learning; and the change capacity of schools coupled
with various desk checking exercises, such as an analysis of externally devised
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examination results. Other countries, such as the Netherlands and Sweden, also use
value judgements, such as the media, in order to ascertain the component of risk
associated with the quality of education provided. Plausible explanations as to the
varying use of cyclical and proportionate-based models among countries include the
collective school self-evaluation capacity of each country, local evaluative
infrastructures and support (Self-evaluation guidelines, data warehouses, etc.), and
also the length of time that each inspectorate has been in existence. For example,
‘MacBeath et al. assert that it is England and The Netherlands that have the most
developed external evaluation systems’ (Whitby 2010: 10). In consequence,
inspectorates of this type (Australia, England, and Northern Ireland) have the required
infrastructure to initiate risk-based and system-wide inspections.

For those countries that have not undergone a full round of country-wide
inspections and/or have limited access to system-wide school performance
assessment data, inspectorates tend to operate within the domain of repetitive cyclical
inspections. In the case of the Czech Republic, for example, Strakovaa & Simonova
(2013: 477) state:

Assessment and evaluation in the Czech education system have
been repeatedly highlighted as a weak point of the country’s
education policy... In 1996, an OECD review team made specific
recommendations related to the development of student assessment
at the end of compulsory and upper secondary education (OECD,
1996); however, the system of assessment and evaluation has not yet
been established.

The move towards risk-based inspection also can be seen in more recently
established inspectorates, such as Sweden. Initially, with the division of the National
Agency for Education (NAE) into two distinct agencies in 2003, all schools were to be
inspected over a six-year period. However, with the rebranding of the Swedish
inspectorate in 2008, there also has been a move towards proportionate inspections:
‘Overall, the development has been regarded as implying a ‘harder ’inspection,
focusing only on deviances” (Ronnberg et al 2013: 180). Indeed, the upward trend
towards risk-based inspections appears to be commonplace in almost all continents.
In the case of Australia, for example, Santiago et al (2011) affirm that ‘there does appear
to be a move towards a risk-based determination, using available data to allocate
schools to categories of risk which in turn determine the frequency, depth and degree
of externality of reviews’ (109). For those systems that have gone through a process of
cyclical school inspections, there also has been a tendency to move towards targeted
risk-based inspections for a variety of reasons. Worryingly, full inspections were
abandoned altogether in the case of Estonia during the initial phase of whole school
inspection in this country. Van Bruggen (2010b: 110) states:

Estonia’s inspectorate is very clear about this political choice: after a
couple of years of full inspections, it could not be demonstrated that
all schools were better, and so the full inspections were abolished
and only in high-risk cases is there a general inspection (conducted
by a small national inspectorate), apart from the thematic
inspections.

In many ways, the case of Estonia’s move away from cyclical inspections is similar
to that of other countries such as Ireland, where initially, all schools were inspected
over a set period of time that normally consisted of a week’s duration. However, this



Eurasian Journal of Educational Research | 15
I
mode of evaluation was abandoned in 2011 and replaced with risk-based inspections
using various modes of judgement to target deviant cases falling outside the realm of
acceptable quality indicators. The Chief Inspector of Ireland put it this way:

We have abandoned the traditional cyclical approach to planning
the inspection programme and instead, we use a range of criteria to
decide where inspections should take place. These criteria include
information from previous inspections, from State Examinations
and from the Schools Division of the Department, in addition to
consideration of the length of time since the previous inspection.
(Hislop 2012)

Many established inspectorates have followed suit after going through the process
of whole school inspection, including England and Northern Ireland.

Justifying the movement towards proportionate inspections seems to be common
for governments who are of the view that inspection resources could be better used
elsewhere, such as carrying out more system-wide thematic inspections. Also, due to
the change capacity of some schools, there is less of a need to inspect schools that are
able to carry out their own evaluations compared to those that are not. Ehren et al
(2013:15) provide further reasoning on the trend towards risk-based inspections in
Europe:

Differentiated school inspections are generally implemented to
increase the efficiency of school inspections by targeting inspection
resources to potentially weak schools. Also, the increasing scale and
professionalism of some schools allow for differentiated inspections
when Inspectorates of Education can use results of self-evaluations
to target inspection visits and potential areas for improvement. Both
types of school inspections are, however, also often used as parallel
methods by the same Inspectorate of Education.

There are more obvious reasons for the trend towards risk-based inspections,
however. Risk based inspections are also aligned with inspectorate reforms in other
publicly funded services. For example, Davis & Martin (2008a:16) make the following
observation relating to the English governments concerns relating to the cost of
inspecting public services as well as, ‘the administrative burdens” placed on service
providers.

The government at first turned a ‘blind eye’ to the mounting
concerns about the cost of inspection and the administrative burdens
that it placed on schools, NHS trusts, police services, councils and
other local service providers. But from around 2004 onwards
inspectorates came under pressure to reduce their running costs and
co-ordinate their hitherto largely separate activities. They responded
with promises of more ‘proportionate” or ‘risk-based” approaches...

In the case of school inspection, there is a need to reduce the high costs attached to
school inspection practice. For example, Ehren et al (2011) studying the impact of
school inspection in eight European countries (Austria, Czech Republic, England,
Ireland, Netherlands, Norway and Sweden) state that “annually an average amount of
68.559.103 euros is spent on inspecting schools in every country in this project’. In
practice, Van Bruggens (2010b) avowal relating to issues associated with repeated
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cyclical inspections, coupled with the financial burden to the exchequer, resonates
with Simons (2013) observation on the promotion of Self-Evaluation in England and
Ireland.

It is perhaps worth noting in relation to this initiative and that of
Ofsted in England, that the promotion of school self-evaluation
systems in both countries may have something to do with the
economic downturn and the realization that an external inspection
system of a week-long duration of all schools in the country, even if
only once every four to five years, is too costly to sustain. (Simons
2013: 10).

However, concerns relating to the move from cyclical to targeted risk-based
inspections also have been expressed. For example, Perry (2013) in reference to the
move from cyclical to risk-based inspections in Northern Ireland, highlights a number
of issues raised by the Teaching Council of Northern Ireland: ‘The General Teaching
Council for Northern Ireland (GTCNI) has recently highlighted concerns around this
risk-based approach, suggesting that this may have a “potentially in-built socio-
economic bias”, and noting an “excessive reliance” on quantitative data and
examination outcomes’ (11). Indeed, initial concerns seem to be justified when it comes
to the potential for more intense inspections to be carried out without taking into
account the overwhelming effect of social deprivation on student learning outcomes.
According to Leithwood et al:

Best estimates suggest that everything schools do within their walls
accounts for 20 percent of the variation in students’ achievement is
based on what happens in schools (Creemer and Reetzigt, 1996) - the
maximum difference a school can make because external factors are
so powerfully stacked for some schools against others. (2010: 249)

In many ways, GTCNI concerns relating to the move towards risk-based data
driven inspections without taking into account the context in which schools operate
resonates with Perryman’s (2006) observations of school inspections in England and
Wales: “The inspection system in England and Wales seems to pathologize the ‘sick’
school, without taking into account the society in which it is positioned” (151).

More recently, in order to rectify anomalies that could unintentionally target
schools that have no control of contextual factors that inhibit learning outcomes, there
has been considerable government interest in the use of valued-added statistical
conjectures of quality. Such measures could level the playing field between socio-
economic school types by quantifying the varying contexts in which schools operate.

None the less, the interchangeable use of value-added measures can be seen in
many countries inspection frameworks, such as England, Canada and Ireland. For
example, in Canada, the Literacy and Numeracy Secretariat of the Ontario Ministry of
Education developed a benchmarking module, called ‘Schools Like Ours’. Its purpose
is to find ‘similar schools to any selected school using any combination of the school
demographics, program information, and performance indicators by province, region,
or board.” (Department of Education Ontario 2007: 4). Indeed, large scale organisations
often use extensive single method quantitative studies to influence decision making in
a country (see, for example, PISA 2009; OECD 2012). For instance, Santiago, in
reference to the Danish Education system, states:
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The first results of PISA published in December 2001 jolted Denmark
and its education community. They provided evidence that one of
the most expensive education systems in the world was performing
at a level that, when compared to the outcomes observed in other
OECD countries, was only average. (2013b: 44)

Further, it would be reasonable to suggest that the persistent drive to focus heavily
on this single method of enquiry is problematic, especially when value-added
measures are used for punitive purposes, such as the deployment of scare resources
and the attrition of teacher credibility. This perspective resonates with Simons (2004)
who states:

Government seeks a closer relationship with the research and
evaluation community and a more prescriptive role in determining
the “‘what” and the "how’ of policy-related inquiry. It is the ‘how” - the
methodology - that is problematic. Simplicity and certainty are what
governments seek. Complexity and uncertainty are what we
habitually deliver. (410)

Certainly, the trend towards value-added indicators has been questioned for
various reasons, such as the accuracy of results being used to make judgements about
school practice. Nonetheless, Scheerens, Glas, & Thomas (2003) assert that although
the calculation of a school’s effect on student performance is a complex process due to
the wide variety of factors that inhibit student progress. However, they also state that
‘...the more information it is possible to have about individual students, sub-groups
of students, and all students in a school as well as comparative data across a whole
population (or representative sample) of schools, the more reliable and informative
any subsequent analysis is likely to be” (Scheerens, Glas, & Thomas, 2003: ch.13.3,
para.1l). On the other hand, it seems that almost all inspectorates quite naturally agree
that forming judgements using only quantitative conjectures of quality is inadequate.
As an inspector participant in Brown (2013) puts it, ‘I mean, if inspection is only data-
driven, just send me the details by email, and I'll write you the report by e-mail” (127).
Still, it is apparent that without the use of school and system-wide school performance
data, the trend towards risk-based and system-wide inspections is limited. This issue
is undoubtedly a key element of the variable rate of inspection change in countries,
and it is this issue that forms the next part of the study.

From valued to value added

Many view the need for value for money indicators as being part of the
modernisation of all public service entities. For example, Santiago (2013b), referring to
Ireland’s OECD country background report on Evaluation and Assessment (2012),
states: “The value for money imperative has been a fundamental part of public service
modernisation, and this has given an additional importance to evaluation and
assessment in the educational context’ (47). Indeed, the increasing use of complex data
sets as a means of judging the component of risk attached to the quality of education
provided in schools has become common place for almost all countries that have
moved towards risk-based and system-wide inspections. Moreover, against a
backdrop of increasing school transparency and the deployment of publicly available
school league tables by governments; the increasing use of value-added measures by
schools may also be attributed to the need for schools to justify the quality of education
provided within their contextual constraints. For example, Coe & Vischer (2013), in
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reference to Murdoch and Coe (1997), state that there is evidence to suggest that the
rapid use of value-added assessment by schools in England was spurred on by the
belief that the publicly available statistical conjectures of school quality deployed by
the English government (in the form of school leagues tables) was unfair for a variety
of reasons. These reasons include, for example, the fact that such performance
indicators are unable to highlight students’ achievement before entering the school. In
consequence, *...perceptions of the public judgements of their effectiveness...were
often a factor in their choice to implement a confidential value added school
monitoring system. The published school performance information included average
raw achievement of a school’s students which did not adjust for relevant features of
the student intake’ (xiii). Indeed, with the initiation of whole school regular
inspections; as schools have developed their capacity to carry out their own
evaluations, so too have established inspectorates when reference to the use of value-
added measures are concerned. As an interview participant referring to England in
Ozga (2012) states: ‘Because we have all this Key Stage Data and because it is
longitudinal, we are practically, without boasting, we are probably the leading
administration in the world as far as value-added measures and schooling are
concerned’ (447).

Through the encouragement of international organisations, such as the OECD,
many governments now have developed (or in the case of Ireland, are in the process
of developing) complex data sets in the form of ‘value added’ indicators that can be
used as part of the inspectorates” risk-based assessment process. In discussing the
Netherlands, Shewbridge et al (2014) state, ‘Similar to the free school meal bands in
Northern Ireland, student achievement data are classified into separate performance
bands on the basis of level of disadvantage (mainly using parental educational level).
In this way, the risk assessment takes account of school context’ (147). The use of value-
added models is not limited to European countries, however. In the case of North
America, for example, value-added models are used to ascertain the impact that
individual schools and teachers have on the quality of education provided. According
to the American Statistical Association (ASA), ‘many states and school districts have
adopted Value-Added Models (VAMs) as part of educational accountability systems.
The goal of these models, which are also referred to as Value-Added Assessment
(VAA) Models, is to estimate effects of individual teachers or schools on student
achievement while accounting for differences in student background” (2014: 1).

As alluded to earlier, the promotion of value added indicators within school
inspection frameworks is also centred on the recognition that, the component of error
attached to using such indicators is reduced when using value-added indicators. This
assumption holds true when compared to methods comparing a school’s performance
to the average raw score for a population. Therefore, these measures should be
welcomed and encouraged. Value-added indicators also may be viewed as a method
for the re-regulation of teachers and schools, a concept that resonates with Ball (2003)
who states, “Within this ensemble, teachers are represented and encouraged to think
about themselves as individuals who calculate about themselves, ‘add value’ to
themselves, improve their productivity, strive for excellence and live an existence of
calculation” (217). Regarding the OECD’s Review of Evaluation and Assessment of
Portugal, Donaldson et al (2012) state that there is a greater degree of uncertainty
relating to the value that schools add to student learning in countries such as Portugal,
which, at the time of writing, compare externally devised school test-based scores
against the total population of schools.
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Another difficulty concerns the comparison of student outcomes
across schools. The average results of national examinations (both in
the 9th Grade and secondary education and, as of 2011/12, in the 6th
Grade) at the school level are publicly disclosed with no account for
the socioeconomic context of each school (or the characteristics of
schools” student population). This can considerably distort
considerations about the effectiveness of each school as average
results do not reflect the value added by schools to student results.
(132)

Ironically, adding trepidation to issues surrounding the use of value-added
indicators, Donaldson et al (2012) further state, ‘It is important to note that value-
added models are still under development, and therefore, they are prone to error’
(189). This caution regarding value-added indicators and their use as measures of
teacher and school performance has been affirmed by the ASA (2014), who state, ‘A
VAM score may provide teachers and administrators with information on their
students” performance and identify areas where improvement is needed, but it does
not provide information on how to improve the teaching’ (7). Yet, despite almost every
inspectorate in the world stating that one of the key functions of school inspection is
to ensure that a schools own evaluation results are both valid and reliable; quite
paradoxically some inspectorates are now using comparative value added measures
to ascertain the quality of teaching provided in comparison to, for example, schools of
a similar socio economic grouping, for instance. The logic of introducing value-added
indicators as value judgements within school inspectorate frameworks and
ascertaining the component of risk across all school types is further described by an
inspector in Brown (2013):

The other element that is vitally important is to know that there is
the value added standard as well as the actual standard. So, if I am
teaching in a [Name of non-disadvantaged area] and all of my
students come in at X level, am I really adding value even if 90% of
them go to third-level institutions? Is it my doing as a school, or is it
that they would reach that anyway because of a whole lot of other
factors? So, I think that value added is one thing that you have to
take into account, and then the other thing is that the national norms,
but the national norms on a contextual basis. So, there are all those
skills and systems that need to be put in place. (189)

None the less, for all its perceived benefits and connotations of quality in school
inspection policy and practice, the use of value-added data presents a dilemma to most
countries and will continue to do so in the future. However, given the ever-increasing
need to introduce value-added data to formulate inspection judgements, the following
supposition by O’Neill (2011) on the potential misuse of data in education is
compelling:

Every time you use a measure of pupil attainment for some
extraneous purpose you risk creating a perverse incentive. So every
time you find yourself doing that or participating in a system that
requires you to do that, ask what incentive is this creating? Whom is
it damaging? Pupils, head teachers, schools, employers and I think
that would be a very useful first step.
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Discussion and Conclusion

In this century, changes in inspection policy and practice in all public services have
been brought about as a direct result of a closer alignment with new public
management philosophies. As a result, inspections tend to operate within the two
school governance philosophies as described by Van Bruggen, namely accountability
and continuous improvement. (2010b). Within the framework of this ‘new school
inspection’, inspection tends to operate as either cyclical or targeted risk-based.
However, for a variety of reasons such as the high costs accrued from carrying out
repeated cyclical inspections, there has been a significant trend towards risk-based
inspection models in most countries. In either case, the current iteration of inspection
in action consists of a series of overlapping activities including the increasing use of
assessment data coupled with an analysis of a schools own internal evaluations. While
it can be argued that these developments as described above have resulted in more
flexible inspection better designed to achieve a variety of very different objectives,
these methods and models also pose significant challenges.

These challenges include, but are not limited to: (i) the capacity of schools to carry
out their own evaluations; (ii) the levels of trust and respect between schools and the
inspectorate; (iii) the level of inspection power or influence deemed necessary to bring
about school improvement; and (iv) how inspectorates can move towards a model of
risk based inspections while at the same time, ensuring that all schools who receive, at
least, a satisfactory inspection continue with their school improvement agenda.
Solving these concerns relates to the pursuit of a workable, integrated inspection
system as envisaged by Barber and Mourshed (2009) who state: “if the challenge of the
1980s was describing what effective schools are, of the 1990s, how to make schools
more effective and of the 2000s, describing what effective systems are, then the
pressing question for the 2010s is how to make systems more effective’ (7).

What does appear to be as certain as it is possible to be about any educational
matter is that inspection in whatever evolving form is likely to be a feature of the global
landscape of schooling for the long term. Speaking of the UK but surely more widely
applicable is the observation of Davis & Martins (2008b)

Whatever the future holds, it is clear that a combination of tighter
resources and rising expectations on the part of both the public and
politicians will continue to drive demands for better, more
personalised, more responsive, more efficient, and more cost effective
public services. This may throw some of the tensions between national
and local priorities into even sharper relief. But the inspectorates have
demonstrated a remarkable capacity to adapt and respond to
changing government priorities, and in our view the smart money is
on continued refining and fine tuning of inspection of public services,
rather than its wholesale abandonment. (150)
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Abstract

Problem Statement: In educational institutions, the effectiveness of
communication between teachers and parents, in terms of student
achievement and attendance, has a great importance. Parent-teacher
communication provides multi-faceted benefits to teachers, the school,
and parents as well. However, various obstacles hinder the realization of
effective parent-teacher communication in school settings.

Purpose of Study: The main purpose of this study is to determine the
communication barriers between parents and teachers, based on the views
of primary school teachers. This study is seen as important since it
addresses the barriers in communication, which is seen as vital for
achieving educational aims effectively. Effective communication provides
achievement and improvement by providing support to parents, students,
teachers, and schools and promoting appropriate environments.

Method: This research is a survey type descriptive study. Due to the
stratified and random type sample formation, 850 teachers were
considered to be taken into the research sample; however, 514 of the
distributed questionnaires were found valid. The data collection tool used
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was a four-dimensioned scale developed by the researchers themselves. In
the analysis of the data, parametric and non-parametric tests were used.

Findings: The findings revealed that teachers experienced “individual”
barriers at a “general” level, but other “socio-cultural,” “accessibility,” and
“field and status” related barriers at were experienced at the “very rare”
level without any significant differences considering the gender and
branches of the teachers. However, novice teachers (5 years and less work
experience) stated significantly the most individual barriers and the most
barriers related to the other dimensions as well.

Results and Suggestions: The results obtained in this study show the same
major communication preventive issues between teachers and parents
documented in the literature. Thus, results such as physical distance,
socio-cultural differences (language, dress, values), meeting with parents
only when money is required, parents’ lack of trust in teachers and their
unwillingness for cooperation, parents’ financial problems and lack of
interest about informing parents of school-related issues, inappropriate
schedule of school activities, teachers’ misbehaviors, parents’ education
level, parents’ mistrust in teachers and managers, and the like also confirm
the situation represented in previous research. It was recommended that
school managers and teachers adopt an open-door policy for parents; and
the schools should take the initiative of realizing collaborative efforts
among the school staff, parents, and other relevant institutions in order to
eliminate communication barriers. The training of the school
administrators, teachers, and families about gaining -effective
communication skills that will contribute to student achievement should
be emphasized.

Keywords: ~ Schools, teachers, parents, effective communication,
communication barriers.

Introduction

In fulfilling an efficient education in education organizations, communication not
only among the school managers, teachers, and students, but also with students’
parents bears a great importance. Especially communication between teachers and
parents regarding students” performance in the class bears vital importance in better
understanding students’ problems, increasing parents’ support in education,
performing effective counselling and guidance, and ultimately increasing students’
motivation and success.

The existing parent-teacher communication studies generally approach the issue
from two aspects. The first covers teacher-parent relations and contributions of
parents to school communities and organizational activities, whereas the second one
covers studies about parents” support of students” academic development (Rogers et
al., 2009). Consequently, teacher-parent relations bear an increasing importance for
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improving schools as learning communities and for students’ growth through
meeting their needs and expectations (Olcer & Kocer, 2015; Schussler, 2003). The US
National School Public Relations Association (NSPRA) reports numerous study
results that have indicated the important roles of school-parent-environment
cooperation in promoting school success and student growth (NSPRA, 2006).

However, healthy communication between teachers and parents is not always
possible, and numerous barriers on various levels can negatively affect the
communication process. These barriers can arise in connection with school resources,
teachers’ professional development levels, family, and environmental features. It is
not always possible to mention regular and efficient communication between school
management and structures, such as parent-teacher association and school protection
association, that are formed with the purpose of improving school-parent
cooperation (Aslan, 1984; Aytac, 2000; Gungor & Tasdan, 2016; Ozel, Bayindir &
Ozel, 2014). School managements remain incapable of understanding the importance
of communication between teachers-parents and school-parents and developing
efficient strategies in improving this communication (NSPRA, 2006). On the other
hand, most teachers cannot improve themselves without the knowledge and skills
that are needed in establishing an efficient communication with parents (Lawrence-
Lightfoot, 2004).

The main purpose of this study is to determine the communication barriers
between the parents and teachers based on the views of primary school teachers.
This study is seen as important since it addresses the barriers in communication,
which is seen as vital for achieving educational aims effectively. Effective
communication provides achievement and improvement by providing support to
parents, students, teachers, and schools and promoting appropriate environments.

Teacher-Parent Communication

The most common definition of communication is sharing emotions, thoughts,
knowledge, news, and skills, or in other words, the process of creating common
ground in the sense of emotions, thoughts, and manners among individuals (Karaca,
2016; Sever, 1998). Interpersonal communication is intentionally or unintentionally
affecting others by transmitting and receiving messages (Korkut, 2000).

Due to the raised awareness of the importance of parent-school cooperation in
achieving effective education, the number of studies encouraging parents to play
more active roles in school activities is increasing. A school-parent association is
deemed indispensable to school organizations for the realization of effective
education that will foster student performance (Acikalin & Turan, 2015; Ozyurek,
1983; Sisman & Turan, 2004). By means of communication, mutual trust between the
school and parents develops (Saritas, 2005), and mutual support towards
encouraging student learning increases (Celik, 2005).

A trust-based communication that can be established between teachers and
parents bears great importance from the aspect of determining problems, finding
ways to deal with them, and providing students with help on their way to learning.
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Particularly at pre-school, elementary, and secondary school levels, communication
between teachers and parents assures the realization of issues such as informing,
enlightening, and training parents with the purpose of increasing student success.
Additionally, the efficiency of communication between teachers and parents
contributes to the schools by improving school and district relations, utilizing
environmental sources, and developing programs complying with environmental
conditions by securing parents’ integration into the school.

Schools that are organic parts of the society have a natural advantage in terms of
interacting with parents. For example, schools are in a position to host or facilitate
the organization of seminars for parents that range from child development to stress
management. Moreover, schools can help form support groups in meeting the
various needs of parents (Molland, 2004), can help parents to develop relationships
with the needed institutions, can encourage the parents to participate in school
projects, and can pioneer establishing a mechanism to promote counseling and
guidance programs (Graham-Clay, 2005).

Barriers in Teacher-Parent Communication and Ways to Deal with Them

Establishing healthy communication that makes life meaningful and forms social
life is not always possible due to “communication barriers.” In our schools, there are
numerous barriers that prevent the establishment of efficient communication
between teachers and parents. These barriers can generally be categorized as
physical, technical, psychological, or social and organizational (Sabuncuoglu &
Gumus, 2008). Hoover-Dempsey et al. (2002) categorize communication barriers in
schools as either school related and parent related. School-related obstacles are
described as the inability to provide communication support, lack of system
knowledge, and failure to develop alternative strategies. Parent-related ones are
described as family status, pragmatic concerns (such as non-flexibility of parents’
work hours, etc.), and psychological barriers (negative experiences about schools
etc.). Bursalioglu (2008) states that numerous barriers within or outside of the
organization can make the communication process harder, and sometimes it may
even stop it. The study describes these barriers as psychological, semantic, status-
related, protection-related, field-related, hierarchical, narcotizing, and restraining
barriers. Tutar (2009) categorizes factors that prevent the effective communication as
personal, language and expression difficulties, listening and perception inefficiencies,
lack of knowledge, sexual and cultural differences, misconception, and psychological
barriers.

Parents and school principals usually report lack of time as the most important
communication barrier. However, studies reveal that lack of planning towards
establishing cooperation and lack of developing a mutual understanding are the
most important communication barriers. In addition to that, some sort of feelings
related to previous negative experiences, religious and cultural differences,
transportation problems, and the incompetency and inefficiency of school members
may affect school-parent relations negatively (NSPRA, 2006).
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Cultural differences can create communication barriers if the teachers reflect their
own cultural perspectives while interacting with the parents from a different
language and culture (Colombo, 2004). In order to deal with this potential
miscommunication, teachers should begin a quest for knowledge to help them
understand their students’ parents’ language and cultural differences (Lai &
Ishiyama, 2004). Along with gaining knowledge of cultural features, trying to
understand cultural differences and values seems to be important from the aspect of
dealing with communication barriers (Karadeniz, 2015; Kasahara & Turnbull, 2005).

Negative school experiences of parents can also constitute a barrier in their
communication with teachers. Schools should be able to provide guidance service to
help parents to manage these kinds of psychological problems (Finders & Lewis,
1994; Hartman & Chesley, 1998). This guidance service should encourage the parents
to seek help and get information related to the issues they worry about, to
understand the improvement level of the class, to grasp the teachers” approach to
education, and to learn how to behave under what conditions. Providing the parents
with this kind of knowledge can create dual effects by decreasing parents” negative
thoughts about school on one hand and increasing their interest in the school on the
other (Graham-Clay, 2005).

Economy-related issues and time constraints are seen among the elements that
hinder effective communication. It is reported that especially working parents do not
have enough time to cooperate with school. Besides, since most of the school-parent
meetings converted into money demanded places, most of the parents from poor
economic conditions refrain from attending these meetings (Finders & Lewis, 1994;
Seyfullahogullari, 2012; Terek et al., 2015). To cope with this, teachers can conduct
surveys to determine the work schedules of the parents at the beginning of the school
year; they can even inform parents about how and when they can communicate with
teachers. A study should be conducted on how the communication hours can be
made flexible to enable parents to attend the school or class meetings (Molland,
2004).

Also, lack of technology can limit communication opportunities. The new
technologies that provide convenience, efficiency, and effectiveness in knowledge
transfer have an important force in the development of parent-teacher
communication (Zieger & Tan, 2012). However, teachers shouldn’t think that all
parents have access to such technology, and so, they should investigate whether they
can benefit from the new technology. On the other hand, most teachers and parents
are still unable to make use of technology efficiently, and they give weight to
traditional paper-and-pencil-based communication (Graham-Clay, 2005).

Using technical terminology in communication with parents at the school level
seems to pose a general communication barrier. Teachers should observe their own
speech and make sure that they omit educational jargon from written
communications. If it is a must to use technical terms, the meaning of them must be
explained. Messages that are given to the parents in face-to-face communication
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should not be above the parents’ understanding capacity (Williams & Cartledge,
1997).

As a result, efficient communication is necessary for creating school-parent
cooperation and increasing parent contribution. Teachers should not only be skilled
in the art of teaching, but also should improve their knowledge and skills towards
efficient communication with the parent community. There are numerous
communication means that teachers can benefit from, such as internet technology,
private interviews, conferences, group meetings, and the like. Teachers should strive
to develop communication strategies, new cooperative communication methods
should be established, and these efforts should reflect a planned approach (Graham-
Clay, 2005).

Caspe (2003) argues that teacher training and professional development
programs must actively support improvement of teachers’ communication skills.
Implicit in the wish for improving teacher-parent communication is the expectation
that parent attendance will contribute to the improvement of student success and
realization of an efficient education (Tschannen-Moran, 2001; Virginia Department of
Education, 2002). Studies about strengthening teacher-parent communication show
that it can increase students’ success in school and prevent the occurrence of
disciplinary problems in the school as well (Aslanargun, 2007).

Purpose of Study

The purpose of this study is to determine the communication barriers between
parents and teachers based on the views of primary school teachers in terms of
various variables.

Method
Research Model

The research is a survey type descriptive study. Descriptive studies aim to
explain the interaction between situations by regarding their relation with previous
events and conditions (Kaptan, 1998). In this context, it was tried in this study to
describe the factors that prevent teacher-parent communication.

Research Sample

The space of the study consisted of 3,968 teachers who worked at 317 elementary
schools within the boundaries of Elazig city during 2011-2012 academic year. The
sample size was calculated as 350 with a reliability level of 95% based on Cochran’s
(1962) formula. A total of 15 schools were chosen randomly, with three schools from
each of the five education districts in Elazig city center. In addition, a total of six
schools—two randomly chosen schools from each randomly chosen three central
towns —from the central town set were included in the sample. Thus, questionnaires
were distributed to a total of 806 teachers from 21 elementary schools. 514 of the
returned questionnaires that were filled properly were taken into consideration by
the study (Table 1).
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Table 1.
The Schools Included in the Sample and the Numbers of Returned Questionnaires
Number o
Primary Schools I\?mber of Returnedf
eachers . .
Questionnaires

Salim Hazardagli 64 25

Bahcelievler Bahcelievler 65 42

24 Kasim 10 11

Vali Lutfullah Bilgin 48 30

Firat Yahya Kemal Beyatli 36 23

‘§ Gonul Thsan Tangulu 45 39
E Murat 51 20
) Harput Dumlupinar 23 15
§ Elazig 50 38
3 Sair Hayri 45 19
Hazar Selcuklular 28 15

Yucel 45 41

Dogukent 68 38

Karsiyaka ~ Kaya Karakaya 30 25

60. Y1l 69 31

= Kovancilar Kovancilar 37 27
T . Kovancilar Eti Holding 33 21
3 S Palu Palu YIBO 15 10
52 Palu Yavuz Selim 17 14
§ Karakocan Karakocan Nuri Ozaltin 24 15
Karakocan Cengiz Topel 23 15
Total 21 806 514

The distribution of the teachers according to their genders indicates that 42.2% of
the sample are female teachers and 57.8% are male. Regarding the branch variables,
77.4% of the teachers are in social sciences, 14.8% are in physical sciences, and 7.8%
are in arts/special talents. By work year variable, 56.8% of teachers have “5 or fewer
years,” 37% have “6-15 years,” and 6.2% have “6 and more years” (Table 2).
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Table 2.
Demographic Qualifications of Teachers Who Participated in the Study

Demographic Qualifications Groups N %
Female 217 422
Gender Male 297 57.8
Total 514 100
Social sciences 398 77.4
Physical Sciences 76 148
Branch
Fine arts/Special talent 40 738
Total 514 100
5 years and less 292 56.8
Work Years in School 6-15 years 190 37.0
16 years and more 0 62
Total 514 100

Research Instrument and Procedure

With the purpose of determining the issues that prevent teacher-parent
communication, the “Communication Barriers Assessment Scale” was developed by
the researchers. In the development process, 27 items were initially generated,
accompanied by a literature review and expert opinions. In order to assess the
reliability and validity of the instrument, a pilot application was done, and the
opinions of randomly selected 152 teachers were asked. An exploratory factor
analysis was applied to the instrument. During the principal component analysis, six
items were excluded since their factor loads were found to be below .40 or because
they took place in two factors with close loads with a rate difference under .10. At the
end of varimax rotated analyses, 21 items were gathered under four factors with an
eigenvalue over 1.00. These factors were labeled “personal” (items 1, 2, 3, 5, 6, 7, 12),
“socio-cultural” (items 4, 8, 9, 10 ), “accessibility” (items 12, 14, 15, 18, 19 ) and “field
and status” barriers (items 13, 16, 17, 20, 21 ) according to the meanings of the items
grouped under each factor. In this pilot study, Cronbach’s alpha reliability coefficient
for the whole scale was calculated as .78. This is regarded as sufficient since .70 is
considered the limit value to test reliability (Buyukozturk, 2012). Reliability
coefficients for sub-dimensions were .82 for personal barriers, .71 for socio-cultural
barriers, .74 for accessibility barriers, and .70 for field and status barriers.

s

The Likert type scale contains five options namely “always,” “generally,”
“sometimes,” “rarely,” and “never,” to be scored as 5, 4, 3, 2, 1 for the items that have
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negative connotations, and the reverse scoring for the positive ones. On the basis of
these dimensions, the responses of the subjects were computed regarding the mean

ranks as X = 4.20 always, 4.19 = * > 3.40 generally, 3.39 = X 2 2.60 sometimes, 2.59 >

% >1.80 rarely, and % <1.79 never.
Data Analysis

Data obtained from research were first entered to SPSS (Statistical Package for the
Social Sciences) package software, and the demographical features of the sample
group were analyzed by means of this software. Pursuant to the results of
Kolmogrov-Smirnov Z test for normal distribution, the Levene test for the
homogeneity of the scale, independent t test for gender variable, ANOVA for branch
variable, Kruskal-Wallis H test for work years of the subjects at schools, and the
Least Significant Difference (LSD) test and Mann-Whitney U test for assessing the
meaningful differences were computed.

Results

On the basis of the teachers” opinions and with the purpose of determining the
preventive factors for the realization of efficient communication between teachers
and parents, the obtained findings are interpreted below.

Results and Interpretations Related to Gender Variable

Pursuant to the independent sample’s t test, there is no significant difference

between female (X =3.68) and male teachers” (Xp =3.62) [ts12) =1.29, p>.05] views
regarding “personal” barriers (parents’ prejudices towards school, illiteracy of
parents, concern about hearing negative comments about children, parents” problems
with school management, and so on). This finding indicates that, although female
teachers have encountered more personal barriers, male and female teachers are
exposed to a similar number of personal obstacles at the “generally” level. Other
“socio-cultural” barriers (parents’ religious affinity, poor socio-economic conditions,
low level of education, parents’ tendency to find their children very successful);
“accessibility” barriers (not stating the needs and opinions openly, not paying
attention to the teacher, inaccessibility of parents when they are needed, insufficient
amount of time devoted to the parents, not talking easily with the parents about their
children at any time); and “field and status”-related barriers (distance of residential
address of the parents, the lack of appropriate spaces in the school to talk with
parents, social status differences between teachers and parents, working at the same
school with some parents, and so on) have been experienced at the “rarely” level
without any significant difference (Table 3).
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Table 3.

Data Distribution According to Gender Variable on the Basis of Dimensions

Dimensions Groups N i S sd t P

A) Female 217 368 60 512 129 .20
Personal Barriers B) Male 297 3.62 .60

Total 514

A) Female 217 231 63 512 -77 44
Socio-Cultural Barriers B) Male 297 236 .67

Total 514

A) Female 217 208 56 ©S12 -121 .22
Accessibility Barriers ~ B) Male 297 213 .50

Total 514
Barriers

B) Male 297 247 .56

Total 514
*p<.05

Results and Interpretation Regarding Branch Variable

Pursuant to the “socio-cultural” barriers dimension, the analysis of the data
indicated significant differences among the opinions of teachers from three different
branches related to barriers in teacher-parent communication [F.511) =3.25, p< 0.05].
The Least Significant Difference test revealed the difference between social sciences
and physical sciences and between physical science and fine arts/special talent
branches. Accordingly, it is observed that teachers of fine arts/special talent branches

(*c =2.56) have encountered barriers based on socio-cultural reasons more when

compared to teachers of social sciences (% a =2.33) and physical sciences (;B =2.24);
however, it is understood that all sample groups have encountered barriers at the
“rarely” level (Table 4).

”

In the dimensions of “personal,” “accessibility,” and “field and status” related
barriers, no statistically significant difference is observed between teacher opinions
(p> .05). Personal barriers have been experienced at the “generally” level;
“accessibility” and “field and status” related barriers have been encountered at the
“rarely” level (Table 4).
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Table 4.

Data Distribution According to Branches Variable on the Basis of Dimensions

Source Significant
— of Sum of Mean Difference
Dimensions Groups N X Variance Squares SD Square F p (LSD)
Between
. 2.071 2 1.036
A)' Social 398 362 Groups
Sciences
Personal B) .Physmal 76 3.67
Barri Sciences . 290 .06
arriers X Within
C) Fine Grotps 182.794 511  .358
Arts/Special 40 3.85 P
Talent
Total 514 3.65 184.865 513
. Between = »75¢ 2 1377
A). Social 308 233 Groups : -
Socio- Sciences
Cultural D) Physical 76 224 . AC
Barriers Sciences Within 325 .04 B.C
C) Fine G 216.288 511 423
Arts/Special 40 256 ~ OuPS
Talent
Total 514 234 219.041 513
Between
: 1.377 2 .689
A)' Social 398 209 Groups
Sciences
Accessibility D) Physical 76 223
Barriers Sciences Within 251 .08
C) Fine Groups 140358 511  .275
Arts/Special 40 212 p
Talent
Total 514 211 141.735 513
Between
: 406 2 203
A). Social 308 045 Groups
Sciences
Field and B) 'Phys1cal 76 045
Status Sciences Withi 72 49
Barriers  C) Fine Crou 143454 511 281
Arts/Special 40 255 ~ OUPS
Talent
Total 514 245 143.859 513
*p<.05

Results and Interpretation Regarding Work Year Variable

The analysis of the data revealed that teachers’ opinions relating to “personal”
barriers differed significantly by their work years in school [x? =19.318, p< 0.05]. As
a result of multiple comparisons that were performed through a Mann-Whitney U
test, this difference seems to occur in groups that have “5 years and less” and “6-15
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years” of work in the school. This finding shows that teachers’ years of work in the
school have an impact on the rate of their encountering personal barriers. When the
mean rank of the groups is regarded, it is seen that the “5 years and less” work year
group encounters the most barriers, and it is followed by “6-15 years” and “16 years
and more” groups respectively.

It is understood that there is no significant difference related to other “socio-
cultural,” “accessibility,” and “field and status” related barriers. However, it is seen
that teachers with “5 years and less” work years have encountered socio-cultural
barriers at the highest level; this is followed by teachers with “16 years and more”
and “6-15 years” of work experience. Further, teachers with “16 years and more” of
work experience have encountered accessibility barriers the most, and it is followed
by teachers with “5 years and less” and “6-15 years” work year experience. Related
to “field and status” barriers, it is seen that teachers with “5 years and less” work
experience have encountered the most barriers, followed by teachers who have “6-15
years” and “16 years and more” work experience (Table 5).

Table 5.
Data Distribution According to Work Year Variable on the Basis of Dimensions
Significant
difference
Mean (Mann
Dimensions  Work Experience N  Rank sd 2 P Whitney U)
A) 5 years and less 292 28214 A-B
B) 6-15 years 190 221.97
Personal )15y 2 19318 .00%
Barriers C) 16 years and more 32  243.61
Total 514
. A) 5 years and less 292 264.63
Socio-
B) 6-15 years 190 241.61
Cultural ) 615y 2 4162 13
Barriers C) 16 years and more 32 286.80
Total 514
o A) 5 years and less 292 267.87
Accessibility
i B) 6-15 years 190 239.38
Barriers ) y 2 4555 10
C) 16 years and more 32  270.45
Total 514
. A) 5 years and less 292 265.30
Field and
B) 6-15 years 190 247.25
Status 615y 2 1894 39
Barriers C) 16 years and more 32 247.17
Total 514

*p<.05
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Discussion and Conclusion

This study tried to determine the barriers to effective communication between
teachers and parents on the basis of teacher opinions. The results considering the
independent variables as gender, branch, and work years of teachers in the school
can be summarized as follows:

Results obtained related to gender variable reveal that personal barriers are
encountered at the “generally” level; socio-cultural, accessibility, and field and status
related barriers are encountered at the “rarely” level. Compared to male teachers,
female teachers seem to witness personal barriers more. Celik’s (2005) result that
female teachers experience more problems in school-parent communication supports
the results of this research. On the other hand, the research results of Cengil (2016),
Cevis (2002), and Kenanoglu (2004) indicate no significant difference between
teachers’ opinions by gender related to problems in school-parent relations.

As the branch variable is regarded, it is understood that teachers from all
branches (social sciences, physical sciences, and fine arts/special talents) encounter
personal barriers at the “generally” level and the other socio-cultural, accessibility,
field and status related barriers at the “rarely” level. However, it is understood that
teachers from fine arts/special talent branches encounter socio-cultural related
barriers more significantly than the other branch teachers. In Celik’s (2005) study, it
is concluded that teachers who graduated from other branches, but work as class
teachers experience more problems than other teachers.

The results related to work years in the school indicate that teachers with “5 years
and less” work experience encounter personal barriers the most, and the teachers
who have “16 years and more” and “6-15 year” of work experience follow them.
Likewise, teachers with “5 years and less” experience encounter socio-cultural and
field and status based barriers more than the other branch teachers. However,
teachers with “16 years and more” work year experience encounter accessibility
related barriers the most. It is understood that the least experienced teachers
encounter almost all kind of barriers —mainly personal barriers —more than the more
experienced ones. This situation indicates that novice teachers are not able to develop
sufficient knowledge and skills in communication. Research shows that the greatest
problems that novice teachers face are related to communication with parents as well
(NSPRA, 2006).

The results obtained in this study are the same major communication preventive
issues between teachers and parents found in the literature. Thus, the results such as
physical distance, socio cultural differences (language, dressing, values) (Sisman &
Turan, 2004); meeting with parents only when money is required (Kocak, 1991);
parents’ lack of trust in teachers and their unwillingness to cooperate (Celik, 2005);
parents’ financial problems and lack of interest in informing parents of school-related
issues (Ceylan & Akar, 2010); inappropriate schedule of school activities (Basaran &
Koc, 2001); teachers’ misbehaviors (Ogan, 2000; Yilmaztekin, 2015); parents’
education level, parents” mistrust in teachers and managers (Porsuk, 2010), and the
like also confirm the findings of that research.
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Recommendations

School managers and teachers should have knowledge about the socio-economic
and cultural structure of parents’ environments in order to increase communication
with them. Besides, school managers and teachers should develop an open-door
policy for parents and the parents should be encouraged to visit the school as much
as possible. Thus, while parent support can be obtained more easily on one hand, the
cooperation opportunities will be created on the other to improve the students in all
aspects.

Schools should plan parents’ meeting at the beginning of the instructional year,
announce the meeting schedule and agenda to parents, and secure a suitable place,
time, and environment for meetings.

In this study, personal barriers were mentioned at the “generally” level. In order
to eliminate personal barriers, prejudices towards the school and teachers should be
eliminated, and a relationship that is based on mutual trust and tolerance should be
developed.

In establishing communication with parents who do not have the ability to speak
Turkish well, the assistance of other school members should be obtained, in case the
class teacher is incapable of understanding them. The meeting time with parents
should be arranged pursuant to parents” availability and should be used efficiently.

In order to eliminate communication barriers that art/special talent branches
teachers encounter, the importance of these branches for personal development
should be explained well, and psychological consultancy and guidance should be
obtained on this subject. The assistance of experienced teachers to the novice teachers
should be ensured in establishing a good communication between parents and
teachers. Besides traditional communication methods such as face-to-face and
written communication, electronic communication (mobile phones, social network,
and computer environment) should be utilized efficiently as well.

Under the leadership of the National Education Ministry and universities,
various informative and educational programs with the goal of improving teacher-
parent communication should be organized.

In order to perform teacher-parent communication efficiently and develop a
sustainable cooperation, a schoolwide mechanism should be built where preventive
factors to efficient communication are identified and ways to overcome them are
sought systematically.
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Ozet

Problem Durumu: Egitim kurumlarinda etkili egitimin gerceklestirilmesinde
okullardaki yonetici, 6gretmen ve dgrenciler yaninda 6grenci velileriyle kurulan
iletisim biiytik 6nem tasir. Ozellikle simf igindeki ogrenci performansina iliskin
ogretmen ve veliler arasinda kurulan iletisim 6grenci sorunlarmin daha iyi
anlasilmasi, velilerin egitime olan desteklerinin artirilmasi, etkili yonlendirme ve
rehberlik yapilmasi ve nihayet 6grenci giidiilenmesinin ve basarisinin artirilmasinda
yasamsal onem tasir. Etkili iletisim, giiclii okul-aile isbirligini yaratmak ve veli
katilimimi artirmak igin gereklidir. Ogretmen sadece 6gretme sanatinda beceri sahibi
olmamali, ayn1 zamanda kendi veli topluluguyla etkili iletisime yonelik bilgi ve
becerisini de gelistirmelidir. Ogretmenlerin yararlanabilecegi internet teknolojisi,
velilerle 6zel goriismeler/konferanslar ve okul ile ev iletisimine yonelik bircok
iletisim olanagt vardir. Ogretmenler, velilerle iletisim kurmak igin, iletisim
stratejilerini ve isbirlikli yeni iletisim yontemlerini kullanma konusunda ¢aba sarf
etmeli ve bu c¢abalar planl bir yaklasimi yansitmalidir.
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Arastirmamn Amaci: Bu arastirmanin temel amaci, ilkdgretim okullarinda 6gretmen
ve veli arasinda etkili iletisime engel olusturan unsurlar1 dgretmen goriislerinden
yola cikarak belirlemeye ¢calismaktir.

Arastirmamin  Yontemi: Arastirma tarama tiriinde betimsel bir c¢alismadir.
Arastirmanin evrenini, 2011-2012 egitim-6gretim yilinda, Elazig ili smirlar1 iginde
bulunan 317 ilkégretim okulunda gorev yapan 3,968 ogretmen olusturmaktadir.
Elaz1g il merkezindeki bes egitim bolgesinin her birinden tesadiifi drnekleme
yontemiyle 3’er okul olmak tizere, toplam 15 okul secilmistir. Merkez ilgeler
kiimesinden rastgele segilen ti¢ ilgenin her birinden 2’ser okul olmak tizere 6 okul
ayrica arastirma kapsamina dahil edilmistir. Béylece, toplam 21 ilkdgretim okulu ve
bu okullarda gtrev yapan toplam 806 6gretmene olcek dagitilmis, bu clgeklerden
uygun sekilde doldurularak donenlerin sayis1 514 olarak tespit edilmistir. Ogretmen-
veli iletisimine engel olan unsurlar1 saptamak amaciyla arastirmacilar tarafindan
gelistirilen “Tletisim Engellerini Belirleme Olgegi” kullanilmustir. Olgek gelistirilirken
literatiir ve uzman goriisleri esliginde, énce 27 adet madde gelistirilmistir. Gegerlik
ve giivenirligi tespit etmek amaciyla olgek bir pilot uygulamaya tabi tutulmus ve
yansiz olarak secilen 152 6gretmenin goriisleri alinmistir. Yapilan faktor analizinde 6
maddenin faktor yiiki disiik ¢iktigindan bu maddeler tlcege dahil edilmemistir.
Faktor analizi sonucunda, dort faktor altinda toplanan 21 madde, maddelerin tasidig:
anlamlar dikkate alinarak, “kisisel” (1-2-3-5-6-7-12 no’lu maddeler), “sosyo-kiiltiirel”
(4-8-9-10 no’lu maddeler), “ulagilabilirlik” (13-16-17-20-21 no’lu maddeler), “alan ve
statii” (14-18-19-22-23 no’'lu maddeler) engelleri seklinde isimlendirilmistir. Olcegin
tamami icin Cronbach Alfa giivenirlik katsayis1 .78 olarak bulunmustur.
Calismadan elde edilen veriler SPSS paket programi aracilig: ile analiz edilmistir.
Verilerin analizinde kullanilacak istatistiksel yontemleri belirlemek amaciyla normal
dagilima uygunluk analizinde Kolmogrov-Smirnov Z simamasi, verilerin homojenlik
durumunu tespit etmek i¢in de Levene smamasi kullanilmistir. Bu smnamalarin
sonuglarma gore, cinsiyet degiskeninde Independent Sample t test; brang
degiskeninde Varyans Analizi (ANOVA); ve gorev yapilan okuldaki ¢alisma stiresi
degiskenine yonelik Kruskal-Wallis test ve anlamli farkliliin hangi denek gruplar:
arasinda gerceklestigini belirleyebilmek icin Least Significant Difference (LSD) test
ve Mann-Whitney U sinamasi ile ¢oklu karsilastirmalar yapilmistir.

Aragtirmamin Bulgulari: Cinsiyet degiskenine iliskin olarak ulasilan bulgular, kisisel
engellerle “genellikle” diizeyinde; sosyo-kiiltiirel, ulasilabilirlik, alan ve statiiden
kaynaklanan engellerle ise “cok nadir” diizeyinde karsilasildigimi gostermektedir.
Kadin 6gretmenler, kisisel engellere daha ¢ok tanik olurken, erkek 6gretmenler
sosyo-kiiltiirel, ulasilabilirlik, alan ve statiiden kaynaklanan engellerle daha ¢ok
karsilasmaktadirlar. Brans degiskeni dikkate alindiginda, tiim branslardaki (sosyal
bilimler, fen bilimleri ve giizel sanatlar/t6zel yetenek) Ogretmenlerin, kisisel
engellerle “genellikle” diizeyinde; sosyo-kiiltiirel, ulasilabilirlik, alan ve stattiden
kaynakli engellerle ise “cok mnadir” diizeyinde karsilastigi anlasiimaktadir.
Ogretmenlerin gorev yaptiklar: okuldaki calisma stireleri degiskenine iliskin ulasilan
bulgular, kisisel engellerle en ytiksek diizeyde “5 yil ve daha az” calisma siiresine
sahip 6gretmenlerin karsilastigii, bunu “16 yil ve {izeri” ve “6-15 yil” calisma
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stiresine sahip Ogretmenlerin izledigini gostermektedir. Sosyo-kiiltiirel kaynakl
engeller ile alan ve statiiden kaynaklanan engellerle calisma stiresi “5 yil ve daha az”
olan grup daha cok karsilasirken, ulasilabilirlikle iliskili engellerle calisma stiresi “16
yil ve tizeri” grubun daha ¢ok karsilastig1 anlasiimistir.

Aragtirmanin  Sonu¢  ve Onerileri:  Ogretmen-veli iletisimini etkili sekilde
gerceklestirmek ve stirdiiriilebilir bir isbirligini gelistirmek igin, etkili iletisime engel
olan unsurlart tanimlayacak ve sistematik olarak irdeleyecek okul capinda bir
mekanizmanin olusturulmasi gerekir. Ogretmen-veli iletisiminde karsilagilan
engeller, ogretmen-veli arasindaki anlayisin gelistirilmesi ve isbirligine yonelik
alternatiflerin olusturulmasi i¢in bir firsat olarak ele alinmalidir. Ogretmen-veli
iletisiminin etkili sekilde gerceklestirilmesi isteginin temelinde, veli katiliminin
gocugun basarisinin artmasima ve etkili egitimin gerceklestirilmesine yapacag: katki
beklentisi vardir. Bu arastirmada da, 6gretmen ve veli arasinda etkili iletisime engel
olusturan unsurlar 6gretmen goriislerinden yola cikarak belirlenmeye calisilmustur.
Arastirmada  belirlenen boyutlar temelinde wulasilan sonuglar, alan yazin
calismalarinda da 6gretmen ve veli arasindaki etkili iletisimi engelleyen temel
unsurlar olarak ortaya ¢ikmaktadir. Nitekim, fiziksel uzaklik, sosyo-kiiltiirel
farkliliklar (dil, giyim, deger); velilerle sadece para stz konusu oldugunda
gortistilmesi; velilerde ogretmenlere karsi giiven eksikliginin olmasi ve velilerin
igbirligine agik olmamasi; velilerin ekonomik sorunlar1 ve velilerin okul isleyisi
konusunda yeterli diizeyde bilgilendirilmemesi; okuldaki etkinliklerin zamaniy;
ogretmenlerin olumsuz tavirlar1 ve velinin kendi 6grenciligini animsamak
istememesi; velilerin egitim dtizeyi, velilerin 6gretmen ve yoneticilere kars1 giiven
duymamalar1 gibi sonuglar bu durumu teyit etmektedir. Elde edilen bu sonuglardan
yola ¢ikarak su onerilere yer verilebilir: Okul yonetimi ve 6gretmenler, ailelerle
iletisimi artirabilmek icin, ailelerin yasadig1 ¢evrenin sosyo-ekonomik ve kiiltiirel
yapis1 hakkinda bilgi sahibi olmalidir. Okul yonetimi ve 6gretmenler, velilere kars:
acik kapir politikas1 olusturmali, velilerin okula gelmeleri cesaretlendirilmelidir.
Boylelikle, bir yandan veli destegi daha kolay elde edilirken, diger yandan
ogrencilerin her yonden gelismesi yoniinde isbirligi firsatlar: yaratilacaktir.

Anahtar Kelimeler: Okul, 6gretmen, veli, etkili iletisim, iletisim engelleri.
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Abstract

Problem Statement: Gaining reasoning skills in early years affects the formal
proving skills in the following years, thus it is quite significant. The
acquiring of this skill is only possible with the approaches that the teachers
used in the process. At this point, the problem to be researched in terms of
making proofs is seen in how middle school students prove a mathematical
expression; what kinds of reasoning and proof types they use in this
process; how the teachers of these students prove the same expression; and
how they reflect it to their instruction.

Purpose of the Study: The purpose of this study is to investigate the middle
school students” and their teachers’ reasoning types and proof methods
while proving a mathematical expression.

Method: A basic qualitative research design was conducted to investigate
the research problems. Participants in this study were two middle school
mathematics teachers who have different professional experiences, and 18
students from 6th, 7th and 8th grades. A clinical interview technique was used
to collect data and the interviews were video recorded. A thematic analysis
method was used to analyze the data.

Findings and Results: The middle school students tried to decide on the
argument by following specific cases in order to verify a mathematical
expression, and in this context they performed several actions, such as
pattern recognition, seeking the relationship between two variables, and
making conjectures. They have performed three types of actions, namely
verification, explanation and abstraction during the proving of a
mathematical expression. Moreover, they have provided some arguments
which were not accepted as proof, by offering experimental, intuitive or
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illogical justification. On the other hand, it has been observed that the
middle school mathematic teachers thought in the same way that their
students thought while proving a given mathematical expression.

Discussion, Conclusion and Recommendations: As a result of this study, it has
been found that students had difficulties in proving mathematical
statements; they preferred to use experimental proofs and mostly adapted
an inductive approach. On the other hand, the proving tendency of the
teachers was mostly at a verification and explanation level; they have a
similar structure of thinking with their students in the process of proving
mathematical expressions. Reasoning and proof should be the fundamental
aspects of mathematics teaching, should play a significant role in
mathematical contents without taking it independently, and should be
developed in the earlier years. In addition, to what extent mathematics
textbooks and mathematics curriculum in each grade level support the
reasoning and proof standards should be investigated.

Keywords: Mathematics education; generalization; making conjecture;
reasoning and proof.

Introduction

Proof as fundamental to mathematical understanding is needed for the
construction and transmission of mathematical information. At the same time, it is an
important tool in learning mathematics, as well. Hence, proof is an important concept
in the way of mathematics and mathematics education. For this reason, in school
mathematics, in the early years, it is suggested that the proof teaching should be
disseminated in the mathematical experiences at the proper grade level of students
(Healy & Hoyles, 2000; NCTM, 2000; Yackel & Hanna, 2003). However, it is a fact that
the focus of mathematics lessons in primary school is arithmetical concepts, equations
and algorithms; on the other hand, in the middle school; the teaching of proof is mostly
found in geometry lessons (Ball, Hoyles, Jahnke, & Movshovitz-Hadar, 2002). This
quick transition to proof is indicated as the possible reason that students experience
many difficulties during the making of proof (Healy & Hoyles, 2000).

The studies revealed that all students from elementary school to the higher
education have difficulties in reasoning and proving exercises. Most of these studies
showed that students tended to exemplify and verify (Harel & Sowder, 1998; Knuth,
Slaughter, Chooppin, & Sutherland, 2002; Stylianides & Stylianides, 2009; Aylar, 2014,
Uygan, Tanisli, & Kose, 2014; Stylianou, Blanton, & Rotou, 2015; Guler & Ekmekci,
2016), and they mostly preferred inductive reasoning (Harel, 2001). On the other hand,
as pointed out by Knuth and Sutherland (2004), and Reid and Knipping (2010), many
students thought that verifying with an example was enough to prove a statement.
Hence, the process of the development of proof is handled from the beginning of the
elementary school to high school and students are required to see proof as a
fundamental element in the learning of mathematics. Furthermore, proof should have
a place in the process of teaching mathematics in the natural flow; it should be placed
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as not handling an independent subject area in the mathematical content of center
(NCTM, 2000). In this process, the teachers play a big role. However, the studies
performed with the teachers who play a significant role in this state of the students
showed similar results. The researches revealed that teachers were experiencing
difficulties in writing proof (Jones, 2000; Knuth, 2002; Iskenderoglu & Baki, 2011) and
they had similar thinking structures with their students in the process of proving
mathematical expression. On the other hand, it has been found that the opinions,
beliefs, and knowledge of the teachers also affected their students” proof performance
(Knuth, 2002).

In Turkey in 2003 and in 2005, proof is emphasized in process standards in high
school mathematics curricular programs where formal proof takes place. On the other
hand, in other mathematics programs, the proof concept is not mentioned directly.
However, proof is indirectly mentioned as a part of the ability to reason, making
generalizations, making inference, defending, verifying a mathematical statement and
constructing an argument (Ministry of National Education, 2013). Developing
students’ reasoning and supporting them to develop proof within their early years
play an important role in formal proof development. In addition, the acquirement of
this skill is only possible with the approaches that the teachers used in the process.
Teachers should develop rich environments where how and why are discussed, which
enhance thinking skills of the students, instead of offering pre-prepared solutions in
the process of verification of a mathematical statement, which requires making a proof
and expecting students to apply the same logic in similar situations. At this point, in
Turkey, the problem to be researched in terms of making proof is seen as how middle
school students prove a mathematical expression, what types of reasoning and proof
that they use in this process, how the teachers of these students prove the same
expression, and how they reflect it to their instruction.

Purpose of the Study

The purpose of this study is to investigate the middle school students” and their
teachers” reasoning types and proof methods while proving a mathematical
expression. For this purpose, the following questions were addressed:

1. What are the middle school students’ types of reasoning and methods of proof
while proving a mathematical expression?

2. What are the middle school mathematics teachers’ types of reasoning and
methods of proof while proving a mathematical expression?

This study is significant because it emphasizes how middle school students and
teachers prove the mathematical expressions and the difficulties students have in
writing proof, and stresses the role of teachers in the proving process by determining
the relationship between teachers’ and students’” types of reasoning and methods of
proof.


https://www.seslisozluk.net/ministry-of-national-education-nedir-ne-demek/
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Theoretical Framework

Reasoning can be defined as the coordinated process of the evidences, beliefs and
ideas resulting from the conclusion of what reality is (Leighton, 2003). From a different
point of view, reasoning is a process of producing new knowledge from preliminary
thoughts (Rips, 1994). In this paper, “reasoning” is simply considered to be the ways
of thinking that were adopted to produce statements and in seeking the results.

There are various ways of thinking or types of reasoning while writing a
mathematical argument. For example, Reid and Knipping (2010) defined reasoning
types, such as induction, deduction, abduction, reasoning by analogy and others. An
inductive reasoning occurs when an appropriate subset of an event is examined and
proceeds to a generalized conclusion. Deductive reasoning is observed when the
statements are correlated with the data by using one or more logical deduction rules,
whereas analogic reasoning is observed if a statement is developed or revealed by
considering the similarities between mathematical events. Finally, abductive
reasoning typically occurs with the observations of a specific case and the discovery of
an inference allowing the formation of a statement.

During the reasoning process, two types of actions occur, namely discovering and
justifying. In the process of discovering, new knowledge is investigated and explained;
whereas in the process of justifying, mathematical statements are verified or proven
(Ball & Bass, 2003). New knowledge is investigated and explained within the reasoning
aroused in the process of discovery, whereas mathematical statements are verified or
proven by the reasoning aroused in the process of justification (Ball & Bass, 2003). The
exploratory aspect of reasoning requires making generalization, which includes
paying attention to the pattern and order, making conjecture and testing; whereas the
defense of the reasoning requires explaining the meaning by developing arguments.
Argument is a verification, which is a part of the reasoning that aims to self-persuade
or persuade others (Bergqvist, Lithner, & Sumpter, 2006). However, not all but only
some arguments can fulfill the standards of a proof. Therefore, the proof is usually the
end product of the process and it can be supported by activities such as pattern
recognition, making conjecture and arguments that are included in the process, but
not in the scope of proof. Thus, both reasoning and proof require each other, as shown
in Figure 1 (Stylianides, 2010).

Feasoning and Proof

Making Generalizations Argument Developing

Patterns,

Conjectures

Figure 1. Generating and validating new knowledge in mathematics



Eurasian Journal of Educational Research | 51

Proof consists of the conjectures that use mathematical language and definitions,
logical arguments that carefully express the premises, and the reasoning used to reach
a valid conclusion. In other words, it can be defined as a valid argument against/for a
mathematical statement (Stylianides, 2008). The term “valid argument” refers to the
content that is agreed on by mathematicians. Within this paper, considering that the
participants are at middle school level, it was expected that these students, who were
supposed to have abstract thinking capability, should test their mathematical
statements through various types of reasoning and proof, and express their statements
using mathematical language.

On the other hand, during the recent discussions about the level of making proof
at elementary and high school levels, the discussion of proof and verification came to
the forefront and the difference between them has been revealed by emphasizing that
the generalization tendency of early year students should not be accepted as proving
(Stylianides & Stylianides, 2009). Sharing the same view, experimental verifications
were not considered as proofs within this paper; it has been assumed that there are
three stages of students’ proof, “verification” where they investigate the validity of
their statements, “explanation” where they explain why their statement is true and
“abstraction” where they follow the shortest path for their abstraction using
mathematical language (Iskenderoglu & Baki, 2011).

Method
Research Design

A basic qualitative research design is particularly well suited to obtaining an in-
depth understanding of effective educational processes (Merriam, 2009). Because the
purpose is to obtain an in-depth understanding of the middle school students” and
their teachers’ reasoning types and proof methods, this research design was conducted
to collect, analyze, and interpret data. In basic qualitative research design, questions,
focus points and established relationships in the interviews, observations and
document analysis are performed by depending on the theoretical framework of the
study (Merriam, 2009).

Participants

The participants of this study, where a basic qualitative approach was adopted
(Merriam, 2009), consisted of two middle school mathematic teachers and 18 students
of these teachers attending 6th, 7th and 8th grades, three students from each grade.
“Criteria sampling,” which is one of the purposive selection methods, was used to
select the participants (Yildirim & Simsek, 2011), the seniority of the teachers (five
years of experience and 30 years of experience) and students” achievement levels (low,
medium, high) were set as the criteria of the sample, based on volunteerism.
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Research Instrument and Procedure

For the purposes of the study, the data was collected using clinical interviews. On
account of the purpose of providing detailed knowledge and identifying thinking
structure (Clement, 2000), clinical interview is used. Before the interviews, clinical
interview questions, which consist of one open-ended question for each content
domain, namely numbers and operations, geometry and measurement, and algebra,
were prepared. The researcher and a field expert evaluated the interview questions
and made necessary revisions. The pilot study of clinical interview questions was
conducted with a similar group representing the participants. As shown in Figure 2,
clinical interview questions were prepared considering the grade levels of students.
These questions were also conducted to teachers, who were asked to prove them.

Data Analysis

The thematic analysis method that is widely used in qualitative research was used
to analyze data (Liamputtong, 2009). Two experts independently defined first starting
codes. The reliability of coding was calculated and the rate was found to be 90%. After
the coding process, experts determined the themes and sub-themes together with a
consensus on them. Based on the indicators of the process of reasoning and proving,
the following themes emerged: middle school students’ process of reasoning and proving
mathematical statements and middle school teachers’ process of reasoning and proving
mathematical statements. It is determined that subthemes which belong to these themes
are making generalizations and evidences supporting mathematical statement. All of these
processes were analyzed in terms of inductive, deductive, abductive, analogy and other
types of reasoning. Then the themes, which were defined and named in detail, were
interpreted; the findings of the research were interpreted under these themes and
presented with direct quotations from the dialogues.

Validity and Reliability

All research phases were reported in detail in order to ensure the validity and
reliability of the research. The purposeful sampling method was used to select
participants. While a data collection instrument was being prepared, the field experts
evaluated the questions and the instrument was piloted with a similar group
representing the participants. Data which were obtained was analyzed with the
researcher and field expert. To calculate the inter-coder reliability rate, Miles and
Hubermans’ (1994) formula (reliability= number of agreements/(total number of
agreements) + (disagreements)) was used. Obtained data were presented under the
themes and subthemes in detail and the findings were supported with direct
quotations without ruining originality.
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1.Prove that the sum of three consecutive numbers i ible by 3. (Grade 6th, 7th, and 8th).
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a) How many squares will be in the 6th step of the pattern? Explain.

b) How many squares will be in the 24th step of the pattern? Explain.

c)Write the pattern rule to calculate the number of squares in any number of steps? (Grade 6th, 7th, and
8th)

Figure 2. Clinical interview questions

Results
Middle School Students” Process of Reasoning and Proving Mathematical Statements
Making generalizations

The middle school students tried to solve the argument by following specific cases
in order to verify a mathematical expression, and in this context they performed
several actions, such as pattern recognition, seeking the relationship between two
variables and making conjectures, as shown in Table 1.

Table 1.
Middle School Students” Processes of Generalizing Mathematical Expressions as Justification

6.-7.-8
Grade Level
Pattern Converting to an Arithmetic L(6), M(6), H(6)
2 Recognition Arithmetic Pattern 3
:Q:\ s ' Recu1.rsive - “§ Arithmetic L(6), M(6), H(6)
sz = Seeking the Relationship =
£ & & Relationship  Functional S Algebraic/ L(1), M(2), H(2)
S ] £ Between Two  Relationship &  Visual
§ = é Variables Proportional :o?
Relationship = Arithmetic L(3), M(1), H(2)
=
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Table 1 Continue

Random Example Arithmetic L(6), M(6), H(5)
Specific Example Arithmetic L(2),H(1)
Mathematical Verbal/ L(6), M(6), H(6)
Making Conjectures Visual/
Conjectures Arithmetic/
Algebraic
Prototype Shape Visual L(6), M(6), H(6)
Trial/Error Arithmetic/ L(6), M(6), H(6)
Algebraic
Ratio/ Arithmetic L(6), M(6), H(6)
Proportion
Type of Reasoning
Abduction Deduction Analogy Induction Other Reasoning
*From specific to *Erroneous
general reasoning
*Not specific, *Referring to an
probable authority

After seeing the pattern question seen in Figure 3, the first action of all students,
independent of their grade and achievement levels, was to convert the visual pattern
to an arithmetic pattern, and then focus on the recursive relationship between two
variables (obtaining the next term by adding a constant to the previous one). In this
process, students generalized the relationship arithmetically by observing the constant
difference between the terms of the pattern.

EEm EEEE EEEEN EEEEEEN
E g E EHN ] ]
EmEg N H N H m ]
EEEE B H n | -]
1 EEEEE =
3 2, EEEEEE
3 5.
o
th ~———ho 2,3

Figure 3. The approach of 6th grade students with medium achievement level

On the other hand, the functional relationship between two variables (the step
number and the term), was only recognized by five students with medium and high
achievement levels. For example, an 8th grade student with medium achievement level
explained this relationship as “One is added to each (corner). In fact, the initial shape, in
other words step zero is this (he formed the shape below). We take the corners as +4 ... I
mean if n=0, we get +4 ... I mean step zero is +4... The first step 4+4, second step 2.4+4, and
nth step is 4n+4".

Results revealed that students achieved a visual and algebraic generalization using
an inductive approach by analyzing the constant and changing terms in each step.
m] |m LI
E B [ | |

E N
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There are students who have reached the wrong conclusion by erroneous
reasoning while searching for the relationship between two variables. In general, these
students, who mostly had low and medium achievement levels, had difficulties in
continuing the pattern to the 24th step because they have mainly focused on the
recursive relationship. In this case, they tried to use the multiplicative relation between
six and 24; and they incorrectly used proportional reasoning by attempting to apply a
similar reasoning to the terms corresponding to these steps.

In the process of generalizing, middle school students have made verbal,
arithmetic, visual and algebraic conjectures that were not proven yet. While making
conjectures, they guessed that the given hypothesis might be true and they attempted
to show their statements via exemplifying and testing and especially in geometry by
trial/error, ratio and formulation based on the prototype shape, which was the concept
with maximum examples.

Nearly all students who argued that “The sum of three consecutive numbers is divisible
by three” attempted to verify this statement by giving random examples. Only three
students with high and low achievement levels checked the validity of their
conjectures by selecting particular cases. In this process, students used inductive,
analogic, and abductive types of reasoning. In addition, it has been observed that some
students have made erroneous reasoning or authoritative reasoning, such as teacher,
textbook, which were considered as other reasoning. For example, a 6th grade student
with a medium achievement level exhibited an inductive approach, “First, I have to give
some examples, my numbers are 4+5+6=15, 15 is divisible by 3, 7+8+9=24, is divisible by
three, therefore the answer of this question is yes it is divisible”, by forming a rule by
considering some particular cases.

In addition to inductive reasoning, some students have been observed to make
conjectures using an analogic approach by considering the similarities of two cases or
using an abductive approach that is related to inductive and deductive reasoning,
which is the observation of a specific case that leads to a familiar result. To give
examples, “...10, 12, 14 yes it can be divided. One of these is divisible by three. The others are
complement of three. Their arithmetical mean is 12 ..."” (Mg) or “I'll check if 12, 13, 14, are
divisible by three. For example 12, 1+2=3, it is divisible. 13, 1+3=4, it isn’t. 14, 1+4=5, it
cannot be divided. ...3+4+5=12, it is divisible” (Hg).

In addition to students who make conjectures through exemplification, some
students, especially those with low or medium achievement level, have given
unsatisfactory answers, either erroneously or by trial/error, in the process of
investigating the verification of their statements. For example, in the case of geometry
questions, some students attempted to make conjectures using prototype shapes, or
they referred to an authority to verify their statements.

The seventh grade student with medium achievement level attempted to obtain
the general formula of the given pattern by trial/error, which is a deductive approach
“now, 8, 12, 16, 20 ... (he wrote the number of squares of each step), at the 6 step, first
we can say n+4, no n+4 doesn’t work ...”. On the other hand, some of the students who
focused on the difference between terms also investigated the rule of the pattern by



56 |  Dilek Tanisli
!

trial/ error. First, they multiplied the common difference by n (4n), then they found the
constant added to 4n using the number of the first step (8) and generated the rule of
the pattern through an abductive approach. 10 students, who were experiencing
medium or high achievement levels about the hypothesis in the areas of numbers and
operations, algebra, geometry and learning to measure, have attempted to express
their conjectures mathematically using verbal, arithmetic, visual and algebraic
generalizations. In this process, they have used inductive, deductive and abductive
types of reasoning. For example, a 7th grade student with medium achievement level
mathematically expressed that “Based on the identical angles given on line I, the sum of two
angles is 90 degree” as shown in Figure 4, by making algebraic generalizations with a
deductive approach.

Figure 4. The approach of a 7th grade student with medium achievement level

Similarly, an 8t grade student with high achievement level explained his
conjecture about “In a rectangle, the length of the diagonals are equal” verbally as “since
long and short sides of a rectangle are equal ... I use Pythagoras. The square of this (DB -
diagonal) is the square of (DC) plus the square of (BC); the square of this (AC - other diagonal)
is the square of (AD) plus the square of (DC).”

Evidences supporting mathematical statement

As can be seen from Table 2, in the process of proving a mathematical expression,
middle school students have performed three types of actions, namely verification,
explanation and abstraction; moreover, they have formed some arguments, which
were not accepted as proof, by offering experimental, intuitive or illogical justification.

During the proving, students with medium or high level of achievement have first
investigated the verification of the hypothesis arithmetically, algebraically and
geometrically/visually, and then explained why it is true, thus the reasoning types
that they have selected and used in this process were deduction and abduction. Finally,
they made the abstraction by using mathematical language and checking the
conditions of the generalization through the shortest path. For example, in the
geometry question displayed in Figure 2, a 6th grade student with a high achievement
level has made a mathematically valid proof without using any arithmetical variable,
in other words without using direct variables, to verify that the sum of B and C angles
is 90 degrees through a deductive approach: “Since A is equal to B, and C is equal to D,
and A, B, C, D is equal to 180, let’s consider these two as a group (A and B), (C and D). We
have two groups and if we divide 180 by two and we take one element from each group, they
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are 90. For example, let’s say A is 50, B is also 50, their sum is 100, the others are 40, 40 from
80. The sum of 50 and 40 is 90. I mean, whatever we assign to A, it will be 90. Whatever.”

On the other hand, six of the 7th and 8th grade students with medium and high
achievement have made algebraic demonstration through a deductive approach by
using variables, whereas five students have made geometrical and visual
demonstration by using geometric shapes or visual representations and in this process
they have made abstraction using mathematic language. An 8th grade student with a
high achievement level has algebraically shown why three consecutive numbers are
divisible by three, as displayed in Figure 5.

3 C

Figure 5. The approach of an 8th grade student with high achievement level
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Similarly, for calculating the surface area of the geometric shape given below, an
8th grade student with medium achievement has first counted the unit cubes and
overlapping surfaces, then he attempted to algebraically prove the surface area
formula given for the shape.
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The seventh grade student with medium achievement has demonstrated the
formula of the area of parallelogram by using the area of rectangle through geometric
proof as below:

My: ... This parallelogram (he sketched), I've got a right triangle when I drew the height
like this. If I move this part there, this portion of the base (the base of the triangle) will move
here, meaning that the base will not be changed. Then we get a rectangle. For the area, we will
multiply the sides, and we will find the area of the rectangle. This is how this happens for the
parallelogram.
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On the other hand, middle school students have had some arguments that could
not be considered as proof. As can be seen from Table 2, these arguments were
classified as experimental, intuitive and illogical justification. While performing a
verification or explanation, students from all grade and achievement levels tended to
apply exemplification or trial/error methods first; however, some students with low
and medium achievement levels followed the wrong direction.

Table 2.
Middle School Students” Processes of Proving Mathematical Expressions as Justification

6.-7.-8.
Grade Level
Proving a Arithmetic M(2), H(2)
Statement
Verification, Algebraic M(3), H(3)
Explanation
- and Type of Proof
§ Abstraction Geometric M(@3), H(2)
S (Using Visual
% Mathematic
3 = Language)
S S
= =
=
ox § Verification L(6),M(5),H(4)
= S Non-proof by Example
o % Argument Experimental
S
s S Trial/Error  L(2),M(2),H(2)
2 &
g 2
e E Ratio/ L(3),M(2),H(1)
= 2"3 Proportion
Q
é Dynamic M(1)
S Thinking
0
Intuitive L(1), M(1)
Presenting Illogical L(6), M(2)
Justification
Type of Reasoning
Deduction Induction Other Reasoning Abduction
*Testing *Referring to an authority

*Erroneous reasoning
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To answer the question asking to prove that the diagonals of a rectangle are equal,
two 8th grade students with low and medium achievement level acted intuitively and
expressed it as: “... The length of the diagonals starts here (mutual corners). If we turn it
and D replaces C and C replaces D, diagonals would be the same ... I mean D will replace C. I
reverse it.”

As can be seen from Table 2, in all grade levels, students with low achievement
level have presented illogical justifications and they attempted to justify their answers
by referring to an authority or in an erroneous manner.

Middle School Teachers” Process of Reasoning and Proving Mathematical Statements
Making generalizations

As shown in Table 3, it has been observed that the thinking structure of middle
school mathematic teachers was similar to their students while proving a given
mathematical expression. Teachers’ acts of this process are pattern recognition,
seeking the relationship between two variables and making conjectures. For example,
to solve the pattern question, both teachers transformed the shape pattern into a
numeric pattern without analyzing the shape and generalized the pattern to the next
step through an inductive approach, by focusing on the difference between terms, in
other words using the recursive relationship.

When teachers were asked to extend the pattern to the further steps (24th step); the
junior teacher declared that he can extend the pattern by using a formula, ... I can find
it by using a formula I mean I can find it by writing the formula of the pattern ... I'm trying
to memorize the general formula ... we had such a formula ... an=a;+ (n-1).r, a; is the first
term; I put four as the common difference. If I take eight for a; and four for r, we find 8+ (1-
1).4=8 at the first step, 8+ (2-1).4= 12 at the second step. I can find 24t step using this ...
an=8+ (24-1).4=8+23.4=8+92=100", and he algebraically generalized the functional
relationship between two variables through a deductive approach, by using arithmetic
series rule. When the teacher was asked to analyze the shape, he could only generate
the functional relationship visually after analyzing the structure of the shape through
an inductive way.

The teacher with more professional experience has generalized the pattern by
focusing on a recursive relationship to extend the pattern to further steps, thus he
made a conjecture as below by using trial/error with an abductive approach:

Experienced Teacher (ET): ... for the rule of the pattern, we find the difference between
them, 4n here. Now, at the first step, we have a total of eight squares, we write one for n, we get
four, therefore I have to add four to obtain eight. For 24t step, we will write 24 for n. We find
4.24+4=100.
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Similarly, when this teacher was asked to analyze the structure of the shape, he
examined the shape and generalized the functional relationship arithmetically by
approaching the shape through an inductive approach: “In each step, here we have five
(squares) at the third stage (upper side), then three, three (left and right sides). Let’s think
in this way. At the 3 step, there are three squares in each side, whereas at the 4" step the
number of squares is four. Four times four is 16, when we add corners it makes 20. At the 6t
step there will be six inside. Six times four, 24, plus four from the corners, it makes 28.” Both
teachers have made mathematical algebraic conjectures with a deductive approach
while generalizing the given mathematical explanations as seen in Table 3.

Table 3.
Middle School Mathematic Teachers” Processes of Generalizing Mathematical Expressions

Professional

Experience
Pattern Converting to Arithmetic ET
Recognition an arithmetic (Experienced
pattern Teacher)
LET (Less
Experienced
Teacher)
3 Seeking the Recursive - Arithmetic ET, LET
§ Relationship . . k)
§ - Between Two Relationship E
un 2 Variables Functional ‘S Algebraic/ ET, LET
© IS . . @
= R Relationship S Visual
= § 3 isual/
_§ $ o Arithmetic
= O] @
S s
& Making Mathematical = Algebraic ET, LET
“%‘ Conjectures Conjectures
—~
Random Arithmetic ET
Example
Trial/ Arithmetic/  ET
Error Algebraic
Type of Reasoning
Deduction Induction Abduction Other Reasoning
*From specific to *Erroneous reasoning
general

However, less-experienced teachers made an erroneous reasoning while making
conjectures about “The sum of three consecutive numbers is divisible by three” and he stated
that the sum of all consecutive numbers, except -1, 0, +1, can be divided by three. On
the other hand, the experienced teacher has tried to show his statements with inductive
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and abductive approaches, such as giving examples, testing, and trial/ error, and with
various arithmetical and algebraic actions while making conjectures about some
hypotheses.

Evidences supporting mathematical statements

In the process of proving a mathematical expression, middle school mathematic
teachers have performed three types of actions, namely verification, explanation and
abstraction; moreover, they have formed some arguments which were not accepted as
proof (see Table 4). While proving, they have explained why the statement is true, and
they have made abstraction by selecting algebraic, geometric and visual evidences and
by using a deductive approach. Both teachers gave similar answers to the questions in
the areas of numbers and operations, geometry and learning to measure and they have
proven their statements by using mathematic language.

Table 4.
Middle School Mathematic Teachers” Processes of Proving Mathematical Expressions

Professional
Experience

=

= Proving a Statement ET

§ - . (Experienced
S Verification, Algebraic/
= . Teacher)

S Explanation and Type of Proof G .

= Abstraction (Using yp eometric/ LET (Less

+ Mathematic Visual Experienced
§ Language) Teacher)

3 Trial/Error ET

E Non-proof Argument Experimental Dynamic Thinking ~ ET, LET

@ Verification by LET

S Example

')

=

a3 Type of Reasoning

Deduction Abduction Other Reasoning
*Testing * Erroneous reasoning

On the other hand, the less experienced teacher showed and explained the
hypothesis, “If the sides of a rectangle are doubled, its area increases by four times”
algebraically, with a deductive approach as follows: “The easiest way of proving it is
drawing a rectangle (he drew one). Now, I do it or show it to my pupils with multiple
variables. I'll call long side as a and short side as b. Thus, the area of the rectangle is A=a. b. If
I double both sides (he drew another rectangle) this side becomes 2a, and this one becomes
2band ... A=2a.2b ... when I multiply it makes 4ab. We have calculated the area of the first
rectangle as ab, since the second one was found to be 4ab, I did prove that its area was increased
by four times. Whatever number we use for a and b, it will always be four times bigger. On the
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other hand, the more experienced teacher explained the same hypothesis using “the
ratio of the areas of similar shapes is equal to the square of their similarity ratio;” however, he
showed its verification by assigning numbers. The verification and explanation of this
teacher can be considered as an argument that is non-proof because the teacher did
not completely use mathematic language while verifying the hypothesis. For instance;
“... (he drew two rectangles with sides three, four and six, eight) the ratio of the areas is
equal to the square of their similarity ratio. Their similarity ratio is two; the square of two is
four. Let’s call similar rectangles as A1 and Az, Ai/Ar=k2. We calculated A; as 48, and A, as
12, the ratio of these is four ... let’s find the similarity ratio, 8/4=2, the square of two is equal
to four.”

Regarding the pattern question, the less experienced teacher has generalized the
rule of the pattern by using the arithmetic series formula and then he has proven the
validity of the rule visually; however, he tested both rules by assigning numbers to the
variables. On the other hand, as explained in the generalization part, the experienced
teacher has found the rule as 4n+4 with an abductive approach by using the common
difference between terms through trial/error, and he attempted to test the validity of
the rule by assigning numbers and also by visually examining the shape and using the
inference that he has revealed.

Finally, while verifying the hypothesis where the area of a parallelogram was
questioned, both teachers attempted to show the area of the parallelogram
experimentally, using the area of a rectangle (similar to some students).

Discussion and Conclusion

It has been observed that most of the students (regardless of the grade) had
difficulties in determining the functional relationship between two variables (Zazkis
& Liljedahl, 2002; Becker & Rivera, 2006). The few students who have identified a
functional relationship were those of medium or high achievement levels. Even
though teachers did not encounter similar problems, it has been noticed that their
approaches were also similar to the ones of their students and seeking the functional
relationship was not among their first choices within the process of generalization.
Therefore, it can be said that the students’ tendency towards arithmetical
generalization rather than algebraic and visual generalization may be a result of this
fact.

At the same time, it has been observed that nearly all students have made illogical
conjectures such as giving examples of trial/error, and these students are generally
with low or medium achievement levels (Aylar, 2014). On the other hand, the presence
of the students, who made mathematically meaningful conjectures and algebraic
generalization, is also important. These students are generally from 7th and 8th grades,
with medium and high achievement levels, which can be interpreted as reaching a
generalized conclusion is apprehended with the increase of grade and achievement
level (Knuth & Sutherland, 2004). Regarding the teachers, it has been observed that
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while making conjectures, the first priority of the teacher with more professional
experience was giving examples; thus the same tendency was observed in his students
as well. Considering that proving is the next step in making conjecture, it can be said
that this teacher believes that showing with an example is a valid proof and reflects
this idea to his students as well.

It has been observed that in the process of generalization, teachers and students
predominantly preferred inductive reasoning (Harel, 2001); however deductive,
analogical and abductive types of reasoning were also chosen and used. There are,
though, students making erroneous reasoning. It should be noted that students’ ability
to use inductive and deductive reasoning from an early age is especially important for
the development of proving skills (NCTM, 2000).

Regarding proving related to supporting a mathematical statement, it has been
observed that most of the students were not at the desired level in terms of verifying,
explaining and abstracting the hypothesis (regardless of the grade); they were
generally making verification based on experimental arguments, especially with the
help of the examples; in this process, they have mostly used inductive or erroneous
reasoning and sometimes they have referred to an authority for justification. There are
many studies supporting this fact (Reid & Knipping, 2010; Stylianides & Stylianides,
2009; Knuth & Sutherland, 2004; Knuth, Slaughter, Chooppin, & Sutherland, 2002).
Knuth et al. (2002) stated that students might have used experimental arguments as
proofs because their teachers have directed them as they could use well-chosen
examples for this purpose. Hence, the teacher with more professional experience has
preferred to give examples while proving, which seems to have triggered this fact. On
the other hand, it has been observed that students’ achievement levels and their
proving and reasoning skills are correlated (regardless of the grade). Students with
high achievement level can make arithmetic, algebraic, geometric/visual proofs and
they can think deductively. This result is similar to some research findings (Arslan,
2007).

Students have encountered difficulties in some areas, especially in algebra and
geometry, even though their tendency to reach a generalization depends on their grade
level, and they cannot carry out algebraic proofs. This fact can be one of the factors that
affect their proving performance negatively. These outcomes are in line with the
results of some studies (Aylar, 2014). In addition, students are unfamiliar with the
terminology of proving, in other words, the use of mathematical language. Some of
the reasons for this might be as follows: students don’t know what it means to convince
someone or how to do it; class discussion might be ignored or students might not be
allowed to talk during the lessons. Therefore, it is evident that the approaches that
teachers apply in the classroom influence the reasoning and proving skills of the
students. Hence, the verification, explanation and abstractions of the students and
teachers were similar and correlated, which is an indicator of this fact.

It has been observed that teachers’ tendencies to make proofs was mostly at the
level of verification and explanation. Thereby, it can be said that teachers are not at the
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desired level in terms of verifying, explaining and abstracting the hypothesis
(regardless of the experience) (Jones, 2000; Knuth, 2002; Iskenderoglu & Baki, 2011). It
is known that teachers’ views, beliefs and knowledge affect students’ proving abilities
(Knuth, 2002), which makes this result challenging.

As a result, it can be said that students encounter difficulties in proving
mathematical statements. Since showing the verification of a mathematical proof using
examples seems to be a valid proof for them, they prefer to use experimental evidences
in this process. The reason leading to this situation is that teachers don’t know what a
proof means and what is needed to make a proof. Thereby, teachers tend to teach
existing proofs instead of making them.

We presented a number of future research directions based on the results obtained
from this research. Firstly, proof should be included within the natural flow of the
mathematic teaching process and be placed at the center of the mathematical content
without being considered a separate field. The proof activities can be used as a tool in
all content domains; the purpose of proving and its significance for mathematics
should be underlined. The importance of proof should be highlighted starting from
the early years and experimental arguments should not be accepted as a proof at any
grade level. In addition, we can explore how mathematics textbooks and education
programs support the standards of reasoning and proving for each grade level.
Moreover, considering that students predominantly tend to make inductive reasoning,
they should be engaged in the activities requiring deductive reasoning. On the other
hand, teachers should be involved in discussions where students’” proofing skills are
deeply discussed. In teacher education, the purpose of the proof and its mathematical
significance should be explicitly emphasized; more importance should be assigned to
the instruction of proof. A similar study examining teachers” and students’ reasoning
and proving tendencies in secondary education should be conducted.
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Ogrenciler Ogrendiklerini Ogretmenler Ogrettiklerini Nasil Kanitlar? :
Ogretmen Bir Fark Yaratir mi1?

Atif:

Tanisli, D. (2016). How do students prove their learning and teachers their teaching?
Do teachers make a difference? Eurasian Journal of Educational Research, 66, 47-
70, http:/ /dx.doi.org/10.14689/ ejer.2016.66.3

Ozet

Problem Durumu: Erken yaslardan itibaren muhakeme becerisinin kazanimi daha
sonraki yillarda formel anlamda kanit yapma becerisini etkileyeceginden oldukca
onemlidir. Bu becerinin kazanimi siiregte ancak ogretmenlerin kullandiklar:
yaklagimlar ile mtimkiindiir. Ogretmenlerin kanit yapmak igin gerekli olan
matematiksel bir iddiay1 dogrulama ya da ¢tirtitme siirecinde yapilmasi gerekenleri
hazir olarak sunmak ve bir baska durumda ogrencilerden de benzer mantig:
uygulamalarini beklemek yerine 6grencilerin diistinme becerilerini gelistirecek, nasil
ve nedenin sorgulandifi, tartisildigi zengin ortamlar hazirlamalar:t gereklidir. Bu
noktada Tiirkiye'de o6gretim programlarmin yeniden yapilanmas: ile birlikte,
ortadgretim oncesi dgrencilerinin kanit yapma baglaminda, matematiksel bir ifadeyi
nasil kanitladiklari, bu stirecte hangi muhakeme ve kanit tiirlerini kullandiklari, bu
ogrencilerin 6gretmenlerinin de ayni ifadeyi nasil kanitladiklar: ve 6gretimlerine nasil
yansittiklar1 arastirilmasi gereken bir problem olarak goriilmektedir.

Arastirmamin Amaci:  Bu  arastrmanin  amaci, ortaokul o6grencilerinin  ve
ogretmenlerinin verilen matematiksel ifadelere iliskin muhakeme etme ve kanitlama
siireclerini  belirlemektir. Arastirmanin, ortaokul diizeyinde oOgrencilerin ve
Ogretmenlerinin kamit yapma baglaminda matematiksel bir ifadeyi nasil
kanitladiklarma, bu siirecte 6grencilerin yasadiklart zorluklara ayni zamanda
ogretmenlerin ve dgrencilerin muhakeme etme ve kanitlama stiregleri aralarindaki
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iliskiyi belirleyerek dgretmenlerin de bu stirecteki rollerine dikkat cekme acisindan
onemli oldugu soylenebilir.

Aragtirmamn Yontemi: Bu ¢alismada temel nitel arastirma yaklasimi benimsenmistir.
Calismanin katilimcilarini farkli mesleki deneyimlere sahip 2 ortaokul matematik
ogretmeni ile bu 8gretmenlerin 6., 7., 8. smifina devam eden ve her smiftan ti¢ 6grenci
olmak tizere toplam 18 6grenciden olusturmaktadir. Zengin bilgiye sahip oldugu
diisiiniilen durumlar tizerinde c¢alisma olanag: verdiginden, bu c¢alismada amacl
ornekleme yontemi cesitlerinden ‘olgiit 6rnekleme’ kullanilmistir. Ogretmenlerin
calisma stireleri (5 yil ile 30 yil), 6grencilerin basar1 diizeyleri(ytiiksek, orta, diisiik)
orneklem olctitii olarak belirlenmis, goniilliiliik esas alinmistir.

Arastirma verilerinin toplanmasinda nitel arastirma yontemlerinden biri olan klinik
goriisme teknigi kullanilmis ve goriismeler video kameraya cekilmistir. Verilerin
analizinde tematik analiz yontemi kullanilmustir. Verilerin analizi yapilirken 6ncelikle
baslangic kodlar1 iki alan uzmani tarafindan bagimsiz sekilde belirlenmis ve
arastirmacilar bir araya gelerek belirlenen kodlar1 karsilastirmistir. Kodlar konusunda
goriis birligine varildiktan sonra temalarin olusturulmasi icin aragtirmacilar yeniden
once bagimsiz sonra birlikte calisarak temalarin da tutarli olmasimu saglamislardir.
Kodlar ve temalarin olusturulmasi siirecinde iki arastirmaci arasinda gortis birligine
varilarak ana temalar ve alt temalar belirlenmistir. Daha sonra ayrmntili bir bicimde
tanimlanan ve adlandirilan tema ve alt temalar yorumlanmustir.

Arastirmamin Bulgulari: Arastirmada ortaokul dgrencileri matematiksel bir ifadeyi
dogrularken belli sayidaki adimlardan hareketle iddia hakkinda karar vermeye
calismislar ve bu baglamda 6rtintii tanamlama, iki degisken arasindaki iliskiyi arama
ve varsayimda bulunma seklinde eylemler gerceklestirmislerdir. Verilen matematiksel
ifadeleri genelleme siirecinde ise hentiz kanitlanmamis aritmetiksel, s6zel, gorsel,
cebirsel cesitli varsayimlarda bulunmuslardir. Varsayimda bulunurken verilen
onermelerin dogru olabilecegini tahmin ederek, iddialarini 6rnek verme ve test etme,
ozellikle geometride kavrami temsil eden en fazla 6rnek olma 6zelligine sahip prototip
sekle dayali olarak, deneme/yanilma, oran/oranti ve formiile etme gibi cesitli
eylemlerle gostermeye ¢alismislardir. Bu siiregte 6grenciler tiimevarim, analojik, geri
¢ikarim muhakeme tiirlerini kullanmiglardir. Yan1 sira bazi 6grencilerin de hatali ya
da ogretmen, ders kitab1 gibi bir otoriteyi referans gostererek muhakeme yoluna
gittikleri gozlenmistir. Matematiksel bir ifadenin kanitlanmasi siirecinde ise 6grenciler
dogrulama, actklama ve soyutlama olmak {izere ti¢ eylem gerceklestirmisler yani sira
deneysel, sezgisel ya da mantikli olmayan gerekceler sunarak kamit kapsamina
alinmayan argiimanlar olusturmuslardir. Kanitlama sirasinda genel olarak da orta ve
yiiksek basari diizeyine sahip ogrenciler oncelikle bir ¢nermenin dogrulugunu
aritmetik, cebirsel ve geometrik/gorsel olarak arastirmislar daha sonra neden dogru
oldugunu agiklayarak bu siirecte genel olarak tiimdengelim ve geri ¢ikarim
muhakeme tiirlerini se¢me ve kullanma eylemlerini gerceklestirmislerdir. Diger
taraftan matematiksel bir iddiay1 kanitlarken ortaokul dgrencilerinin kanit olarak ele
alinamayan argiimanlar: da s6z konusu olmustur. Bu argtimanlar deneysel, sezgisel



Eurasian Journal of Educational Research | 69

ve mantikli olmayan gerekgeler seklinde ele alinmistir. Ttim sinif ve basar1 diizeyinden
ogrencilerin dogrulama ve agiklama yaparken oncelikle agirlikli olarak 6rnek verme
ya da deneme/yanilma yoluna gittikleri, yan1 sira genel olarak diisiik ve orta basar1
diizeyinden bazi ogrencilerin de dogrulama yaparken hatalt yol izledikleri
gorilmustir. Ozellikle tiim siuf diizeylerinde diisiik bagar1 diizeyine sahip dgrenciler
kanitlama yaparken mantikli olmayan gerekgceler sunmuslar ve bu stirecte hatali ya da
bir otoriteyi referans gostererek gerekgelerini savunmaya calismuslardir. Diger taraftan
ortaokul matematik 6gretmenlerinin verilen matematiksel bir ifadeyi dogrularken
dgrencileri ile benzer diistinme yapilarina sahip olduklart gézlenmistir. Ogretmenler
bu stirecte oriintti tamimlama, iki degisken arasindaki iliskiyi arama ve varsayimda
bulunma seklinde eylemler gerceklestirmislerdir. Verilen tiim matematiksel ifadeleri
genelleme siirecinde her iki 6gretmen tiimdengelim bir yaklasimla cebirsel olarak
matematiksel varsayimlarda bulunmuslardir. Matematiksel bir ifadeyi kanitlama
stirecinde ise dogrulama, aciklama ve soyutlama olmak {izere ¢ eylem
gerceklestirmisler yani sira deneysel gerekgeler sunarak kanit kapsamina alinmayan
argtimanlar da olusturmuslardir. Kamitlama sirasinda iddialarin neden dogru
oldugunu aciklayarak cebirsel, geometrik ve gorsel kamt tiirlerini secerek ve
timdengelim bir yaklasim kullanarak soyutlama yapmuslardir. Ancak 6gretmenlerin
de deneyimleri fark etmeksizin matematiksel ifadeleri dogrulama, aciklama ve
soyutlama boyutunda istenilen diizeyde olmadiklar séylenebilir.

Arastirmanin sonuglari ve oneriler: Arastirma sonucunda, dgrencilerin matematiksel bir
iddiay1 kanitlarken zorlandiklary, siiregte deneysel kanitlar: kullanmayt tercih ettikleri
ve daha cok tiimevarim yaklasimini benimsedikleri goriilmiistiir. Diger taraftan
ogretmenlerin ise genel olarak kanit yapma egilimlerinin daha ¢ok dogrulama ve
aciklama diizeyinde yer aldigi ve matematiksel ifadeleri kanitlama siirecinde
ogrencileri ile benzer diistinme yapilarina sahip olduklar1 belirlenmistir. Sonug olarak,
ogrenciler matematiksel bir iddiay1 kanitlarken zorlanmakta, siirecte deneysel delilleri
ve deneysel kamitlar1 kullanmay: tercih etmektedirler. Ciinkii matematiksel bir
ifadenin dogrulugunu ornek kullanarak gostermek onlar icin gegerli bir kanit
anlamma gelmektedir. Bu durum 6gretmenlerin kanitin ne anlama geldigini, kanit
yapma i¢in neye gereksinim oldugunu bilmemelerinin bir sonucudur. Dolayisiyla
ogretmenler kanit yapabilmeye degil, var olan kanitlar: 6gretmeye egilimlidir.

Bu baglamda arastirma sonuglarina dayali olarak su oneriler getirilebilir. Oncelikle
muhakeme ve kanit matematik 6gretiminin dogal akis1 icine dahil edilmelidir. Ayr1 bir
konu alani olarak ele alinmadan matematiksel icerigin merkezine konulmalidir. Ayni
zamanda 6grencilere kanit yapma etkinliklerinin her 6grenme alaninda arag olarak
kullanilabilecegi vurgulanmali, kanitin amacinin ve matematik i¢in éneminin alt1
cizilmelidir. Ogrencilerin cogunlukla ttimevarim muhakemeyi kullanmaya egilimli
olduklar1 goz onitine alindiginda ise, tiimdengelim muhakemeyi gerektiren
etkinliklerle calismalar1 saglanmalidir. Ote yandan deneysel argiimanlar higbir sinif
seviyesinde kamit olarak kabul edilmemelidir. Ogretmenlerin birincil kaynaklarmimn
ders kitaplar1 ve o6gretim programlari oldugu dikkate alindiginda yapilacak
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arastirmalar baglaminda her sinif diizeyi i¢cin matematik ders kitaplarinin ve 6gretim
programlarinin muhakeme ve kanit standartlarimi ne kadar destekledigi incelenebilir.

Anahtar Sozciikler: Matematik egitimi, genelleme, varsayimda bulunma, muhakeme ve
kanit.
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Abstract

Problem Statement: Child abuse, defined by the World Health Organization
as “intentional or unintentional behavior by adults, society, or a country
with negative consequences for the health and physical development of
the child,” is a social problem frequently encountered in all cultures and
societies. It is need to this study because of parents in an important role
about child abuse.

Purpose of the Study: There are many studies on child abuse, and this article
aims to contribute to the efforts of preventing such abuse by focusing on
parents’ abusive tendencies and examining the child abuse potential of
parents using a number of variables.

Method: Parents with children ages birth to six who reside in the province
of Duzce constitute the population of this study. The sample group of the
study consists of a total of 158 parents with children ages 0 to 6 and
residing in the city center of Duzce, 96 of them mothers and 62 fathers.
The child-abuse potential of the parents is the dependent variable of the
study, while socio-demographic characteristics of the families and the
children are the independent variables. Data collection instruments of the
study are the Parents and Children Demographic Characteristics Form
developed by the researchers, and the Child Abuse Potential Inventory
(CAPI) developed by Milner (1976) and adapted to Turkish by Omer &
Sucuoglu (1994) with sulfficient levels of reliability and validity.
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Findings and Results: It was found that child abuse potentials of the parents
varied significantly by the number of residents in the house, by the place
of residence, and by the income of the parents. Another finding was that
the child-abuse potential of parents did not vary by gender and age.

Conclusion and Recommendations: This study found that as the number of
children increases, so does the child-abuse potential of parents. Therefore,
in training and consultation sessions on family planning, the issue should
also be discussed from the perspective of child abuse.

Keywords: Children, child abuse, mother, father.

Introduction

Child abuse is a social problem frequently encountered in all cultures and
societies. There are many studies on child abuse, and this article aims to contribute to
the efforts of preventing such abuse by focusing on their mother and fathers” abusive
tendencies and examining the child abuse potential of parents using a number of
variables.

Child abuse is a serious problem with complex causes and tragic consequences,
and with medical, legal, developmental, and psycho-social aspects (Powers, Fani,
Cross, Ressler, Bradley, 2016, Kairys et al.,, 2002; Polar, 2002; Ziyalar, 1999).
Understanding the factors leading to abuse and its consequences on child
development is crucial for scholarship on human development (Yilmaz & Irmak,
2008). Parents, in particular, sometimes intentionally and sometimes without
realizing, may engage in behavior such as violence or neglect that would have
negative consequences for the development of their children. As a result, efforts to
recognize, prevent, and respond to abuse and neglect are needed (Bahar, Savas,
Bahar, 2009).According to this, it is aimed to explicate to children’s parents about the
dangers of abuse in the first place.

Background

A cursory look at the history of societies shows that maltreatment of children is a
phenomenon as old as the history of humanity. It is known that in ancient times,
many cultures treated children as property and subjected them to various forms of
maltreatment. Examples included infanticide, the killing of children soon after they
were born usually by their fathers, enslavement of children, sacrificial killing of
children, and forced child slavery (Kozcu, 1991). In ancient Athens, the practice of
infanticide persisted even in Aristotle’s lifetime. In Rome, the power of the patriarch
of the family to leave, desert, sell, punish, whip, and even kill his children was
recognized by law (Akyuz, 2013). No other authority could interfere with the practice
of this power (Karadeniz, 1974). In countries such as China, India, Mexico, and Peru,
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throwing newborns into rivers was a common ritual of sacrifice. A doctor who lived
in Ephesus in 2nd century A.D. recommended in his manuscript Gynecology that
premature babies or babies born with deformities be killed (Kozcu, 1991).

Child abuse is defined in the literature as non-accidental behaviors that result in
harm to the physical or mental health of children or prevent their cognitive, affective,
social, or moral development (Gurkaynak & Gozutok, 1998; Kozcu, 1991; Lynch,
1991; Oral et al., 2001). Abuse may have religious, moral, technological, social, or
cultural aspects, and factors related to the children themselves, their parents, or the
socio-economic status of the family may, in isolation or in interaction with one
another, facilitate abuse. Because child abuse usually remains hidden, but creates
long-term, permanent, and multi-faceted problems for the victim and society, and
because it is an insult to human dignity, a multi-disciplinary approach is required for
the study of child abuse (Klassen, Chirico, Deborah, O’Leary, Cairney, Wade, 2016;
Yalcin, 2011). Thus, over the past 30 years, researchers and practitioners have
developed a better understanding of the effects of trauma (Hendricks, Conradi, &
Wilson, 2011; Benedini, Fagan, Gibson, 2016).Owing to these complex and difficult to
comprehend dimensions, child abuse examinings should proceed with usual
methods.

Types of Child Abuse and Neglect

Abuse, which is a form of brazen and stark exploitation, has four dimensions:
physical abuse, emotional abuse, sexual abuse, and abuse by neglect. These
dimensions are presented below:

1. Physical abuse is the most common type of abuse and the easiest to detect. In a
general sense, physical abuse can be defined as “non-accidental injury” in children,
or “abuse that results in physical bodily harm such as fractures, burns, or cuts.” The
most common form of this abuse is the beating of children, and it also includes forms
of punishment ranging from slapping a child in the face to the use of various objects
to strike a child. Physical abuse is characterized by non-accidental injuries or bruises
on children.

2. Emotional abuse does not involve concrete physical symptoms, as is usually
the case in physical and sexual abuse, and may be perpetrated in isolation as well as
accompanying other forms of abuse (Polat, 2007; Polat, 2002).

3. Sexual abuse is a complex phenomenon, and different considerations come into
play from legal, social, or psychological perspectives. In addition, collecting
information on sexual abuse is difficult because sexual advances to children are
universally condemned as disgusting, filthy, evil, and forbidden (Gunce, 1991).
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4. Child neglect is defined as “the failure of caregivers to carry out their
responsibilities toward the child, and neglecting the physical or emotional needs of
the child” (cited by Turk, 2010).

In contemporary society, children still lose their lives and are left disabled or
malnourished due to lack of nutrition, care, or supervision. Some of them never
receive a proper education. Some children are physically and emotionally bruised
due to maltreatment by their parents or by the social institutions that are responsible
for caring for them. Some children are subjected to sexual attacks by adults; others
are forced to work in difficult conditions at a very early age; and some are even
bought and sold as property (Gokler, 2006; Hillis, Mercy, Amobi, Kres, 2016). But in
general, it is known that child abuse is mostly seen in children’s families.

Weltz, Armelia, Ford and Tennen (2016) stated in a study that 42.3% of the
participants reported some level of physical abuse/family violence, 70.7% reported
some level of physical and/or emotional neglect, 94% reported some level of
emotional abuse, and 7.3% reported sexual abuse in their family. Similarly, many
relationships remained significant, independent of the experience of other forms of
child maltreatment and a family history of dysfunction (Taillieua, Brownridge,
Sareen, Afifi, 2016).

Because child abuse can also take place within the family, this study aims to focus
on abuse by parents and to raise societal awareness by shedding light on the issue.
The research problem of this study allows the identification of the demographic
variables that are associated with higher and lower levels of child-abuse potential
among parents. The study, then, provides an assessment of the findings. The study’s
sub-problems are determining this identification in terms of socio-demographic
qualities.

Method
Research Design

The research design of this study is based on the use of a survey (Karasar, 2005).
According to Karasar (2009), surveys are a research method that provides a
description of a past or present phenomenon. In surveys, a description of the
phenomena under study is provided. This study, which employs different variables,
aims to describe the current child-abuse potential of parents.

Research Sample

For the purpose of representing the universe, the population of this study was
parents with children ages 0-6 who resided in the city center of the province of
Duzce during the spring semester of the 2014-2015 academic year. The sample group
consisted of a total of 158 parents, 92 of them mothers and 66 of them fathers.
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Research Instrument and Procedure

This study used the Parents and Children Demographic Characteristics Form
developed by the researcher, and the Child Abuse Potential Inventory (CAPI).
Detailed information about the data collection instruments used in the study is
provided below.

Parents and Children Demographic Characteristics Form. The researcher created the
Parents and Children Demographic Characteristics Form in order to collect data on
the variables used in the study; it contained items on both parents and children. It
asked questions on the age, gender, number of siblings, and place of residence of the
children, and the age, gender, level of education, and socioeconomic status of the
parents.

Child Abuse Potential Inventory (CAPI). The Child Abuse Potential Inventory (CAPI)
was developed by Joel S. Milner (1976), who described it in “An Inventory for the
Identification of Child Abusers,” an article co-authored by Milner and Wimberley
(1979). They developed CAPI as an assessment tool to be used by children’s legal
protection centers in their investigations and decisions. CAPI was first adapted for
use in Turkey by Oner and Sucuoglu (1994). More than 700 articles and books were
consulted in the development of CAPI, and it identified common traits shared by
child abusers. Because child abuse is such a comprehensive concept and includes
such a wide range of behavioral disorders, the inventory was narrowed down to be
used only in physical abuse cases (Kutsal, 2004). CAPI consists of 160 questions
designed to estimate family risk when there is a suspicion of physical child abuse.
Countless validity and reliability studies were conducted on the psychometric
qualities of CAPI (Kutsal, 2004; Milner, 1994; Oner & Sucuoglu, 1994; Pruit &
Erickson, 1985; Robertson & Milner, 1985). CAPI was also administered to groups of
teachers by Piskin (2003).

Data Analysis

Researchers informed participants of the purposes and significance of the study
prior to collecting data. The results came from parents who volunteered to fill out the
CAPI forms and resided in the province of Duzce. Researchers eliminated those
forms that they observed were completed by parents without reading them, forms
containing contradictory answers to similar questions, and forms that gave rise to
suspicions about the responders’ honesty (by providing nice and proper answers
only) The Mann-Whitney U test and the Kruskal-Wallis H test were used for
statistical analysis of the data.
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T
Results

The average scores reported in Table 1 show that the differences between the
abuse-potential scores of parents from different age groups are not statistically
significant (y 2=.492, p >0.05). When the mean ranks of the abuse-potential scores of
the parents from different age groups are examined, it can be seen that parents in the
36-45 age group have the highest scores (X=100.09), followed by parents in the group
age 45 and older (X=97.35) and parents in the 26-35 group (X = 96.62). The lowest
score intervals for abuse potential were recorded for parents in the 18-25 age group,
which may be related to their status as new parents who are still in the process of
adapting to their roles. The observation that the highest abuse-potential scores were
received by parents in the 36-45 age group may be associated with the burdens of life
and concerns about livelihood that are felt more intensely at this age.

Table 1.

Findings on the Abuse-Potential Scores of Parents by Age

Age N Mean Rank sd X2 p
18-25 58 97.35

26-35 10 96.62

492 596

36-45 11 100.09

Over 45 4 95.78

Total 83

p>0.05

Table 2 shows that parents aged 45 or older received the lowest abuse-potential
scores, which can be indicative of the older parents developing a mellower and more
tolerant attitude based on their increasing age.

Data reported in Table 2 show that parents’ abuse-potential scores do not vary
significantly by gender (U = 5081.00; p>0.05). Although the difference between
fathers” and mothers’ abuse-potential scores is not significant, fathers received
slightly higher scores (X =98.05) compared to mothers (X = 96.87).

Table 2.

Results of the Mann-Whitney U test Concerning the Differences in Abuse-Potential Scores of
Parents by Gender

Gender n Mean Rank Sum of Ranks u [4
Female 53 96.59 9957.50

Male 31 98.89 10587.40 5081.00 485
Total 83

p >0.05
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Results of the Kruskal-Wallis H test reported in Table 3 show that parents” abuse-
potential scores vary significantly by the number of residents in the home (x 2=7.112, p
<0.05). The multiple comparison test conducted to identify which of the groups differ
significantly from one another showed that parents with six or more residents in their
houses had significantly higher abuse-potential scores (X=125.61) compared to parents
with two to three residents in their home (X 58.94).

Parents living in houses with six or more residents received the highest scores for
abuse potential (X = 125.61), followed by parents living in houses with four or five
residents (X =97.85), followed by parents living in houses with two to three residents
(X =58.94), who received the lowest abuse- potential scores.

Table 3.

Results of the Kruskal-Wallis H Test Concerning the Differences in Abuse-Potential Scores of
Parents by the Number of Residents in the House

Number of Mean o
Residents N Ranks sd X2 p Significant F
2-3 27 5894 3
4-5 42 9785
2 7112 .028*

6 and more 14 125.61 1
Total 83 (1-3)

*p <0.05

Data reported in Table 4 show that the differences between the abuse-potential
scores of parents with different places of residence are statistically significant (x2=
11.026, p<0.05). Multiple comparison tests conducted to identify which of the groups
differ significantly from one another showed that parents who spent most of their lives
in small towns and villages had abuse-potential scores (X =114.03) that were
significantly higher than the abuse-potential scores of parents who spent most of their
lives in metropolises (X = 73.32), in provinces (X= 74.56), and in districts (X=77.67).
This difference can be explained by the fact that parents living in small towns and
villages adopt a more traditional approach to their childrearing.
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Table 4.

Results of the Kruskal-Wallis H Test Concerning the Differences in Abuse-Potential Scores of
Parents by Place of Residence

Place of Mean Significant
Residence N Ranks sd X2 p F.
Metropolis 5 73.32
Province 13 74.56
L. 4
?15tr1c/t 57 77.67 4 11.026 003+ 4
own, 1-4
Village 8 114.03 (1-4)
Total 83
*p <0.05

Table 5 reports the abuse-potential scores of parents by socio-economic status. The
data show that the differences between the abuse-potential scores of parents from
different income groups are statistically significant (p<0.05). The multiple comparison
test showed that the abuse-potential scores of parents from low-income families (X=
156.51) are significantly higher compared to the abuse-potential scores of parents from
lower-middle income families (X = 98.46), parents from upper-middle income families
(X'=94.67), and parents from high-income families (X = 88.34).

Table 5.

Results of the Kruskal-Wallis H Test Concerning the Differences in Abuse-Potential Scores of
Parents by Income

Mean L
Monthly Income n Ranks d x2 P Significant F.
Minimum Wage or 58 156.51
less (Low)
1000-2500 TL (Lower-
Middle) 17 98.46 1
2500-4000 TL (Upper- 3 9817 .042%
Middle) 4 94.67 1
4000 TL or more
(High) 4 88.34 1
Total 83 (1-234)

*p <0.05

Discussion and Conclusion

Although there are studies in the literature examining the child-abuse potential of
parents, this study differs from them by focusing on the question of which
demographic variables are associated with higher levels of abuse potential, which is an
important factor to consider in preventing abuse.
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Corby (2006) indicates that if it is determined which people are under risk,
measures can be taken. While the priority is to prevent parents’ child abuse and
neglect tendency from occurring, it is equally significant to respond to those children
and parents who have experienced child abuse and neglect when they were children.

The major finding of the study is that the child-abuse potential of parents does
not vary significantly by age or gender, but varies significantly by the number of
residents in the house, income, and place of residence.

Although the difference between the two scores is not statistically significant, it
could be argued that the higher scores received by fathers compared to those
received by mothers are indicative of the firm, authoritarian, and heavy-handed
image associated with the role of father in the patriarchal structure of the Turkish
family.

The observation that parents living in homes with six or more residents have
higher abuse-potential scores compared to parents living in homes with two to three
residents can be explained by the fact that as the number of children and family
members increase, the amount of affection, attention, and interest parents can display
toward their children decreases. Similarly as the number of family members increase,
so do the number of responsibilities at home and burdens of life, which lead to
higher levels of stress.

Other studies also find that an increase in the number of children in the family is
accompanied by a parallel increase in the frequency of punishment and a decrease in
the amount of love displayed, whereas child abuse is seen more frequently in one-
child families compared to families with more children (Yalcin, 2011; Bilir et al., 1991;
Guneysu, 1982).

Similar to the findings of this study, Ozdemir (1989), Sozduyar (1989), and Tercan
(1995) found that parents of low socio-economic status have higher levels of abuse
potential, that the child-abuse potential of the parents declines as their socio-
economic status improves, that behaviors of child abuse and neglect are more
frequent among parents of low socio-economic status, and that the relationship
between stress and tension on the one hand and child abuse on the other is stronger
than the relationship between child abuse and socio-economic status.

The multiple comparison test showed that parents with six or more residents in
their houses had significantly higher abuse-potential scores compared to parents
with two to three residents in their home and that the abuse-potential scores of
parents from low-income families are significantly higher compared to the abuse-
potential scores of parents from lower-middle income families, parents from upper-
middle income families, and parents from high-income families. Additionally,
parents who spent most of their lives in small towns and villages had abuse-potential
scores that were significantly higher than the abuse-potential scores of parents who
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spent most of their lives in metropolises, provinces, and districts. All of these
findings were also found in similar studies (Lang, Gartstein, Rodges & Lebeck, 2010;
Machado et.al., 2007; Herrenkohl & Herrenkohl, 2007; Gratz & Chapman, 2007;
UNICEF, 2006; Sicher, Lewis, Sargent, et al. 2000).

Socialist and Marxist approaches maintain that such social problems are the
product of a capitalist economic system (Inci, 2010). Moreover, Icli (1992) indicates in
his studies that not only the fact of abuse, but also all crimes increase as socio-
economic state worsens and the more rural the area. Studies conducted in the world
and in our country, economic conditions and factors are denied that led to criminal
acts occurs by a lot of people among the other factors (Inci, 2010).

The following recommendations are made on the basis of all these findings:

It is imperative that a multidisciplinary approach be adopted for the
identification and prevention of child abuse. In addition to measures taken and
treatment efforts made in the post-abuse stage, attention needs to be paid to the
factors leading to child abuse in the first place. These factors include: families with a
large number of children, families of low socio-economic status, and families residing
in small towns and villages. They should be the focus of educational efforts, and
these families should be periodically monitored.

Felitti & Anda (2009) and Messman-Morre, Walsh, & DiLillo (2010) found some
remarkable findings showing that victims of child sexual abuse also are at a higher
risk for rape in adulthood, and the rate of risk increases according to the severity of
the child sexual abuse experiences. It should be noted in this regard that child abuse
causes more levels of child abuse to occur again.

The place where children are at most risk is at home with their families. Efforts to
prevent child abuse should concentrate on families of low socio-economic status.
Laskey & Hatton (2009) reported in their study that hard discipline methods lead to
child abuse. Therefore, families should be educated on child psychology and
behavior and should be trained in alternative disciplinary methods to avoid physical
punishment. Since 61% of all deaths about children due to child abuse are
preventable, families should be given legal briefings, and home visits should be
expanded.

One study showed that children who experienced neglect were at an increased
risk for diabetes and poorer lung functioning, while physical abuse was shown to
increase the risk for diabetes and malnutrition (Widom, Czaja, Bentley, & Johnson,
2012). Similarly a longitudinal study found that children who experienced neglect
had body mass indices that grew at significantly faster rates compared to children
who had not experienced neglect (Shin & Miller, 2012). Thus, the authorities should
absolutely follow children such as weakness.
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This study found that as the number of children in a family increases, so does the
child-abuse potential of the parents. Therefore, in training and consultation sessions
on family planning, the issue should also be discussed from the perspective of child
abuse. Parents should be taught that every child needs special care and attention,
and it is the right of a child that these needs are met.
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0-6 Yas Cocuklara Sahip Ebeveynlerin Cocuk Istismar1 Potansiyellerinin
Cesitli Degiskenler Acisindan Incelenmesi

Atif:
Cetin, Z., & Ozozen-Danaci, M. (2016). A multivariate examination of the child-abuse

potential of parents with children aged 0-6.Eurasian Journal of Educational Research,
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Ozet

Problem Durumu: Cocuk istismar1 karmasik nedenleri ve trajik sonuglar1 olan, tibbi,
hukuki, gelisimsel ve psiko-sosyal kapsamli ciddi bir sorundur (Polat, 2002; Ziyalar,
1999). Istismarin nedenlerinin ve gelisim tizerindeki etkilerinin anlasilmasi insan
gelisimi konusundaki bilgilerin kapsami agisindan 6énemlidir (Yilmaz, Irmak, 2008).
Bu konuda o6zellikle aileler gocuk yetistirme siirecinde bilerek ya da farkinda
olmadan c¢ocuklarmin gelisimini olumsuz yonde etkileyecek davranislar
gosterebilmektedirler. Bu nedenle istismar ve ihmalin taninmasi, 6nlenmesi ve
miidahalelerde bulunulmas: gerekmektedir (Bahar vd, 2009). Buna bagli olarak da
konuya iliskin ilk etapta ailelerin irdelenmesi amaglanmustir. Bazi ¢ocuklar, ana-
babalar1 ya da bazi toplumsal kurumlar tarafindan yapilan kétti muameleler sonucu,
duygusal ve fiziksel agidan 6rselenmektedir. Cocuklarin bazilar1 yetiskinlerin cinsel
saldirilarma hedef olurken, bazilar1 da kiicikk yasta agir ve uygunsuz islerde
calistirilmakta, hatta bir mal gibi aliip satilabilmektedir (Gokler, 2006). Ancak genel
anlamda ¢ocuk istismarina en ¢ok aile i¢inde rastlandig1 bilinmektedir.

Arastirmamn Amaci: Cocuk istismari, her kiiltiirde ve toplumda sik karsilasilan bir
sosyal problemdir. Uygulanmis cocuk istismarmna yonelik bir¢cok calismanin
yapilmasindan sonra bu arastirma, ¢ocuk istismarmin onlenmesine dikkat ¢ekme
durumunu ele alarak ebeveynlerin bu yondeki egilimlerinin ortaya cikarimasini
ongoren istismar potansiyeli ol¢iimlerinin gesitli degiskenler agisindan incelenmesi
amaciyla yapilmistir. Cocuk istismarmn aile icerisinde de olusabilmesi sebebiyle
cocuga her agidan zarar verici ebeveyn tarafindan uygulanan istismar olgusunun
belirlenmesi konuyla ilgili toplumun aydinlatilmasi ve bilinglendirilmesi amaciyla
arastirma ebeveynlerin 6zellikle hangi demografik degiskenlere baglh olarak istismar
uygulama potansiyellerinin arttigmin ve ya azaldifinin tespit edilmesi ve bu

durumlarin ¢ocuk istismari agisindan degerlendirilmesi amaciyla planlanmistir.

Arastirmanmin Yontemi: Arastirma tarama modeli ile gergeklestirilmistir. Arastirmanin
evrenini, 2014-2015 gretim y1l1, bahar déneminde Diizce ili merkezinde ikamet eden
ebeveynler ile bu ebeveynlerin 0-6 yas cocuklar1 olusturmustur. Diizce ili merkezinde
ikamet eden 92 anne ve 66 baba olmak tiizere toplam 158 ebeveyn calismanin
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orneklemini olusturmaktadir. Calismada, arastirmaci tarafindan hazirlanmis olan
Ebeveyn ve Cocuk Demografik Ozellikler Formu ile Cocuk Istismari Potansiyeli
Envanteri (CH’E) kullanilmistir. Ebeveyn ve Cocuk Demografik Ozellikler
Formu'nda ¢ocuklarin yas, cinsiyet, kardes sayisi, ikamet yeri ile anne-babalarin
cinsiyet, yas, egitim diizeyi, sosyoekonomik dtizeylerine iliskin sorular yer
almaktadir. (CIPE) ise Milner (1976), tarafindan gelistirilmis ¢ocuk hukuku ve
koruma merkezlerinde cesitli incelemeler ve olgularla ilgili karar vermek amaciyla
degerlendirme araci olarak gelistirilen CIPE'nin Ttirkge’ye uyarlamas: ilk olarak
Oner ve Sucuoglu (1994) tarafindan yapilmistir. CIPE'nin psikometrik ozellikleri
tizerine sayisiz gegerlik ve giivenirlik caligmalar1 yapilmistir (Kutsal, 2004; Oner &
Sucuoglu, 1994; Milner, 1994; Robertson ve Milner, 1985; Pruit ve Erickson, 1985).
Verilerin istatistiksel ¢oztimlemelerinde Mann Whitney U Testi ve Kruskal Wallis H
Testi kullanilmustr.

Arastirmanmin Bulgulari: Arastirmadan elde edilen verilere gore cinsiyet degiskenine
iliskin ebeveynlerin istismar 6l¢timleri arasinda ve yaslarina gore istismar clctimleri
arasinda istatistiksel olarak anlaml bir fark olmadig1 gortilmektedir. Ebeveynlerin
yaslarina gore istismar olctimlerine iliskin sira ortalamalarina incelendiginde 36-45
yas aras1 ebeveynlerin istismar Sl¢timlerinin yiiksek oldugu, bunu sirasiyla 45 st
yas ebeveynlerin ve 26-35 yas arasi ebeveynlerin istismar ol¢timlerinin takip ettigi
goriilmektedir. Istismar potansiyeli 6lgiimlerinin en diisiikk puan arahigr 18-25 yas
arasi ebeveynlere denk geldigi goriilmektedir. Bu durum bu yas araligindaki anne
babalarin yeni birer ebeveyn olduklari igin hentiz adapte olma siirecinde olmalari ile
iliskili olabilir. Istismar 6liimlerinin en yiiksek gorildiigii 36-45 yas ortalamalar: icin
ise bu yas grubunun yasamsal ve geg¢im ile ilgili sikintilarinin daha yogun olmasi ile
iliskili oldugu diistintilmektedir. Tabloda en diistik Istismar potansiyeli dl¢timlerinin
45 {istli ebeveynlerde oldugu goriilmektedir. Bu durumun ise ileriki yaslarda yer
alana ebeveynlerin yasla birlikte hosgoriilii ve 1limli bir mizaca girmeleri ile iligkili
oldugu diistintilmektedir.

Calismada, ebeveynlerin evde yasayan birey sayisina gore istismar olciimleri
arasinda istatistiksel olarak anlamli bir fark (x 2=7.112, p <0.05) oldugu
goriilmektedir. Bu farkin hangi grup ya da gruplar arasinda bulundugunu
belirlemek tizere yapilan ¢oklu karsilastirma testi sonucuna gore ise evlerinde 6 ve
tizeri birey ile yasayan ebeveynlerin istismar Sl¢timlerinin (X=125,61) 2-3 birey ile
yasayan (X=58.94) ebeveynlerin istismar 6l¢iimlerinden istatistiksel olarak anlamli
diizeyde yiiksek oldugu goriilmektedir. 6 ve tizeri birey ile birlikte yasayan
ebeveynlerin istismar puanlarinin 2-3 birey ile yasayan ebeveynlere oranla yiiksek
olmasina sebep olarak; ¢ocuk sayisinin ve aile tiyelerinin arttik¢a, anne ve babanin
cocuklarma verecegi sevkat, hosgorii ve ilginin azaldig1 ve aile {iyelerinin arttikca
evdeki sorumluluklarmin ve yasam gorevlerinin artarak daha fazla streste
bulunduklar1 diistiniilmektedir. Veriler incelendiginde, ebeveynlerin sosyo-
ekonomik diizeylerine gore istismar potansiyeli ol¢iimleri arasinda istatistiksel
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olarak anlamli bir fark ve ebeveynlerin ikamet ettikleri yerlesim birimlerine gore
istismar potansiyeli 6l¢timleri arasinda istatistiksel olarak anlamli bir fark oldugu
goriilmektedir. Bu farkin hangi gruplar arasinda oldugunu belirlemek amaciyla
yapilan olan c¢oklu karsilastirma testi sonucuna gore ise yasaminin cogunu
kasaba/koyde gecirmis olan ebeveynlerin istismar ol¢timlerinin yasammin ¢ogunu
biiytik sehirde, sehirde, ilcede gecirmis olan ebeveynlerin istismar potansiyeli
ol¢timlerinden istatistiksel olarak anlamli diizeyde yiiksek oldugu goriilmektedir. Bu
durumun kasaba/koy yerlesim alanlarinda ikamet eden ebeveynlerin daha
geleneksel bir yaklasimla ¢ocuk yetistirmeleriyle alakali oldugu sylenebilir.

Aragtirmanin Sonug ve Onerileri: Calisma sonucunda ebeveynlerin yas ve cinsiyet
degiskenlerine iliskin c¢ocuk istismari potansiyellerine yonelik anlamli bir fark
bulunmazken evde yasayan birey sayisi, gelir durumu ve ikamet ettikleri yerlesim
birimlerine gore gocuk istismari potansiyelleri arasmnda anlaml fark bulundugu
tespit edilmistir. Evlerinde 6 ve tizeri birey ile yasayan ebeveynlerin istismar
ol¢timlerinin 2-3 birey ile yasayan ebeveynlerin istismar Sl¢timlerinden istatistiksel
olarak anlaml diizeyde yiiksek oldugu ve ailesi alt sosyo-ekonomik diizeye sahip
olan ebeveynlerin istismar Sl¢timlerinin ailesi orta sosyo-ekonomik diizeye sahip
olan ebeveynlerin istismar potansiyeli olctimlerinden istatistiksel olarak anlamli
diizeyde yiiksek oldugu goriilmektedir. Ayrica yasaminin ¢ogunu kasaba/koyde
gecirmis olan ebeveynlerin istismar Sl¢timlerinin yasamimin ¢ogunu biiytik sehirde,
sehirde, ilcede gecirmis olan ebeveynlerin istismar potansiyeli Ol¢timlerinden
istatistiksel olarak anlamli diizeyde yiiksek oldugu goriilmektedir. Elde edilen bu
sonuglara gore; cocuk istismarmin tespit, tedavisinde multidisipliner yaklasim
esastir. Bu sebeple cocuk istismari yasandiktan sonra o6nlemler ve sagaltim
yapilmasindan ziyade oncelikle istismarin engellenmesi amaciyla bu ihtimali
gliclendiren nedenler tizerinde durulmali, cocuk veya iiye sayisi fazla olan aileler,
sosyo-ekonomik diizeyi diisiik olan aileler, koy/kasaba gibi yerlesim yerlerinde
ikamet eden aileler tizerinde bilgilendirmeler ve egitimler yogunlastirilmali, bu
aileler belli periyotlarla izlemeye alinmalidur.

Anahtar Kelimeler: Cocuk, kétiiye kullanma, anne, baba.
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Abstract

Problem Statement: Training qualified teachers depends on the quality
of the trainers. From this point of view, the quality of teacher educators
and their instruction in the classroom are important to train qualified
teachers. This is because teachers tend to see teacher educators who
have trained them as role models, and during their school years, they
tend to reflect the applications of teacher educators on their
educational practices. Studies have reported that there are similarities
between the teaching techniques teachers use in their practices and
those their instructors used during teacher training. Therefore, it is
important to explore what teaching methods and techniques teacher
educators use in their practices. The purpose of this study is to
examine what kind of teaching methods and techniques teacher
educators use in the course, Introduction to Educational Science, and
to explore the reasons why they use those methods and techniques as
well as their ways of creating an active learning process.

Purpose of the Study: The purpose of this study is to examine what kind
of teaching methods and techniques teacher educators use in their
course, Introduction to Educational Science, and to explore the reasons
why they use those methods and techniques as well as their ways of
creating an active learning process.

Method: One of the mixed model designs, consecutive sequence design,
was applied. The data was collected by a questionnaire and semi-
structured interview developed by the researcher. The data obtained
from the questionnaire were analyzed by calculating arithmetic means
and standard deviation; they were demonstrated in tables and
interpreted. In order to better clarify the reasons behind the qualitative
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findings, quantitative data were collected and analyzed with content
analysis.

Findings: Findings show that student teachers reported that their
instructors mostly employ question-answer, discussion, lecturing,
brainstorming, group work, and individual or group presentations in
their practices. Student teachers also reported that their instructors
rarely use student-centered teaching methods including dram,
educational games, concept checking, dramatization, aquarium,
speaking ring, storytelling, station, conceptual, caricature, and tour.
Findings from interviews with instructors show that class size and the
physical structure of the classroom force them to use more traditional
teaching methods in their practice. Other reasons they used more
traditional methods were: a) lack of pedagogical content knowledge, b)
the ignorance of the lesson, and c) the perception that university level
course are taught in traditional ways.

Conclusion and Recommendations: The research results showed that
while teacher educators frequently use questioning and lecture
techniques in their classrooms and they assign the students into
groups or pairs and ask them to present what they learn from the
groups, they rarely use other effective techniques such as concept
controlling, educational games, drama, oral history, speech circle,
writing story, or conceptual comics. Additionally, teacher educators
contended that crowded classrooms, physical environments of
classrooms, using traditional teaching methods, and not spending
more time using active teaching methods negatively affect learning
processes in classrooms. Considering the results of the research, it can
be recommended that teacher educators attend courses related to
effective use of active learning strategies in classrooms and get
involved in professional development seminars concerning active
learning strategies. Also, solving problems relevant to crowded
classrooms, organizing an environment for active learning activities,
and decreasing the number of courses teacher educators teach would
make significant contributions to this process.

Keywords: Teacher education, classroom instruction, teacher, active
learning.

Introduction

In order for instructors to have effective teaching characteristics, they are
required to have not only such personal characteristics as being sincere, sensitive,
tolerant, and indulgent of their students (Capel, Leaskand & Tourner, 1995; Stanton,
1985), but also teaching skills such as dominating classroom management,
communicating effectively with students, developing teaching methods and
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strategies appropriately in accordance with a specific subject and objectives of the
subject, and using materials and instruments conveniently (Daviston, 1985).
Instructors are also required to have information and experience about planning
teaching activities, taking advantage of teaching technologies, and using and
choosing the appropriate methods in teaching process (Aslantas, 2011).

Moreover, training qualified teachers depends on the characteristics of the
instructors who train these teachers (Sen & Erisen, 2002). When analyzed from this
point of view, both the quality of instructor and teaching service are quite
important for training teachers. This is because teachers mostly perceive their
instructors as role models and they reflect the applications followed by instructors
in their own professional lives when they begin their professions. Similarly, in
Gur’s (1998) study it was determined that teaching methods and techniques applied
by instructors working in universities were similar to those of teachers and pre-
service teachers in schools. In addition, Gozutok (1988) expressed in her study that
pre-service teachers were influenced greatly by the behaviors of their instructors
and they tended to integrate the processes their instructors applied and reflect them
in their professions. In this way, the role of instructor is not only transferring
information, but also creating the most suitable environments and conditions to
encourage students to learn (Modell, 1996). Moreover, Murat, Arslantas, and Ozgan
(2006) showed in their study that very few students chose the questionnaire item
stating, “instructors maintain the participation of all the students,” which means
that students did not consider that their instructors used effective teaching methods
or strategies. Aksu, Civitci, and Duy (2008) obtained the findings in their study that
instructors did not give enough time to attention-grabbing activities in their
courses, and they used their tone of voice in a monotonous way.

While instructors are required to create appropriate physical environments and
conditions for their students on the one hand, they are expected to apply active
teaching methods in order for their students to learn effectively on the other hand
since active teaching methods enable students to be more active in classrooms. In
these classrooms, such active teaching methods and techniques as role-play, creative
drama, group discussion, and brain-storming should be used. It is asserted that if
instructors spend most of their times with teaching and learning activities prompting
student’s active participation in the course, students’ academic achievement will
absolutely increase (Stronge, 2007). That's why the learning environment enables
students to engage in their own learning processes actively. It can be stated that if a
student participated in the learning process actively, then he or she can develop an
active learning approach. Students who just listen to what their instructors say are
limited to the information given to them by their instructors (Carr, Jonassen,
Litzinger, & Marra, 1998). In the studies conducted previously, it was decided that as
students” participation increased, their levels of learning also increased (Burden &
Byrd, 1994, as cited in Gozutok, 2004). In this context, it can be remarked that it is
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quite important for pre-service teachers to be provided with learning experiences in
which active teaching methods are applied because it seems to be difficult for pre-
service teachers, who have no learning experiences of active learning or of putting
active learning processes into practice in their classrooms (Tas, 2005). Active learning
processes, in which effective methods based on student participation are applied,
involve students taking the responsibility for their own learning, they engage in
decision making, and they apply their cognitive skills in complex learning processes
(Acikgoz, 2007).

According to Felder and Brent (1997), active learning is described as direct and
active participation of students in the learning process. When the fact that effective
learning can take place if students are engaged in the learning process and they learn
by doing is taken into account, designing a learning environment in accordance with
active learning processes requires applying the appropriate teaching methods and
techniques. However, in a study by Bonwel and Eison (1991), it was determined that
the learning environment was dominated in the classrooms in which traditional
teaching methods were applied instead of using active teaching methods: instructors
talked and students just listened to what they said. The study conducted by Demirel
and Un (1987) indicates that 86% of instructors working in the universities mostly
apply the direct expression method. Similarly, Gomleksiz’s (1993) study expressed
that instructors working in higher education institutions use the direct expression
method most of the time in their courses. According to the study of Koseoglu (1994),
students perceived their instructors as not being competent enough in managing the
learning process. Sen and Erisen (2009) concluded in their study that according to the
opinions of pre-service teachers, a small number of instructors applied teaching
methods and techniques that were appropriate for the content of course and
increased the persistency of learning.

When the fact that the achievement of educational institutions depends on the
effectiveness of curricula is taken into account, for curricula to be actualized
functionally, the role of teaching and learning activities cannot be contradictory. In
this way, educational situations are the most important component of curricula, and
teaching and learning activities take place in this dimension of the curricula
(Demirel, 2009). Acquisition of specific behaviors by students takes shape in this
phase. How teaching and learning processes will be formalized is dealt with in the
educational situations dimension of curricula (Taspinar, 2010). One of the most
important instruments for students to achieve the intended objectives is teaching
method. In that sense, instructors’ selection of methods and techniques in accordance
with objectives and aims is quite important. Considering that training qualified
teachers is directly associated with their qualified instructors and their effective
learning process formation, it is rather significant to discover what kind of methods
and techniques instructors apply in the learning process. Likewise, this study
originates from the assumptions that the course Introduction to Educational Science
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is the first course in pre-service teachers’ pedagogical training, provides a basis for
the educational enterprise, and that instructors are well-informed in terms of
teaching methods and techniques as a result of their educational background in
pedagogical formation. When all this information is taken into account, this study
aims to find out what kind of methods and techniques instructors apply and how
they form the learning process in the course of Introduction to Educational Science,
determine the opinions of instructors about the reasons why they use those methods
and techniques, and what their solution is to creating an active learning process. In
accordance with these aims, the questions below are attempted to be answered in the
study:

1. What kinds of teaching methods and techniques do instructors apply in the
course Introduction to Educational Science and how often do they use them?

2. What are the opinions of the instructors carrying out the course Introduction to
Educational Science about why instructors apply teacher-oriented methods?

3. What solutions are offered by the instructors for creating an active learning
process?

Method
Research Design

Consecutive sequence design, a mixed model design, was applied in this study.
In compliance with this approach, quantitative data were collected, and by
analyzing these data it was determined which methods and techniques instructors
mainly apply in the Introduction to Educational Science course. As a result of this
analysis, it was determined that instructors mostly apply methods that do not
enable students to actively participate in the learning process. In order to analyze
the reasons for this situation in detail and offer solutions, face-to-face interviews
with instructors were applied. Qualitative and quantitative data obtained from this
study were interpreted together.

Research Sample

All the universities of Turkey were considered as the population for the
quantitative part of this study. The research employed the convenient sampling
technique, which is a qualitative sampling technique. In order to conduct the study,
the related departments of all universities were negotiated, but the data were
collected from a total of 1,480 first-year university students studying in the faculties
of education at 13 universities from the seven regions of Turkey chosen based on
their volunteering and convenience sampling. The descriptive statistics of
universities and students are given in Table 1. However, for the qualitative part of
this study, participants consisted of 14 instructors, including a professor, 6 associate
professors, and 7 assistant professors working in the Division of Educational
Sciences, Faculty of Education in Mugla Sitki Kocman University.
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Table 1.

Descriptive Statistics of the Sample

Gender Total
Universities Female Male

f % f % f %
1. Mehmet Akif Ersoy 113 72 43 28 156 10
2. Mugla 92 71 38 29 130 9
3. KATU 135 78 38 22 173 12
4. MKM 90 65 48 35 138
5. Sinop 33 66 17 34 50 3
6. Kastamonu 102 71 41 29 143 10
7. Amasya 78 70 34 30 112 8
8. Mersin 143 73 52 27 195 13
9. Ankara 82 59 58 41 140 9
10. Gazi 34 47 38 53 72 5
11. Trakya 34 69 15 31 49 3
12. Dicle 54 64 30 36 84 6
13. Erzurum 25 66 13 34 38 3
Total 1015 69 465 31 1480 100

Research Instrument

In order to collect the data, first of all literature was reviewed and items for the
questionnaire were developed concerning the methods and techniques that can be
applied by instructors in the learning process. Considering that first-year students
might have problems understanding the names of methods and techniques, they
were written together with their explanations in the questionnaire. For instance, as
to define the aquarium technique, the statement, “Our instructor creates two circles,
one within the other, in which discussions are made with students in the inner cycle,
who are called debaters, and students in the outer circle are regarded as the
audience” was preferred. Similarly, to define the creative drama method, the
description, “Our instructors have us do improvisations and impersonations about
specific subjects” was used. The questionnaire, including such expressions, was
formalized after the items in the questionnaire receiving were reviewed by experts
working in curriculum and instruction, testing and evaluation, and Turkish
language fields. As a pilot study, the questionnaire consisting of 36 items to be
applied to a total of 100 pre-service teachers studying in the Faculty of Education at
Mugla Sitki Kocman University. After reviewing items in the questionnaire by
taking the results of this application and experts’ opinions into account, the final
questionnaire was determined to include 30 items. The items of the questionnaire



Eurasian Journal of Educational Research | 93

can be answered between the ranges of “never” (1) and “always” (5). In order to
better explain the quantitative data, a semi-structured interview form was prepared,
experts’ opinions were consulted, and the form was finalized after a pilot study with
three instructors.

Data Analysis

The quantitative data obtained from the questionnaire application were analyzed
by calculating the arithmetic means and standard deviation; they were
demonstrated in tables and interpreted. The qualitative data obtained from the 40-
minute interviews with instructors were recorded by using a phonoscope. The
recordings were listened to and transcribed attentively by the researcher. The data
were interpreted after applying content analysis, and supported with direct
quotations from the instructors.

Trustworthiness of the Findings Obtained from Qualitative Phase of the Research

Several strategies were employed to provide a trustworthy process of extracting
qualitative data. One of them was member checking, in which the findings obtained
from interviews were shown to the participants to get their feedback. This helped
the researcher to improve the accuracy, credibility, validity, and transferability of
the study. Another strategy was peer debriefing, which was employed by the
researcher to ensure the validity of the information. The transcribed interviews were
given to two expert researchers on qualitative research, and they were asked to
analyse all the data all over again. Afterwards, the feedback from the experts was
provided to enhance credibility and ensure validity. Also, some quoted words and
phrases from the research participants were taken to support the researcher’s claims
and comments on the data.

Results

According to the answers of first-year students studying in the faculties of
education at different universities, descriptive statistics and arithmetic means of the
rates of teaching methods and techniques instructors applied in the Introduction to
Educational Science course are given in Table 2.
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|
Table 2.

Teaching Methods and Techniques Instructors Applied in the Course Introduction to
Educational Science

Methods and Techniques X S

Question-and-Answer 4.49 0.74
Discussion 3.69 1.22
Expression 3.94 1.13
Brain-Storming 3.33 1.36
Group Work 3.19 1.24
Individual or Group Expression (Students) 2.99 1.39
Project 2.94 1.41
Case Study 2.75 1.39
Problem Solving 2.68 1.24
Concept Map 2.76 1.40
Buzz Groups 2.53 1.27
Observation 2.52 1.26
Six Hats 2.33 1.43
Panel 218 1.25
Fishbone 2.16 1.25
Demonstration 2.07 1.32
Snowbeall 2.06 1.32
Disputation 2.04 1.26
Developing Opinions 2.02 1.33
Creative Drama 1.93 1.21
Educational Games 1.85 1.27
Concept Control 1.76 1.15
Dramatization 1.76 1.17
Oral History 1.69 1.09
Aquarium 1.69 1.10
Talking Circle 1.67 1.15
Developing a Story 1.65 1.08
Station 1.59 1.07
Conceptual Caricature 1.56 1.00
Trip 1.37 0.90

According to Table 2, most of the pre-service teachers opined that their
instructors used the methods and techniques of question-answer, discussion,
expression, brain-storming, group work, and individual and group expression of a
subject respectively. The other most outstanding finding according to Table 2 is that
pre-service teachers remarked that their instructors rarely or never applied active
teaching methods and techniques such as creative drama, educational games,
concept control, dramatization, oral history, aquarium, talking circle, developing a
story, station, conceptual caricature, or trip, all of which enable active learning and
constructive approaches to take place in the learning environment.
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It can be stated that instructors applied teacher-oriented methods, such as
expression and question-answer, in their courses. Some of the instructors’ opinions
about why they applied these methods are given below:

P1(Participant 1): Instructors find applying traditional techniques, such as direct
expression and question-and-answer, the easiest way to teach something. Moreover,
in order for instructors to use active teaching methods, they are required not only to
be aware of these methods, but also to have some specific preparations to apply them
in their classes.”

P2: “Instructors tend to endeavour more for academic development. They perceive
that courses are just obligations, and they prefer conducting their courses in the
easiest way, without special preparation or planning, which refers to the use of
traditional teaching methods.”

P3: “Classrooms are so crowded that they are not appropriate for applying active
teaching methods and techniques. It is quite difficult for instructors to organize an
active learning process in classes whose sizes are between 60 and 80 students.”

P4: “When considering that the participants of this study are first-year students
who do not have prior knowledge of Educational Sciences and that this course can
be regarded as an introduction course for all the courses of educational sciences,
instructors normally use presentation and direct expression methods to give
information.”

P9: “Instructors mostly apply what they have observed from their own teacher
trainers or instructors.”

When the opinions of instructors were investigated, they generally asserted that
they mostly apply traditional teaching methods in the Introduction to Educational
Science course because the classrooms were really crowded and the physical
equipment and situation of classrooms prevents them from using active methods
and techniques in their courses. Furthermore, instructors expressed that the other
reasons why active methods are not applied in the classes are that as instructors they
were not competent enough in such teaching methods and techniques. They tended
to conduct their courses in the easiest way without paying enough attention to their
courses, since they were similarly trained by their instructors who also applied
traditional teaching methods and techniques. In other words, they might have
developed a perception that university courses are conducted in such a traditional
way, and they probably have also considered their teacher trainers as role models.
In addition, it can be indicated that instructors are required to make some extra
preparations and planning to apply active methods and techniques, and this process
thereby necessitates instructors to exert a greater effort. That is why instructors
asserted that teacher trainers who did not want to exert such a great effort preferred
to apply question-and-answer and direct expression methods, which are brief and to
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the point. Moreover, instructors figured out that instructors preferred to organize a
learning process appropriate for the presentation strategy, as Introduction to
Educational Science took place in the first-year curriculum, and the first-year
students did not have prior knowledge of and preparedness for such a course. On
the other hand, instructors regarded as important factors that the reason they did
not apply active teaching methods and techniques in their courses was because they
were not given teaching principles and methods courses at a sufficient level or in an
applied way during their own undergraduate and postgraduate studies. Therefore,
they might not know how to apply these methods and techniques in their classes. As
a result of these opinions, instructors offered some suggestions on how to move the
learning process away from the traditional structure, to apply active teaching
methods and techniques in the courses, and to focus mainly on a student-centred
learning environment. Some of these suggestions are given below.

P1: “Instructors are required to be aware of applying wvarious active
teaching methods. They are also acutely required to have in-service training
to maintain this.”

P3: “In order for instructors to apply active methods and techniques,
classroom sizes should be reduced; and so as to use active teaching methods,
appropriate environments should be created.”

P10: “The course load of instructors should be reduced, and educational
environments are required to become appropriate for applying active
methods.”

P11: “Physical instruments and situations of the faculties together with
class sizes are required to bring active teaching methods and techniques in
compliance.”

P13: “All the instructors should take the teaching principles and methods
course properly, especially in their postgraduate education. Also, courses
and seminars should be organized for instructors concerning the teaching
methods and techniques. They should have the opportunity to apply active
teaching methods and techniques actively.

In the interviews conducted with instructors, it was stated that in order for active
teaching methods and techniques to be applied in the courses, all the instructors
were required to have teaching principles and methods courses, especially in their
doctoral education, and these courses should take place in the teacher training
curricula. Moreover, it was concluded that the teaching principles and methods
courses should be given in an applied way. Furthermore, the instructors
emphasized that an in-service training would enable them to experience how active
teaching methods and techniques can be applied in the classrooms. Similarly,
instructors opined that their course load and the content of teacher training curricula
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should be reduced; physical equipment and the situation of the faculties of
education and classroom size needed to be reorganized in order to enable
instructors to apply active teaching methods and techniques. Instructors expressed
that they should also be trained in an environment in which active teaching methods
and techniques were applied in an effective way. As a reason for this situation, they
stated that instructors probably have taken their own instructors as role models,
which is an expected consequence of the environment in which they were trained.

Discussion and Conclusion

According to the results of this study, it was obtained that in the faculties of
education that train teachers, the instructors, especially the ones giving courses such
as Introduction to Educational Science, applied methods like expression and
question-and-answer in their courses, and they distributed the topics to students to
present in class either individually or in groups. Even though it is considered that
students are actively engaged in the learning process through the methods of
question-and-answer and discussion, information transfer and memorization of the
information takes place in such a learning environment. Whereas the opportunity
for students to construct information is not supported since the instructors are the
main constructors of the learning process. While it has been stated in many studies
that the expression method stands in first place in the preferences of instructors
(Bonwel & Eison, 1991; Bozpolat, Ugurlu, Usta, & Simsek, 2016; Demirel & Un, 1987;
Gomleksiz, 1993; Sen & Erisen, 2002), the application of the “question-and-answer
and discussion” methods in this study might be considered important in terms of
the student-centered learning process. Similarly, the brain-storming technique, one
of the techniques used for improving the creativity of students, has been used
frequently within this study, which is pretty significant for the active learning
process. Student-centered methods and techniques—such as project, case study,
problem solving, concept map, buzz group, observation, six hats thinking, panel,
fishbone, demonstration, snowball, disputation—all of which enable students to
participate in the learning process actively, are rarely used and are not enough for
an effective learning process. Furthermore, shifting from teacher-oriented teaching
into learner-centred teaching in faculties of education might be an important
indicator of this study.

As a result of this study, another negative indicator, in terms of the effective
learning process, is that instructors hardly ever or never apply active methods and
techniques such as station, creative drama, educational games, concept control,
dramatization, oral history, aquarium, talking circle, developing a story, station,
conceptual caricature, and trip, which can be quite effective in the learning process.
This result can be regarded as an indicator that the student-oriented process is not
maintained in the course of Introduction to Educational Science in faculties of
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education. When these results are taken into account, instructors not applying
sufficient active teaching methods and techniques, which can be effective in the
learning process, might affect students” academic achievement negatively as well as
serve as a preventive factor to the later use of active teaching methods by pre-service
teachers who take their instructors as role models and transfer what they have
observed in their instructors’ classes into their own. When investigated from this
point of view, not applying active teaching methods and techniques in the learning
process decreases the quality of pre-service teachers and can be considered as a
preventer of pre-service teachers applying effective methods and demonstrating
positive examples of active teaching methods in their classrooms.

The results of this study show similarity with other study results concerning
traditional teaching results (Bonwel & Eison, 1991; Gomleksiz, 1993; Sen & Erisen,
2002). In Sahin’s (2014) study, it was determined that instructors possessed a medium
level of actualizing their professional competencies. In Demirel and Un’s (1987)
study, it was also revealed that 86% of pre-service teachers asserted that their
instructors applied the expression method frequently. In Arslantas’s (2011) study, it
was determined that more than 55% of the students expressed that their instructors
rarely used active teaching strategies, methods, and techniques. Likewise,
Ozaydinlik, Kabaran, Gocen, and Altintas’s (2014) study concluded that instructors
exhibited the qualifications of teaching profession, including selection of teaching
methods and techniques and effective implementation of these, at a medium level. In
Aslantas’s (2011) study, it was revealed that most of the instructors did not use
teaching strategies, methods, and techniques at a sufficient level. In addition, it was
asserted in Ilter’s (2014) study that the instructors gave place to traditional methods
in their courses. On the other hand, in Yalcin-Incik and Tanriseven’s (2012) study, it
was concluded that the instructors used both traditional and active teaching methods
in their courses. However, in Cansaran’s (2014) study, it was asserted that pre-service
teachers found their instructors incompetent. In Sen and Erisen’s (2012) study, pre-
service teachers also found only a few of their instructors to be competent. These
results coincide with the results of the present study.

Results obtained from the qualitative data of the study can be considered to be
supportive for the quantitative data. Instructors stated that traditional methods were
used in the course Introduction to Educational Science because the classrooms were
so crowded, the physical structure of the classrooms did not provide space for
activities involving active student participation, instructors design the teaching and
learning process according to the traditional methods by which they were also
trained, active teaching methods and techniques required specific effort and labor to
be applied, traditional methods were easy to apply and the application of active
teaching methods were insufficiently known by the instructors. This result can be
considered explanatory to reveal what the results of the quantitative part of the study
stemmed from.
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When the quantitative and qualitative results are investigated together, it can
clearly be conducted that instructors are quite far away from creating a student-
oriented learning process. Instead, they organized the learning process based on
traditional learning processes. From this point of view, it can be asserted that
instructors can pose an obstacle in teacher training in the faculties of education; they
can also create a negative role model for their students with their current
applications and cause negative applications to be transferred in schools and
classrooms. According to the interviews, in order to create a student-oriented
learning process based on active teaching methods, instructors recommended that
they should have in-service training, meetings, seminars, and conferences about
active teaching methods and techniques; they should be given the opportunity to
attend and follow different instructors’ courses; the class sizes should be reduced;
educational environments should be made conducive to active teaching methods;
academics should take post-graduate pedagogical courses; the course load of
instructors should be reduced; active methods should be applied in teacher training;
and instructors should be given the opportunity to pursue education and training
abroad. In the present research, pre-service teachers provided their views on teacher
educators teaching the “Introduction to Educational Sciences” course. For future
research, the scope of research can be extended and teacher educators teaching
different courses can be included.
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Ozet

Problem Durumu: Nitelikli 6gretmenlerin yetistirilebilmesi onlar1 yetistiren 6gretim
elemanlarmin 6zelliklerine bagli oldugu disiiniilmektedir. Bu acidan bakildiginda
ogretmen yetistiren kurumlardaki 6gretim elemanlarinin &gretmenlik niteligi ve
onemlidir. Ciinkii 6gretmenler kendilerini yetistiren 6gretim elemanlarini rol model
olarak gormekte, mesleklerine basladiklarinda da 6grencilik siirecinde &gretim
elemanlarimin uygulamalarint mesleki yasamlarina yansitabilmektedirler. Yapilan
arastirmalarda da tiniversite 8gretim elemanlarinin 6gretim yontemleri ve teknikleri
ile okullardaki 6gretmenlerin ve 6gretmen adaylarmin kullandiklar1 6gretim yontem
ve tekniklerinin benzer oldugunu saptamustir. Nitelikli 6gretmen yetistirilmesi
nitelikli 6gretim elemanlar1 ve onlarin etkili bir grenme stirecini bicimlendirmesi ile
dogrudan iligkili oldugu gercegi gtz oniine alindiginda 6gretim elemanlarinin
ogrenme stirecinde hangi yontem ve teknikleri uyguladigimin ortaya ¢ikarilmasi
oldukga 6nemlidir.

Arastirmamin Amaci: Bu arastirma, ogretim elemanlarimin Egitim Bilimine Giris
dersinin 6gretim siirecini nasil bicimlendirdiklerini, hangi yontem ve teknikleri
kullandiklarini belirlemeyi, bu yontem ve teknikleri kullanma nedenlerine iligkin
ogretim elamanlarmin goriislerini belirlemeyi ve aktif bir 6grenme siirecinin
olusturulmasina yoénelik ¢oziim 6nerilerinin ortaya ¢ikarmay1 amaglamaktadir.

Aragtirmanmin Yontemi: Arastirmada karma model desenlerinden ardisik sirali desen
kullanilmistir. Bu yaklasima uygun olarak nicel veriler toplanmis ve analiz edilerek
ogretim elemanlarinin Egitim Bilimine Giris dersinde agirlikli olarak hangi yontem
ve teknikleri kullandiklar1 belirlenmistir. Analiz sonucunda o6grencileri 6grenme
stirecine aktif olarak katmayan yontemlerin kullanildig1 belirlenmistir. Bu durumun
nedenlerinin ayrintili olarak belirlenmesi ve ¢oziim 6nerileri getirmeleri igin 6gretim
elemanlar: ile yiiz ytize goriismeler yapilmistir. Elde edilen nicel ve nitel veriler
birlikte yorumlanmustir. Arastirmada Tiirkiye’de yer alan biitiin devlet tiniversiteleri
arastirmanin nicel kismimin evreni olarak kabul edilmistir. Arastirma igin biitiin
tiniversitelerin ilgili boltimleriyle goriistilmiis ancak uygun orneklem yoluyla
Turkiye'nin 7 farkli bolgesinden goniilliiliik esasina gore secilen 13 {iniversitedeki
egitim fakiiltelerinde okuyan 1480 1. smif ogrencisinden veriler toplanmustir.
Aragtirmanin nitel kisminin calisma grubunu, Mugla Universitesi Egitim Bilimleri
bolimiinde gorev yapan 7 yardimei dogent, 6 dogent ve 1 profestr olmak iizere
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toplam 14 6gretim elemani olusturmustur. Arastirmada verilerin toplanmas: icin
oncelikle alan yazin taranarak Ogrenme siirecinde ogretim elemanlarimin
kullanabilecegi yontem ve tekniklere dayali olarak anket maddeleri gelistirilmistir.
36 maddeden olusan anket Mugla Universitesi Egitim Fakiiltesinde 6grenim goren
100 ogretmen adayma uygulanmustir. Uygulama sonuglari ve uzman goriisleri
dikkate alinarak anketteki maddeler yeniden gozden gegirilmis ve anketin son hali
30 maddeden olusmustur. Anketteki maddeler (1) hicbir zaman ve (5) her zaman
araliginda yanitlanmaktadir. Arastirmanin nicel bulgularinin nedenlerinin daha iyi
aciklanabilmesi ic¢in yarit yapilandirilmis gortisme formu hazirlanarak, uzman
goriisleri alimmis ve 3 Kkisi ile yapilan deneme goriismesinden sonra forma son hali
verilmistir. Arastirmada uygulanan anketten elde edilen nicel veriler analiz edilerek,
aritmetik ortalamalari, standart sapmalar: alinmis tablolar halinde sunulmus ve
yorumlanmustir. Arastirmanin nitel verileri icin Egitim Bilimine Giris dersini
yliriiten 14 6gretim elemanu ile ytiz ytize gortisme yapilmistir. Gortismeler2014-2015
egitim ogretim yil1 bahar doneminin sonunda yapilmis ve her bir gortisme yaklasik
40 dakika stirmiisttir. Gortismeler ses kayit cihazi yardimiyla kayit altina almmustr.
Kayitlar arastirmaci tarafindan dikkatlice dinlenilmis ve yaziya aktarilmistir. Icerik
analizi kullanilarak c¢oziimlenen veriler yorumlanmis ve dogrudan alintilarla
desteklenmistir.

Arastirmanin Bulgulan: Arastirmadan elde edilen bulgulara goére 6grenciler, 6gretim
elemanlarmin ¢ogunlukla Egitim Bilimine Giris dersinde sirasiyla soru-cevap,
tartisma, anlatim, beyin firtinasi, grup calismasi ve bireysel ve grup olarak konu
anlatimma dayalit yontem ve tekniklerini kullandiklar1 yoniinde goriis
belirtmislerdir. Ayrica ogrenciler 6gretim elamanlarimin, 6grenci merkezli bir
ogrenme stireci agisindan oldukga énemli olan aktif 6grenmeye ve yapilandirmaci
bir yaklasima olanak saglayan drama, egitsel oyunlar, kavram kontroli,
dramatisazyon, sozlii tarih, akvaryum, konusma halkasi, 6ykii olusturma, istasyon,
kavramsal karikatiir ve gezi gibi yontem ve teknikleri nadiren ve hi¢bir zaman
arahgmda kullandiklar1 yoniinde goriis Dbelirttikleri saptanmustir.  Ogretim
elemanlar: ile yapilan goriisme sunucunda elde edilen bulgulara gore ise Egitim
Bilimine Giris dersinde geleneksel yontemlerin agirlikli olarak kullanilmasinin,
smiflarin kalabalik olmasi ve smifin fiziki donanimimin bu yéntemleri uygulamaya
olanak tanimamasindan kaynaklandigin belirtmislerdir. Ogretim elemanlar1 aktif
yontemlerin kullanilmamasma iliskin olarak diger nedenler olarak ogretim
elamanlarinin yéntem ve teknikler konusunda yeterli donanima sahip olmamalari,
derslerini 6nemsemeyip bir an 6nce kolay yoldan anlatip dersi bitirme ¢abasi icin
girdiklerini, 6gretim elemanlarmin da geleneksel yontemlerle yetistikleri icin
tiniversitelerde derslerin bu sekilde islenecegi algisi olusturduklart ve kendi
hocalarini rol model aldiklarini belirtmislerdir.

Aragtirmanin Sonuglart ve Onerileri: Aragtirma sonucunda 6gretmen yetistiren egitim
fakiiltelerinde Egitim Bilimine Giris dersini veren 6gretim elemanlarinin derslerinde
¢ogunlukla anlatim ve soru cevap yontemlerini kullandiklari, ders konularimi
ogrencilere dagitarak bireysel ya da grup olarak anlatim yaptirmalar1 bigiminde ders
isledikleri sonucuna ulasilmistir Ayrica dgretim elemanlarinin, 6grenme stirecinde
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oldukca etkili olabilecek istasyon, drama, egitsel oyunlar, kavram kontrolii,
dramatisazyon, sozlii tarih, akvaryum, konusma halkasi, 6ykii olusturma, istasyon,
kavramsal karikatiir ve gezi gibi yontem ve tekniklere nadiren ve hicbir zaman
araliginda kullandiklar1 gortilmustiir.

Ogretim elamanlari Egitim Bilimine Giris dersinde geleneksel yontemlerin
kullanilmasmna neden olarak siniflarin kalabalik olmasi, fiziki yapmn 6grenci
katilmina olanak saglayan etkinlikleri uygulamaya uygun olmamasi, 6gretim
elemanlariin geleneksel yontemlerle yetistigi i¢in 6grenme-6gretme siirecinin de o
yonde bigimlendirmesi, aktif yontemleri kullanmak icin belirli bir ¢aba ve emek
harcanmasimin gerekli olmasi, geleneksel yontemlerin uygulanmasinin kolayligy,
aktif 6gretim yontemlerinin gretim elemanlarinca yeterince bilinmemesi neden
olarak gostermislerdir. Egitim fakiiltelerinde 6gretim elamanlarmin aktif bir
Ogrenme siireci olusturabilmeleri icin &gretim elamanlarinin yiiksek lisans ve
doktora diizeyinde aktif 6gretim yontemlerini uygulamali bir ders olarak almalari,
ornek uygulamalara dayali seminerler, kurslar ve atdlye calismalar1 diizenlenmesi,
simiftaki 6grenci mevcudunun azaltilmasi, aktif yontemlerin uygulanabilmesi icin
fiziki mekéanlarmm diizenlenmesi ve Ogretim elamanlarmin ders yiiklerinin
azaltilarak ders planlamasi ve hazirhik siirecine daha fazla zaman ayirmasi
saglanabilir.

Anahtar Sézciikler: Ogretmen egitimi, sinif 6gretimi, 6gretmen.
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Abstract

Problem Statement: Increasing the quality of education and educating well-
qualified students is one of the most important objectives of formal
education. Informal resources are as important as formal resources in
improving this efficiency and productivity. In this respect, it can be said
that family is the most important informal structure affecting the
education of the child. In order to evaluate the involvement of family in
education, various ways of categorizing have been implemented. One of
these systems provides six categories in parental involvement, which are
parenting, communicating, volunteering, learning at home, decision
making and collaborating with the community. Whilst the meaning and
significance of parental involvement is the starting point of this study,
determining the level of involvement of the families in the educational
activities at schools in terms of their socio-economic status is the main
purpose of this study. Considering the fact that research on parental
involvement in schools in terms of the socio-economic status of parents is
scarce, the present study may serve as an important data source for
researchers and policy makers in regard to comparing the effects of this
involvement.

Purpose of the Study: The purpose of this study is to examine the
viewpoints of administrators, teachers and parents on involvement of the
families in the process of education in terms of socio-economic status in
public and private primary and secondary schools.
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Method: Interview and document analysis methods, which are both
qualitative research methods, were used in the study. The study group
was 11 teachers, four administrators working at public and private
primary and secondary schools in Mugla and six parents. The data were
collected through semi-structured interview methods. In addition, the
documents related to the involvement of parents to education were
analysed —school newspapers, the announcements, news and the activities
section of the schools” Web pages. In analysing the data collected in this
study, the NVivo8 package program and the descriptive analysis
technique were used. The findings are presented with a descriptive
analysis method.

Findings: The results of the study indicate that parents from different
socio-economic backgrounds do not have very different ideas about the
process of involvement in the process of education. However, because
school-family interaction in public schools and the trainings on parenting
are not very systematic even if socio-economic status is high, the
interaction is not at a desired level. The reasons parents communicate with
the schools were found to be to evaluate student’s academic success and
personal development. Both in public and private schools, involvement of
parents in the decisions was in the form of asking parents their ideas. It
was found that parents having a good socio-economic status were more
willing and active in the procedure of participating in the process of
education.

Conclusion and Recommendations: In order to increase parent involvement in
education, the guidance services at schools should be used more
functionally. For example, needs analysis towards determining the needs
of the parents and the students in their school life should be made, and
based on the results of the analysis, programmes to support parent
involvement in education should be prepared.

Keywords: family-school relationships, academic achievement, low-income,
socio-economic rank.

Introduction

Involvement of parents in education is considered among the most important
factors in increasing the efficiency and quality of education because both home and
school environments affect a child’s development. Therefore, it can be said that
family is an important component of the school environment.

Researchers who realize that family is an important factor in the process of
education conducted many scientific studies on this topic. One of the most
outstanding studies among these researches is the one Coleman et al. carried out in
1966 (As cited in Tural, 2002). In their study, it was found that the family factor was
as efficient as the school in student achievement. In addition to the aforementioned
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study, there are many other studies on the significance and effect of family in the
process of education. In the studies, it was found that parental involvement increased
student’s learning and academic success (Thompson et al. 1997; Eccles & Harold
1996; Lawson 2003; Jeynes 2015; Castro et al. 2015). In addition, there are studies
stating that socio-economic levels of the families affect their involvement in
education. According to these studies, the socio-economic levels of the families affect
student enrolment in school, their involvement and academic success (Lindberg &
Demircan 2013; Cooper et al 2009; Lee & Bowen 2006; Hair et al. 2015).

The concept of parental involvement is defined as a systematic approach which
not only involves supporting and educating families and ensuring their participation
in education, increasing children’s educational and academic experiences,
establishing, sustaining and improving the communication between students” homes
and educational institutions, but also enriching the curriculum with the involvement
and contribution of parents (Bower & Griffin 2011; Lindberg & Demircan 2013).
Epstein (1995; 2008), who has been involved in many studies on the involvement of
family in education and who has become an important name in this field, provides
six categories in parental involvement, which are parenting, communicating,
volunteering, learning at home, decision making and collaborating with community.
Parenting involves the activities that help families in issues such as creating a warm
home environment to increase school achievement of the student; and helping
families in their responsibilities such as health, nutrition and education.
Communication means two-way communication between home and school that
enables the transfer of knowledge about the curriculum and the child. According to
this, teachers and administrators provide knowledge to the parents about the
progress of the student at school in a systematic way. Regular meetings at schools,
sending forms to the homes, and informing parents through the internet or telephone
could be counted among these activities. Volunteering means organizing and
recruiting the parents to help and support the activities in the classroom or at school.
Learning at home is to inform parents to help their children at home with doing their
homework, course activities and plans; organizing seminars, conferences and
reading activities for parents at school. Decision making could be defined as
administrators and teachers enabling parents to participate in the decision-making
process at school at the highest level. To do this, involving parents in the decisions
made at school and improving the parents” ability to be representatives and leaders
at the school is a responsibility of the administration and the teachers. Collaborating
with community involves transferring the information on strengthening curriculum
and the health and culture of the society with the help of the community.
Consequently, students could carry out community service practices (such as
recycling, drawing, music and drama, etc.). In addition, activities to be carried out in
cooperation with alumni could be counted in this theme.

Whilst the meaning and significance of parental involvement is the starting point
of this study, determining the level of involvement of the families in the educational
activities at schools in terms of their socio-economic status is the main purpose.
Whether there is a difference among involvement of parents in the process of
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education in public and private schools is one of the areas that will be studied.
Accordingly, the purpose of this study is to examine the viewpoints of
administrators, teachers and parents on involvement of the families in educational
processes in terms of socio-economic status in public and private primary and
secondary schools. Based on this overall objective, answers to the following research
questions are sought for:

a) Parenting

b) Communicating

0

) Volunteering

&

Learning at home

)
~

Decision making, and

)
=

Collaborating with the society themes.

Method
Research Design

Phenomenological design, a qualitative research design that applies to the nature
of the study, was used. In this design, the aim is to reveal and interpret individual
perceptions or viewpoints towards a certain phenomenon (Patton, 2002; Yildirim &
Simsek, 2008). The data collection techniques used in the study were document
analysis and interview. In the study, the “involvement of parents in the process of
education in terms of their socio-economic status” was examined via interviews and
document analysis.

The e-newspapers, forums, news on the Web pages and announcements used in
the study are documents. As for Krippendorff (2004), document analysis is a research
method used to make valid and reliable inferences from the texts. The second data
collection technique used in this study was interviewing. In phenomenology, the
interviewing method is considered a useful method in terms of collecting precise and
correct data on the research topic (Judd et al. 1991).

Research Sample

The study group in this research involved seven teachers, three administrators
working at seven public primary and secondary schools in the Mentese district of
Mugla and six parents whose children study in these schools; and four teachers, one
administrator working at two private primary and secondary schools in Mugla
province and three parents whose children study in these schools. The study group
was determined through maximum variation sampling, one of the purposeful
sampling methods. The aim of this is to create a relatively small sample. In addition,
this sampling is used to find out whether there are common or shared phenomena
and differences among varying cases and depending on variation, the aim is to reveal
different dimensions of the problem (Yildirim & Simsek 2005). Purposeful sampling
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was used to reach the teachers, administrators and parents in the study. The aim of
using purposeful sampling (Yildirim & Simsek 2005; Aziz 2008) is to choose the
individuals who would serve the research objectives in the most convenient way.

Research Instruments and Procedure

The data in the study were collected through semi-structured interviews and the
document analysis method. Semi-structured interviews were administered in this
study and in doing so, the aim was to collect detailed data on the involvement of
parents in the education process within the scope of certain topics. To this end, semi-
structured interview forms including six questions were developed for teachers,
administrators and parents. Interview forms are among the data collection tools of
the qualitative research. These forms are the best way we have of getting the
meaning of how people understand reality, the meaning they attach to reality, and
how they define and establish the reality (Punch 2005). The semi-structured
interview forms were prepared based on the studies in the literature that define the
involvement of parents in the education process and based on the factors that Epstein
(1995) defined. The prepared questions were sent for expert opinion! and the final
version of the form was prepared.

The interviews, which were carried out with administrators and teachers and
which took almost 15-20 minutes each, were recorded.

In interpreting the opinions of the participants, their own statements/expressions
were used. The documents analysed in this study were published on the Web pages
of the private schools and on the Web pages of public schools which they are obliged
to prepare as suggested by the Ministry of National Education, during the 2014-2015
academic year. Accordingly, while analysing the e-newspapers, forums, news and
announcements on the Web pages, key words were listed and the collected data were
analysed. While choosing the key words, Epstein’s classification was employed and
the collected data were used to support the interviews.

Table-1 shows the documents related to the involvement of parents in education.
According to this, there are school newspapers (e-newspaper) in only three schools.
The rest of the documents were taken from the announcements, news and activities
section of the schools” Web pages.

Table 1.

Analysed Documents
Documents Public schools Private schools
School newspaper (e-newspaper) 2 1
Announcements 5 -
News 20 15
Activities? 14 15

Prof. Dr. Yasemin Kepenekci; Assist. Prof. Dr. Burcu Senler; Assist. Prof. Dr. Nihan
Demirkasimoglu; Assist. Prof. Dr. Funda Nayir; Assist. Prof. Dr. Ugur Akin; Assist. Prof. Dr.
Cetin Erdogan

2 Parent-teacher meetings, trips, charity sales, visits to the homes, sports activities etc.
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[
Data Analysis

In analysing the data collected in this study, the NVivo8 package program and
descriptive analysis technique were used. The main aim in descriptive analysis is to
summarize and interpret the data based on pre-set themes (Yildirim and Simsek,
2008, 224). Based on the repetition of the answers in terms of their meaning, the
themes were classified. The voice recordings from the semi-structured interviews
were directly written down without making any changes and each interview was
read and evaluated.

Based on the sub-objectives and Epstein’s classification, the themes in this study
are set as “parenting,” “communicating,” “volunteering,” “learning at home,”
“decision making” and “collaborating with society.” Using deductive methods, these
themes were set at the beginning of the study, and sub-categories were set using an
inductive method during the analyses.

”oou

Validity and Reliability

To ensure internal reliability in this study, the reliability between the coders of
the pre-set themes were checked. Themes were separately coded by the researchers
and the consistency of the coding was compared.

In topics where researchers were undecided, they discussed the topic and came to
an agreement. While doing so, the topics in which the two researchers have a
“consensus” and “dissensus” for the themes and categories were discussed and
relevant changes were made. Later, to calculate the reliability, the reliability formula
suggested by Miles and Huberman (1994) was used. And as a result, the reliability of
the study was found to be 91,25 %. To ensure the reliability of the study, short and
direct citations were included and without making any comment, the collected data
were grouped and offered to the readers. Interpretations of the findings are given in
the discussion section.

Results

Results on the Involvement of Parents in the Process of Education in Public and Private
Schools based on the Opinions of Teachers, Administrators and Parents

In the study, participants were asked questions about what kinds of activities for
parent involvement were employed in the process of education in the schools where
teachers and administrators work and parents sent their children. The answers were
analysed through Epstein’s (1995) themes, which are parenting, communicating,
volunteering, learning at home, decision making and collaborating with the society
and are given below (Figure 1).
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Figure 1. The Model formed by the researchers in the Nvivo Program

I. Theme: Parenting. When the participants” opinions are analysed, it is understood
that the activities that could be grouped under the parenting theme are done in a
“systematic” way or “spontaneously.” What is meant by “systematic” activities is the
ad hoc educational activities which are carried out by the guidance unit in the
school—if there is one—or by the authorities sent by Directorates of National
Education or Ministry of Family and Social Policies or by the public education units
opened in the school building for the families.

As P3T3 stated: “As of the 1st semester, an activity under the parental school was
organized. We provided parents with a training over 20 hours. And we also invited three
experts who wrote a book on open guidance and organized seminars and sessions for the
parents.” Private schools which are in the high socio-economic group prefer to invite

3 Note: Abbreviations in the study represent: T: Teacher in public schools; PT: Teacher in private
schools; P: Parent in public school; PP: Parent in private schools; A: Administrator in public
schools; PA: Administrator in Private Schools.
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experts and offer seminars. (P3T, T7, T8, T10, P4A, A3, P1P, P3). What is meant by
“spontaneous” activities are the one-time activities which are organized in the
schools based on the needs of the teachers, administrators or parents. For example,
T2 explains this as “...when we see a concern with the child, we warn the parents and talk
to them about what we can do or what they can do.” (T2, A1, P2)

Both the systematic and spontaneous activities carried out in the schools seem to
be related to physical and mental development rather than the personal care of the
child. In this study, it was found that parents were mostly informed about what kind
of problems they might face with their children throughout adolescence and how
they can manage these problems. As P3 expressed: “They informed us about the early
adolescence of the children. The seminar was about what families can do, what they should do,
what kind of changes are seen a child goes through.” The main starting point of the
activities is communication during adolescence (T2, P3).

Another finding related to the activities on parenting is that the factor that turned
a spontaneous activity into a systematic one to which professionals attend is the
presence of a guidance unit (T7, T8, T10). In other words, if there is no guidance
service in the school, teachers only make one-on-one meetings with the parents.
However; if there is a guidance service in the school, detailed and planned activities
are offered. In this case, since financing activities in private schools is easier, it is
obvious that they could find external professional support (P3T, P4A).

It was found that 15 documents analysed through the Web pages of the schools
within the scope of the study contained information on parenting. Ten of these
documents were activities carried out in private schools whilst the remaining five
were activities carried out in the schools where the parents are from a high socio-
economic status. Especially in two private schools where the data were collected, it
was seen that there were parental trainings. In addition to that, it was also seen that
there were interactive systems through which parents could access information about
their child.

II. Theme: Communicating. The participants’” opinions on the communicating theme
were categorized as “the rate of communication,” “communication paths,” and
“causes of communication.”

In participant statements, there are expressions stating that there were regular
meetings (for instance, at least twice a year, and once every month) for parents in all
schools during the semester. Apart from that, as T8 stated: “parents could communicate
with us when they feel they need to.” It was found that parents meet with teachers or
school administrators apart from the meetings (T2, T8, T9, T11).

When the communication ways of the parents with the school are examined, the
parents’ meetings stand out as the first path (T1, T2, P3T, P4T, P5T, Té6, T9, T10, T11,
P2, P3, P4, P5). In addition, as P3T stated: “we visit at least one parent each week;”
teachers organize visits to the residences of the students to see their families and to
closely study the home environment (T2, P3T, P4T, P5T, T6). In addition, it is
understood from the statements of P3T, P5T, Té6, T8, T9, T10 that using the advanced
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technological means of telephone and the internet (SMS, Facebook, WhatsApp and
such), the communication ways are diversified.

Finally, it is possible to say that the reasons that parents communicate are to
evaluate the academic achievement of the student (T1, P4T, T10, A1) and for his/her
personal development (T8) and for both evaluating the academic achievement of the
student and his/her personal development (T2, P3T, P5T, Té6, T7, T9, T11, A3, P3, P4,
P5).

It was found that 20 documents analysed within the scope of the study included
information on communication. Sixteen of the activities in these documents were
activities that were carried out in private schools whilst the remaining four activities
were those carried out in public school where the socio-economic status of the
families was high. In one of the private schools where data was collected, it was seen
that one of the best examples of school-parent communication was the student
follow-up system. The parents have access to all information about the student on
this system. In addition, it was seen that there was also a separate information
system through which parents were given student reports every week.

III. Theme: Volunteering. The data collected within the scope of volunteering theme
in the study were categorized as “financial matters” or “intangible matters.” What is
meant with “financial matters” is direct financial support provided to the school or
providing movable/immovable goods to the school. For instance, with such
“Intangible matters” as constructing buildings (T2), supplying such equipment as
scanners and stationary (T8), classroom motherhood (P3, P4), monetary aid (A3),
what is meant is the activities and aids carried out to generate income for the school.
For example, in all of the schools within the scope of the study, parents voluntarily
work in such activities as charity sales, trips and theatre productions (T2, P4T, P5T,
T6, T7, T8, T9, T10). Apart from what is mentioned above, it is seen that parents
organized activities to meet with other parents (such as brunch) (T9), and delivered
seminars depending on their occupation (P5T).

The findings collected from the interview are supported by the documents
analysed within the scope of document analysis. All of the documents related to
volunteering include the aids during such activities as charity sales and contests. In
particular, it was seen that 14 of the news items in three e-newspapers were about the
charity sales organized. It was seen that activities during such special days as
Mother’s Day and the Day of the Elderly were organized and that parents voluntarily
and actively work in those activities.

VI. Theme: Learning at home. It was found that participant opinions in the study
focused on how parents were encouraged about learning at home and what kind of
support was provided for parents on this issue. In other words, when teachers’,
administrators’ and parents’ opinions were analysed, the learning at home theme
was categorized as “systematic” and “spontaneous.”

The opinions analysed under the “systematic” category are in the form of
informing parents by the guidance service of the school on how they can help their
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children with their homework in a planned way and within the scope of a
programme. This information providing is through the daily and weekly follow-up
programme (P3T), homework programmes specially prepared by the school
counsellor for each student, coaching system (A3) and through the guidance
provided by the school counsellor to the teachers and the parents (P4A). However, it
was determined that in some schools, because there were no guidance services or
because the classroom teacher had close relations with the parents through meetings,
the parents were also “spontaneously” informed by the teachers (T2, P5T, T6, T7,
T10, A1, A2, P1P, P4, P5). What is meant by “spontaneous” here is that teachers or
school administrators hold a face-to-face meeting with the parent and inform the
parent on how the child should do his/her homework in an unsystematic and
unplanned manner.

During the document analysis, under this category only five documents on
activities to learn at home were found on the Web pages of two schools. Some of
these documents were in the form of a summer homework workbook (from 5th to 7th
grade), summer homework, and how to do homework at home (guidance service
document) brochures. Of these two schools, one was a private school and the other
was a public school.

V. Theme: Decision making. The categories of decision making were formed as
“subjects in which parents are involved in the decision-making process” and
“subjects in which parents are not involved in the decision-making process.” The
statements of the participants indicate that parents participate in the activities to be
organized at school (charity sales, trips) (T2, Al, P1P, P3), dressing (T8, P5, P6), and
basic requirements at school (monetary and physical) (A1, A3, P1P, P3, P4, P5). In
addition, parents believe that due to the hierarchical structure of the Turkish
Educational System, their involvement is limited to only monetary contributions. We
see criticism towards this structure in the statements of P1P and P3: “Informing
parents includes only the expenses” and “We are only involved in decisions about financial
matters,” respectively.

Parallel to the statements of the participants, no data were found in the
documents analysed on the participation of parents in the decisions made at school.
Finally, participants indicated that they participated in the decision-making process
mostly through parent-teacher association meetings (T6, T8, T9, T10, T11, A3, P1P,
P5). There are no documents found relevant to this category.

VI. Theme: Collaboration with community. Activities that could be included within
the scope of collaboration with a community theme were grouped as “systematic”
and “spontaneous” as in the parenting theme. When the “systematic” category is
examined, it is seen that schools organize some activities or regularly share
information about the activities that other institutions organize with the students and
parents. For example, in T3T’s statement: “We always organize annual summer camps.
And parents are informed about these camps” (P3T, P4T, T7, A3, P3). However, in the
“spontaneous” category, schools share information on activities with students and
parents in case they are informed of these activities. An example of this category is
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P4A “We inform children about all the relevant activities that the municipality, social
services or youth and sports directorate organize” (P5T, T6, T8, T9, T10, Al, P1P).

Of the three e-newspapers, five announcements, 35 news and 32 activities
analysed within the scope of this study, it was seen that 10 of them included
information on collaborating with community. Seven of these documents were
activities carried out in private schools whilst the remaining three were activities
carried out in the schools where the parents are from a high socio-economic status.

Discussion and Conclusions

Within the scope of the literature and based on the opinions of teachers and
administrators working at public and private schools as well as the opinions of
parents whose children study at these schools, this study aimed at explaining and
interpreting the involvement of parents in education based on their socio-economic
status.

While Epstein indicates that activities based on the responsibilities of parents
could be organized within the scope of the parenting theme, it was found that in the
schools in this study, activities related to the physical and mental development of
children during adolescence were organized. The reason for this could be that the
school management might be willing to find solutions to concrete problems. In
addition, the findings in this study differ from the findings of Erdogan and
Demirkasimoglu (2010). In the mentioned study, the activities within the scope of
parenting were found to be related to health, first aid and dental health. The reason
for that could be that the studies were carried out based on different approaches. On
the other hand, it is possible to say that in public schools, even if the socio-economic
status of the family is high, school-parent interaction is not that (informal) systematic
or at the desired level, particularly in terms of parenting. In public schools,
particularly in schools where the socio-economic status of the parents is not high, it is
necessary to explain to parents how and why they should be involved in the process
of education and to offer them opportunities for parent involvement. In addition, it
was found that for the parenting category to be effective at the schools, the activities
organized by the guidance service at the schools have a significant role. In their
study, Camadan and Sezgin (2012) stated that the guidance services at schools
organized some informative seminars for parents and these events had positive
results.

Regarding the communicating theme, it was found that parents meet with
teachers or school administrators regularly during the semester and whenever they
need to. It can be said that this finding is similar to the findings of Erdogan and
Demirkasimoglu (2010) in which they found that parents came to the school
frequently or at certain intervals. On the other hand, it was found that in private
schools, certain activities were organized to fill communication gaps and to explain
to parents the importance of parental involvement (parenting education; home visits
etc.), and that there were more activities towards increasing parent involvement.
With awareness raising studies on this issue, parents from a low socio-economic
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status could be supported to cooperate with the school. In their studies, Derrick-
Lewis (2001); Epstein (2008); Hill (2009); Kotaman (2008); Singh et al. (1995);
Wirthwein; McElvany and Steinmayr (2015) especially emphasize this point.

In this study, the reasons for parents to communicate with the schools were
found as evaluating student’s academic success and personal development and
evaluating both student’s personal development and academic success. Similarly, in
their study, Erdogan and Demirkasimoglu (2010) concluded that the most frequent
reason for parents to contact the school and the teachers was to learn the scores of the
students and their success in the course.

Findings on the volunteering theme indicate that even families from low socio-
economic status participate in voluntary activities that are particularly catered to
supplying the requirements of the schools. This could be interpreted as the finding
that people in Turkey attach importance to the schools and that the expectation from
education is high. The findings in this study comply with the findings of Erdogan
and Demirkasimoglu (2010) in terms of the fact that parents most often organize and
attend charity sales.

Regarding the learning at home theme, Eccles and Harold (1996) assert that
parent involvement reveals itself most in this category. And indeed, in their study,
Derick-Lewis (2001) found that 93,5 % of the parents control whether their child did
their homework or not, and 85,5% of the parents helped their children with their
homework and tests. However, Eccles and Harold (1996) state that the parent
involvement under this category is mostly through the efforts of the parents.
According to them, both teachers and other school staff should encourage and
support parents to collaborate as much as they can. In this study, it was determined
that parents are informed by the guidance service of the schools on how they can
help their children with their homework in a planned way and within the scope of a
programme, but because some schools did not have guidance services or classroom
teachers had closer relations with the parents through meetings, parents were also
informed spontaneously by the teacher. However, it is understood from the data
collected that schools are inadequately stating how they can help parents prepare an
environment for learning at home and on how parents can help students’ learning.

As Eccles and Harold (1996) indicate, additional education programmes intended
for parents will not only help parents but also will equip parents with the self-
confidence they need to help with their children’s homework.

It is possible to say that in both public and private schools, participation in the
decision-making process theme is not at a desired level due to the fact that parents
are only involved when their opinion is asked for. It is seen that although people in
education consider parents’ involvement important, this involvement is only limited
to such issues as charity sales, trips and dressing. Epstein (1995), on the other hand,
exemplifies and explains decision making as parent leadership and participation in
such issues as curriculum, security and staff. This difference revealed with the
participant opinions is because parent involvement is not allowed due to the
centralized structure of Turkey’s educational system and the fact that schools are not
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autonomous. The study conducted by Erdogan and Demirkasimoglu (2010) supports
this view. In their study, it was indicated that participants did not have opportunities
to participate in the process of education due to the centralized structure of the
educational system and that parents were mostly invited to the schools for such
reasons as providing supplies. In their study, Kartal (2008) found that, based on the
legislation on education, the issues that parents have a say in are limited to
committee jobs related to student quotas and transfers. This result indicates the
hierarchical structure that schools have.

Finally, different from what Epstein (1995) meant with collaboration with
community, it was found that participants consider this theme only as being
involved in the activities to be carried out during the summer holidays. However,
what Epstein meant with this theme is various activities carried out for the
community. This result could be considered as a Turkey-specific result. Because
whilst in Erdogan and Demirkasimoglu’s (2010) study, activities towards
collaborating with community are considered to include “earthquake drills, health
scans, training and seminar supports from universities, free literacy courses for
families, examination preparation courses, aids from municipalities and social
welfare institutions for poor families,” it was found that such practices were very
limited and that collaboration with community cannot be established. In addition,
parallel to the studies conducted (Cooper et al. 2009; Lee & Bowen 2006), it was
found that in schools with high socio-economic status, parent involvement in the
process of education was higher.

When the findings are considered, it is understood that there are differences in
parent involvement in the educational process between public and private schools.
Private schools organize more activities on the themes that determine parent
involvement in education. The reason behind the fact that public schools organize
fewer activities for parents compared to private schools could be that teachers and
school management are required to spend more time and effort to involve parents in
the process. Particularly, it was found that the parents of the students in private
schools could communicate with the teachers more easily compared to the parents of
the students in public schools. The reason behind this could be that in addition to the
financial support from the government, parents in private schools pay for the
educational activities these schools provide.

In order to increase parent involvement in education, the guidance services at
schools should be used more functionally. For example, needs analysis towards
determining the needs of the parents and the students in their school life should be
made, and based on the results of the analysis, programmes to support parent
involvement in education should be prepared. It is observed that there are
deficiencies in the involvement of parents with socio-economic disadvantages in the
process of education. It is believed that informative meetings to be organized for the
parents of the students coming from such families should contribute to their
involvement in education. In these meetings, parents should be informed of the
importance of family in academic success with examples. In addition, to ensure more
parental involvement in the decision-making process, school management should
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encourage participation and carry out studies towards making decisions together
with families.
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Sosyo-Ekonomik Durumlar1 Bakimindan Ailelerin Egitime Katilimi1

Atif:

Kuru Cetin, S., & Taskin, P. (2016). Parent involvement in education in terms of their
socio-economic status. Eurasian Journal of Educational Research, 66, 105-122
http:/ /dx.doi.org/10.14689/ ejer.2016.66.6

Ozet

Problem Durumu: Ailelerin egitime katilimi, egitimin niteligini arttirmaya yonelik
etkenler arasinda en onemlilerinden biri olarak degerlendirilmektedir. Yapilan
calismalarda aile katiliminin ¢ocugun 6grenmesini ve akademik basarisini arttirdig:
ortaya ¢tkmustir. Tiirkiye’de 1739 sayili1 Milli Egitim Temel Kanunu'nun 16. maddesi
ile okul aile isbirliginin hayata gecirilmesi amaclanmaktadir. Diger bir ifadeyle
ailelerin egitim stirecine katilim1 yasal olarak da desteklenmektedir. Aile katilimi,
ailelerin desteklenmesi, egitilmesi ve egitime katilimlarinin saglanmasi; ¢ocuklarin
egitsel ve akademik deneyimlerinin arttirilmasi, evleri ile egitim kurumlar:
arasindaki iletisimin kurulmas: ve siirdiiriilmesi yoluyla gelistirilmesi yaninda,
egitim programlarinin ailelerin katilm ve katkilari ile zenginlestirilmesi gibi
uygulamalar1 kapsayan sistematik bir yaklasimdir. Bu katilim etkileyen etkenlerden
biri de ailelerin sosyo-ekonomik diizeyleridir. Yapilan gesitli calismalarda ailelerin
sosyo-ekonomik diizeyleri 6grencilerin okula kaydolmasini, katilimini, akademik
basarisint etkiledigi sonuglarina ulasilmistir. Giintimiizde ailenin egitime katilimi
konusunda pek ¢ok arastirmasi bulunan ve énemli bir isim haline gelmis Epstein aile

”ou

katilimi konusunda “ebeveynlik”, “iletisim”, “gonilliiliik”, “evde 6grenme”, “karar
alma”, “toplumla isbirligi” olmak tizere 6 tema sunmaktadir. “Ebeveynlik”, ailenin
ogrencinin okul basarisii tesvik etmek icin sicak ev ortami olusturmasinda,
dgrencinin 6grenim seviyesi ve yasina uygun saglik, beslenme ve egitim gibi ailenin
yiktimlaliikleri arasinda bulunan konularda aileye yardimci olmaya yonelik
etkinlikleri kapsamaktadir. “Tletisim”, ev ve okul arasinda, okul programi ve
cocugun gelisimi hakkinda bilgi akisina olanak tanityan bir iletisimdir. Buna gore
ogretmen ve yoneticiler velilere 6grencilerin okuldaki gelisimleri hakkinda sistemli
bicimde bilgi sunmalidir. Okulda diizenli yapilan toplantilar, evlere formlarin

yollanmasi, internet ya da telefon yoluyla velilerin bilgilendirilmesi bu etkinlikler
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icerisinde sayilabilir. “Goniilliiliik” ailelerin okuldaki veya siuftaki etkinliklere
destek ve yardimci olmalar i¢in organize olmalar1 ve istihdam edilmeleri olarak
tanimlanabilir. “Evde 6grenme” velilerin 6grencilerin 6devlerine, ders etkinliklerine,
planlarina evde nasil yardim edecegi konusunda ailelere bilgi verilmesi, seminerler,
konferanslar hazirlanmasi, okulda aile okuma etkinliklerinin diizenlenmesidir.
“Karar alma” yonetici ve 6gretmenlerin, velilerin okulda alinan kararlara en {ist
seviyede katilmasini saglamalar: seklinde tanimlanabilir. Bunun icin okulda alinan
kararlara aileyi katmak, okulda velinin temsilci ve lider olmasini gelistirmek
yonetimin ve ogretmenin gorevidir. “Toplumla Isbirligi” bu kategori okul
programlarinin toplumun yardimi ile giiclendirilmesine ve toplumun sagligi ve
kulturtiniin gticlendirilmesine yonelik bilgilerin 6grencilere aktarilmasmna isaret
etmektedir. Bunun gerceklesmesi icin 8grenciler, veliler ve okul yonetimiyle birlikte
topluma hizmet (6rnegin geri dontisim, resim, miizik, drama, gibi etkinlikler)
etkinlikleri yapabilirler. Ayrica mezunlarin isbirligi ile etkinlikler yapilmas: da bu
tema kapsaminda yapilabilecekler arasinda sayilmaktadir.

Arastirmamin Amact: Ailenin katiliminin anlami ve énemi konusu bu calismanin
hareket noktasmi olusturmakla birlikte, ailelerin sosyo-ekonomik durumlari
bakimindan okullardaki egitim faaliyetlerine katilimlarinin diizeyinin saptanmasi bu
¢alismanin temel amacidir. Devlet okullariyla 6zel okullar arasinda ailenin egitim
stirecine katilimi arasinda fark olup olmadig1 da arastirilan konulardan biridir. Buna
gore, arastirmanin amaci, kamu ve 6zel ilkokul ve ortaokullarda ailelerin sosyo-
ekonomik durumlart bakimindan egitim stirecine katilimlarina iliskin yonetici,
ogretmen ve veli goriislerinin neler oldugunun incelenmesidir. Bu genel amag
dogrultusunda su soruya yanit aranmigtir: Ogretmen, yonetici ve veli goriislerine
gore kamu okullarinda ve o©zel okullarda ailenin egitim siirecine katilimlar:
ebeveynlik, iletisim, goniilliiliik, evde ©6grenme, karar alma, toplumla igbirligi
temalarinda nasildir?

Aragtirmamn  Yontemi. Arastirmada kullanilan veri toplama teknikleri dokuiman
incelemesi ve goriisme yontemidir. Calismada “sosyo-ekonomik durumlar:
bakimindan ailelerin egitim stirecine katilimi1” durumu, goriisme ve dokiiman
incelemesi alt birimlerine wulasilarak incelenmistir. Arastirmada kullanilan e-
gazeteler, forumlar, internet sitesinde yayimlanan haberler ve duyurular dokiiman
niteligi tasimaktadir. Arastirmanin calisma grubunun, Mugla Mentese ilcesinden
secilen toplam 7 kamu ilk ve ortaokulunda gorev yapan 7 6gretmen, 3 yonetici ve bu
okullarda ¢ocuklar1 6grenim géren 6 veli ve Mugla ili sinirlart icinde bulunan 2 6zel
ilk ve ortaokulda gorev yapan 4 6gretmen, 1 yonetici ve bu okullarda ¢ocuklar:
ogrenim goren 3 veliden olusmaktadir. Arastirmada c¢alisma grubu, amach
ornekleme yontemlerinden maksimum cesitlilik ©rneklemesi ile belirlenmistir.
Arastirmada elde edilen verilerinin ¢oziimlenmesinde NVivo8 paket programi
kullanilmis ve betimsel analiz tekniginden yararlanilmistir.

Arastirmamin - Bulgulari:  Bulgular, betimsel analiz yaklasimi ile sunulmustur.
Arastirma sonuclarma gore farkli sosyo-ekonomik yapidan gelen velilerin egitim
stirecine katilimi konusunda farkli goriisleri olmadig1 sonucuna ulasilmistir. Bununla
birlikte kamu okullarinda ailelerin sosyo-ekonomik diizeyi yiiksek olsa bile, okul aile



122 | Saadet Kuru Cetin & Pelin Taskin

etkilesimi, ©zellikle ebeveynlik konusundaki egitimlerin c¢ok sistemli olmamasi
nedeniyle, istenilen diizeyde degildir. Velilerin okulla iletisim kurma nedenleri,
ogrencinin akademik basarisini ve 6grencinin kisisel gelisimi degerlendirmek olarak
belirlenmistir. Hem kamu okullarinda hem de 6zel okullarda, ailelerin kararlara
katilimi ailelere sadece fikirlerinin sorulmasi seklinde gerceklestigi saptanmustir.
Ozellikle sosyo-ekonomik durumu iyi olan velilerin egitim siirecine katilim
konusunda istekli ve aktif oldugu sonuglarina ulasilmistir.

Aragtirmanin Sonuglart ve Oneriler: Ozel okullar, ailelerin egitim siirecine katilimlarimi
belirleyen temalar ile ilgili daha fazla etkinlik yapmaktadirlar. Ozellikle 6zel okulda
egitim alan ¢ocuklarin velilerinin kamu okullarinda egitim alan ¢ocuklarin velilerine
kiyasla 6gretmenleri ile daha kolay iletisime gectikleri belirlenmistir. Ailelerin
egitim stirecine katilimini arttirmak igin okullarda bulunan rehberlik servislerinin
daha islevsel olarak kullanilmasi gerekmektedir. Ornegin aile ve 6grencilerin okul
yasantilarma iliskin ihtiyaclarini saptayici analizler yapilmal, analiz sonuglarina gore
de ozellikle ailelerin egitim stirecine katilmalarin1 destekleyen programlar
diizenlenmelidir. Sosyo-ekonomik acidan dezavantajli olan ailelerin egitim siirecine
katilimlarinda eksiklikler oldugu gozlemlenmistir. Bu ailelerden gelen 6grencilerin
ailelerine egitim siirecine katillm konusunda okul yonetimimin diizenleyecegi
bilgilendirme toplantilarimin ailelerin egitim siirecine katilmalari konusunda katki
getirecegi dustiniilmektedir. Ozellikle bu toplantilarda 6grencinin akademik
basarisinda ailenin 6nemi 6rneklerle agiklanarak anlatilmalidir. Ayrica, ailelerin
kararlara katilimmin daha fazla olabilmesi icin okul yonetiminin katilimciligt
desteklemesi ve Kkararlarin veliler ile birlikte almmasi i¢in calismalar yapmast
gerekmektedir.

Anahtar Kelimeler: aile-okul iliskileri, akademik basari, diisiik gelir, sosyo ekonomik
diizey.
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Abstract

Problem Statement: Further studies on Montessori teachers are required on
the grounds that the Montessori approach, which, having been applied
throughout the world, holds an important place in the alternative
education field. Yet it is novel for Turkey, and there are only a limited
number of studies on Montessori teachers in Turkey.

Purpose of Study: The aim was to investigate views on the Montessori
approach by the teachers who serve at the schools applying the
Montessori approach.

Methods: Research data was collected by the basic qualitative research, one
of the qualitative research methods. Descriptive analysis method was used
in analysis of the qualitative data. Nine teachers serving at three different
schools in Ankara province applying Montessori approach were
interviewed.

Findings and Results: Eight main themes were determined upon data
analysis; namely, education on Montessori approach, basic qualities
required for teachers applying Montessori approach, adequacy of
education on Montessori approach, in-service training on the challenges
experienced by Montessori teachers, plans of teachers for self-

1 Sibel Atli, Yuzuncu Yil Unuversity, Faculty of Education, sibel.ati@gmail.com

2 A. Merve Korkmaz, Bilkent University, Bilkent Laboratory & International School,
mervebasbay@gmail.com

3 Taskin Tastepe, Ankara University, Faculty of Health Science, taskintastepe@gmail.com
4 Dr. Aysel Koksal Aksoy, Ankara University, Faculty of Health Science,
koksalaysel@gmail.com
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development, following existing studies in Turkey on Montessori
approach, views on studies on Montessori approach, and views on the
criticisms towards Montessori approach.

Conclusions and Recommendations: All teachers confirmed that they
internalized the approach upon training in line with Montessori
philosophy. They emphasized that they received training covering all the
educational fields, yet the implementation dimension was inadequate due
to training without the involvement of children. Furthermore, they
suggested that all the schools in Turkey were opened by commercial
motives, and as such these schools failed to comply with the standards of
the institutions providing education on the basis of Montessori approach.
They asserted that all criticisms towards Montessori approach would be
proved to be groundless upon implementation of the approach. It was
seen that experienced supervisors, in-service training, and scientific
studies on Montessori approach were required.

Keywords: Alternative education, Montessori approach, Montessori
teacher, early childhood education

Introduction

There is a vast body of studies on early childhood education in developed and
developing countries. Based on the results of the said studies, several education
systems were developed with the purpose of providing quality care and education
services beginning from children’s birth (Morrow, 2007; Whitehead, 2010). The
Montessori approach is one of the aforementioned educational systems. Having first
been developed by Maria Montessori in 1907, the so-called Montessori approach has
taken an important place in the field of alternative education and has been in many
centers throughout the world (Lopata, Wallace, & Finn, 2005). The approach emerged
in an attempt to improve the cognitive levels of underdeveloped children focusing
on sensorial education and has ensured that children with special needs become
more successful than normally developed children educated with other methods
(Oguz & Koksal Akyol, 2006; Toran, 2011). Its subsequent implementation with
normally developed children and positive advancements obtained therewith
constituted the basis for its further development in becoming widespread (Follari,
2007). In that respect, the Montessori approach has been influential in practices of
educators for more than a hundred years.

Teacher notion is not meant to describe that of a traditional teacher in the
Montessori approach. According to the philosophical basis of the Montessori
approach, teachers have to provide children with opportunities allowing them to
self-develop their personalities (O'Neil, 1997; Torrence & Chattin-McNichols, 2004)
and further the developmental potential of children to higher levels (Hedeen, 2005),
which requires Montessori teachers to assume a guidance role.
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In order for them to assume a guidance role in the development and education of
children, Montessori teachers have to receive a quality educational program. There
are activities as introduced by international organizations throughout the world
involving Montessori teacher education programs. Some of those organizations
engaged in these programs have been accredited by the “Montessori Accreditation
Council for Teacher Education-MACTE” (MACTE, n.d.). Activities for Montessori
teachers are not only limited to the teachers” education activities by the international
organizations. In addition, there are scientific studies on Montessori teachers (Malm,
2004; Santiago 1999; Van Acker, 2013). It was found that there were two studies in
Turkey on Montessori teachers. Gulkanat’s (2015) study was conducted with teachers
serving at preschool education institutions giving education based on Montessori
approach. As a result of the study, it was suggested that the teachers who adopted
the approach based on their own preference had internalized Montessori approach
more compared to the teachers who applied the approach under the instruction of
the organization they were serving at. Soydan (2013) interviewed Montessori
teachers with the aim of investigating the strategies employed to stimulate the sense
of wonder in children. It was concluded that precision observation, prepared
environment, free options, special interest, polarization of interest-concentration, and
sensitive-period principles were applied by the Montessori teachers to stimulate a
sense of wonder in children. A review of literature regarding Montessori approach in
Turkey proved that the first study was conducted by Oktay (1987). Further studies
on Montessori teachers are required on the grounds that the Montessori approach is
novel for Turkey, and there are only a limited number of studies on Montessori
teachers in the country.

In light of all the above-stated conditions, the questions below were assessed
based on teachers’ views in the present study, which aimed to investigate views on
Montessori approach by teachers serving at schools applying Montessori approach.

How are the teachers educated in the Montessori approach in Turkey?

How should Montessori education and teachers be according to the Montessori
teachers?

How are educational activities and applications of Montessori approach
conducted in Turkey?

Method
Research Design

The basic qualitative research method, a qualitative research method, was used in
the study. This method is the most commonly used qualitative research method in
education, and it allows explanation and interpretation of a phenomenon by
collecting observations, interviews, or document analyses (Merriam, 2009). The
present study sought to understand the views on Montessori approach by the
teachers serving at schools applying the approach in Turkey, based on data collected
via interviews. Therefore, the basic qualitative research method was applied.
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Research Sample

The study group is comprised of nine teachers serving at schools applying
Montessori approach. Teachers were selected by purposive sampling. Purposive
sampling allows in-depth investigation of situations with rich information (Patton,
1997). Teachers were enrolled in the study on the conditions that they served at
schools applying the approach and that they were voluntarily participating. Entirely
composed of female teachers, the participants were aged between 20 and 30 years
(n=7) and 30 and 40 years (n=2); four participants served at the special daycare of the
Ministry of Family and Social Policies.

It was seen that the teachers had graduated from license programs, associate
degree programs, and high schools. Participants with a license degree graduated
from child development (n=3), preschool teaching (n=1), psychological counseling
and guidance (n=1), and social services (n=1) departments; participants with an
associate degree graduated from child development (n=2) departments, and the
participant with a high school degree graduated from a child development (n=1)
department. Furthermore, three participants had completed master’s degree.

The experiences of the participants with Montessori approach were three years
(n=4), five years (n=2), ten years (n=1), and one year (n=1). Participants had attended
symposia, congresses, or meetings on Montessori approach, namely the Symposium
on Early Childhood Montessori Education Applications, 2014 (n=5), Emel Cakiroglu
Wilbrandt’s® meetings and applications (n=4), and the Binbir Cicek Foundation
Montessori Seminar (n=3). Moreover, the participants had read books, including
Emel Cakiroglu Wilbrandt's books on Montessori approach (n=5), books authored by
Maria Montessori (n=5), and Paul Polk Lillard’s “Montessori from the Star” (n=1).

Research Instrument and Procedure

A semi-structured interview form was used in the study. Interviews in qualitative
research can be made in structured, semi-structured, or unstructured ways (Punch,
2005). Relevant main titles were generated in developing the interview form, such as
“basic qualities required for teachers applying Montessori approach,” “adequacy of
education on Montessori approach,” “studies in Turkey on Montessori approach,”
and “criticisms towards the Montessori approach.” The items included in the
interview form were adjusted after the views of two academics and an educator

5 Emel Cakiroglu Wilbrandt: First received Montessori education at Ingolstadt Pedagogic
Academy in 1992/1993. Attended a “Montessori Nursery School and School Education”
postgraduate course in the scope of alternative educations at the Pedagogy Department of
Eichstatt University and conducted research on Montessori school education. Acquired the
Association Montessori Internationale (AMI) diploma at a seminar held by the International
Montessori Institution at Munich Children’s Center in 1994/1995. In 1995 was involved in
activities in Istanbul, such as an inclusive nursery school and rehabilitation center for “Binbir
Cicek Foundation for Children with Mental Disabilities,” trainers’ trainings, and use of
Montessori education in individual inclusive programs. Received training on Montessori
therapy from Lore Anderlik, one of the founders of Montessori therapy in Munich. Wrote “Art
of Child Education by Maria Montessori Method” in 2009. Currently continues her activities
and seminars.
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serving in the field were collected. In its final form, the interview was composed of
eight items covering personal information and six items regarding the approach.

Research data was collected during November and December in 2014, in Ankara.
Official permissions were obtained from the authorities for data collection purposes
before the interviews. Researchers visited the schools applying Montessori approach
and briefed all the teachers in the said schools, upon which teachers, who
volunteered to participate in the study were identified. In order to set aside
disagreement, all interviews were made by the same researcher. Permission to use a
voice recorder was obtained from all the participants to rule out incomplete or wrong
data collection. Interviews were made in an appropriate and silent venue in the
schools and lasted for 30-60 minutes.

Data Analysis

Voice recordings of the interviews were decoded by a researcher. All the
interviews were then read by all the researchers. The word repeating technique was
used for data analysis. Items that were included in the interview form were taken as
a basis for determining the main themes. Furthermore, additional questions
addressed by the participant or the researcher and the answers were also included in
the titles. The analysis was based on eight themes, namely:

Education on the Montessori approach;

Basic qualities required for teachers applying the Montessori approach;
Adequacy of education on the Montessori approach;

In-service training towards the challenges as experienced by Montessori
teachers;

Plans of teachers for self-development;

Following studies in Turkey on the Montessori approach;

Views on studies on the Montessori approach; and

Views on criticisms towards the Montessori approach.

Similar words and word groups were listed for each theme, original statements
were noted, and the frequency of such statements was determined. All answers of
the participants were included in the study, and all the data was used. As for the
reliability of the research, the interviews were interdependently reviewed and coded
by three researchers, and the codes were then reviewed by two specialists. The
reliability of the coding was calculated using the “Reliability = (Agreement /
Agreement + Disagreement) x 100” formulation by Miles and Huberman (1994) and
found to be 93.8%. A study is considered reliable if such value is higher than 70%
(Miles & Huberman, 1994). One-to-one citations were made from the participant
views for the validity of the agreement. The participants were coded as MT1
(Montessori Teacher), MT2, MT3 . . . in order of interview time, and their views were
included in the findings section.
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Results

Views on Montessori approach by the teachers working at schools applying the
approach were listed under subgroups, and the same views were expressed in
common sentences. Teachers’ views were both supportive of each other and
contradictory, suggesting different perspectives.

Education on the Montessori approach. Education on Montessori approach was
reviewed in two subtitles as theory and practice. More sub-themes were created for
the practice section.

All teachers applying Montessori approach stated that they had training in the
said approach. Teachers received training in the scope of a project (n=4), in groups at
the organization they were serving (n=3), by attending Binbir Cicek Foundation’s
150-hour certificate program (n=1), and at an education institution in the USA as
accredited by AMS (n=1), and started to work in schools applying Montessori
approach.

Topics of the teachers’ theoretical education included the philosophy of
Montessori approach (n=9), all branches such as Mathematics, Science etc. related to
Montessori education (n=5), Montessori’s life (n=2), classroom management in
education based on Montessori approach (n=2), historical development of
Montessori approach (n=1), and daily life in Montessori education (n=1).

Teachers practiced Montessori education by themselves in Montessori classes
without children (n=2). The trainers introduced the Montessori materials (n=6), and
the teachers proceeded step by step learning how to use the said materials (n=5). A
teacher who studied in the USA said that she had a traineeship period of one year
under a certified Montessori teacher and practiced for approximately 840 hours.

Basic qualities required for teachers applying Montessori approach. The teachers
asserted that teachers giving or to give education based on Montessori approach
should have a personal disposition for the approach (n=1), should be individuals
who love, respect, and tolerate children (n=3), who refrain from providing children
with correct/wrong feedback and warnings (n=3), and who guide children with an
understanding of their potential (n=4). Again, it was stated in general that teachers
giving education based on Montessori approach should be patient (n=5).

MT1 clarified being patient as: “Teacher should act slower in activities. For instance,
since I used to conduct an activity in a quick way, I occasionally experience difficulties in
Montessori practices.”

MT3 emphasized that the teacher should be a good observer (n=4) and said,
“Unlike the traditional education understanding, the teacher should watch/see/assess what
and how the children do things. In my education based on Montessori approach, I expect the
child to realize his or her mistakes and make a diagnostic check. Montessori teachers should
speak less and watch well.”

Furthermore, participants emphasized that a Montessori teacher should not have
compulsory activities to implement (n=2) and like nature and animals (n=1).



Eurasian Journal of Educational Research | 129

Adequacy of education on the Montessori approach. When asked “Do you find your
education on Montessori approach adequate?” the teachers replied No (n=2) and Yes
(n=7). One of the teachers who found it inadequate (n=2) said that the teachers
should improve themselves on a continuous basis, and the other said she failed to
complete a part of Montessori materials.

Teachers who found the education adequate (n=7) said that they received a rather
comprehensive education (n=2), the education was adequate in both theoretical and
practical terms (n=2), and especially the work with Emel Cakiroglu Wilbrandt, who
gave education on Montessori approach in Turkey, had created educational
awareness (n=2). They added that the education was reinforced by practice (n=4),
and they wanted to observe children when they were to use all the materials (n=2).

MTS5 said, “The practice was held in a milieu without children. My adequacy towards
Montessori approach might be improved if the practice was held in a venue with children.
Unfortunately, there is no opportunity in Turkey to have school observation.”

The teachers underscored that they saw the adequacy of education in the
classroom when they realized that they did not experience any difficulty in
presenting and using the materials (n=3), and they referred to the notes they had
taken during training in case they experience difficulties (n=2).

MTS said that she realized the adequacy of her education when “She implemented
the same in her own life.” MT3 emphasized that the education in Turkey was available
for the 3-6 age group (n=3) and that “I am curious about the 0-3 years age group
education; I would like to receive education about the primary education implementation of
the approach in the future.”

In-service training towards the challenges as experienced by Montessori teachers. MT7,
who received education in Montessori approach, emphasized that they had no in-
service training (n=5) and that “I wish there was somewhere I could receive (in-service
training); I need supervision in certain fields, but there is no opportunity in Turkey in that
regard. Currently I am rather engaged with consultancy.”

Teachers, who confirmed that they had in-service training (n=4) said they have
received such training from specialist teachers (n=3) and at symposia (n=3). The
topics of in-service training included materials (n=2), children (n=2), budget (n=1),
and practices in different institutions (n=1).

Plans of teachers for self-development. Teachers giving education according to
Montessori approach stated that they wanted to receive education in foreign
countries in the future (n=3), open their own schools (n=2), have a post-graduate
degree in this field (n=2), and conduct observation at schools opened by specialists
and experienced Montessori teachers (n=2).

MT1 disclosed her prospective plan, “I also want to open a school of my own. Now, I
want to make up for my educational deficiencies and open the school within two years.”

MT3 said, “I will visit the USA in June for a six-week training aimed at the 0-3 years
age group.”
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Besides such plans, teachers wanted to become members of associations or
groups (n=1), specialize in mathematics activities and cosmic education in
Montessori education (n=1), and above all fully complete their education in
Montessori approach (n=1). One teacher said she was content with following the new
publications and videos on the activities and developments outside Turkey.

Following the studies in Turkey on the Montessori approach. Whereas two teachers
said they were not following the studies on Montessori approach in Turkey, those
who confirmed that they were following the studies (n=7) said that they tried to
access the relevant information via books (n=3), educational activities (seminar,
course, symposia, etc.) (n=3), and the Internet (n=2).

Participant MT7 said she was interested in the scientific studies on the subject
and that “Academic studies generally focus on the comparison between children receiving
education based on Montessori approach and children attending other schools. On-site studies
are important for the Montessori schools with a rather limited implementation field and even
for extending the resources. I follow studies with the said purpose.”

Views on studies on the Montessori approach. Teachers stated that they found
introductions on Montessori approach insufficient (n=3), that the Ministry of
National Education should support this approach (n=2), and that primary schools
based on this approach should be opened (n=2).

Having said that, thanks to recent education studies in Turkey, Montessori and
Montessori approach have come to be better known (n=2). MT2 emphasized,
“Especially, new activities have been conducted in Turkey about Montessori approach.
Activities and symposia held in recent years are a good development. Although the number of
new schools is not sufficient, these are positive for their development.”

Teachers also emphasized that the schools were opened by commercial motives
(n=3). MT8 stated: “The new schools do not have all the materials, there is no faucet, space is
not sufficient. They hang a Montessori label at their gates, yet when you enter as deceived by
the photograph, you encounter educators who even fail to assimilate the philosophy of the
education and who have inadequate training. And so we see organizations opened solely by
commercial motives.”

Views on criticisms of the Montessori approach. The teachers identified the sources of
criticism against Montessori approach as lack of knowledge as regards how to
conduct education based on the materials (n=4), restriction of children’s creativity
(n=4), and not allowing imaginary play (n=3). Nevertheless, they affirmed that such
criticisms were based on the fact that Montessori approach was a largely unknown
system (n=5) and on biases (n=3) and that criticism would fade when people get
familiar with the approach, since they were following the Ministry of National
Education program (n=4). The teachers expressed their views on the above issue as
follows:

MT1; “I also had biases. Now I can see that a child could engage in an activity for four-
five minutes.”



Eurasian Journal of Educational Research | 131

MT5; “There are many criticisms against this approach in Turkey. They think that
children cannot do the activities by themselves. They think that Turkish parents will
experience difficulty in this education since they tend to intervene continuously. I think these
biases will fade away thanks to the activities.”

MT3: “I thought during the first workshop activities for Montessori approach that
activities based on this approach were not feasible, as so many friends attending the course
with me thought the same. I thought that children would not engage in the activities, that it
was impossible to show interest in each and every child in a wide group, and that freedom and
negative behaviors would increase. However, now I can see in this process that there are
materials in which each child can show an independent interest, and that there is no need for
extra activities or lack of materials. I have seen that children can learn by themselves, and we
can use all our energy to guide the student. I understand the criticism of people who are not
present at the practical dimension. This is because of the fact that this is an approach whose
value one cannot realize without working on it.”

In light of the findings above, the views of teachers on Montessori approach were
discussed below also taking into consideration different studies on the approach.

Discussion and Conclusion

All participants confirmed that they received training on the philosophy of the
Montessori approach. Moghni, Zailoni, and Fernando (2010) argued that the most
important characteristic of Montessori method was the fact that the method was
established on a particular educational philosophy. Therefore, training on the
philosophy of Montessori approach should be considered positive for understanding
and implementing the approach.

Most of the participants said that they were trained in all the fields. Studies in the
relevant literature investigate the effect of the approach on child development based
on the five basic activity fields, namely Everyday Living Skills, Sensorial Activities,
Mathematics Activities, Language Activities, and Cosmic Education Activities
(universal learning activities) (Arslan, 2008; Durakoglu, 2011; Lillard, 1988; Yigit,
2008). It should be thus concluded that the required infrastructure has been
established thanks to the teachers’ training in basic activity fields and understanding
of basic fields.

In Montessori classes, children are allowed to engage in the activities and use
other fields in the school that they want (Kayili & Ari, 2011). The necessary
environment is made available for children so they can pick the activity they want to
engage in (Mutlu, Ergisi, Butun Ayhan, & Aral, 2012). Most of the teachers stated that
as for the practical dimension of the education, they have learned how to use the
materials step by step under the guidance of trainers. All teachers, except for one,
underscored that they received practical training in classrooms without children.
This can be considered a disadvantageous situation on the grounds that the teachers
lacked the opportunity to observe how children used and selected the materials and
how children used the spaces.



132 Sibel Atli, A. Merve Korkmaz, Taskin Tastepe, & Aysel Koksal Akyol

Montessori (1950) emphasized that it was the material and not the teacher that
was essential in Montessori schools (as cited in Durakoglu, 2010). In such an
approach, the task of the teacher is not easy, although it is limited. Above all. the
teacher is expected to be attentive, not in need of verbal communication, having a
special skill in observation, assistance, and keeping silent, and additionally being
patient, calm, and modest. While defining the required attributes of the teachers, the
participants suggested views, as presented in the findings section above, parallel to
the relevant literature. Especially, more than half of the teachers agreed that
Montessori teachers should be patient, and they focused on such attributes as
tolerance, less intervention, and observer attitude. One of the participants also
underscored the fact that personal disposition was also required to become a
Montessori teacher. It could be considered an important finding that the participants
had views parallel to that of Montessori as to the required attributes of a Montessori
teacher.

The materials made available to children and the activities they pick in line with
their fields of interest suggest that the programming is built on the interests of
children rather than those of the adult (Isaacs, 2007). Although the teachers
considered their education adequate, almost all the teachers, having understood the
said aspect of the practical dimension of the approach, stated the fact that children
were not involved in the practical phase during their education in Turkey was a
disadvantage. However, they confirmed that practice without children also made an
important contribution as they realized during their activities at schools.

The relevant studies agree upon the suggestion that the most important part of
the designing and implementation of the in-service training activities is determining
the needs (Gokdere & Cepni, 2004). According to the teachers’ views, more than half
of the teachers said they did not receive any in-service training, and the rest received
only a limited number of trainings. The consensus was that there was a need for
professional in-service training activities.

For a school can be accepted as a Montessori school, it must be recognized by a
Montessori Association. There is no school in Turkey complying with the above
requirement. Therefore, there is no formally recognized Montessori school in
Turkey. As a matter of fact, the International Montessori Association has not listed
Turkey among the countries having Montessori schools (Durakoglu, 2010). The fact
that three of the interviewed teachers stated that the schools in Turkey were opened
by commercial motives and failed to comply with the standards of the schools giving
education based on Montessori approach suggests that activities with an aim to have
Turkey listed within the countries with international Montessori schools should be
conducted.

Despite the criticisms against the Montessori approach that the approach restricts
the creativity of children, relevant studies have suggested the contrary (Brophy &
Choquette, 1973). Similarly, four participant teachers received criticisms that the
approach undermined creativity, and three teachers received criticisms that the
approach did not allow imaginary play. The major criticism against Montessori
program in a study by Katz (1990) was that structured materials and restricted tasks
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would undermine creativity. Further criticism included that Montessori method
impeded the children’s social development, that it was a n excessively controlled
education since the teachers practiced it in line with their own perception, and that
children had to use a limited number of materials that needed to be preserved each
year. The participant teachers emphasized that they received similar criticisms in
Turkey, but felt these would be proved to be groundless after it was practiced.

The present study provided views on the teacher dimension of the Montessori
approach and the practical dimension of the Montessori approach in Turkey. In the
light of the participant teachers’ views, taking into consideration that the alternative
approach has been implemented only for the 3-6 years age group in Turkey, an
education activity on Montessori approach with world standards of the theoretical
and practical dimensions also involving the 0-3 years age group and primary
education levels should be considered a requirement moving forward. Such an
educational activity in Turkey is important in order to comply with the worldwide
Montessori approach standards.

Teachers emphasized the need for experienced supervisors and teachers for the
in-service training activities in Montessori approach. Furthermore, the participant
teachers asserted that there were only a very limited number of scientific studies on
Montessori approach in Turkey. Therefore, it can be said that there is a need for such
publications in the form of journals, books, and articles, etc., which would guide the
theoretical and practical dimensions of the approach.

It was understood that Montessori approach was criticized in Turkey without any
practical experience of it and that claims that the approach was not feasible and
undermined creativity could be disproved by the very activities based on Montessori
approach.

The Montessori approach requires good guides and supervisor teachers. Based on
the fact that the participant teachers expressed their inadequacies on certain points,
the qualitative level of the teachers and activities in Turkey can be improved with the
support of the International Montessori Association.

References

Arslan, M. (2008). Gunumuzde Montessori pedagojisi. [The pedagogy of Montessori
at the present day]. Journal of Education and Social Sciences, 177, 65-79.

Brophy, ]J. E., & Choquette, J. J. (1973). Divergent production in Montessori children
(ERIC Document Reproduction Service No. ED080212).

Durakoglu, A. (2010). Maria Montessori'ye gore cocugun dogas: ve egitimi [The nature
and education of the child according to Maria Montessori]. Doctoral
dissertation, Gazi University, Ankara, Turkey.

Durakoglu, A. (2011). Maria Montessori'ye gore okul oncesi cocukluk doneminin
ozellikleri [Characteristics of early childhood period according to Maria
Montessori]. Dicle University Journal of Ziya Gokalp Faculty of Education, 16, 133-
145.



134 Sibel Atli, A. Merve Korkmaz, Taskin Tastepe, & Aysel Koksal Akyol

Follari, L. M. (2007). Foundations and best practices in early childhood education: History,
theories, and approaches to learning. Columbus, OH: Pearson Merrill.

Gokdere, M., & Cepni, S. (2004). Ustun yetenekli ogrencilerin fen ogretmenlerinin
hizmet ici ihtiyaclarinin degerlendirilmesine yonelik bir calisma: Bilim sanat
merkezi orneklemi [A study on the assessment of the in-service needs of the
science teachers of gifted students: A case for science art center]. Gazi
University Journal of Gazi Educational Faculty, 24(2), 1-14.

Gulkanat, P. (2015). Okuloncesi ogretmenlerinin Montessori yontemi ile gerceklestirilen
egitim uygulamalarina iliskin goruslerinin incelenmesi [The pre-school teachers’
opinions to education application that conducted via Montessori method].
Master’s thesis, Yeditepe University, istanbul, Turkey.

Hedeen, T. (2005). Dialoge and democracy, community and capacity: Lessons for
conflict resoluation education from Montessori, Dewey, and Freire. Conflict
Resoluation Quarterly, 23(2), 185-202.

Isaacs, B. (2007). Bringing the Montessori approach to your early years practice. London:
Routledge Taylor-Francis Group.

Katz, L. G. (1990). Questions about Montessori education today (ERIC Document
Reproduction Service No. ED321845).

Kayili, G., & Ari, R. (2011). Montessori yonteminin anaokulu cocuklarinin
ilkogretime hazir bulunusluklarina etkisinin incelenmesi [Examination of the
effects of the Montessori method on pre-school children’s readiness to
primary education]. Educational Sciences: Theory & Practice, 11(4), 2091-2109.

Lillard, P. P. (1988). Montessori: A modern approach. New York: Schocken Books.

Lopata, C., Wallace, N. V., & Finn, K. V. (2005). Comparison of academic
achievement between Montessori and traditional education programs. Journal
of Research in Childhood Education, 20(1), 5-13.

Malm, B. (2004). Constructing professional identities: Montessori teachers' voices and
visions. Scandinavian Journal of Educational Research, 48(4), 397-412.

Merriam, S. B. (2009). Qualitative research: A Quide to design and implementation. USA:
John Wiley & Sons.

Miles, M. B, & Huberman, A. M. (1994). Qualitative data analysis: An expanded
sourcebook. California: SAGE Publications.

Moghni, H., Zailoni, S., & Fernando, Y. (2010). Relationship between perceived
Montessori characteristics with parents’ satisfaction. European Journal of Social
Sciences, 16(3), 388-399.

Montessori Accreditation Council for Teacher Education. (n.d.). About MACTE.
Retrieved May 5, 2015, from http:/ /www.macte.org/about-macte/.

Morrow, L. M. (2007). Developing literacy in preschool. New York: Guilford Press.



Eurasian Journal of Educational Research | 135

Mutlu, B., Ergisi, A., Butun Ayhan, A., & Aral, N. (2012). Okul oncesi donemde
Montessori egitimi [Montessori education in pre-school period]. Journal of
Ankara Health Sciences, 1(3), 113-128.

Oguz, V., & Koksal Akyol, A. (2006). Cocuk egitiminde Montessori yaklasimi
[Montessori approach in child education]. Journal of Cukurova University
Institute of Social Sciences, 1(15), 243-256.

Oktay, A. (1987, September 7-12). Okul oncesi egitimde cagdas bir yaklasim:
Montessori yontemi [A contemporary approach to preschool education:
Montessori method]. Paper session presented at the meeting of Ya-Pa 5. Okul
Oncesi Egitimi ve Yayginlastirilmasi Semineri, Antalya, Turkey.

O'Neil, D. E. (1997). Classical Montessori: A study of the classical rhetorical canons in early
Montessori writing instruction. Master’s thesis, Old Dominion University,
Virginia, USA.

Patton, Q. M. (1997). Utilization focused evaluation: The new century text (3rd ed.).
London: SAGE Publications.

Punch, K. F. (2005). Introduction to social research: Quantitative and qualitative approaches
(2nd ed.). London: SAGE Publications.

Santiago, A. (1999). Male early childhood Montessori teachers: Why they chose to teach
(ERIC Document Reproduction Service No. ED430684).

Soydan, S. (2013). Cocuklarda merak duygusunu uyandirmada Montessori
ogretmenlerinin kullandiklari stratejiler [The strategies of Montessori teachers
to raise the curiosity in children]. Mehmet Akif Ersoy University Journal of
Education Faculty, 13(25), 269-290.

Toran, M. (2011). Montessori yonteminin cocuklarin kavram edinimi, sosyal uyumlari ve
kucuk kas motor becerileri uzerindeki etkisinin incelenmesi. [Examination effects of
Montessori method on children’s concept acquisition, social adaptation, and
fine motor skills]. Doctoral dissertation, Gazi University, Ankara, Turkey.

Torrence, M., & Chattin-McNichols, ]J. (2004). Montessori education today. In. J. L.
Roopnarine & J. E. Johnson (Ed.), Approaches to early childhood education (4th
ed.) (pp. 363-394). USA: Prentice Hall.

Van Acker, T. A. (2013). From Boutique to big box: A case study concerning teacher change
transitioning to a public Montessori elementary school. Doctoral dissertation, The
University of North Carolina, Greensboro, USA.

Whitehead, M. R. (2010). Language and literacy in the early years 0-7. (4th ed.). London:
SAGE Publications.

Yigit, T. (2008). Okuloncesi egitim kurumlarinda Montessori ve geleneksel ogretim
yontemleri alan cocuklarin say: kavramini kazanma davranislarinin karsilastirilmasi
[Comparision of gaining number concept of children who are trained via
Montessori and traditional methods in preschool institutions]. Master’s thesis,
Selcuk University, Konya, Turkey.



136 Sibel Atli, A. Merve Korkmaz, Taskin Tastepe, & Aysel Koksal Akyol

Montessori Yaklagimini Uygulayan Okullarda Calisan Ogretmenlerin
Montessori Yaklasimina iliskin Goriisleri

Atif:

Atli, S., Korkmaz, M., Tastepe, T., & Koksal Aksoy, A. (2016). Views on Montessori
approach by teachers serving at schools applying the Montessori Approach.
Eurasian Journal of Educational Research, 66, 123-138
http:/ /dx.doi.org/10.14689/ ejer.2016.66.7

Ozet

Problem Durumu: Alternatif egitim alaninda 6nemli bir yere sahip olan ve diinyanin
bircok yerinde uygulanan Montessori yaklasiminin Ttirkiye icin yeni ve Montessori
ogretmenleriyle ilgili arastirmalarin smirli sayida olmasi nedeniyle Montessori
ogretmenleriyle ilgili arastirmalarin yapilmasina ihtiya¢ duyulmaktadir.

Arastirmanin Amaci: Tiirkiye’de Montessori yaklasimini uygulayan okullarda calisan
ogretmenlerin, Montessori yaklasimina iliskin gortislerini incelemek amaciyla
planlanan arastirmada, asagida yer alan sorular Ogretmen goriislerine gore
degerlendirilmeye ¢alisilmustir.

Tiirkiye’de Montessori yaklasimina yonelik 6gretmenler nasil
yetistirilmektedir?

Montessori 6gretmenlerine gére Montessori egitimi ve 6gretmeni nasil
olmalidir?

Tiirkiye’de Montessori yaklasimina yonelik egitim calismalar: ve uygulamalar
nasil yuruttilmektedir?

Arastirmamin Yontemi: Arastirmaya iliskin veriler nitel arastirma ydntemlerinden,
temel nitel arastirma ile toplanmistir. Nitel verilerin analiz edilmesinde, betimsel
analiz yontemi kullanilmustir. Arastirmada, Ankara ilinde bulunan ve Montessori
yaklasimint uygulayan ti¢ farkli okulda calisan dokuz ogretmenle goriisme
yapilmstir.

Arastirmanin  Bulgulari:  Montessori  yaklasimmi uygulayan okullarda calisan
ogretmenlerin, Montessori yaklasimina iliskin goriisleri alt basliklar altinda toplanip
ayni goriigler ortak ciimleler ile verilmistir. Ogretmen goriislerinin, hem birbirini
destekler nitelikte oldugu hem de birbiriyle catisan farkli bakis agilarimi ortaya koyan
nitelikte oldugu gortilmiistiir. Veri analizi sonucunda bulgular sekiz baslik altinda
toplanmustir;

Montessori yaklasimina yonelik alinan egitim. Montessori yaklasimina yonelik alman
egitim teori ve uygulama olmak tizere iki alt baslkta incelenmistir. Uygulama
kismuyla ilgili daha fazla alt tema olusturulmustur.
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Montessori yaklasimini uygulayan dgretmenlerin tiimii, bu yaklasima yonelik egitim
aldiklarini belirtmistir. Ogretmenler egitimlerini; tiniversitede proje kapsaminda
(n=4), calistiklar1 kurumda grup seklinde (n=3), Binbir Cicek Vakfi'min 150 saatlik
sertifika programi (n=1) ve ABD’de AMS’de-akretide egitim (n=1) alarak Montessori
yaklasimini uygulayan okullarda ¢alismaya basladiklarimi ifade etmistir.

Ogretmenler teorik olarak aldiklari egitimde; Montessori yaklagiminin felsefesi (n=9),
Montessori egitimiyle ilgili matematik, fen vb. biitiin alanlar (n=5), Montessori'nin
hayati (n=2) Montessori yaklasimina yonelik egitimde sinif yonetimi ve smiftaki
calisma alanlar1 (n=2), Montessori yaklasiminin tarihsel gelisimi (n=1), Montessori
egitiminde giinliikk yasam (n=1) konular1yla ilgili bilgi verildigini belirtmistir.

Ogretmenler Montessori yaklagimma yonelik egitimin uygulamasim, gocuklarin
olmadigr Montessori simuflarinda kendileri uygulamistir (n=2). Montessori
materyallerini egitimcilerin tanittigini (n=6) ve materyallerin nasil kullanildigim
ogrenerek, asama asama ilerlediklerini (n=>5) belirtmislerdir. ABD’de egitim alan bir
Ogretmen ise sertifikali Montessori 6gretmeni yaninda bir yillik staj aldigini, yaklasik
840 saat uygulama yaptigii vurgulamistir.

Montessori  yaklaginini  uygulayan ogretmenlerin  sahip olmasi  gerektigi  ozellikler;
Montessori yaklasimi dogrultusunda egitim yapan/yapacak ogretmenlerin bu
yaklasim1 uygulamaya yonelik kisisel yatkinliklariin olmasi gerektigi (n=1),
cocuklar1 seven, saygi duyan ve hosgorii gosteren (n=3), cocuklara dogru/yanls
doniitler vermekten ve uyarmaktan sakman (n=3), rehberlik edip ¢ocuklarin
potansiyelinin farkinda olan (n=4) bireyler olmasi gerektigini belirtmislerdir. Yine
genel olarak, Montessori yaklasimina gore egitim yapan 6gretmenlerin sabirli olmast
gerektigi ifade edilmistir (n=5).

Montessori yaklasimu ile ilgili alinan egitimin yeterliligi. “Montessori yaklagimiyla ilgili
aldigmiz egitim yeterli mi?” sorusuna, hayir (n=2), evet (n=7) yamutmni veren
ogretmenlerden; aldiklart egitimin yetersiz oldugunu diisiinenlerden (n=2) biri
ogretmenin siirekli kendisini gelistirmesi gerektigini belirtirken digeri ise Montessori
materyallerinin bir kismini tamamlayamadigin belirtmistir.

Alinan egitimin yeterli oldugunu belirten 6gretmenler (n=7); oldukca kapsaml: bir
egitim aldiklarini (n=2), teorik ve uygulama olarak verilen egitimin yeterli oldugunu
(n=2), ozellikle Tiirkiye’de Montessori yaklasimina yonelik egitim veren Emel
Cakiroglu Wilbrandt ile galismanin egitim agisindan farkindalik olusturdugunu
(n=2) Dbelirtmislerdir. Alman egitimin uygulamada pekistigini (n=4), biitiin
materyalleri ¢ocuklarin oldugu bir ortamda onlar kullanirken go6zlemlemek
istediklerini (n=2) agiklamuslardir.

Ogretmenler alinan egitimin yeterliligini simifta cocuklarla galisirken, materyalleri
sunma ve kullanmada problem yasamadiklarinda fark ettiklerini (n=3) zorlandiklar1
noktalarda ise egitim sirasinda aldiklar1 notlara basvurduklarmi (n=2) ifade
etmiglerdir.

Montessori dgretmenlerinin giicliik ¢ektikleri alanlarda aldiklar: hizmet ici egitimler.
Ogretmenlerin yarisindan fazlas1 hicbir sekilde hizmet ici egitim almadiklarim (n=5)
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belirtmislerdir. Evet, (n=4) hizmet ici egitim aliyorum yanitin1 veren 6gretmenler bu
egitimi; uzman Ogretmenlerden (n=3) ve sempozyumlarla (n=3) aldiklarim
belirtmislerdir. Hizmet ici egitimlerde konu olarak, materyaller (n=2), cocuklar (n=2),
biitce (n=1), farkli kurumlardaki uygulamalar (n=1) ile ilgili egitim aldiklarin ifade
etmislerdir.

Ogretmenlerin kendilerini daha ileriye gétiirecek planlari. Montessori yaklasimma gore
egitim veren ogretmenler, calistiklar: alanla ilgili olarak daha ileriye doéniik olarak
yurt dist egitim almak (n=3), kendilerine ait okul agmak (n=2), yiiksek lisans
egitimlerini bu alanda yapmak (n=2), uzmanlarin, deneyimli Montessori
ogretmenlerinin agtig1 okullarda gozlem yapmak istediklerini (n=2) ifade etmislerdir.

Tiirkiye’de Montessori yaklagimina yonelik yapilan calismalarin takip edilmesi. Ttirkiye'de
Montessori yaklasimina yonelik yapilan ¢alismalari, iki 6gretmen takip etmediklerini
belirtirken, takip ediyoruz (n=7) diyen 6gretmenler konu ile ilgili bilgiye kitaplardan
(n=3), egitim calismalarindan (seminer, kurs, sempozyum v.b) (n=3) ve internet
tizerinden (n=2), calistiklarini belirtmislerdir.

Montessori yaklagimuna yonelik yapilan caligmalar hakkindaki diigiinceler. Ogretmenler
Montessori yaklasimina yonelik yapilan tanitimlari yeterli bulmadiklarmi (n=3), Milli
Egitim Bakanliimmn bu yaklasimi desteklemesi gerektigini (n=2), ilkogretim
boyutunda da bu yaklasim dogrultusunda okullarin acilmasi gerektigini (n=2)
belirtmislerdir.

Son yillarda Tiirkiye'de yapilan egitim c¢alismalariyla, Montessori ve Montessori
yaklasiminin daha fazla taminmaya baslandigini (n=2) ifade etmislerdir. Ogretmenler
ayrica agtlan Montessori okullarinin ticari kaygiyla agildigini (n=3) belirtmislerdir.

Montessori yaklagimina yapilan elestiriler hakkindaki diigiinceler. Ogretmenler Montessori
yaklasimina yonelik yapilan elestirilerin kaynagini;; materyallerle egitimin nasil
yapilacaginin bilinmemesi (n=4), ¢ocuklarin yaraticiliklarmni kisitlamas:t (n=4) ve
hayali oyuna olanak tanimamasi (n=3) olarak ifade etmistir. Fakat bu elestirilerin
bilinmeyen bir sistem olmasindan (n=5), 6n yargilarindan (n=3) ve Milli Egitim
Bakanligi'min programini uyguladiklar1 icin yaptiklarmi tamidikga elestirilerin
azalacagimi (n=4) belirtmistir.

Arastirmamin Sonuclart ve Onerileri: Ogretmenlerin tiimii Montessori felsefesine uygun
egitim alarak yaklasimi icsellestirdiklerini  belirtmislerdir. Biitiin  egitim
etkinlikleriyle ilgili egitim aldiklarmi fakat uygulama boyutunun cocuksuz
ortamlarda yapildig: i¢in eksik kaldigini ifade etmislerdir. Ayrica Tiirkiye'de agilan
okullarin ticari kaygiyla acildigini ve Montessori yaklasimina goére egitim yapan
kurumlarin standartlarint tasimadigini vurgulamiglardir. Montessori yaklasimina
yonelik yapilan tiim elestirilerin uygulamalardan sonra yersiz oldugunun
anlagilacagini belirtmislerdir. Bu yaklasima yonelik deneyimli siipervizyonlara,
hizmetici egitime ve bilimsel ¢alismalara ihtiya¢ duyuldugu gorilmusttir.

Anahtar Sozciikler: Alternatif egitim, Montessori yaklasimi, Montessori 6gretmeni,
erken cocukluk egitimi.
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Abstract

Problem Statement: A revision of literature shows that there are studies
focusing on student and teacher perceptions of classroom atmosphere;
however, no research has been found to be related to teacher candidates’
perspectives on their behaviors in terms of positive classroom atmosphere.
As teacher candidates are the main subject and the future organizers of the
teaching environments, it is important to carry out a study on which
variables of the classroom atmosphere they are aware.

Purpose of the Study: This study aims to investigate teacher candidates’
points of view about teacher behaviors influencing the classroom
atmosphere. Also, this research intends to determine communication
strategies that teacher candidates suggest about positive and effective
classroom atmospheres.

Method: At a primary school education department of a state university,
third-year students were told to prepare a report about the following
questions: "According to you; how should the communicative and
effective classroom context affect the classroom atmosphere?, What should
teachers do? Discuss these issues through examples.” The study was based
on 70 teacher candidates” reports about these questions. In this research,
content analysis —one of the qualitative research methods —was used.
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Findings: It was seen that teacher candidates offered some strategies
reinforcing a positive classroom atmosphere such as knowing students and
the effective use of non-verbal messages and communication methods to
struggle with unwanted classroom behaviors. In addition, it was
emphasized that the teacher was an important factor in creating the
classroom atmosphere. It was given importance that the classroom had to
be considered as a democratic and social system and the teacher’s positive
personal characteristics were highlighted.

Conclusion and Recommendations: It can be said that teacher candidates are,
to some extent, aware of what should be done or should not be done in
creating a positive classroom atmosphere; however, there are some points
that they are lacking. Pre-service teacher training programmes should be
re-arranged in order to compensate for these lacking points and to guide
teacher candidates to a sense of awareness in their classes. In line with
this, classroom management, teaching experience and teaching practice
courses in the curriculum of pre-school education programmes should be
revised through theory and practice entirety.

Keywords: Communication, positive classroom atmosphere, prospective
teacher, classroom management.

Introduction

Education can be defined as a communication activity. The objective of education
is to be able to make a behavior change on the behalf of the receiver; therefore, if we
would like to be good at influencing, training or co-operating the person we are in
touch with, we should have good relationships (Yuksel, 2008). In other words, the
aims of the source and the receiver; that is, between the student and the teacher,
should be positive and their communication should be based on mutual, effective
understanding. In such a situation, although negative feelings and opposing views
have been transmitted, the main approach has been to understand and to tell;
shortly, to compromise. The relationship between the source and the receiver
changes into mutual confidence, value and dialogue (Basaran, 2000). Therefore; it is
important to establish the framework of the teacher-student relationship on the basis
of trust-value and dialogue. If it is possible to set up a contact between the teacher
and the student on the principle of mutual confidence, value and dialogue, it is
possible to create the ultimate classrooms. The learning process by means of positive
communication will provide a platform in which the mutual confidence and
understanding are strengthened, resulting in a positive classroom atmosphere.

Classroom communication is not only a process of teaching but also a process of
determining interpersonal interaction (Kuzu, 2003). This is for communication and
requires interpersonal skills. Teachers with good and developed interpersonal and
social skills both teach well and tackle their students’ misbehavior efficiently
(Stemler, Elliott, Grigorenko & Sternberg, 2006). Most teachers, however, say that
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they have difficulties in communicating with students and struggle with managing
their behaviors, especially those who misbehave. This may derive from the fact that
teachers are not equipped with a satisfactory level of interpersonal and social
interaction training, although they receive systematic education on various teaching
aspects of classroom management. Though this is the case, it is known that teachers’
effective use of communication skills plays a key role in students’ perceptions of
themselves and the world around them. This will also pioneer students” effects on
their environment. In line with his teacher’s communication skills, the student may
turn into an individual who finds himself and others important, who is sensitive to
people and social problems and who can communicate efficiently. Conversely, the
student may turn into an individual who is not taught to value others, who hates
learning and causes personal and social problems and who becomes estranged. That
is why it is vital that teachers firstly establish good contact with their students.

When we talk about communication, we generally mean transmitting a message;
that is, speaking. Communication, however, is not only speaking. Communication
means to know what to say, when and where to say it, and how to decide how to say
it. Also, it entails presenting what we want to say in a simple, clear and fluent way
through eye contact. In addition to this, we should follow if our message is well-
received or not. If teachers show understanding and acceptance and provide a
tolerant atmosphere for their students, the students will be given a chance to feel
secure and behave accordingly. In such a relationship, the child develops in positive
way, so he becomes more constructive, positive, productive and creative. When he
feels that he is accepted and given importance, he also feels that he is loved.

Effective classroom management is one of the most important factors of teaching.
One of the objectives of classroom management is not only to facilitate teaching but
also to increase the learning time, to provide and to protect a warm and supportive
classroom climate, to prevent students’ destructive behaviors and to provide a
convenient atmosphere where the students can show good behaviors (Doyle, 1986;
Emmer & Stough, 2001; Jones, 1996). In order to achieve all of these, it is essential that
the teacher should listen effectively, should give clear instructions, and should use
positive body language and "I-messages" while organizing students’ behaviors. In
short, the classroom atmosphere is made up of interpersonal relationships such as
student-student, student-teacher and interaction of various factors such as the clarity
of rules, students’ wishes, the teacher’s support, attitude, expectations, classroom
management style and her motivation for the lesson, attendance, lesson plans,
innovation, the ability to be up-to-date, and the quality of interaction. Therefore, the
classroom atmosphere acquires an environmental characteristic which is unique to
the classroom. Also, the classroom atmosphere can be defined as a communication
and interaction among individuals and as a pattern of relationships.

A revision of the related literature on classroom atmosphere shows that there are
studies focusing on students” perceptions of classroom atmosphere at different levels,
the relationship between class atmosphere and students’ achievement, the effect of
speaking problems on classroom climate and on the effects of the relationship
between classroom atmosphere and teacher-student interaction through various
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aspects (Bilgic, 2007; Bilgic, 2009; Cananoglu, 2011; Erdogan, 2009; Karsi, 2012;
Kunkul, 2008; Mumcu, 2008; Ozgok, 2013). No research, however, has been found to
be related to teacher candidates’ perspectives on their behaviors in terms of positive
classroom atmosphere. As teacher candidates are the main subject and the future
organizers of the teaching environments, it is important to carry out a study of which
variables of the classroom atmosphere they are aware. At that point, it is vital to
determine the weaknesses and probable solutions to include in the curriculum of
pre-service teacher training programmes. The contribution and the encouragement of
the positive classroom atmosphere on students’ development and on effective
attendance cannot be ignored, which make this study essentially important.

Aim of the Study

The main aim of the study is to investigate teacher candidates” points of view
about teacher behaviours positively affecting the classroom atmosphere. In line with
this aim, the research questions of this study are as below:

1. What strategies are offered by teacher candidates to establish a positive
classroom atmosphere?

2. What are teacher candidates” opinions about the interaction that induces a
positive classroom atmosphere?

Method
Research Design

Third-year students of a department of primary school education at a state
university attending a classroom management course were instructed to write
reports as a response to this question: How should classroom interaction and
communication influence a positive classroom atmosphere? The students were told
not to refer to the related literature. Instead, they were instructed to report their
points of view according to their experiences. They worked individually. Therefore,
this was a phenomenological study that focuses on the meaning of individual
experiences. Such study designs focus on describing what all participants have in
common as they experience a phenomenon. The basic purpose of phenomenology is
to reduce individual experiences with a phenomenon to a description of the
universal essence (Creswell, 2007).

Participants

The sample of this study consists of seventy third-year students. They were
attending the primary school education department at a state university. Also, they
took classroom management courses within their teacher education programme.

Research Instruments and Procedures

At a primary school education department of a state university, third-year
students were told to prepare a report about the following questions: "According to
you, how should the communicative and effective classroom context affect the
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classroom atmosphere?, and What should teachers do? Discuss these issues through
examples." The study was based on 70 teacher candidates’ reports about these
questions. The students were told not to refer to the related literature. Instead, they
were instructed to report their points of view according to their experiences and they
worked individually. Then, the reports were gathered and evaluated.

Data Analysis

The data of this study was based on the reports prepared by 70 student teachers.
The data was transferred into the computer. The reports were read line by line and
coded accordingly. The coding criteria were prepared in line with the related
literature. During the analysis, a constant comparative method was followed. This
method enables the researcher to work on the intensive data in a clear and short way
(Kwale, 1996). Then, the codes were gathered and commonalities were identified. As
a result of this, the categories (themes) emerged. The identified codes were related to
each other and interpreted (Maykut & Morehouse, 1994). The reports were evaluated
and the findings were written and transferred into tables in detail. In interpreting the
findings, theoretical approaches in the related studies were consulted and related
research findings were referred.

Results

The student teachers” points of view about teacher behaviors positively affecting
classroom environment, communication strategies offered by them addressing
positive classroom atmosphere were regarded in relation to positive classroom
atmosphere interaction. The findings are given below. One of the aims of this study
is to determine the student teachers’ communication strategies for a positive
atmosphere in the classroom. In accordance with this purpose, the student teachers
emphasize components of communication in the classroom. Thirty-seven of the
student teachers pointed out “the teacher” as a main component of classroom
interaction. Twelve of them highlighted expressing one’s self in a good way, “the
skill of giving and receiving the message.” Eight of them said that interaction in the
school and out of the school were not independent and mentioned that the social
environment and culture were influential on interaction. Also, they found the
following components important: “importance of source and receiver” (n:8), “the
importance of the student” (n:3), “the importance of classroom interaction in terms of
social aspect” (n: 3), “the importance of feedback” (n:3), “the importance of message
(content)” (n:2), “the importance of channels used” (n:1) and “the importance of
techniques used to solve problems” (n:1).

The student teachers’ communication strategies suggestions for a positive
classroom atmosphere were put into these categories: “communication skills for
negative and destructive behaviours,” “effective communication skills,”
“environmental conditions and intervention to the behaviour,” “positive
acceptance/ preventative skills” and “non-verbal communication.” The codes under
these categories are given in Table 1.
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I
Table 1.
Communication Strategies Suggested by Teacher Candidates for a Positive Classroom
Atmosphere
Communication
Skills Environmental
for Conditions
Negative and Positive
and Effective Intervention Acceptance/ Non-
Destructive Communication to the Preventive verbal f
Behaviours f Skill f Behaviour f Skills f Communication
Using 25 Listening 17 Being 10 Knowing 24 Effective 21
positive/ arole the use of
instructional / model as a student gesture
non-blaming teacher and
language mimics
The use of "I- 21 Emphatic 7 Coping 8  Encouragement 7 Effective 18
language" listening with the use of
and giving problem body
reaction when needed language
Effective 13 Using 5  Reinforcement 8 Language Use 7 Establishing 13
use of the effective Use Developing eye-
language listening skill Self Confidence contact
Direct 11 Effective 5 Attention 3 Supporting 6 Effective 13
communication feedback receiving, use of
with the entertaining .
- tone of voice
student activities
and accent
Polite 11 Using 4 Playing 2 Rules 5 Physical 9
talk confirmative games contact
expressions
while
listening
Negotiation 7 Ignoring 2 Determination 4 Being 6
with the of the cheerful
Student rules
after the together
lesson
Using 6 Sharing 2 Realizing 3 Being aware 6
non-verbal rules and the positive of students’
messages e{(pectations behaviour non-verbal
for warning with students expressions
Giving 6 Cooperation 1 Emphasis 3 Effective 6
explanations with the on the use of
wit}.lou.t parents in student’s non-verbal
questioning problem strengths communication
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Table 1 Continue

Communication Environmental
Skills for Conditions
Negative and Positive
and Effective Intervention Acceptance/ Non-
Destructive Communication with the Preventive verbal
Behaviours f Skill f Behaviour f Skills f Communication _ f
Attention 5 Eliminating 1  Organizing 2 Giving 3
on the attention- classroom importance
verbal receiving meetings to physical
- distractors
communication appearance
and
Organizing
the
environment
Being 5 Defining 1 Boxof 1
clear the wishes
behaviour and
complaints
Using 1 Giving 1
physical responsibility
contact and tasks
for warning
Allocating 1 Celebrating 1
enough time special days
for thinking (birthdays)

Determining 1
the reasons

for the

student’s
behaviours
Addressing 1
the student

by his name

Encouraging 1
instead of
appreciating

As for the student teachers’ suggestions for positive classroom interaction
strategies, much emphasis was seen on the categories “communication skills for
negative and destructive behaviours,” and “non-verbal communication.” Under
these categories, these codes are salient: “Using positive/instructional /non-blaming
language,” “use of me-language,” “Effective use of gesture and mimics,” “effective
use of the body language.” Also, from the category of positive
acceptance/preventive skills, “knowing the student” was salient. However,
“effective communication skills” and “environmental conditions and intervention to
the behaviour” categories were not mentioned so much. In these categories, the codes
“listening” and “being a role model as a teacher” were salient. Some examples from
the codes and from the categories are given below.

i
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“...While the teacher is teaching, Hiiseyin is talking to his friends. The teacher approaches
him and receives his attention by touching his shoulder and his desk as if it is not on purpose
and helps him to concentrate ...” (K27 touching (physical contact))

“... when we say to our students “you are not listening,” they feel that they are attacked
and they directly start to defend. Instead of that, the teacher should use me-language such as
"1 feel disturbed when I am interrupted and I cannot help other students." When they use me-
language, this may guide them to behaviour change...” (K31use of Llanguage)

“... he was talking to us softly and warmly, “Can you go to the blackboard now?” This
was giving confidence to us. We were not afraid of going to the blackboard. The teachers’
expressions were not to scare the students but to raise confidence...” (K53Using

positive/instructional /non-blaming language)

“...Iwas in the last level of the secondary school. As I came to the class as a late comer, I
was isolated from my friends. Everybody was making fun of me. My teacher talked to them for
an hour and told them that it was wrong what they were doing. My teacher wanted them to
establish EMPuthy with me ... ”(K51 struggling with the problem when there is)-

"... we should be careful with our behaviours when we are interacting with our students
in the classroom ...” (E46 being a role model as a teaclzer)

"When I was in the 5th year of the primary school, my teacher was so understanding and
tender... She was using positive language... She was talking to her students politely. For
example; when she asked a question in the class, she always asked in a very polite way. She
was thanking everyone for their participation in the class...” (K43 speaking politely, use of positive

language)

"... we had an exam and I got a low score and I felt bad. Because I felt embarrassed, I
started to cry. I went out of the class. The teacher followed me and talked to me. She calmed
me down and told me that the score did not make so much of difference to her...” (K41 girectiy

talking to the student)

"... I was in the 6 level. I did not like my arts teacher. This teacher became our form
teacher in the 7th year. I was the class president, so I had to be in contact with the form
teacher. As she became our form teacher, she started to get to know us better and behaved
closer and warmer. We, as students, started to give her lesson more importance...”. (K28

knowing studenis)

"... When the teacher says 'well-done' or when the teacher gives a star to students who do
a good job, it will motivate the other students and reinforce participation among students ...”
(K30 use of reinforcement)

When the student teachers talked about communication strategies for positive
classroom atmosphere, they also mentioned strategies which were possible to hinder
a positive classroom atmosphere and communication types. The participants” points
of view about this were divided into four categories. These categories were "solution
messages," "suppressive messages," "indirect messages," and "reactional/traditional."
Table 2 shows the codes of the categories.
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Table 2.
Communication Strategies and Message Types Hindering a Positive Atmosphere
Reactional/
Solution Messages f Suppressing Messages f Indirect Messages  f Traditional
Ordering 8  Accusing 11  Language 6  Useof
affecting self- reinforcement
confidence
negatively
Threatening 4 Judging 8 Looking down 5  Use of punishment
on
Giving advice 2 Criticizing 7 Underestimating 2 Authoritarian
classroom setting
Giving 1  Nicknaming/labelling 7
ethical/moral
messages
Providing solution 1  Physical punishment 6
alternatives
Warning/scolding 1  Suppressing 4
Guiding 1  Threatening 2
Questioning 1
Insulting 1
Use of force 1
Speaking impolitely 1
Undervaluing 1

When the student teachers’ communication strategies and types hindering a
positive atmosphere were considered, it was seen that the ‘ordering’ and
‘threatening’ codes under the category of "solution messages" were salient. From the
category of "suppressing messages," ‘accusing,” ‘judging’ and ‘criticizing’ codes and
from the category of "indirect messages," ‘language use affecting self-confidence
negatively’ and ‘looking down on’ codes were those mostly emphasized by the
student teachers as negative forms of communication. Also, some participants
mentioned that from the category of "reactional/traditional," the code of ‘use of
reinforcement’ could hinder positive atmosphere. Here are some direct examples
from the participants” points of view in codes and in categories given.

"When I was at the mathematics lesson in the primary school, I could do the exercises but
I had difficulties in problems. My teacher’s attitudes and words to me were really bad.
Her/His communication was not gOOdu' 7 (K57 language use affecting self-confidence negatively)

"...He was such an angry teacher that he was always shouting at all students and he was
slapping the students who were moving left or right. He slapped at least three or four
students while ordering them to queue in front of all other students...” (K55 pnysical punishment)

"... ordering destroys the communication... threatening is also a wrong behaviour...
nicknaming is wrong... no need to criticize, accuse or judge...” (K36 solution messages, suppressive

messuges)

One of the objectives of this study is to find out how a positive, interactive
classroom should be in line with the student teachers’ perspectives. In relation to this
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objective, when the student teachers were explaining the characteristics of a teacher’s
behaviours affecting classroom atmosphere positively, they also drew attention to
what kind of personal and professional characteristics a teacher should have. These
are; "being fair (n=11), being gentle (n=8), being affectionate (n=7), being close (n=7), being
transparent (n=6), being consistent (n=5), teacher's liking her profession (n=4), being flexible
(n=3), being patient (n=2), being constructive (n=2), experience (n=2), use of jokes and
comics (n=2), being sincere (n=1), giving equal chance (n=1), being dynamic (n=1), being
natural (n=1), being calm (n=1), liking the children (n=1), being objective (n=1), not
comparing (n=1)."

The student teachers’ perspectives about positive classroom atmosphere
interaction were categorized as physical/instructional, social and preventive. The
codes under these categories are given in Table 3.

It was seen that the category "social situation" was a salient one in the student
teachers’ suggestions about positive classroom atmosphere. In this category, the
codes ‘valuing the students’ opinions,” ‘atmosphere where students can express
themselves comfortably” and ‘a democratic classroom” were salient. The least talked
about, but briefly mentioned category was "the preventative environment." In this
category, the code 'giving value to the student/respect’ was salient. The least
mentioned category among the suggestions was "physical/instructional." In this
category, ‘atmosphere where the students’ needs are met’ and ‘one-on-one interest’
were salient. Some examples from the student teachers’ ideas under the categories
and the codes are given below.

"...while addressing my students, I behaved not as a dictator but as an older sister, a
mother or afriend.., i (K49 atmosphere where students can express themselves comfortably)

"When I saw Gamze from my practice teaching school, I thought that she was a lazy
student, showing no interest on her lesson... but she was a shy student wishing special
interest. We should increase our communication with such students and give them the
interest they deserve, we should have one-on-one contact with them...” (E42 ope-on-one attention)

"...Nese teacher was a very well-known teacher with her teaching in the city. She treated
the students as if they were her own children. While her students were playing football, they
were sweating and she was changing their clothes so that they would not be ill ...” (E38 vatuing
the studenf)

"... if such a person had cleaned my nose in the same way, I would have felt important and
valuable ... ”(E35 emphatic utmosphere)
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Table 3.

The Student Teachers” Points of View about a Positive Classroom Interaction Atmosphere

Physical/ f Social f Preventative f
Instructional
Atmosphere 14  Valuing 26 Valuing 32
where students’ the students” opinions the student/Showing
and teachers’ needs are met respect to the student
One-on-one attention 10  Atmosphere 19 Trust for the teacher 16

where students

can express

themselves comfortably
Working in cooperation 8 Democratic 13 Mutual respect, 14

classroom/democratic attitudes love and confidence

and behaviours
Use of different method 8 Life experiences out of 10 Emphatic 7
and techniques classroom Atmosphere
Giving importance to 5 Positive attitude towards the 8 Unconditional 4
individual differences student acceptance
One-group 2 Positive 7 Making 2
seating chart student-teacher relationship the student feel that

he is trusted

One-on-one work 1 Warm atmosphere 6 Teacher’s effort 1
with students in which to be loved
through group the orders are
activities well-defined
Producing a product 1 A healthy 4 Atmosphere 1
as a classroom relationship giving a good and

between the student relaxed feeling

and the student
Student-centered 1 Combining and guiding 3 Atmosphere improving 1
classroom atmosphere atmosphere self-confidence

Close atmosphere 3

Atmosphere where 2

the students” and

the teachers’” expectations are

met

at a common point

Mutual interaction 1

While the student teachers were talking about a positive interactive classroom
atmosphere, they also mentioned the factors hindering the positive classroom
atmosphere. The student teachers’ perspectives about this were given in three
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categories as ‘'situations hindering a positive classroom atmosphere." These
categories were "physical/instructional," "unsocial" and "other." The codes under
these categories are given in Table 4.

Table 4.

Situations Hindering a Positive Classroom Atmosphere

Physical/ f Unsocial f Others f
Instructional
Distance (The teacher’s fixed 5 The teacher’s focus only 7 Discrimination 9
position) on the lesson
The organization chart of 4 Distance (psychological) 3 Prejudice 3
students and their desks
Crowded class 2 Not considering the 2 Making a 1
students” interests and role/ pretending
needs
Not implementing different 1 Indifferent 1
methods and techniques
Transferring private 1
problems into the
classroom
Not valuing the student 1

It was seen that the student teachers’ perspectives on the factors hindering the
positive classroom atmosphere were concentrated on the category "unsocial
behaviours and attitudes. Under this category, the codes ‘the teachers focus only on
the lesson’ and ‘distance (psychological)” were prominent. Under the category of
"physical/instructional," the participants emphasized ‘distance (the teacher’s fixed
position) and ‘the organization chart of students and their desks.” Also, under the
category of "other," they mentioned ‘discrimination” as a factor hindering a positive
classroom atmosphere. The student teachers” points of view about the codes which
were placed into categories are given below.

"... one of our teachers was so far away from us in the classroom. When he wanted one of
us to go to the blackboard, he had to point as well "You, go to the board" by pointing. That
was of course scary and propelling...” (K53 distarnce i teacher's fixed position in the class)

"... I was a third-year student at a primary school. I was late for the class. I was cold and
ill. I knocked at the door and went in. The teacher called me over and asked me why I was late
and gave me a slap... Then, someone knocked at the door. Another student whose scores were
better than me was late. The teacher called him over and listened to his excuses and let him go
to his desk...” (E39 disr:riminution)

"... let's draw two models of a teacher. One of them enters the classroom and directly
focuses on his lesson, showing no effort to get to know his students more and not considering
his students” ideas...” (E69 (the teacher focuses only on the lesson)
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Discussion and Conclusion

Most of the student teachers identify the teacher as a main component of
classroom interaction and classroom atmosphere. They also highlight the teacher’s
personal characteristics (being fair, being gentle, being close, etc.). In the related
literature, it has been said that the teacher is as important for the harmony of the
classroom as the orchestra conductor is to an orchestra (Doyle, 1986; Gordon, 1996;
Martin & Baldwin, 1996; Weinstein & Mignano, 2007). This finding is also significant
from the perspective of teacher training programmes. This reveals that student
teachers, even in their B.A. education, are aware of their responsibilities for the
future. Similarly, when the student teachers talk about the importance of "message
receiving and giving," they say that it is the teacher’s responsibility to start
communication and to provide a continuation. It has been found important that the
participants have already mentioned this factor. In contemporary schools, one-way
communication in which the teacher tells and the student listens is not valued any
more. Giving and receiving messages should be multidimensional and effective. The
teacher should also be a good listener, while expressing himself/herself in a good
way. According to Yuksel-Sahin (2010), in a modern classroom where speaking and
listening should be together, it is a must that teachers learn multidimensional
communication skills through which students express their feelings, opinions and
ideas. Another factor that the student teachers are aware of is the idea that "social
environment and culture affect classroom interaction." In the related references about
classroom management, social setting and culture have been emphasized as sources
affecting management (Jones & Jones, 2007; Tas, 2005; Watson & Battistich, 2006).

Similarly, the findings from the studies about the reasons for students’
misbehaviours are also related to social context, the setting where the family lives,
the family structure and friends’ circle (Lemlech, 1999; Weinstein & Mignano, 2007).
A striking point in the results is that the "student," which is an essential factor, has
only been considered by a few participants. This may derive from the fact that the
student teachers employ a teacher-centered perspective. If we consider this finding in
line with Wolfgang’s point of view (2001), the control point where the student
teachers are standing is close to the interventionist approach in which the teacher
control is at a high level. From the perspective of the control in the classroom in the
classroom management attitudes and beliefs, it has been found that teachers and
student teachers are interventionists in terms of teaching management but interactive
regarding human management (Akdemir, 2014; Martin, Yin & Baldwin, 1998; Okut,
2011; Sadik & Bulut Ozsezer, 2015; Savran-Gencer & Cakiroglu, 2007; Unal & Unal,
2009).

A great number of the communication strategies suggested by the student
teachers about a positive classroom atmosphere are mostly related to strategies about
how to cope with misbehaviours. In this study, this category has been called
"communication strategies against negative and destructive behaviours." The
participants say that they prefer more constructive strategies when they encounter
unwanted behaviours such as "instructional/non-blaming language" and "the use of
me-language." Also, the codes 'listening," "the teacher as a role model," and
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"knowing the student" have been mentioned by the participants. These codes have
been placed in a different category in this study but they are categorized in the
dimension of behaviour management in the related literature. This may indicate that
the student teachers are aware of the significance of positive behaviour management
in establishing and maintaining positive atmosphere in tackling misbehaviours. In
the same way, the supporting result comes from the finding that the codes in the
category of "non-verbal communication," “effective use of gestures and mimics," "use
of body language," "keeping eye-contact," and "effective use of tone of voice and
accent" have been reported as factors facilitating communication and as strategies
requiring less power in struggling with unwanted behaviours. It has been
extensively highlighted in the related literature that the least power should be used
to cope with misbehaviours (Brandes & Ginnis, 1986; Charles, Senter & Barr, 1996;
Emer & Stough 2001; Gordon, 1996; Hall & Hall, 1988; Nimmo, 1997; Nelson-Jones,
1995; Sadik, 2000).

In terms of the student teachers’ communication strategies and message types
hindering a positive atmosphere, it has been seen that the student teachers prefer
communication obstacles, that is, "a rejecting language/not accepting language"
which has been referred to as "solution messages," "suppressing messages," and
"indirect messages" by Gordon (1996). Such messages in the related literature have
been reposted to show that the teacher is the authority and the student has to accept
his authority. This type of message can also regarded as a "you-message" and it
pushes the students to defend, it destructs the students” personalities, and it gives the
feeling that the students are not respected and taken into consideration. This affects
confidence, love and respect in the classroom atmosphere negatively (Gordan, 1996).
The negativity in the relationship between the student and the teacher affects the
classroom atmosphere in the same way (Basaran, 2000; Doyle, 1986; Emer & Stough,
2001; Ozturk, 2002; Ozyurek, 2007). The findings obtained in this study have shown
that the student teachers exhibit non-interventionist attitudes and use less power in
control in maintaining a positive classroom atmosphere. In another study by Bulut et.
al. (2008); however, it has been discovered that the teachers tend to use more power
in control and prefer Gordon’s (1996) rejecting/not accepting language in the
classroom communication.

In student teachers’ suggestions on interaction for positive classroom
atmosphere, the following categories have been mostly reported: "valuing the
students’ opinions," "atmosphere where students can express themselves
comfortably," "democratic classroom atmosphere," and "valuing and respecting the
student." This shows that the student teachers give importance to providing a secure
classroom atmosphere where students can express themselves. This is also in line
with the finding that the student teachers have concentrated on '"unsocial"
behaviours and attitudes as factors hindering a positive classroom atmosphere. This
is what social and preventative environments necessitate as reported in the related
literature. Traditional, authoritative and/ or reactional attitudes damage relationships
with students, resulting in a negative effect on a positive classroom atmosphere
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(Basaran, 2000; Doyle, 1986; Emmer & Stough, 2001; Jones, 1996; Ozturk, 2002;
Ozyurek, 2007).

In conclusion, knowing the student, effective use of non-verbal messages and
positive skills to cope with misbehaviours have come into prominence in the student
teachers’ suggestions for communication strategies to establish a positive classroom
atmosphere. As for the student teachers’” points of view about the positive classroom
atmosphere interaction, it has been observed that the salient factors are that the
teacher is an important component in building classroom atmosphere and the
classroom should be regarded as a democratic and social system where the teacher’s
positive personality characteristics are important. In light of these findings, it can be
said that the student teachers know what to do and what not to do in establishing
positive classroom atmosphere. Though this is the finding, it is vital to make some
adaptations in pre-service teacher training programmes so that the student teachers
can transfer their awareness into their future classrooms. Therefore, the academic
courses in the primary school education curriculum such as classroom management,
practice teaching and teaching experience should be revised to integrate theory and
practice. For example, the student teachers should be given actual classroom
opportunities to establish classroom atmospheres. In addition, the student teachers
should be given chances to transfer what is in their minds into practice. This can be
done by educational counselors in the course of classroom management by means of
short simulation experiences.
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Ozet

Problem Durumu: Egitim bir iletisim etkinligi olarak tanimlanabilir. Ciinkii egitimde
ama¢ kaynak tarafindan amaglanan davranisin ve davranis degisikliginin alicida
olusmasidir. Bu nedenle karsimizdaki insani etkileme, egitme ve birlikte galisma
konusunda basarili olmak istiyorsak iyi iliskiler icinde olmamuz gerekir (Yiiksel,
2008). Yani ogretmen ve ogrencinin bir baska deyisle kaynak ve alicinin amaglari
olumlu olmali ve iletisim sekli ise karsilikli etkili anlasmak temeline dayanmalidir.
Boyle bir durumda olumsuz duygular, karsit diistinceler iletilse bile, temel yaklasim
anlamak / anlatmak yani anlasmaktir. Boylelikle kaynak ve alic1 arasindaki iliski
glivene, degere ve diyaloga doniisiir (Basaran, 2000). Dolayisiyla 6gretmen-6grenci
iliskisinin cercevesini giiven-deger-diyalog baglaminda olusturmak gerekir. Eger
ogretmen-ogrenci arasinda karsilikli gitivene, degere ve diyaloga dayali iliski
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olusturulabilirse bunun bir sonucu olarak siniflarda istenilen ortam olusturulabilir.
Olumlu iletisim ile saglanilacak 6gretim siireci, ©gretmen-6grenci arasindaki
karsilikli giiven ve anlayisin giiclendirilmesine ortam hazirlayarak sinifta olumlu bir
havanin, olumlu smif atmosferinin saglanmasi ile sonuglanacaktir.

Simif igi iletisim ©gretimi gerceklestirmenin yami sira kisileraras: etkilesimi de
belirleyen bir stirectir (Kuzu, 2003). Bu iletisim amaghdir ve kisileraras: iligkilerde
beceri gerektirir. Kisilerarasi-sosyal becerisi gelismis ogretmenler hem o6gretimi
gerceklestirir hem de 6grencilerin istenmeyen davranislarini becerikli bir bicimde
yonetir (Stemler, Elliott, Grigorenko & Sternberg, 2006). Ancak 6gretmenlerin ¢ogu;
davrarnuslar1 yonetme ve istenmeyen davranisa neden olan 6grenci ile iletisim kurma
konusunda zorlandiklarini belirtmektedirler. Bu durum o6gretmenlerin 6gretimin
yonetimi ile ilgili sistematik egitim almakla birlikte kisilerarasi-sosyal etkilesimle
ilgili yeterince egitim almamalar1 ile aciklanabilir. Oysa oOgretmenlerin iletisim
becerilerini etkili kullanmalar1 ayn1 zamanda 6grencilerin de kendilerini ve gevreyi
algilamalarma sonra da gevreyi etkilemelerine onciiliik edecek kilit cnemdedir.
Ogrenci 6gretmenin kullandig: iletisim bigimine gore kendini ve bagkalarini degerli
bulan, insanlara ve toplumsal sorunlara duyarh ve etkili iletisim kurabilen bir bireye
ya da deger verilmeden bilgi aktarilan, 6grenmekten nefret eden, bireysel veya
toplumsal sorunlar ¢ikaran, yabancilasmis bir bireye doniisebilecektir. Bunun icin
ogrencilerin 6nce 6gretmenleri ile iletisim kurabilmelerinin saglanmasi nemlidir.

Sinifi etkili yonetme isi 6gretmenlik mesleginin en 6nemli unsurlarindan biridir. Sinif
yonetiminin amaci 6gretimi kolaylastirmanin yani sira, 6gretim zamanini arttirma,
sicak ve destekleyici bir sinif atmosferi yaratma ve koruma, dgrencilerin zarar verici
davraniglarini 6nleme, istendik davranislarin artmasi icin uygun ortami saglama gibi
amaglar1 da gerceklestirmeye yoneliktir (Doyle, 1986; Emmer ve Stough, 2001; Jones,
1996). Tum bu sayilanlarin yapilabilmesi ve olumlu smif atmosferinin
olusturulabilmesi dgretmenin etkin dinlemesi, agik ve net yonergeler verebilmesi,
davranisa yonelik diizenlemeler yaparken olumlu dili ve ben dilini etkili bir sekilde
kullanabilmesiyle iliskilendirilebilir. Dolayisiyla smuf atmosferi, 6grenci-6grenci ve
ogretmen-ogrenci arasindaki kisilerarast iligkiler, kurallarin acikligi-belirginligi,
ogrencilerin istekleri, 6gretmenin destegi, tutumu, beklentileri ve yonetim bicimi,
derse yoneltmesi, katilim, ders diizeni, yenilik, gitincellik, iletisimin niteligi ve
rekabet ortami gibi faktorlerin etkilesiminden olusmaktadir. Bu nedenle, smf
atmosferi, smifa 6zgii bir cevresel oOzellik olusturmaktadir. Biitiin bunlardan
hareketle aslinda sinif atmosferini sinif icinde olusan bireylerarasi iletisim, etkilesim
ve iligkiler dokusu olarak da tanimlamak miimkiindiir.

fgili literatiir incelendiginde sinif atmosferini konu alan arastirmalarin; dgrencilerin
cesitli kademelerde smif atmosferi algilari, smif atmosferiyle 6grenci basarist
arasindaki iliski, konusma probleminin smif iklimine etkisi, 6gretmen-6grenci
arasindaki gesitli konulardaki etkilesimlerin smif atmosferine etkileri ile ilgili
olduklar: belirlenmistir (Bilgic, 2007; Bilgic, 2009; Cananoglu, 2011; Erdogan, 2009;
Karsi, 2012; Kinkil, 2008, Mumcu, 2008; Ozgﬁk, 2013). Ulasilabilen kaynaklar
cercevesinde Ogretmen adaylarinin olumlu simif atmosferine yonelik 6gretmen
davraniglarina iliskin gortislerini inceleyen bir arastirmaya rastlanmamustir. Oysa
ogretim ortamimin hem 6znesi hem de gelecekte diizenleyicisi konumunda olan
ogretmen adaylarmin smif atmosferinin hangi degiskenlerinin farkinda olduklarini
belirlemek 6nemlidir. Bu konu eksikliklerin belirlenmesi ve gidermeye yonelik
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hizmet Oncesi egitim asamasimda onlemler gelistirilmesi bakimindan da énemlidir.
Olumlu smif atmosferinin 6grencilerin gelisimlerine katki saglama ve onlar1 etkin
katiima 6zendirme noktasinda ¢nemi yadsinamaz bu nedenle de bu arastirma
onemlidir.

Arastirmamin - Amaci: Bu arastirmanin temel amaci ogretmen adaylarmin smuf
atmosferini olumlu etkileyen ©gretmen davramislari hakkindaki goriislerini
belirlemektir. Bu amag¢ dogrultusunda ayni zamanda 6gretmen adaylarinin simif ici
olumlu atmosfere yonelik dnerdikleri iletisim stratejiler ve smif ici olumlu atmosfere
yonelik etkilesim ortami hakkindaki gortisleri belirlenmeye calisilmustir.

Aragtirmamn Yéntemi: Bir devlet tiniversitesinin sinif 6gretmenligi anabilim dali 3.
smifina devam eden o6grencilere sinif yonetimi dersi kapsaminda 6gretmen
adaylarina smif atmosferini olumlu etkileyen smif ici iletisim ve etkilesim ortami
nasil olmalidir? 6gretmenler neler yapmalidir? sorusu sorularak rapor yazmalari
istenmistir. ~ Ogrencilerden literatiirden  yararlanmadan kendi  goriisleri
dogrultusunda raporu hazirlamalar: istenmistir. Her bir 6gretmen adaymin bu
gorevi tek basma yapmasi istenmistir ve daha sonra bu raporlar toplanarak
arastirmacilar tarafindan degerlendirmeye alinmustir. Arastirmada 70 6gretmen
aday1 tarafindan hazirlanan raporlar aragtirmanin ¢alisma grubunu olusturmustur.
Bu arastirmada verilerin analizinde nitel arastirma yontemlerinden icerik analizi
yontemi kullanilmigtir.

Arastirmamn Bulgulari: Ogretmen adaylarinm smif i¢i olumlu atmosfere yonelik
ogrenciyi tanima, s6zel olmayan iletileri etkili kullanma ve istenmeyen davranislarla
bas etmeye yonelik olumlu becerileri iletisim stratejileri olarak o©nerdikleri
belirlenmistir. Arastirmada ayrica sinif ici olumlu atmosfere yonelik etkilesim ortami
ile ilgili olarak; ogretmenin sinif atmosferini yaratmada 6nemli bir 6ge oldugu,
smifin demokratik ve sosyal bir sistem olarak ele alinmasi ile 6gretmenin olumlu
kisilik 6zelliklerine vurgu yapildig: belirlenmistir.

Arastirmamin Sonuclar ve Oneriler: Sonug olarak o6gretmen adaylarinin, smifta olumlu
atmosfer olusturmada, 6gretmenlerin yapmasi gereken ve yapmamasi gerekenlerin
ne oldugunun az cok farkinda oldugu soylenebilir. Ancak yine de O6gretmen
adaylarmin olumlu smif atmosferi olusturma konusundaki bu farkindaliginin
gelecekte smiflarina yanstyabilmesini saglamak amaciyla hizmetoncesi egitim
programlarinda bazi diizenlemeler yapilmalidir. Bu baglamda oncelikle smuf
Ogretmeni yetistirme programinda bulunan smnif yonetimi, gretmenlik deneyimi ve
ogretmenlik uygulamas: ders programlar: teori ve uygulama biitiinltigii saglanacak
sekilde yeniden diizenlenebilir. Ornegin cesitli uygulamalarla birebir yagayarak sinif
atmosferi olusturmalarma firsat verecek 6nlemler alinmali. Ayrica diistincede olan
o6gretmen adaylarimin bu tutumlarmin davramisa dontstiirtilebilmesi icin smaf
yonetimi ders iceriginin egitsel danismanlarla, yansitici kiiciik grup yasant: stiregleri
ve uygulama ile biitiinlestirilerek sunumuna yo6nelik diizenlemeler yapilmalidir.

Anahtar Kelimeler: {letisim, olumlu sinif atmosferi, aday ogretmen, sinif yonetimi.
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Abstract

Problem Statement: Behavior is the visible conclusion of unseen values.
More concretely, the teaching attitudes of teachers are affected by their
values. The study of values is therefore fundamental to the study of
teaching. If it is possible to understand the values of teachers, it is possible
to estimate the teaching behaviors of teacher candidates. This will help
identify which values of students are barriers to improving their teaching
abilities and adjust the teaching cirricullums to resolve these issues before
teacher candidates become teachers. An effort must be made to change the
values that hinder the teaching abilities of teacher candidates and support
them with values that will help them teach.

Purpose of the Study: The purpose of this study was to explore the terminal
and instrumental values that contribute to the formation of value types of
teacher candidates.

Method: The Schwartz Value Survey (SVS) was used to measure the values
of the teacher students. The population of this study included 4856
students who attended different departments in the faculty of education.
The data were collected from 498 students who were selected by a
stratified random sampling technique. Questions guiding the study were:
(1) What are the values of the education faculty students as future school
teachers? (2) Are there any significant value differences between students
who belong to various departments of the faculty? (3) Are the values
affected by specific variables such as gender?
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Findings: Results indicated that 48% of female teacher candidates (156) and
41% of male teacher candidates (71) ranked family security terminal value
as a supremely important value guiding their lives. When the teacher
candidates are in their first three years of school, their first rank value
preferences tend to be conservative values. However, when they reach the
fourth class, their first rank value priorities shift to universal value type.
All students except social sciences students preferred conservative values
as primary values that direct their behaviors.

Conclusion and Recommendations: It is necessary to develop universal values
for teacher candidates. According to the findings, both female and male
students noted conservative higher order value types. When they reach
their fourth year, their first rank value priorities shift to universal value
type. Students studying in the department of social sciences primarily
preferred a universal value called “a world at peace.”

Keywords: Higher order value types, Value types, Terminal values, Instrumental
values

Introduction

Values are critical in all human lives because they affect attitudes and shape
behaviors. There has been a considerable amount of research on values and value
theory has been an important issue in psychology since Rokeach’s (1973) work.
Schwartz (1992) explained values as criteria that people use to choose and justify
their behavior and much of the subsequent research has been influenced by
Schwartz’s values theory. Values are beliefs, and beliefs influence perceptions
(Robbins 2005). Reece and Brandt (1999) called values the deep personal beliefs and
preferences that influence behavior. Gibson et al. (1997) defined values as “a person’s
view of the world.” Behavior is an important aspect of a person’s inner world.
Robbins (2005) saw values as a specific mode of conduct of existence.

Today, the most recent version of the Schwartz Value Survey (SVS) measures ten
basic values that were found to work universally in different cultures and social
groups. Schwartz (1992) conducted his SVS with a wide survey of over 60,000 people
to identify common values that acted as ‘guiding principles for one's life.” Schwartz
indentified 10 value types. The power value type reminds people social status and
dominance over people and resources. Stimulation represents an exciting life. Self-
direction prioritizes independence, creativity, and freedom. The universalism value
type demonstrates social justice and tolerance. Benevolence indicates the welfare of
others. The conformity value type requires obedience. Tradition indicates respect for
traditions and customs. The achievement value type represents personal success. The
hedonism value type reveres pleasure. Security is related with safety and the welfare
of society. These ten value types contain four higher-order value types. Openness to
change combines stimulation, self-direction, and a part of hedonism; self-
enhancement includes achievement and power and hedonism; conservation contains
security, tradition, conformity; and self-transcendence contains universalism and
benevolence.
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For each value type, Schwartz (1992) also chose terminal and instrumental values,
which are also expressed via consumption behavior. Terminal Values are desirable
end-states of existence: the goals that people would like to achieve during their life
time. Instrumental Values are preferable models of behavior or means of achieving
one’s terminal values. Schwartz explained terminal and instrumental values, which
can be considered the sources of ten value types. These ten value types represent the
ten dimensions of the SVS.

Table 1 shows the relationships between higher order value types, value types,
terminal values, and instrumental values. It brings clarity and a different point of
view to Schwartz’s classified values. The table of classified values isn't intended to
change the meaning of Schwartz’s value order; it is only to aid understanding.

The related studies (Dilmac et al., 2008; Karaca, 2008; Oguz, 2012; Fatoki, 2016;
Caliskan et. al., 2015 ) generally focused on these ten dimensions and their priorities
for teacher candidates including security, universalism, hedonism, power,
achievement, stimulation, conformity, tradition, benevolence, and self-direction.
However, they do not emphasize the behaviors related to these dimensions. Terminal
(i.e. creativity) and instrumental (i.e. curious) values, on the other hand, form the
basic foundation of the value types.

The purpose of this study was to explore the terminal and instrumental values
that contribute to the formation of value types of teacher candidates and their
priority orders for them. It was hypothesized that this perspective will assist to
observe, analyze, and identify the behaviors responsible for the formation of value
types. For this reason, the items that represent the value types on the SVS have been
handled one by one.

This research was intended to determine the values of the teacher candidates of
the education faculty program of Pamukkale University. Questions guiding the
study were:

(1) What are the terminal and instrumental values of the education faculty
students as future teachers?

(2) Are there value differences between students who belong to various
departments of the faculty?

(3) Are their values affected by uncontrollable variables such as gender?
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Table 1.

The Table of Classified Values

Higher order value Value types Terminal values Instrumental values
types
National security Healthy
Family security Clean
. Sense of belonging
Security Social order
Reciprocation of
favors
. Accepting one’s lot
Conservation in life
Tradition Respect for tradition =~ Moderate
Devout
Humble
Politeness Obedient
Conformity Self-discipline Honoring parents
and elders

Openness to change

Self-enhancement

Self-transcendence

Self-Direction

Stimulation

Hedonism

Hedonism

Achievement

Power

Universalism

Benevolence

Self-respect
Creativity
Freedom

An exciting life
A varied life
Pleasure

Pleasure

Self-Respect

Social power
Wealth

Authority

Social recognition
Social Justice

A world at peace
A world of beauty
Equality

Unity with nature
Wisdom

Inner harmony
Spiritual life
Meaning in life
True friendship
Mature love

Choosing own goals
Curious
Independent
Daring

Enjoying life

Enjoying life
Capable
Ambitious
Successful
Intelligent
Influental
Preserving public
image

Protecting
environment
Broad minded

Forgiving
Honest
Helpful
Loyal
Responsible

The table of classified values (Table 1) designed by the author of this paper in the light of
Schwartz (1992), shows the relationships between higher order value types, value types,
terminal and instrumental values.
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Method

Research Design

Because this study attempts to determine significance value priorities as a
guiding principle in candidate teachers’ lives, the descriptive survey was considered
the proper research model.

Research Sample

The population of this study included 4856 students studying different
departments of the Faculty of Education in Pamukkale University during 2010-2011.
By employing Cochran’s (1962) proposed formula for stratified random sampling,
496 students were chosen as a sample. To determine an appropriate sample size to
represent the population, the table generated by Krejcie and Morgan (1970) and
reprinted by Gay (1996) was also used. After determining the representative sample
size (356), the population-sample ratio was calculated by a simple proportion
formula and found to be 7.36%. This ratio was used as sampling criteria for selecting
students from each department.

Research Instrument and Procedure

The SVS was used to measure the values of the teaching students in the education
faculty of Pamukkale University. This survey was chosen because it has been
validated and shown to be reliable cross-culturally in more than 20 countries
(Schwartz, 1992), and measures an individual’s core values rather than behavioral
values (Ralston et al., 1999).

The SVS presents two lists of value items. Items 1 to 30 represent terminal values
and items 31 to 57 indicate instrumental values. Respondents rated the importance of
each value item “as a guiding principle in MY life” on a 9-point scale labeled 7 (of
supreme importance), 6 (very important), 5, 4 (unlabeled), 3 (important), 2
(unlabeled), 1 (unlabeled), 0 (not important), and -1 (opposed to my values).

Validity and Reliability

The SVS was translated into Turkish by the researcher. The translated instrument
was submitted to bilingual academics to verify its accuracy. The validity and
reliability procedures were conducted for the Turkish translation and it was found
reliable (Cronbach’s Alpha = .947) and valid.

Data Analysis

The data of this research was collected by administrating the SVS and a
descriptive analysis was used for the overall assessment of the participants’ views.
The collected data was analyzed by several statistical techniques including
percentages and frequencies. SPSS 15.0 was used for analysing of data.
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Results

This section presents the findings of this study involving 323 female (65%) and
173 male (35%) candidate teachers. Table 2 shows teacher candidates’ perceptions
towards terminal values by their gender.

Table 2.

Teacher Candidates’ Perceptions of Terminal Values by Gender

Value Order Female Male
1 Family Security Family Security
2 A World at Peace Self Respect
3 National Security Social Justice
4 Self Respect Freedom
5 Social justice National Security

According to the findings, both female and male students rated the “family
security” value hest. Of the teacher candidates, 48% of females (156) and 41% of
males (71) ranked the “family security” terminal value as the most important value
guiding their lives. “Family security” was ranked 227 times as the supreme value
type, which means that 46% of the total sample of candiate teachers prioritized it. At
the same time, 170 candidate teachers (34%) ranked “family security” as very
important. There is a high level of acceptance among candidate teachers about the
family security terminal value, which can be called a conservative terminal value and
also considered a higher order value type. As shown in Table 2, male and female
students have the same primary value (i.e. Family Security), but diverge from there.
Female students preferred “a world at peace,” a universal value, while male students
preferred “self-respect,” which belongs to the openness to change value group.
Generally, it can be argued that national and family security is a primary value
directing students’ behavior.

Table 3 shows teacher candidates’” perceptions towards instrumental values by
gender.

Table 3.

Teacher Candidates’ Perceptions of Instrumental Values by Gender

Value order Female Male
1 Healthy Healthy
2 Honoring of parents and elders ~ Honoring of parents and elders
3 Choosing own goals Choosing own goals
4 Independent Independent
5 Clean Clean

Of teacher candidates, 159 (49%) females and 74 (41%) of males ranked “Healthy”
as their primary instrumental value. This instrumental value was ranked first 233
times, which means that 47% of the sample ranked it as important. An additional 157
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(32%) candidate teachers ranked “healthy” as very important. There is widespread
acceptance among candidate teachers about the value of the healthy instrumental
value. These findings show very interesting value orientations for candidate teachers.
Three of the five values preferred by students, including “healthy,” “honoring of
parents,” and “clean,” are considered conservative instrumental values. However,
the other two values, “choosing own goals” and “independent,” are in openness, the
opposite higher order value type. It is very surprising that students’ instrumental
values were not related to self-enhancement (achievement, power, hedonism) and
self-trancendence (universalism, benevolence).

According to Table 4, teacher candidates’ value preferences change by their year
in school.

Table 4.
Teacher Candidates’” Perceptions of Terminal Values by Their Year in School
Terminal Year1 Year 2 Year 3 Year 4
values
1 National security ~ National security =~ Family security A world at peace
2 Self respect Family security Social justice Family security
3 Inner harmony Social justice National security ~ National security
4 Family security A world at peace A world at peace  Self respect
5 A world at peace  Self respect Self respect Social justice

Among fourth year teacher candidates, 49% ranked “a world at peace” as the
primary guiding value to their lives. An additional 35% ranked it as very important.
During their first three years of school, the teacher candidates’ primary value
preferences tend to be conservative values such as national and family security.
However, when they reach the fourth class, these value priorities shift to “a world at
peace” as a terminal value, which is a universal value type. The universal value type
is perceived as a “self-transendence higher order value type” and this seems to
increase depending on seniority. For example, teacher candidates” value preferences
in the first year in school tend to be conservative, but according to their educational
experiences, their primary conservative values shift over time to universal value
types. Their conservative values have been also pushed down to the second or third
ranks.

Table 5 shows that all teacher candidates chose “healthy” as their primary
instrumental value regardless of class level.
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Table 5.
Teacher Candidates’ Perceptions of Instrumental Values by Year in School
Instrumental Year 1 Year 2 Year 3 Year 4
Values
1 Healthy Healthy Healthy Healthy
2 Honest Honoring of Honoring of Choosing own
parents and parents and goals
elders elders
3 Choosing own Independent Choosing own Independent
goals goals

Among teacher candidates, 62% in their first year in the faculty of education, 53%
in their second year, 44% in their third year, and 41% in their fourth year ranked the
“healthy” instrumental value type first, demonstrating that teacher candidates
perceive health as the highest ranked instrumental value needed for their security.
Other reported higher order instrumental values included self-trancendence
(honesty) and openness to change (choosing own goals, independence, etc.).

These findings about teacher candidates” perceptions of terminal values by their
departments have been shown in Table 6. All students except those in social sciences
preferred conservative values as the primary values directing their behavior. On the
other hand, students (50%) studying in the department of social sciences primarily
preferred a universal value called “a world at peace.”

Table 6.

Teacher Candidates’ Perceptions of Terminal Values by Department

Pre-School Primary School Social Sciences Science Turkish

National Family security =~ A world at Family security =~ Family security

security peace

A world at National National Self respect National

peace security security security

Family security A world at Family security ~ Inner harmony  Freedom
peace

Self respect Self respect Social Justice True Friendship  Social justice

Social justice Social justice Self respect Social justice A world at

peace
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Table 7 shows teacher candidates’” perceptions towards instrumental values by
their departments. Among the teacher candidates attending different departments of
the faculty, 63% ranked the “healthy” instrumental value as their primary value.

Table 7.

Teacher Candidates’ Perceptions of Instrumental Values by o Department

Pre-school Primary school ~ Social sciences  Science Turkish

Healthy Healthy Healthy Healthy Healthy

Honoring of Honoring of Honoring of Honoring of Honoring of

parents and parents and parents and parents and parents and

elders elders elders elders elders

Choosing Independent  Clean Clean Clean

own goals

Enjoying Life =~ Choosing Choosing Independent  Choosing
own goals own goals own goals

Independent ~ Honest Independent  Responsible Successful

It is interesting to note that students attending different departments of the
faculty of education have the same instrumental values in the first and second ranks
“health” and “honoring of parents and elders,” respectively. Health is a security
value, but honoring parents and elders is a “conformity” value type. However, both
“security” and “conformity” are included in conservation higher order value types.

Discussion and Conclusion

Values are very effective for directing the behaviors of all individuals. In light of
the data obtained, it is clear the candidate teachers (both male and female) were
primarily affected by conservative values. Turkish student teachers more often
displayed traditional-conservative preferences (Thornberg & Oguz, 2016). Women
and men do not differ greatly in the order of importance they attribute to the ten
values (Schwartz & Rubel, 2005). Dilmac et al. (2008) did not find any difference
between male and female teacher candidates’ perceptions of conservative value
types, but their value orders showed differences related to universalism. He also
found that candidate teachers rank universal values highest. Results suggest that
teacher candidates” opinions of social values change with relation to gender (Kurt,
2014).

“Devout,” an instrumental value of tradition and a conservative value type, is not
related to national and family security. It can be said that the national and family
security were much more important than being devout. According to this finding, it
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is possible to state that the more concrete values, including security, come before the
abstract values, such as devoutness.

Never-ending human needs trigger the effects of human motivation. Needs create
tension, which in turn makes a person take action to satisfy the need. Once a goal has
been achieved, there is a sense of satisfaction and reduced tension (Reece & Brandt
1999) and another need emerges. According to Maslow, people tend to satisfy their
needs in a particular order. Maslow identified five basic groups of human needs that
emerge in a specific sequence in a hierarchy of importance. In this scheme, when one
need is satisfied, another emerges and demands satisfaction, and so on through the
hierarchy. The five levels of needs that represent the order of importance to the
individual are physiological, safety, social, esteem, and self-actualization (Lunenburg
& Ornstein, 1996). According to Maslow, people who have not satisfied their
physiological needs cannot think about their security needs. Therefore, students
cannot be motivated by their security needs toward desired behaviors in an
educational setting.

The findings of this study showed that candidate teachers mainly thought the
conservative values directed their behaviors. Similarly, Balay (2014) discovered that
candidate teachers ranked security higher than respect. Besides this, the students
could not consider environmental and personal values as primary affecting values.
Depending on the findings, it seems that students are probably in a state of tension
and cannot be motivated by higher level needs including social, esteem, and self-
actualization because they can not satisfy their more fundamental security needs.
Oguz (2012) used the SVS to examine teacher candidate value types and found that
pre-service teachers possess mostly universalism, benevolence, and security types.
The study revealed high importance of universalism, security, self-direction, and
benevolence (Moskvicheva et. al, 2016).

Considering Turkey’s geopolitical situation, it’s clear that Turkey has great
strategic importance. All over the Middle East there is great chaos. The Turkish
people, as well as the teacher candidates, experience security needs more than other
needs, and this need still seems to be unsatisfied. This unsatisfied security need
supresses the universal, self-enhancement, and self-transandance higher order value
types. Nations from Eastern Europe, Western Europe, the Far East, North America,
and those influenced by Islam show characteristic patterns, each of which differs
meaningfully from the others (Schwartz, 1994). Security and tradition values are an
important part of past and present Turkish culture (Aypay, 2016) .

From an economic perspective, many negative conditions exist for faculty of
education graduates. Their assignment as teachers is not guaranteed. In addition,
teacher salaries are very low and insufficient to support a family. For these reason,
candidate teachers may have preferred family security as a primary value.

The data shows that self-enhancement, which is a high order value type, is not
perceived by the teacher candidates in this study as a primary value. It is expected
that anyone who values self-enhancement will be affected by achievement, power,
and hedonism. Wealth, authority, social power, ambition, capability, and enjoying
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life are behavior models of these values. The traditional structure of Turkish society
and its religious values do not support to idea that people should use the power or
money that they possess only for their own improvement.

Islamic values necessitate that wealthy people should share one fourth of their
earnings with poor people. According to Islamic values, ambition is also considered a
weakness and a sin. Islamic Sufism depends on self-control. It might be true that
candidate teachers do not consider self-enhancement values as primary to their own
behaviors because of the cultural structure of Turkish society.

However, it is remarkable that as teacher candidates progress through school,
higher universal values supress conservative social values and become the primary
values directing their behaviors. This difference between grades and value orders of
candidate teachers is obvious and has been noted in other studies (Karaca, 2008).
Dilmac et al. (2008) found that teacher candidates in their fourth year of the faculty
ranked universalist value types as the guding principal in their lives. Karaca (2008)
indicated that the value priorities of teacher candidates did not vary between
departments.

As the time devoted for education increases, universal terminal and instrumental
values that affect behaviors, such as social justice, a world at a peace, a world of
beauty, equality, unity with nature, wisdom, inner harmony, protecting the
enviorenment, and being broad-minded might emerge. The increasing competencies
to cope with life that people acquire through education may also reduce the
importance of security values (Schwartz, 2006). Akin (2009) examined the democratic
values of teacher candidates, including a freedom terminal value, and found that
female teacher candidates had more democratic values than their male counterparts.

According to the findings, both female and male students ranked conservative
higher order value types, such as the “family security” value, highest. When they
reach their fourth year, though, their first priority shifts to “a world at peace” as a
terminal value, which is a universal value type. Instrumental values were not
significantly related to self-enhancement (achievement, power, hedonism) and self-
trancendence (universalism, benevolence) among the students’ five highest value
preferences. Students studying in the department of social sciences primarily
preferred a universal value called “a world at peace.”

This study identified, the value priorities of teacher candidates. It is necessary to
develop universal values for teacher candidates in the education faculties for the sake
of the world and national peace. The “universalism” value type represents a
preference for social justice and tolerance and teaching “universal” values can help to
break down the walls of prejudices. Education may reduce the importance of security
values (Schwartz, 2006). Values affect attitudes and attitudes affect behaviors.
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Ozet

Problem Durumu: Bizim kolaylikla gorebildigimiz bir davranis sadece sadece
degerlerin bir sonucudur. Ogretmenlerin gretme davraniglari da onlarm degerleri
tarafindan etkilenmektedir. Bu yiizden degerler konusu 6gretim ¢alismalarina temel
teskil eder. Eger oOgretmen adaylarinin degerlerini anlayabilirsek 6gretmen
adaylarmin olas1 6gretme davranislarmni tahmin edebiliriz. Boylelikle 6gretmen
adaylarmin hangi degerlerinin 6grtmenlik becerilerine engel teskil edip etmedigini
bulabiliriz. Ve onlar mezun olmadan onlar1 egiterek onlar1 etkieyebiliriz. Ogretim
becerilerine engel olan degerleri degistirmeye calismaliyiz ve dgretim becerilerine
destek olan degerlerini de gelistirmelerine yardimci olmaliyiz.

Arastirmamin - Amaci: Bu arastirmanin amaci dgretmen adaylarinin degerlerinin
olusumuna ve 6nceliklerinin belirlenmesine katkis1 olan amag ve ara¢ degerlerinin ne
oldugunu kesfetmektir. Calismaya yon veren sorular asagidaki gibidir:

(1) Gelecegin okul 6gretmenleri olarak 6gretmen adaylarinin amag ve arac degerleri
nelerdir?

(2) Fakiiltenin cesitli boliimlerinde okuyan 6gretmen adaylarinin deger oncelikleri
siralamasinda farkliliklar bulunmakta midir?

(4) Degerleri cinsiyet gibi kontrol edilemeyen degiskenlere gore farklilik gostermekte
midir?

Aragtirmanin  Yéontemi: Ogretmen adaylarmin degerlerini 6lgmek icin Schwartz
Degerler Olgegi (SVS) kullanilmistir. Bu calismanin evrenini egitim fakdiltesinin farkl
bolimlerine devam etmekte olan 4856 6grenci olusturmaktadir. Veriler rastgele
tabakali 6rnekleme teknigi kullanarak belirlenen 498 tgrenciden elde edilmistir.
Arastirmanin = %63'tniti  (323) kiz 6grenci, % 35%’ini (173) erkek oOgrenci
olusturmaktadir.

Arastirmarmin Bulgulari: Sonuglar gostermektedir ki kiz 6gretmen adaylarinin %48’i
ve erkek ogretmen adaylarmin %41’i aile gtivenligini hayatlarina yon veren istiin
oneme sahip amag deger olarak ilk siraya yerlestirmislerdir. Kiz ve erkek 6grenciler
arasinda birinci sirada konzervatif bir amag deger olan aile giivenliginin ilk sirada
yer aldig1 goriilmektedir. Aile giivenligi “Giivenlik” tist deger tipi siralamasina
girmektedir. 1,23 ve 4. Sifta okuyan ogretmen adaylarmin ilk ¢ smifta
davranislarina etki eden 6ncelikli ana deger olarak conservative degerleri (ulusal
giivenlik ve aile giivenligi) sectikleri, dordiincii sinifa gelindiginde ise oncelikli deger
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olarak evrensel bir deger tipi olan Diinya’da baris ana degerinin tercih edildigi
goriilmektedir. Dikkat ceken baska bir nokta ise evrensel bir degerin oncelik
siralamasinda fakiiltede gegirilen zaman arttikga kademeli olarak yiikselmesi ve
birinci sirada yer alan konzervatif bir degerin yerini almis olmasidir. Dordiincii
sinifta konzervatif degerler 2. 3. Siralara Gtelenmistir. Sosyal Bilgiler 6gretmenligi
disinda diger boltimlerde okuyan 6gretmen adaylarimin davranislaria yon veren
oncelikli deger olarak konzervatif degerleri tercih ettikleri gortilmektedir. Sosyal
bilgiler 6gretmenligi boliimiinde okuyan 6grenciler icin ise ilk sirada evrensel bir
deger olan Diinya’da baris yer almustir.

Aragtirmanin Sonuglart ve Onerileri: Elde edilen veriler 1s1ginda 6gretmen adaylarmin
davranislarina 6ncelik veren degerler bakimindan en ¢ok konzervatif tist sira deger
tipinden etkilendikleri sdylenebilir. Fakat sunu da belirtmek gerekir ki konzervatif
deger tipi olan gelenek'in ara¢ degeri dindarlik, ulusal giivenlik ve aile giivenligi
amag degerlerinin araglart olan saglik ve temizligik ara¢ degerlerinin oniine
gecememistir. Oyle goriintiyor ki 6gretmen adaylar icin ulusal giivenlik ve aile
guvenligi dindarlik ara¢ degerinden daha onceliklidir. Ogretmen adaylarmnin
oncelikli ara degeri Saghk olmustur. Giivenligi saglayacak ara deger O6gretmen
adaylarina gore ilk sirada sagliktir.

Thtiyaclar insanin hayatinda bitmek tiikenmek bilmeyen bir dongtidiir. Motivasyon
siirecini bu bitmek tiikenmek bilmeyen ihtiyaglarimiz baslatir. Thtiyag organizmada
bir dengesizlik yaratir. Bu dengesizlikten kurtulmak icin motive olur ve bir
davranmista bulunuruz. Eger davramisimiz uygun bir davranigsa organizmamizi
tekrar dengeye sokar ve bu sefer baska bir ihtiyact karsilamak igin giidiileniriz.
Maslow ihtiyaglar hiyerarsisi teorisinde bir insanin hayatinda ihtiya¢ olarak
gorebilecegi ihtiyaclar: en temel ihtiyagtan en uzak ihtiyaca dogru siiflandirmustir.
Ve Maslow’un teorisinin dayandig bilimsel ilkelere goére bir dnceki basamakta yer
alan ihtiyaglar karsilanmadikca bir sonraki basamakta yer alan ihtiya¢ icin
gidiilenemeyiz ve davramista bulunamayiz. Yani fizyolojik ihtiyaglar
karsilanamayan bir birey gtivenlik ihtiyac1 icin motive olamaz. Ogretmen adaylarinin
conservative degerleri siklikla davramslarina yon veren oncelikli degerleri olarak
gormeleri bunun yanminda gevre ve kisisel degerleri 6n siralara tastyamamalar:
guvenlik ihtiyaclarimi karsilayamadiklari, gerilim yasadiklar: ve tist basamaklarda
yer alan sosyal ihtiyaclar, saygi ihtiyaci ve kendini gerceklestirme ihtiyaci i¢in motive
olamadiklarim anlatiyor olabilir. Verilere bakildiginda tist sira deger tipi olan Oz-
genisletim (basari, giic ve hazcilik) deger tipinin oncelikli degerler olarak
algilanmadig1 goze carpmaktadir. Ogretmen adaylarinin 6z genigletim degerlerini
davranislar1 i¢in oncelikli birer deger olarak gormiiyor olmalar: Tiirk toplumunun
kiiltiirel yapisindan kaynaklaniyor olabilir.

Bununla birlikte 6gretmen adaylar: igin bir tist sinifa ¢iktikca evrensel degerlerin
konzervatif degerleri bastirip davranisa yon veren oncelikli deger olarak ortaya
¢ikmast dikkat gekicidir. Egitime ayrilan stire; Sosyal adalet, Diinya barisi gibi
davranisa yon veren evrensel ara¢ ve amag degerlerin 6ne ¢kmasina yardim ediyor
olabilir.
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Ogretmen adaylarmin iist sira deger tiplerinden birisi olan degisime agik olma
davranislarim gelistirmeleri gerekmektedir. Bir insani degisime agik hale getiren
degerler Schwartz’a gore merakli olma, kendi hedeflerini belirleme ara¢ degerleri ve
0z-saygl, yaraticilik amag degerleridir. Yaraticilig1 davranislarina yon veren oncelikli
deger olarak gosteremeyen 6grenciler yaratici nesiller yetistirmekte zorlanabilirler.
Degisime acik olmay1 saglayacak amac ve ara¢ degerler konusunda calismalar
yapilabilir ve 6gretmen adaylar1 desteklenebilir.

Anahtar Kelimeler: Ust sira deger tipleri, deger tipleri, amac degerler, arag degerler.
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Abstract

Problem Statement: Historically, Turkey is an immigrant country. It has
experienced various migration waves from Asia, Awrupa and Africa.
Recently, Turkey has confronted a huge wave of migration. Turkey tries to
meet many needs besides the educational needs of refugees, but there is
not enough study on refugess in the field of educational sciences in
Turkey.

Purpose of the Study: The purpose of this study is to analyze the Turkey’s
progress toward meeting refugee education needs through the example of
the Syrian Refugee experience.

Method: The study uses a case study of the refugees in Mardin and its
districts. The data in this study is compiled through interview and
observation techniques. An interview form was developed and included
the standards (access, integration, quality, protection, participation,
partnership, observation and evaluation) suggested by the Office of
UNCHR. Coordinators, directors and teachers at schools in Mardin,
Midyat and Kiziltepe were interviewed. The researchers tried to turn the
data into quantitative and qualitative indicators, taking into account the
standards for the various levels of meeting refugee education needs.

Findings and Results: Turkey supported refugee education in various ways;
for instance, opening schools in the refugee camps and meeting various
needs for voluntary schools. The results indicated, however, that
according to measures of access, integration, quality, protection,
participation, partnership, observation and evaluation, refugee education
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needs have been inadequately met, and Turkey hasn’t a system for refugee
education.

Conclusions and Recommendations: It has been suggested that Turkey
develop a refugee education policy and use UNCHR standards for refugee
education. For this, first, Turkey should create a systematic format for its
refugee education program. MEB should develop a policy on refugee
education. For example, MEB should use UNHCR’s criteria to measure
access, integration, quality, protection, participation, partnership,
observation and evaluation of refugee education. In addition, educational
sciences should research refugee education from a holistic perspetive that
includes relevant international law and policy fields.

Key Words: Migration, refugee education rights, refugee education
standards, level of Turkey’s refugee education

Introduction

Migration and asylum are historical and social phenomena that date from early
ages of humanity. These phenomena are affected by different factors and cause
irreversible consequences. In addition, globalization, migration and asylum have
become important phenomena during our last century. Globally increased
population mobility has caused the formation of refugee populations within the
overall population in most countries. Large populations of the world claim refugee
status due to economic, social, and political reasons, the wish for a better life, as well
as extraordinary reasons such as drought and war.

The total numbers of worldwide refugees in the Report of the United Nations
High Commissioner for Refugees (UNHCR) was registered as 45,2 million at the
end of 2012. 7,6 million people fled from their own country in 2012. UNHCR’s
commissar Anténio Guterres points out that the increasing refugee population is in
an alarming situation. Furthermore, he expressed the difficulty of preventing
international conflicts or finding solutions to these conflicts. The Report of the
UNHCR is based on the data compiled from governments, non-governmental
organizations and the United Nations (2012a).

Migration and asylum demand international cooperation because of the large
populations involved. The refugee problem requiring international cooperation is
coordinated by the Office of the UNHCR. Refugee processes can vary, with different
designations such as guest, temporary stay and permanent stay. Individual asylum,
or small groups of asylum, seekers consist of people who intend to stay permanently
in the host countries. Large numbers of refugees who flee from extraordinary
situations such as war return to their countries. The United Nations, refugee hosting
countries, and other national and international organizations cooperate in order to
provide basic life requirements and education as well.
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The processes of migration and asylum are dealt with according to the national
and international legal texts, which results in a significant terminology of migration
and asylum. The categories of migration and asylum are refugees, asylum-seekers,
pending cases, internally displaced people (IDP) protected/assisted by UNHCR,
returned refugees, returned IDPs and stateless people. Refugee is defined as a person
entitled to benefit from the protection of the United Nations granted by UNHCR,
regardless of being in a country agreeing with the terms of Convention relating to the
Status of Refugees, Art. 1A(2), 1951 as modified by the 1967 Protocol, or being
recognized as a refugee by a hosting country (IOM, 2014).

An asylum seeker is a person who looks for safety from oppression or serious
damage in a country other than his or her own and waits for a decision on the
application for refugee status under suitable international and national instruments.
In the case of a negative decision, the asylum seeker must go the country and may be
run out, as may any non-national in nonuniform or illegal situation, unless
authorization to stay is provided on humanitarian or other related grounds (IOM,
2014).

People who are displaced (IDPs protected / assisted by UNHCR) are forced to
leave in order to avoid armed conflicts, general violence, violations of human rights
or the effects of natural or human-created disasters, and who do not cross
internationally recognized borders of countries. In its broadest sense, returned
refugees, returnees, returned IDPs refer to those who actually return. This return
might be the return of those displaced from their own countries, as well as refugees,
asylum seekers and skilled citizens returning from the host country to the origin
country. Return categories are divided into voluntary, forced, assisted and
spontaneous returns. Moreover, there are sub-categories explaining who returns; for
example, the return of refugees (IOM, 2014). Also, according to IOM, a stateless
person is one who is not accepted as a citizen by any State according to its law (Art.
1, UN Convention relating to the Status of Stateless Persons, 1954). As such, a
stateless person lacks those rights attributable to national diplomatic protection of a
State, with no inherent right of sojourn in the State of residence and no right of return
in case he or she travels.

The concept of the refugee is preferred because of its most protected status, since
education is everywhere and in every condition considered one of the fundamental
human rights. This notion is broadened in a way that includes refugees through
some legal texts. The Convention Relating to the Status of Refugees includes
refugees’ educational situations in addition to the other cases. The Convention was
confirmed on 28 July 1951 in Geneva. It entered into force on 22 April 1954. Article
22 concerns refugee education;

1. The Contracting States shall accord to refugees the same treatment as is
accorded to nationals with respect to elementary education.

2. The Contracting States shall accord to refugees treatment as favourable
as possible, and, in any event, not less favourable than that accorded to
aliens generally in the same circumstances, with respect to education other
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than elementary education and, in particular, as regards access to studies,
the recognition of foreign school certificates, diplomas and degrees, the
remission of fees and charges and the award of scholarships.

Turkey ratified the treaty on 24 August 1951, and The Turkish government
entered reservations which it could make under article 42 of the Convention at the
time of ratification. Reservation and declaration made upon ratification: "No
provision of this Convention may be interpreted as granting to refugees greater
rights than those accorded to Turkish citizens in Turkey."

As a result, countries provide education to refugees as they do for their own
citizens. Neverthless, countries do not fulfill their duties about the provision of
education to refugees. They place more importance on their own citizens in
educational matters. Therefore, education provided for refugees is limited,
unbalanced, and of low quality. It is not protective for the risk groups and lacks
institutional coordination and resources.

Gross Enrolment Ratios related to nationals and refugees may be seen in Table 1.
As shown in Table 1, refugee participation in primary scool is lower than that of
nationals. For example, 5% of the refugees in Mali are included in primary education,
compared to 97% of nationals. This ratio is 30% for refugees and 98% for nationals.

Table 1.
Gross Enrolment Ratiosfor Refugees and Nationals (2008)
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Source: Dryden-Peterson, 2011

Social, political and economic burdens of refugees on the countries where they
live, as well as limited budgets to address their needs, constitute a big obstacle for the
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development of sensitivity for refugee education. Furthermore, facing population
growth due to mobility, countries have difficulty producing policy on refugee
education. Thus, countries need to increase their capacities to meet educational
requirements. UNHCR (2012b) policy places great importance on the provision of
quality and protective education. The principles of this policy support integrating
refugees into national education systems, education up to the end of secondary
school for all refugees, investment in consecutive training for teachers, determining
new standards and indicators to measure progress towards a quality and protective
education, and providing for the funding needs for high quality and protective
education to be met consistently.

Recently, Turkey has been one of the countries where refugees from the Middle
East, Asian Republics, Eastern Europe and Africa have come to live. Moreover,
Turkey confronts global and massive influxes of refugees due to the Syrian Civil War
(Dincer, Federici, Ferris, Karaca, Kirisci and Ozmenek, Carmikli, 2013). Some of the
refugees stay in camps at borders, while others endeavor to live in metropolitan
areas. The number of Syrian refugees has increased greatly.

In Table 2, the number of Syrian refugees is provided. Syrians fleeing from the
civil war in their country have come to Turkey since 29 April 2011.They are hosted in
10 cities and in 22 temporary shelters. Turkey’s strategy toward Syrians is an “open
door policy” (AFAD, 2014, p. 35). The number of Syrian refugees fleeing since 2011
is 715215. This number is higher than the populations of non-metropolitan cities in
Turkey.

Table 2.

Number of Syrian Refugees

Gender Frequency Percentage
Female 351919 48,2

Male 363296 50,8

Total 715215 100

Source: AFAD, 2013

In Table 3, age, gender and education distribution are provided. The Syrian civil
war has created a significant burden for Turkey, and Turkey provides for most of the
refugee needs on its own, except for a small amount of outside support. One of these
requirements is the provision of education. A majority of refugees have aged out of
educational opportunities and cannot benefit from education rights according to the
Office of UNHCR.
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Table 3.
The Distribution of Age, Gender and Education
Age Male Female Total Education level
0-4 9.4 8.4 17.8 Nursery
Nursey
5-11 10.6 10.1 20.7 ;
Primary
Primary
12-17 7.5 7.3 14.8
Secondary
University
18-59 215 21.6 43.1 i
Adult education
60+ 1.7% 1.9 3.6

Source: UNHCR, 2014

There is almost no study related to refugees in the educational literature of
Turkey, except for a small part of a thesis, -“Language Learning and Transit
Refugees in Turkey by Garett Hubing (2011): A Case Study of Afghans in Sivas”.
Actually, there are articles and theses dealing with refugee problems in the
frameworks of health, law, and media. The lack of academic studies regarding
refugees in Turkey, despite its being an important center for refugees, is a paradox.
The academic studies on refugees are regarded as an important dimension of the
solution.

Ager and Strang seek a conceptual frame work for refugee integration in their
study “Understanding Integration: A conceptual Framework”. The study claims that
education is an important factor for the integration of refugees. The skills refugees
obtain during education periods are crucial for their being effective members of
society (Ager and Strang, 2008). Owing to the importance of integration in education,
there are a lot of studies regarding refugee education. For instance, the research by
Isik-Ercan (2012) on the Burmese suggests advocacy for the Family.

Academic interest in the solutions to the refugee problem is essential. Thus, the
studies related to refugees and their education are increasing in both number and
importance. The most important indicator of this growth is the increase in journals
and research on this subject, such as the Journal of Refugee Studies (Oxford Journal,
2014), Journal of Immigrant & Refugee Studies (Taylor&Francis, 2004) and Journal of
Refugee Studies (FMO, 2014). Academic knowledge about refugees facilitates the
process. Despite these academic developments, the refugee problem in Turkey has
not attracted academicians, which is difficult to understand because of Turkey being
a host country. Turkey needs to strengthen its capacity on this subject in order to
solve the refugee problem and to meet the needs of refugee education.

The Aim of Study

The aim of this study is to determine the level at which Turkey is meeting refugee

education needs in its provision of refugee education rights, which is a sub -
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component of education right. Furthermore, it suggests the importance of
strengthening its capacity for refugee education by developing its national
educational processes, including those aimed at refugees. Subaims of the study:

e Access to education for refugees

¢ Integration of refugees into the national education system

¢ Quality of refugee education

e Protection of refugees who are at risk

e Participation of refugees

e Partnership

e Observation and evaluation

Method
Research Design

The research design was developed qualitatively, since it gives researchers details
in the research process (Kumbetoglu 2005). A case study technique is used in the
research. A study case is the detailed analysis of a social unit’s past and present
situation and its qualities within the environment (Kazak, 2001, 146; Punch, 2005). In
this paper, because the Syrian refugess have special conditions and they live
specailities, the case study is the prefered form of analysis.

Study Group

The study was carried out in Mardin and its districts with high populations of
refugees. Although Turkey is an important hosting country for migration, this study
was limited to Syrian refugees who fled to Mardin and its districts from beginning of
Syrian civil war to March 2014. The study group was determined by purposive
sampling technique (Balci, 2015). The study group consisted of Syrian volunteers
from Mardin City Center, Midyat City Center, Midyat Camp and Kiziltepe, AFAD
Mardin Directorship, Mardin MEB, Kiziltepe MEB, Midyat MEB and Midyat Camp
Education Coordinatorship in March 2014.

Research Instrument and Procedure

For data collection, an interview form was developed based on the UNHCR
education standards (2012c) used for refugees. These standards include access,
integration, quality, protection, participation, partnership, observation and
evaluation. Necessary corrections in the interview form were made by experts.

Reliability and Validity

To prove the reliability and validity of the paper, expert examination, purposive
sampling and dependability conformability techniques (Yildirimé&Simsek, 2008, p.
265) were used. The paper was examined by an educational science expert. Expert
views have supported the views of the researchers. The statements of those
interviewed resonate with the findings. Purposive sampling technique was used to
choose the study group in relation to the aims and sub-aims of the paper.
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Data Analysis

Systematic analysis technique was used in analysing the data compiled through
interviews. Systematic analysis is based on the descriptive presentation of the data to
reach causal and descriptive results and to determine some notions and concepts,
along with the relationship between these concepts and notions (Kumbetoglu, 2005,
p. 154). The data collecting tool used in this research consisted of the standards
(access, integration, quality, protection, participation, partnership, observation and
evaluation) suggested by the UNHCR. The data is analyzed according to these
standards.

Results

Access to education is the most important standard suggested by the UNHCR to
improve education both qualitatively and quantitatively. Access is ensuring that
refugees have access to all education services in the same way and at similar cost to
that of nationals. Integration refers to education services for refugees integrated
within the national public system. Quality is ensuring that the education offered to
refugees conforms to national and international standards and provides a safe and
child-friendly learning environment carried out by well-educated teachers. Protection
is providing protection and special assistance to the most vulnerable groups and
individuals among refugee communities so they can access education equitably,
including separated and orphaned children, girls and women at risk, the elderly,
persons with disabilities and refugees in need of special education. Partnership is
partnering with a wide range of actors, especially governments, local authorities,
other UN agencies, international agencies, NGOs, civil society and community
organizations, academic institutions and the private sector to ensure the availability
of quality education services for refugees. Participitation is ensuring that community
members participate actively, transparently and without discrimination in
assessment, planning, implementation, monitoring and evaluation of education
programmes in urban settings. Monitoring and evaulation involve establishing and
utilising efficient monitoring and evaluation (M&E) systems to improve programme
implementation, prioritization and impact.

Access

Refugee Access to Education in Turkey shows differences according to refugees’
law status (with dual citizinship) and school facilities. Refugees can attend Turkish
public schools, Turkish schools (as a guest student), the centers opened by non-
governmental organizations, municipilities and Syrian volunteers and other schools
(AFAD, 2013). However, the facilities offered by schools are not the same. Four
schools consisting of primary, secondary, high school and vocational training are
available in Mardin and its districts. There are different levels of education in these
schools, one of which is in Midyat.

Table 4 includes the distribution of schools and courses and includes their types,
levels and founders. The schools founded by volunteersin Mardin consist of primary,
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secondary and high schools. Refugee Camp School was founded by AFAD and
voluntaries. Nursery, primar, secondary and high schools are available at camp
school. There is just a primary, secondary and high school. High school students
attend the camp high school.

Table 4.

Schools and Courses

Place School type School level
. High Adult
Nursery Primary Secondary School  Education
Mardin Voluntary - 1 1 1 -
. Voluntary/
Midyat AFAD 1 2 2 1 6
Kiziltepe Voluntary - 1 1 1 -
Total 4 1 4 4 3 6

Table 5 includes the distribution of the number of students and the type of school.
The number of registered students in schools is 2401 according to Table 5, which
shows the distribution of place and school type. A large number of students attends
refugee camp schools (958), while the smallest number of students attend the school
in Mardin (400).

Table 5.

The Number of Students and the Types of Schools

Places Schools Number of students
Mardin Voluntary 400

Midyat-Outside Camp Voluntary/ AFAD 958

Midyat-Camp Voluntary 412

Kiziltepe Voluntary 531

Total 4 2401

Officers in the education department say that most students attend voluntary
schools, adding that guest students at public schools are very few. Opening a special
school for the Syrian refugees is an essential precaution. The Turkish Ministry of
National Education directs students who do not know Turkish to the schools where
the medium of instruction is Arabic. Midyat school administrators in the camp
stated, "There are many students who have access to an education camp outside.
There are many families outside the camp and they do not go to any school.” Similar
phrases were offered by the school's director in Midyat Center: "Especially in high
school, students are able to attend school because there is only one high school in
Midyat in the camp."

Integration
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There have been no major improvements in incorporating education for refugees
into the national education system in Mardin and its districts. That standard is for
long and permanent refugee stays. Since Syrian refugees are regarded as guests, they
prefer providing educational service instead of integrating the refugees into the
educational system. The refugees in Mardin are eligible for the integration of
education on the condition that these refugees have dual-citizenship and permission
to stay more than six months. The refugees who do not have the above-mentioned
statuses remain out of the system and attend voluntary schools. Syrian school
administrators in Mardin stated that they preferred to strengthen refugee schools
rather than provide integration into the national education system. School
administrators in the camp stated that, "Students come to our school more accurately
because Arabic is not the language of instruction and there are the differences in
both programs". Schools significantly opened and managed by the Syrian opposition
can be seen to be associated with Syria’s future. The Syrian opposition has set up an
education commission and prepared a book for refugee schools.

Quality

Factors such as competence of teachers, curriculum, physical equipment of
schools, educational materials and security determine the quality of education.
Twelve teachers are employed in vocational programmes relating to computers,
nursery care, cosmetology, sewing, the Quran and sports. Except for Turkish
teachers, all teachers are voluntary Syrians. Some of the teachers are “teacher,” and
others are students attending classes. The classes consist of 30-40 students, and these
classes lack educational equipment. The curriculum is prepared by Syrian Council
for Education (Syrian opposition).The books published according to this curriculum
are available in every school except Mardin City Center School.

The school in Mardin Center was converted from an old building housing Quran
courses. Most of the windows had no glass had heating problems. Mardin City
Center School lacked physical equipment and materials. There are desks and a board
in the tent schools at Midyat Camp. The basement in one of the schools in Midyat is
arranged for refugee education. The school in Mardin was a Quran course and there
was no glass in the windows, which caused the heating problem. The school was
opened by Syrian volunteers in an independent building allocated by the District
Governorate in the Kiziltepe district and was in physically better condition than the
other schools.

Protection

It is obvious that a significant proportion of the refugees who were displaced due
to the civil war are at risk. In spite of their survival, they have lost most of their
relatives and their shelters. The fact that war itself is traumatic worsens refugees’
conditions. Thus, all refugees are in risk groups; however, there is no special
programme or effort to address the risk groups in Mardin and its provinces, yet the
young at the camps and in the cities receiving bad news from other side of the border
need serious protection. The Director of Mardin City Center said, "Some of the
refugee children with transportation problems do not attend the schools". It can be
said that the disabled and the ones needing special education are out of the
education system entirely.
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Partnership

The number of refugees is greater than the population of 60 cities in Turkey,
which causes a huge burden for Turkey. It was determined through interviews at
schools that very limited support from outside is provided. During interviews in
schools, school administrators said that there is a very limited amount of support
provided. The director of the school in the Mardin center indicated that Turkish and
international organizations have visited them and have said they would help, but
then no one said when they might return. Three of the refugee schools were opened
by the Syrian Opposition (ETELAF) and some non-governmental organizations with
the cooperation of Syrian volunteers. Planning, application, observation and
evaluation of these schools are carried out by the participants mentioned.
Nevertheless, there is no study by AFAD or volunteers that has determined the
needs of the community regarding education. Access to education depends on the
refugee application, which makes it impossible to include the students who do not
apply for education. There is no finding about refugee groups and the representation
of organizations (another component of participation). A research profile of the
refugees is not performed; therefore, it is difficult to say anything about the refugee
group and the representation of organizations.
Monitoring and Evaluation

Monitoring and evaluation includes the recognition of the major components of
the monitored person, usage and determination of the existing education
management information system, data collection, analyses and reporting, using
multiple sources of data and access to information, monitoring and implementing
partners to monitor students (IP). Monitoring and evaluation at camp schools under
the supervision of AFAD is performed by an authorized AFAD official. Monitoring
and evaluation at voluntary schools is performed by volunteers. The study of AFAD
officials and volunteers is based on daily observation, which is not systematic. As
mentioned above, this type of monitoring and evaluation is far from incorporating all
appropriate components.

Discussion and Conclusion
Because of the war that started in Syria in 2014, Turkey was faced with its
history's greatest migration. Turkey has tried to meet many needs beside the
educational needs of the refugees. Turkey do it boot human issueand the
requirement ofthe signed international contacts. Despite the fact that Turkey's effort
is deprived of a systemic approach, it causes not to findresponseof these great efforts
sufficiently. Certainly, in this regard, it is important to recognize that Syrian refugess
are perceived as “guests”. Though the war had been underway for four years when
this work in Turkey was begin in 2014, it is thought that the likelihood of refugees
returning home has been gradually reduced (Dincer and the others, 2013; Kutluy,
2014). This situation is understood from the educational practies that Turkey cannot
improve upon convenient practices in response to the “open door policy” related to
refugees.
The work done in relation to this topic supports the work’s findings. In Kutlu’s
research (2014, p. 9), there are important problems related to access, but very limited
of the Syrian refugees access to educational opportunities. The integration criterion
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demonstrates similar findings to Kutlu's research (2014), indicating very limited
options for the Syrian children to continue with Ministry of Education (MEB)
schools. Kutlu expresses that schools are in quite inconvenient conditions as well.

In Bahcesehir Universty’s research on the traumas of Syrian children (2015),
posttaumatic stress disorder, high levels depression and “very high” clinic findings
are observed. Among the findings of the Bahgesehir Universty, with research done in
Istanbul, Gaziantep, and Sanlurfa, it is seen that so many public,c NGO and
intenational partnerships contribute to it. public, NGOs and intenational
partnerships are quite limited in Mardin and its enviroments.

Conclusion

Refugee matters are more compicated than simple analysis from an educational
sciences persperctive can address. A holistic social sciences perspective that includes
international law and policy fields is required. Turkey needs such a holistic social
sciences approach to the issue of Syrian refugees. At the same time, this situation
indicates that educational sciences currently neglect refugee education. Academic
research will be a source for MEB and researchers interested in refugee education,
and this research is quite limited in Turkey.

In the paper, it is understood that Turkey struggles so much with refuge
education, but it does not have a systematic approach. In this regard, it is believed
that the lack of an MEB refugee education policy is ineffective. Thus, UNHCR access,
integration, quality, protection, participation, partnership, observation and
evaluation used to determine the level at which Syrian refugee education needs are
met, and according to many other criteria, it is determined that Turkey’s response to
these needs is inadequate.

Recommendations

Turkey does not have a systematic perspective on refugee education. Therefore,
Turkey should create a systematic framework for its refugee education studies. MEB
should develop a policy on refugee education; for example, MEB should use
UNHCR’s criteria of access, integration, quality, protection, participation,
partnership, observation and evaluation of refugee education. In addition,
educational sciences should research refugee education from a holistic perspetive
that includes fields like international law and policy.
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1
Tiirkiye'nin Miilteci Egitimini Karsilama Diizeyi

Suriyeli Miilteciler Ornegi

Atif:

Beltekin, N. (2016). Turkey’s progress toward meeting refugee education needs: The
example of Syrian refugees. Eurasian Journal of Educational Research, 66, 175-190
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Ozet

Problem Durumu: Gog ve iltica insanlik tarihi kadar eskidir. Son ytizyilda 6zellikle
kiiresellesme ile birlikte gog ve iltica tekrar onemli bir olgu olarak karsimiza
¢ikmaktadir. Ekonomik, sosyal, siyasi ve daha iyi bir yasam arzusunun yansira
kuraklik ve savas gibi olaganiistii nedenler biiyiik oranda niifusu miilteci konumuna
diistirmustiir. Ttrkiye son yillarda Ortadogu, Asya Cumhuriyetleri, Dogu Avrupa ve
Afrika’dan artan sayida bir miiltecinin akimina ugramistir. Ayrica yaklasik alt1 yildir
stiren Suriye i¢ savasi ile birlikte Tiirkiye biiyiik ve kitlesel bir miilteci kars1 karsiya
kalmustar.

Suriyeli miltecilerin bir kismi kamplara yerlestirilirken, bir kismi ise basta
metropoller olmak tizere farkli sehirlerde topluma karismis bir sekilde yasamaktadr.
Tiirkiye’de Suriyeli miiltecilerin sayisi yaklasik ti¢ milyona ulasmistir. Suriye i
savasinin en biiyiik yiikiinii Tiirkiye, miiltecilerin ihtiyaclarini ¢ok az miktarda dis
destek gormekle birlikte cogunu kendisi karsilamaktadir. Bu ihtiyaglarindan biri de
egitimdir. Buna karsin UNHCR’in verilerine gore Tiirkiye’deki miiltecilerin énemli
bir kismi egitim hakkindan yararlanamamaktadir. Tiirkiye’de miilteci sorununu
saglik, hukuk ve medya gibi baglamlarda calisan bir¢ok ¢alisma bulunmakla birlikte
dogrudan miilteci egitimine iliskin neredeyse hi¢ calismaya rastlanmamaktadir.
Turkiye'nin bir go¢ ve miilteci tilkesi olmasina karsin bu konuda akademik tiretimin
olmamas1 biiytik bir paradokstur. Ciinkii basta entegrasyon saglama ve gog
travmasini atlatmak gibi miilteci sorunlarinin ¢6ztimii i¢in akademik ¢alismalar etkili
bir kaynak olarak goriilmektedir. Nitekim Miiltecilere ve miilteci egitimine iliskin
calismalar diinya olgeginde yogun ilgi gormektedir. Diinyadaki bu gelismelere
karsin Turkiye’de miilteciler konusu akademisyenlerin ilgisini c¢ekmemektedir.
Turkiye'nin miilteci sorununa iliskin sorun ¢dzme kabiliyetinin giiclendirilmesi
gerekmektedir. Bunun icin de miilteciler konusunda bilimsel bilginin tiretilmesi
sarttir.

Arastirmanin Amaci: Bu ¢alismanin amact egitim hakkinin bir alt bileseni olan
miiltecilerin egitim hakkinin saglanmas: baglaminda Tiirkiye'nin miilteci egitimini
karsilama diizeyini belirlemektir. Kendi yurttaslarin yararlandig: egitimsel siireclerin
miiltecileri kapsayacak sekilde gelistirilerek muiilteci egitimine karsilama diizeyini
giiclendirmek icin 6neriler gelistirmektir.
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Aragtirmamn Yontemi: Arastirmanin deseni, arastirma stirecinde detaylar1 ortaya
¢ikarma imkani1 veren nitel arastirma yontemi tercih edilmistir. Arastirmada
toplumsal bir birimin ge¢misini, simdiki durumunu ve cevreyle iliskisel 6zelliklerini
oldukga ayrintili bir bigimde incelenmesine imkana veren ¢rnek olay incelemesi
teknigi kullanilmistir. Arastirmanin calisma grubunu Mardin ve ilgelerinde
yerlesen/yerlestirilen Suriyeli miilteciler olusturmaktadir. Arastirma Mardin
merkez, ilceleri ve Mart 2014 tarihi ile stnirlandirilmistir. UNHCR'in miilteci egitimi
icin kullandig1 standartlardan bir goriisme formu gelistirilmistir. Goriisme formu
erisim, entegrasyon, kalite, koruma, ortaklik, katilim, gozlem ve degerlendirme
sorularmni kapsamaktadir. Calismanin gegerliligi i¢in uzman incelemesi, katilimei
teyidi ve giivenirlik icin ise “amagh 6rnekleme teknikleri kullanilmustir.

Arastirmanmin Bulgulari: Tiirkiye’de miiltecilerin egitimi erisimleri miiltecilerin hukuki
statiileri (cifte vatandas-miilteci) ve okul imkéanlarma gore degismektedir. Miilteciler
“resmi Turk okulu, Tirk okulu (misafir 6grenci olarak), belediye, STK ve Suriyeli
gontillillerin actig1 merkezler ve diger” okullara gidebilmektedirler. Kamp i¢inde
cesitli meslek kurslar1 ve bir okul 6ncesi sinifi da bulunmaktadir.

Buna karsin Suriyeli goniilliilerin ifadesine gore halen herhangi bir egitime
erisemeyen c¢ok sayida Ogrenci bulunmaktadir. Miiltecilerin egitim sistemine
entegrasyonu konusunda 6nemli bir adim atilmamustir. Bu standart daha ¢ok uzun
stireli ve kalict oturumu olan miilteciler igindir. Suriyeli miilteciler "misafir" olarak
telaki edildiklerinden egitim sistemine entegre etmek yerine egitim hizmeti vermeyi
tercih etmistir. Mardin ve ilgelerindeki uygulama misafir miiltecilerden cifte
vatandas olanlar ve alti aydan fazla oturumu olanlar egitim denkliklerini ispat
ettikleri zaman ulusal egitim sistemine dahil olabilmektedirler.

Egitimin kalitesi ogretmen vyeterligi, miifredat, okulun fiziki donanimi, egitim
materyalleri, giivenlik gibi etkenler belirlemektedir. Miilteci okullarinda 6gretmen
sayisinin yetersizliginin yansira ¢gretmenlerin bir kismu meslekten olmayan ya da
hentiz  universite ara smuflarinda okuyan gontllt Suriyeli 6grenciler
olusturmaktadir. Okullar bina ve donamim acisindan da oldukga yetersizdir. Kamp
okullar1 sahra cadirlarinda acilmis ve sadece sira ve karatahtadan ibarettir. Sadece
Kiziltepe ilce merkezinde miistakil bir binada bir okul agilmustir. Bu okul daha iyi
kosullara ve donanima sahiptir.

Savagin yerinden ettigi insanlarin biiytik risk altinda olduklar1 ortadadir. Bu anlamda
miiltecilerin tiimii risk altinda bulunan gruplar i¢inde sayilabilir. Buna karsin Mardin
ve ilcelerindeki okullarda risk altinda bulunan gruplarin korunmasma yonelik
herhangi i¢in 6zel bir program ve ¢abaya rastlanmamustir. Sinirin 6tesinde devam
eden savasta her giin yakinlari ile ilgili haberler alan miilteci genclerin ciddi bir
korumaya ihtiyaglar1 oldugu aciktir. Diger taraftan engelli ve 6zel egitime ihtiyaci
olan 6grenciler ile ilgili de herhangi bir ¢abaya da rastlanmamustir.

Miilteci sayis1 Tiirkiye'nin 60 ilin niifusundan daha fazla. Kuskusuz bu Tiirkiye icin
biiyiik bir kiilfete karsilik gelmektedir. Bu nedenle ortaklik standardi geregi 6zellikle
disaridan destek i¢in ortak bulunmasi gerekmektedir. Calismada ortakliklardan
saglanan destegin oldukca smirli oldugu saptanmustir. Katilim standardi, egitim
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konusu olan toplulugun belirlenmesi, egitim hizmetlerinin sunumunda mdiltecilerin
katilimi, miilteci grup ve orgiitlerin katilim ve temsili bilesenlerinden olusmaktadir.
Kamp ve kamp disindaki okullar gontlliiler tarafindan kuruldugundan egitim
programlarinin planlama, uygulama, izleme ve degerlendirilmesinde taraflarin
katilmi  saglanmaktadir. Buna karsin egitim konusu olan toplulugun
belirlenmesinde AFAD ya da goniilliilerin bir ¢alismasi soz konusu degildir. Egitime
erisim miiltecilerin basvurusu ile gerceklesmektedir.

Miilteci egitimine iliskin izleme ve degerlendirme AFAD denetimindeki kamptaki
okullarda izleme ve degerlendirme AFAD'in egitim yetkilisi yaparken, goniilliilerin
kurdugu okullarda ise kendileri tarafindan yapilmaktadir. AFAD ve goniilliilerin
izleme ve degerlendirme calismalarmin sistematik olmayan ve daha g¢ok giinliik
gozlemlere dayanmaktadir. Yukarida ifade edildigi gibi izleme ve degerlendirme
bilesenlerini iceren bir izleme ve degerlendirmeden oldukca uzaktir.

Arastirmamin Sonuglari ve Onerileri: Calismada Turkiye'nin miuiltecilerin barinma
beslenme ve saglik ihtiyacinin yaninda egitim ihtiyaglarimi da karsilamaya calistigt
saptanmistir. Bunu hem insani bir mesele hem de imza attifi uluslararasi
sozlesmelerin geregi olarak yapmaktadir. Buna karsin Tiirkiye'nin egitime iliskin
¢abalarmin sistematiklikten yoksundur. Tiirkiye’de Suriyeli miiltecilerin stattileri ile
yapilan tartisma yapilan hizmetlerin sistematikligin de olumsuz etkilemektedir.
Cunkti  Suriyeli miilteciler misafir olarak algilanmakta ve gecici olarak
goriilmektedirler. Calismanin yapildigi 2014 yilinda savasin iizerinden dort yil
gecmis ve donme ihtimalleri giderek azalmistir. Bu durum Tiirkiye'nin miiltecilere
iliskin agik kap1 politikasina uygun pratikler gelistiremedigini egitim pratiklerinden
anlagilmaktadir. Bu konuda MEB miilteci egitimi politikasinin olmamasimin etkili
olabilir. Nitekim Suriyeli miiltecilerin egitimlerini karsilama diizeyini belirlemek icin
UNHCR’in “erisim, entegrasyon, kalite, koruma, ortaklik, katilim ve izleme ve
degerlendirme” kriterleri kullanilmis ve birgok kritere gore oldukca yetersiz oldugu
saptanmustir. Tirkiye miilteci egitimi konusundaki calismalarini sistematik bir
formata kavusturmalidir. MEB miilteci egitimi konusunda politika gelistirmelidir.
Bunun i¢cin MEB miilteci egitimi konusunda UNHCR’in kullandig1 “erisim,
entegrasyon, kalite, koruma, ortaklik, katiim ve izleme ve degerlendirme”
kriterlerini kullanabilir. Egitim bilimleri miilteci egitimi konusu ile ilgilenemeye
baslamalidir. Miilteciler konusu uluslararasi politika, uluslararas1 hukuk gibi alanlar1
da i¢ine alan biitiinsel bir sosyal bilim perspektifi ile arastiriimalidir.

Anahtar Kelimeler: Go¢, miilteci egitim hakki, miilteci egitim standartlari, miilteci
egitimini karsilama diizeyi.
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Abstract

Problem Statement: Known as basic elements directing individuals’ lives,
cultural values are hidden cultural elements that influence all evaluations
and perceptions. Values, in that sense, are elements individuals are aware
of and provide the answer to the “what should I do?” feeling (Schein,
1992). Critical pedagogy is a project based on defining what education
basically is and questioning traditional education mentality (Yilmaz &
Altinkurt, 2011). The purpose of critical pedagogy is to transform
educational practices and school by creating an atmosphere where
teachers and students develop common sense through theory, practice,
and critical analysis and where they can question and discuss the effective
relationships between learning and social transformation (Giroux, 2007;
2009).

Purpose of the Study: This study aims to assess the relationship between
teachers’ opinions on cultural values and critical pedagogy.

Method: The study is in a survey model. The sampling of the study consists
of 304 teachers working in Kutahya province centre. Data was collected
through Cultural Values Index and The Principles of Critical Pedagogy
Scale. Descriptive statistics, t-test, ANOVA and Pearson correlation
analyses were used in the analysis of the collected data.
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Findings: The findings suggest that teachers see the society with high
power distance, above moderate level in terms of avoiding uncertainty
and individualism and close to feminine values. It was also found out that
teachers showed a moderate level agreement in critical pedagogy
principles and its sub-dimensions. Participants’ total scores related to
critical pedagogy principles and their opinions on educational system sub-
dimension were revealed to differ based on gender variable. Participants’
opinions on cultural values and critical pedagogy principles do not
differentiate according to tenure and fields of study. There are significant
relationships between teachers’ opinions on cultural values and critical
pedagogy principles.

Conclusion and Recommendations: This study considers teachers’ scores
related to cultural values dimensions, which include Power Distance,
Uncertainty Avoidance, Individualism versus Collectivism, and
Masculinity versus Femininity. Teachers voted critical pedagogy
principles in a medium-level. They showed the highest participation
successively in functions of schools, education system and emancipator
school levels amongst others. While the participants’ perception of the
power distance, individualism versus collectivism, and masculinity versus
femininity in the society increase, the positive views about the education
system sub-dimension increase. Furthermore, while the participants’
perception of the power distance, individualism versus collectivism,
uncertainty avoidance, and masculinity versus femininity in the society
increase, the positive views about the functions of schools decrease. While
the participants’” perception of the power distance in the society increase,
their participation in the views of the emancipator school sub-dimension
decrease. While the participants’ perception related to the uncertainty
avoidance increases the positive views about the Critical Pedagogy
decrease.

Keywords: Critical pedagogy, cultural values, teachers.

Introduction

The aim of this study is to assess the relationships between cultural values
individuals have and their views on critical pedagogy. To achieve this end, cultural
values and critical pedagogy concepts were explained first, and then the
relationships between these two concepts were investigated. Known as basic
elements directing individuals’ life, cultural values are hidden cultural elements that
influence all evaluations and perceptions. According to Rokeach (1973), values are
individuals’ beliefs about their ideal behaviour styles or life purposes and they are
versatile standards that guide behaviours in different ways. Values, in that sense, are
elements individuals are aware of and provide the answer to the “what should I do?”
feeling (Schein, 1992). As a result, values seem to be an individual’s tendency to

prefer certain cases in their relationships with other individuals (Hofstede, 1991).
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Cultural Values

There are various classifications about cultural values. Among these
classifications, Hofstede’s (1980) classification is a commonly used one. Thus, this
classification is used in the current study. Hofstede (1980) divided cultural values
into four dimensions: “Power Distance, Individualism versus Collectivism,
Masculinity versus Femininity and Uncertainty Avoidance” (Hofstede, 1980, 1991).

Power Distance (PDI): This is the classical use of power, the ability of making
others does the work (Hoy & Miskel, 2001). Power distance focuses on the
relationships of the weak with the strong in society. Power distance between
superiors and subordinates is present in all organizations and societies. What is
important is a society’s degree of acceptance and legitimization about unequal
distribution of power (Hofstede, 1980). In societies with high power distance, the
power difference between superiors and subordinates is bigger and the need for
superiors to legitimize their use of power is lower. In such societies, hierarchy
represents a naturally existent inequality; this inequality is a phenomenon that is
normal and naturally accepted in such societies. In societies with low power distance,
on the other hand, the need to legitimize the power use is higher. Hierarchy is used
in the distribution and identification of social roles in these societies (Hofstede, 1980;
1983; 1991; Schwartz, 1999).

Individualism versus Collectivism (IDV): This dimension is about the degree to
which individuals are integrated with the group. Individualism is more common in
societies where the relationships between people are loose (Hofstede & Bond, 1988).
Individuals” interpretation (construction) of self-concept is separate in individualistic
societies (Markus & Kitayama, 1991). There are innate strong relationships integrated
with the group in collectivist societies (Hofstede & Bond, 1988). While individual
goals are consistent with inner-group goals in collectivist societies, individual goals
are more prioritized over inner-group goals in individualistic cultures and there is an
inconsistency between individual goals and inner-group goals (Wasti, 2003). Societal
interests are always more important than individual interests in cultures where
collectivism is the norm and the ultimate goal is agreement and harmony in society.
Individuals are protected by society and they are expected to behave in accordance
with group interests (Hofstede, 1983, 1991). While the “we” concept is taught in
collectivist societies, there is a focus on “1” in individualistic societies. Individualism
versus the collectivism dimension shows whether members of an organization
behave independently, freely, and autonomously, or whether they are more
dependent members who are in harmony and trust relationships within the group
(Sisman, 2002).

Masculinity versus Femininity (MAS): Hofstede (1980, 1983) explained masculine
and feminine values by analysing whether differentiation of gender roles in societies
and values dominating society are masculine or feminine values. In societies where
masculine values dominate, values such as progress, gain, success, freedom,
responsibility, and achieving superiority are more prevalent (Hofstede, 1980; 1983;
1984). Values that come to the fore in societies where feminine values are dominant
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are relationships, security, cooperation, and dependence (Hofstede, 1980). In societies
with high masculine values, individuals” self-actualization needs and their beliefs in
their own independent decisions are high (Hofstede, 1980; 1984). On the other hand,
in societies with low masculine values, the need for freedom and self-actualization is
low (Hofstede, 1980, 1984).

Uncertainty Avoidance (UAI): Uncertainty avoidance is a cultural value dimension
that refers to the degree individuals in a society deal with uncertainty and their
perceptions about seeing uncertainty as normal, acceptable, and tolerable (Hofstede,
1980). Members of societies with high levels of tendency to avoid uncertainty feel
uncomfortable and uneasy and display behaviours to avoid these situations
(Hofstede, 1980, 1983, 1984). That is why, in these societies there is more work stress,
staying in the same workplace for a long time, less motivation for success, less risk-
taking, more necessity for instructions, rules and hierarchy (Hofstede, 1980). In
societies where uncertainty avoidance is low, uneasiness, discomfort, and stress are
felt less and considered as normal parts of daily life (Hofstede, 1980, 1984). Thus,
there is less standardization and rules.

Critical Pedagogy

Critical pedagogy, in its broadest sense, can be defined as an educational
interpretation that discusses educational problems. Critical pedagogy is a project
based on defining what education basically is and questioning traditional education
mentality (Yilmaz & Altinkurt, 2011). The purpose of critical pedagogy is to
transform educational practices and school by creating an atmosphere where
teachers and students develop a common sense through theory, practice and critical
analysis and where they can question, discuss the effective relationships between
learning, and social transformation (Giroux, 2007, 2009).

Critical pedagogy is in opposition of the traditional pedagogy. There are
considerable differences between critical pedagogy and traditional pedagogy in
terms of communication between teacher and student. In traditional pedagogy, there
is a hierarchical order in educational institutions. Students’ critical thinking skills to
question what they are presented as reality and the world they live in are not
developed (Yilmaz & Altinkurt, 2011). As a result, it could be stated that critical
pedagogy is related to questioning educational attainment, the quality of attained
education, and results of outputs in a society. Within that context, queries of
reflections of neoliberal educational policies and capitalist order, which deeply affect
educational attainment, are of great significance for critical pedagogy.

The purpose of both traditional and liberal education is to help students reach a
certain level of proficiency and gain certain skills. However, the traditional educator
carries out this task based on the principles of preserving the institutional structure
of existing systems. Emancipator educator, on the other hand, tries to unravel the
mystery of dominant ideology that specifies almost all needs of students (Freire,
2009). There seem to be important differences between critical pedagogy and
traditional pedagogy in the way teacher and students interact in addition to their
roles. In traditional pedagogy, teacher-student interactions are seen to be a reflection
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of power struggles in society. There is a hierarchical order in the educational setting.
Students’ critical thinking skills to question what they are presented as reality and
the world they live in are not developed (Yilmaz & Altinkurt, 2011).

Critical pedagogy in this study is investigated on three dimensions: Education
system; functions of schools; and emancipator school. These dimensions were taken
from Yilmaz’s (2009) study that tried to determine principles for critical pedagogy.
Yilmaz (2009) gathered the principles he specified through factor analysis under
three headings.

Education System: sub-dimension focuses on qualities resulting from education as
a system. Social status of education emphasizes that it reproduces inequalities and
poverty, keeps the existing status-quo instead of developing it, educates individuals
as the state desires; power relationships and dominant powers have influence on
education system and schools are used as a social control tool.

Functions of Schools: dimension includes school and social justice relationship,
relationship between teacher and student, interaction in classroom setting, the
quality of knowledge given and curriculum used at school, the channels used to
reach information, and the status of teachers and students; in short, the purpose of
school and reason for existing.

Emancipator School: dimension emphasizes that education is a process of
emancipating and focuses on school’s role in this process. It is also mentioned that
the schools” duty is not to prepare students for society; rather, it is to contribute to
individuals knowing themselves and becoming liberalized. Most importantly, this
dimension focuses on schools as emancipating areas.

In conclusion, these dimensions help people look at the educational system from
a critical point of view, questions schools” reasons for being, and emphasizes that
education is a process of emancipation.

Relationship between the Cultural Values and Critical Pedagogy

One of the topics critical pedagogy significantly considers is the idea that the state
trains people to be submissive through the educational system (Apple, 2004; 2006;
Freire, 2010; McLaren, 2011). Freire (2010) defines such an education as the “banker
model education”. In this model, the teacher teaches and students learn because the
teacher knows, thinks, says everything, disciplines, executes, selects the program
(curriculum), and combines knowledge authority with his/her own professional
authority. In the banker education model, the teacher is the subject of the learning
process. The student does not know everything; instead, they are the object to be
thought about, while they listen quietly, are disciplined, and follow teachers” choices
and how they implement the program. In short, students are the object of the
learning process (Freire, 2010).

This situation goes on with the modern state. With the purpose of preserving the
current status-quo, the modern state does not start radical reform initiatives; instead
it pretends that it is carrying out reform but does not attempt to create basic
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structural changes (Spring, 2010). Illich (2009) who supports deschooling society,
Baker (2006) who opposes compulsory education, or Spring (2010) who defends
liberal education and maintains that schools are tools that shape people’s ethical and
social needs in the name of interests of the dominant elite class. The cultural codes of
society come into play in that phase because the approach mentioned above
continues through the cultural transfer process. Schools in traditional schools are
used as tools for compulsory culture transfer.

According to Morgan (1998), culture refers to different lifestyles that various
human groups own and there are various classifications regarding culture. Hofstede
(1980, 1991) discusses national culture in four dimensions: “Power Distance,
Individualism versus Collectivism, Masculinity versus Femininity, and Uncertainty
Avoidance”. These dimensions refer to lifestyle, human relationships, and
educational systems of a given society. For example, the purpose of education in an
individualistic society is to learn how to learn and the diploma acquired increases
self-esteem. In such societies, individuals come before society; they have their own
right to live and their own thoughts and rules and regulations to treat all people
equally. In cultures where collectivism is a norm the purpose of education is how to
do something (Hofstede, 1991).

Cultural values embedded in a society deeply influence individuals’ opinions
and evaluations about various subjects. In that sense, the assessment of relationship
between teachers’ opinions on critical pedagogy and their cultural values are
important for analysis of critical pedagogy. Based on this, the current study
attempted to assess if there is a relationship between cultural values in educational
organizations and teachers’ opinions on critical pedagogy principles. Based on this
general aim, the following questions were answered in the study:

1. What are pre-school, primary, and secondary school teachers’” opinions about
cultural values and critical pedagogy principles?

2. Do pre-school, primary, and secondary school teachers” opinions about cultural
values and critical pedagogy principles differ according to gender, tenure, and
field of study?

3. Is there a significant relationship between pre-school, primary, and secondary
school teachers’ opinions about cultural values and critical pedagogy principles?

Method
Research Design

A survey research methodology was employed in the study because the study
tried to assess the existing situation regarding teacher opinions about cultural values
and critical pedagogy principles.
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Research Sample

The universe of the study consisted of 1,430 teachers working in preschool,
primary, and secondary schools in Kutahya's city centre. The disproportionate
cluster sampling method was used to select the sample. Sample size was calculated
as 304 with a confidence level of 95%. Analyses were conducted using 304 valid
questionnaires that were returned. A total of 61.8% of the respondents were female
(n=188), and 38.82% were male (n=116). A total of 10.2% of the participants were
preschool education teachers (n=31), 37.2% of the participants were primary school
teachers (n=113), and 52.6% (n=160) had specific fields. Seniority of the teachers who
participated in the study varied between 1 and 38. While 39.5% (n=120) of teachers
have 1-10 years of tenure, 42.1% (n=128) of them had 11-15 years of tenure, and
18.4% (n=56) of them had above 16 years of tenure.

Research Instrument and Procedure

The data collection instrument of the study incorporated Cultural Values Index
(Hofstede, 1980), and The Principles of Critical Pedagogy Scale (Yilmaz, 2009).

Cultural Values Index developed by Hofstede (1980) was adapted to Turkish by
Turan, Durceylan, and Sisman (2005). The scale has 36 items with 1-Totally disagree
and 5-Totally disagree. The items in the scale consist of judgments in four
dimensions: Power Distance (good administrators must sometimes be affectionate,
sometimes strict, but must always protect his/her employees); Individualism versus
Collectivism (decisions made by one person are more effective than those made by
groups); Masculinity versus Femininity (relationships among employees must be
separated from emotions and must be based on a certain distance); Uncertainty
Avoidance (uncertainty regarding work in institutions is dangerous and must be
decreased). The Cronbach’s Alpha reliability coefficient of the scale is .72. For the
scores gathered from sub-dimension Power Distance, high means high power
distance, and low means lower power distance. For the scores gathered from the sub-
dimension Individualism versus Collectivism, high means individualism while low
means collectivism. For the scores gathered from the sub-dimension Masculinity
versus Femininity, high means masculine values and low means feminine values.
Finally, for the scores gathered from the sub-dimension Uncertainty Avoidance, high
means avoidance from uncertainty is high, and low means avoidance from
uncertainty is low.

The Principles of Critical Pedagogy Scale developed by Yilmaz (2009) consisted of
31 items and three sub-dimensions (1-Education System Sub-dimension, 2-Functions
of Schools Sub-dimension, 3-Emancipator School Sub-dimension). The first
dimension is called “Education System Sub-dimension”, which consists of 15 items.
In this sub-dimension, there are items like “Power relations in society are influential
on education”, “Schools reproduce poverty (social status)”, “State schools are
supported by the dominant social structure and in return, they work to support the
structure”, “Schools are places where inequality is reproduced”. The second sub-
dimension called “Functions of Schools Sub-dimension” consists of 11 items. In this
dimension, there are items such as “At schools, teachers and knowledge must be the
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centre”, “The main goal of schools is to convey information”, “A good student is the
one who obeys rules”, and “Discipline is an indispensable part of schools”. The third
and the last sub-dimension, “Emancipator School Sub-dimension” consists of five
items. In this dimension, there are the following items: “People must work hard to
gain a solid footing in society”, “Schools must be places where students are
emancipated”, “Education is a must to gain a solid footing in society”, “The function
of schools is to prepare children for future”, and “Teachers must share their
authorities and responsibilities in the classroom with students”. The Cronbach’s
Alpha reliability coefficient of the scale is .75. The scale is answered as follows: 1-I
totally disagree; 2-1 disagree; 3-1 moderately agree; 4-1 agree; and 5-I totally agree.
Some of the scale items are conversely encoded. Total score of the answerers show to
what extent they agree with the principles of critical pedagogy (Yilmaz, 2009).

Data Analysis

In the present study, descriptive statistics, t-test, ANOVA, and the Pearson
correlation analysis were used. Correlation coefficients were considered to be high
when their absolute value was in the range of 0.70-1.00, moderate when their
absolute value was in the range of 0.69-0.30, and low when their absolute value was
in the range of 0.29-0.00.

Results

In this part, participants’ opinions regarding cultural values and critical
pedagogy were first asked. Later, these opinions were compared based on gender,
tenure, and fields of study variables. Finally, whether there is a significant
relationship between participants’ opinions regarding cultural values and critical
pedagogy was assessed. Participants showed the highest scores among dimensions
of cultural values respectively as Power Distance (M=3.31, S=0.48); Uncertainty
Avoidance (M=2.78, S=0.43); Individualism versus Collectivism (M=2.74, S=0.35);
and Masculinity versus Femininity (M=2.18, 5=0.59).

Two items teachers showed highest scores in Power Distance sub-dimension are
“Good administrators must sometimes be affectionate, sometimes strict, but must
always protect his/her employees (M=4.44, 5=0.93)” and “Interpersonal relationships
are important in an institution (M=4.38, S=0.85)" items. Two items with the lowest
scores are: “It is normal that administrators give priority to people with status
(M=2.49, 5=1.21)"; and “Centralist structure in institutions is important (M=3.01,

5=1.04)" items.

The two items that teachers showed the highest scores in are in the Individualism
versus Collectivism sub-dimension where respondents showed greater preference
for the items: “Children should be taught ‘we’ rather than ‘I’ concept (M=4.33,
5=0.91)" and “Duty comes before relationships (M=3.62, 5=0.99)”. Two items with
lowest scores are “Decisions made by one person are more effective than those made
by groups (M=1.87, 5=1.03)” and “Worker-leader relationships are based on mutual
interests (M=1.92, S=1.03)".
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Two items teachers showed the highest scores in the Masculinity versus
Femininity sub-dimension are “Working in a job one likes is more important than
one’s career (M=3.81, 5=1.16)" and “Relationships among employees must be
separated from emotions and must be based on a certain distance (M=2.80, 5=1.24)".
Two items with the lowest scores are “Conflicts can be solved only through fighting
and struggle (M=1.58, S=0.92)” and “The most important value in social life must be
financial gains and promotions (M=1.92, S=0.97)".

Two items teachers showed the highest scores in under the Uncertainty
Avoidance sub-dimension are the items: “Uncertainty regarding work in institutions
is dangerous and must be decreased (M=3.83, S=1.09)” and “Written rules can be
flexible and expanded when needed (M=3.50, S=1.10)". Two items with lowest scores
are “Employees must always be occupied and controlled frequently (M=2.14,
5=1.04)” and “There is only one correct way of doing things and administrators
know it (M=2.19, S=1.08)".

Participants’ scores regarding critical pedagogy principles are at the moderate
level (M=2.90, S=0.28). Dimensions where teachers showed the highest scores are
respectively in the Functions of School (M=3.02, 5=0.35), Education System (M=2.92,
5=0.48), and Emancipator School (M=2.57, 5=0.44) sub-dimensions.

Two items teachers showed the highest scores in under the Education System
sub-dimension are “The results of central exams in the education system are not
indicator of student success (M=3.70, S=1.06)" and “School is a social control tool
(M=3.55, S=1.03)". Two items with the lowest scores are “School reproduces poverty
(M=2.20, S=1.13)” and “School devastates individual and society (M=2.21, S=1.18)".

Two items teachers showed the highest scores in under the Functions of Schools
sub-dimension are “Schools should work to maintain social justice (M=4.05, S=0.96)"
and “Teacher should question himself/herself when he or she is criticized (M=3.88,
5=1.05)". Two items with the lowest scores are “Discipline is an indispensable part of
schools (M=1.96, S=0.96)" and “School is an indispensable institution (M=1.99,
5=1.15)".

Two items teachers showed the highest scores in under the Emancipator School
sub-dimension are “Teachers should share authority and responsibility with students
(M=3.69, S=0.99)” and “School should be an emancipating place for students
(M=3.46, 5=1.06)". Two items with the lowest scores are “People must work hard to
gain a solid footing in society (M=1.89, S=1.87)” and “Education is a must for gaining
a solid footing in society (M=1.90, 5=0.97)".

Comparison of Participants Based on Gender, Tenure, and Field of Study

While teachers’ opinions on Individualism versus Collectivism sub-dimension
differ [tgo=2.32; p<.05] according to gender; they do not differ on the sub-
dimensions of Power Distance [tzo2=0.99; p>.05], Masculinity versus Femininity
[tE02=0.37; p>.05], and Uncertainty Avoidance [t;02=1.88; p>.05]. Male participants
were found to have more positive opinions (M=2.79, 5=0.34) than female participants
(M=2.70, S=0.35) in the Individualism versus Collectivism sub-dimension.
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While opinions based on total scores on principles of critical pedagogy [t@o2)=2.65;
p<.05] and their opinions regarding the education system sub-dimension differ
[tEo2)=2.55; p<.05] according to gender, teachers’ opinions on the functions of schools
[tE02)=0.48; p>.05] and emancipator school [tz02=1.36; p>.05] sub-dimensions do not
differ. Male participants were found to have more positive opinions on total scores
(M=2.95, 5=0.25) on critical pedagogy and the educational system sub-dimension
(M=3.01, S=0.48) than female participants.

There is not any difference between teachers’ opinions on Power Distance [F-
303=064; p>.05], Individualism versus Collectivism [F(2-303=0.30; p>.05], Masculinity
versus Femininity [F303=1.91; p>.05], and Uncertainty Avoidance [Fp-303=0.43;
p>.05] sub-dimension according to seniority.

There is not any difference between teachers’ total scores on the education system
sub-dimension [F(2-303)=0.81; p>.05]; functions of schools’ sub-dimension [F-303=0.00;
p>.05]; emancipator school sub-dimension [F(2-303=0.91; p>.05], and critical pedagogy
principles [F(2-303=0.26; p>.05] sub-dimension according to seniority.

Teachers’ opinions on the sub-dimensions Individualism versus Collectivism [F -
303=0.27; p>.05], Masculinity versus Femininity [F(-303=0.44; p>.05], and Uncertainty
Avoidance [Fp303=0.43; p>.05] do not differ according to fields of study.
Participants” opinions on Power Distance [F(>-303=3.65; p<.05] sub-dimension do not
differ according to field of study. In the field of study, branch teachers’ power
distance perceptions (M=3.37, S=0.51) are found to be higher than preschool
education teachers (M=3.14, S=0.39).

There is not any difference between teachers’ opinions on the education system
sub-dimension [F(2-303=1.88; p>.05], function of schools sub-dimension [F-303=0.02;
p>.05], emancipator school sub-dimension [F(303=1.98; p>.05], nor the critical
pedagogy principles sub-dimension [F2.303=1.98; p>.05] according to field of study.

The Relationship between Cultural Values and Critical Pedagogy

Table 1 shows the results of Pearson Correlation analysis employed to assess the
relationship between participants” opinions on cultural values and critical pedagogy
principles.

Table 1.

The Relationship between Participants” Opinions on Cultural Values and Critical Pedagogy
Principles

. . Education Functions of Emancipator  Critical
Sub-dimensions

System Schools School Pedagogy
Power Distance 14> -.32%* -16%* -.07
Individ.u?lism versus 16+ 1% 05 o7
Collectivism
Uncertainty Avoidance .00 -.33%* -.06 =17
Masculinity versus Femininity 28* -.28** -.02 .09

*p<0.05; **p<0.01
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There is a low level and positive correlation between teachers” opinions on Power
Distance sub-dimension and education system sub-dimension (r=.14, p<.05). There is
a moderate and negative correlation between teachers’ opinions on Power Distance
sub-dimension and Functions of Schools sub-dimension (r=-.32, p<.01); and a low
level and negative correlation between teachers’ opinions on Power Distance sub-
dimension and Emancipator School sub-dimension (r=-.16, p<.01).

There is a low level and positive correlation between teachers’ opinions on
Individualism versus Collectivism sub-dimension and Education System sub-
dimension (r=.16, p<.01) and a low level and negative correlation between
Individualism versus Collectivism sub-dimension and Functions of Schools sub-
dimension (r=-.16, p<.01).

While there is a moderate level and negative correlation between teachers’
opinions on the Uncertainty Avoidance sub-dimension and Functions of Schools sub-
dimension (r=-.33, p<.01), there is a low level and negative correlation between
teachers” opinions on Uncertainty Avoidance sub-dimension and Total Score of
Critical Pedagogy sub-dimension (r=-.17, p<.01).

There is a low level and positive correlation between teachers” opinions on the
Masculinity versus Femininity sub-dimension and the Education System sub-
dimension (r=.28, p<.01) and a low level and negative correlation between the
Masculinity versus Femininity sub-dimension and the Functions of Schools sub-
dimension (r=-.28, p<.01).

Discussion and Conclusions

This study attempted to assess the relationship between teachers’ opinions on
cultural values and critical pedagogy. Teachers’ scores related to cultural values
dimensions respectively are Power Distance, Uncertainty Avoidance, Individualism
versus Collectivism, and Masculinity versus Femininity. Thus, it could be articulated
that teachers see community with high Power Distance, slightly above moderate
level in Uncertainty Avoidance and Individualism and closer to Feminine values.
Teachers generally favoured high Power Distance. The item that the highest number
of teachers chose was “Good administrators must sometimes be affectionate,
sometimes strict but must always protects his/her employees” in the Power Distance
dimension, which shows that teachers are in favour of higher power distance. In
Hofstede’s (2005) study, Turkey was found to be a country with high Power
Distance. Yaman and Irmak (2010) reached similar results by showing that there is a
high Power Distance between teachers and administrators.

There is almost no environment in Turkey where individuals can express their
feelings freely to the elderly or where employees can do the same to their superiors.
The hierarchical social structure can be felt in every stage of life in Turkish culture.
This can be exemplified by the teacher or principal at school and top director at
work. The natural result of this are frequently observed, unquestioned directives and
applications contradicting with equality, justice, and merit.
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According to teachers, avoiding uncertainty in the Uncertainty Avoidance sub-
dimension is slightly above average. Teachers believe that uncertainty experiences
during organizational work are harmful and should be minimized. Hofstede’s (2005)
study showed that Turkey is among the countries that do not like uncertainty.
Similarly, according to Sargut (1994), Turkey is a country where determinism is
dominant and avoidance from uncertainty is high. This signals fear, stress, and
anxiety against the unknown. While some societies can be successful in working with
uncertainties, some cannot tolerate even a small amount of uncertainty. Societies that
cannot tolerate uncertainty want everything to be rule-based, clear, and certain as
uncertainty negatively affects trust-based environments in these societies. That is
why resistance to change is higher in such societies as change involves a great deal of
uncertainty. To exemplify, the most important reason why many people want to be
civil servants in Turkey is that there is no uncertainty in civil service due to its
accompanying job security. In societies that tolerate uncertainty, situations that are
flexible and sometimes not predictable do not bother individuals much. Because in
such societies, individuals’ self-confidence is high, change is desired and necessary.
There is even a concept of dancing with uncertainty in such societies. Far-east
countries are known as countries with low levels of uncertainty avoidance.

Instructors favoured individualism a little bit more over collectivism in the
Individualism versus Collectivism sub-dimension. Yet, the participants mostly
agreed upon the necessity of teaching students the notion of ‘we’ instead of ‘I’
Teachers’ low participation in the opinion that “one man’s decisions are more correct
than the group decisions” and “employer-employee relation is based upon interests”
shows that the communitarian properties in the society are still surviving. Turkey is
generally known to be a weak individualism country where the ‘we culture’ is in
dominance. In Hofstede (2005) Turkey was also noted as a country where
communitarian values stand out. Accordingly, groups like family, tribes, and
organizations are important in Turkey. Yet, it is also noted that the younger citizens
with higher education, especially in densely urban western parts of the country show
individualistic properties although Turkey is known to have a communitarian
culture (Kagitcibasi, 2006). Kutahya, the city where the study was carried out, is
located in western Turkey and teachers are of high education. So we can say that the
teachers are more individualistic, yet have some communitarian aspects.

When it comes to Masculinity versus Femininity dimension, the instructors think
that feminine values play more of an important role in the society. The entry that
people agreed most with in this dimension is, ‘It is more important for a person to do
the preferred job than the career’ and this reflects the aforementioned idea.
Furthermore, in Hofstede (2005), Turkey appears to be closer to feminine values. In
societies with high masculine values the individuals’ anxiety of standing out is
dominant and accordingly, values such as competence, ambition, working for
money, and need for promotion come into prominence. In societies with high
feminine values, values such as taking pleasure from the job done, human relations,
empathy, efficient communication, trust, and cooperation dominate the culture. In
these cultures, because harmony and consensus are important, common properties
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come more into focus rather than mentioning the differences. The proverb “Suruden
ayrilani kurt kapar: Wolves eat the ones who fall out of the herd” in Turkish culture
supports this idea.

Teachers voted for critical pedagogy principles to a moderate degree. They
showed the highest participation successively in “Functions of Schools, Education
System and Emancipator School levels amongst others”. Yilmaz (2009) and Yilmaz
and Altinkurt (2011) have also reached similar findings. So, it can be inferred that
teachers participated in critical pedagogy principles at a medium level.

The entries that had the highest participation from teachers were: “The results of
central exams in the education system are not the indicators of student achievement”;
“the schools must work for providing social justice”; and “teachers must share the
authority and responsibility with students”. This proves that critical pedagogy
principles are accepted by teachers. However, when generally evaluated, the teachers
have not participated in critical pedagogy principles at a high level. Underdeveloped
critical thinking skill, one of the challenging problems of the Turkish Education
System, has its effects on teachers, too. Being a long-time, learn-by-rote education
system, the Turkish Education System is responsible for raising individuals who
accept the present situation rather than questioning it. The students of a teacher who
do not adopt critical pedagogy principles based upon questioning the present
situation and criticizing it would also likely be obeying and unquestioning. But what
is important in this process—in the present period in which citizenship is becoming
the marketplace and the youth-consuming subjects rather than questioning critical
subjects (Giroux, 2009) —is raising critical citizens who have the desire and skill to
ask questions about the relations observed in the society. As a result, the teachers
must show a high participation in these principles (Yilmaz & Altinkurt, 2011).

Cultural properties of the society play an important role in this case, as well. As
stated above, Turkish society is among the high Power Distance societies. Based on
this, as inequality in the society is accepted of norm and nature, it needs not to be
questioned. Values like consenting, obeying, and accepting without questioning are
praised more. In such societies where there is little participation or supporting
environment, and a lot of inspection and authoritarian administrators, there is little
questioning of present practices.

Participants” opinions about cultural values in the Power Distance, Masculinity
versus Femininity, and Uncertainty Avoidance sub-dimensions don’t change based
on gender. They, however, do so in sub-dimension Individualism versus
Collectivism. In this sub-dimension, male teachers tend to see society more
individualistic than female teachers do. Caha, Toprak, and Dalmis (2002) say that
women display a more communitarian attitude than men. This finding was obtained
in other studies too (Darwish & Huber, 2003; Cho, Mallinckrodt, & Yune, 2010). It is
stated that this is because of the social gender roles” impacts. The role in society given
to women generally reflects an attitude dependent, consenting, and valuing of
human relationships.
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As participants’ opinions on sub-dimensions of functions of schools and
emancipator school do not change depending on the gender, their opinions on sub-
dimension of total score critical pedagogy principles and education system do
change according to the gender. Male teachers showed a higher participation in sub-
dimension of total score critical pedagogy principles and education system than
female teachers. This shows that male teachers have adopted these principles much
better than their female counterparts. In their studies, Yilmaz and Altinkurt (2011)
determined that the teacher candidates’ opinions differed according to their genders.
In Yilmaz and Altinkurt (2011), it is the male teacher candidates who showed the
highest participation in the sub-dimension of education system and total score
critical pedagogy principles. In Yilmaz (2009), such difference in genders was not
determined.

Participants’ opinions about cultural values, Power Distance, Individualism
versus Collectivism, Masculinity versus Femininity, and Uncertainty Avoidance sub-
dimensions do not change according to seniority. According to this, it can be said
that teachers’ opinions on cultural values do not change with the level of seniority.

Participants’” opinions on sub-dimensions of total score critical pedagogy
principles, education system, functions of schools and emancipator school do not
change according to seniority. In his study, Yilmaz (2009) determined that the
opinions of primary school teachers on sub-dimensions of total score critical
pedagogy principles, education system, functions of schools and emancipator school
do change according to seniority. In all three stated scores, while the higher seniority
teachers have negative opinions, the lower seniority teachers have a positive opinion.

Participants’” opinions on the sub-dimensions of Individualism versus
Collectivism, Masculinity versus Femininity, and Uncertainty Avoidance do not
change according to their field of study. But their opinions on the sub-dimension
Power Distance do change according to their field of study. This difference is
between subject matter teachers and preschool teachers. Among participants, subject
matter teachers, class teachers, and preschool teachers think that Power Distance is
the highest. That is, the higher the school level where the teachers work, the higher
the Power Distance is perceived.

There is a low level and in the positive relationship between teachers' views on
the Power Distance sub-dimension and the Education System sub-dimension; there is
a moderate level and in the negative relationship between teachers' views on the
Power Distance sub-dimension and the Functions of Schools sub-dimension; there is
a low level and in the negative correlation between teachers' views on the Power
Distance sub-dimension and the Emancipator School sub-dimension. When
participants are in the perception of high Power Distance in the society, they also
show higher levels of participation within the education system sub-dimension that
emphasizing the inequalities produced by the education system. It is evidenced that
high Power Distance perception in the society relates to accepting the inequalities as
a normal and natural phenomenon (Hofstede, 1980). Within this context, the
relationship here is very meaningful. While the participants’ perception of the Power
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Distance in the society increases, the following items decrease: the positive views
about the functions of the schools sub-dimension that emphasizes school must
provide social justice; the main goal of the school is not to transfer information; and
the teacher is not the only authority in the class. The reverse of this situation is also
considered. Being teachers in low Power Distance perception increases their belief
that schools must provide social justice. While the participants’ perception of the
Power Distance in the society increase, their participation in the views of the
emancipator school sub-dimension that emphasise the school should be a liberating
environment decrease. Or in the opposite manner, as the perception of Power
Distance decreases their belief that the school should be a liberating environment
increases.

There is a low level and the positive relationship between teachers' views on the
Individualism versus Collectivism sub-dimension and the Education System sub-
dimension; there is a low level and in the negative relationship between teachers'
views on the Individualism versus Collectivism and the Functions of Schools sub-
dimension. While the participants’ individualistic properties increase, their
participation levels of the education system sub-dimension that emphasize the
inequalities produced by the education system also increase. Since individualism
emphasizes more individual perspective than the group perspective, it is normal that
the participants' views related to the education system that prevents individuality is
positive. While the participants’ individualistic properties increase, their related
belief that the school should provide social justice decreases. The reverse of this
situation is also considered.

There is a moderate level and negative relationship between teachers' views on
the Uncertainty Avoidance sub-dimension and the Functions of Schools sub-
dimension. There is a low level and negative relationship between teachers' views on
the Uncertainty Avoidance and the Total Score of Critical Pedagogy. While the
participants’” perception related to the Uncertainty Avoidance increases, the positive
views about the Functions of Schools sub-dimension that emphasizes that the school
must provide social justice, the main goal of the school is not to transfer information,
the teacher is not the only authority in the class, and the positive views about the
Total Score of Critical Pedagogy decrease. The reverse of this situation is also
considered.

There is a low level and positive relationship between teachers' views on the
Masculinity versus Femininity sub-dimension and the Education System sub-
dimension; there is a low level and negative relationship between teachers' views on
the Masculinity versus Femininity and the Functions of Schools sub-dimension.
While the participants’ views related to the masculine values increase their
participation levels of the Education System sub-dimension that emphasize the
inequalities produced by the education system increase; the positive views about the
Functions of Schools sub-dimension that emphasize that the school must provide
social justice, the main goal of the school is not to transfer information, and the
teacher is not the only authority in the class decrease. The reverse of this situation is
also considered.
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Ogretmenlerin Kiiltiirel Degerler ve Elestirel Pedagoji Ile Tlgili Goriisleri
Arasindaki Iliski

Atuf:

Yilmaz, K., Altinkurt, Y., & Ozciftci, E. (2016). The relationship between teachers’
views about the cultural values and critical pedagogy. Eurasian Journal of
Educational Research, 66, 191-210,
http:/ /dx.doi.org/10.14689/ ejer.2016.66.11

Ozet

Problem Durumu: Kiiltiirel degerler bireylerin yasamlarina y6én veren temel unsurlar
olarak, biitiin degerlendirme ve algilar etkileyen gizli kiiltiirel unsurlardir. Hoftsede
(1980) kilttirel degerleri “Gii¢c Mesafesi, Bireycilik-Toplulukculuk, Erillik-Disillik ve
Belirsizlikten Kaginma” olmak tizere dort boyutta ele alinmistir (Hofstede, 1980,
1991). Elestirel pedagoji, en genel anlamiyla, egitim sorunlarimi tartisan bir egitim
yorumu olarak tanimlanabilir. Elestirel pedagoji, 6zde egitimin ne oldugu ve
geleneksel egitim anlayis: ile ilgili sorgulamalar ve yapilan tamimlar etrafinda
ortlmiis bir projedir (Yilmaz & Altinkurt, 2011). Elestirel pedagoji geleneksel
pedagoji anlayisina karsi ¢ikmaktadir. Geleneksel pedagoji ile elestirel pedagoji
arasinda 6gretmen 6grenci iletisimi agisindan 6nemli ayriliklar bulunmaktadir.

Arastirmanin Amaci: Bu ¢alismanin amaci, egitim orgiitlerinin kiiltiirel degerleri ile
ogretmenlerin elestirel pedagoji ilkelerine iliskin goriisleri arasinda bir iliski olup
olmadigimin belirlenmesidir. Bu genel amag cercevesinde arastirmada asagidaki
sorulara yamt arannustir: 1) Okuloncesi, ilkokul ve ortaokul dgretmenlerinin kiiltiirel
degerler ve elestirel pedagoji ilkeleri hakkindaki goriisleri nasildir? 2) Okuldncesi,
flkokul ve ortaokul 6gretmenlerinin kiiltiirel degerler ve elestirel pedagoji ilkeleri
hakkindaki goriisleri cinsiyet, kidem ve bransa gore degismekte midir? 3)
Okuldncesi, Ilkokul ve ortaokul ogretmenlerinin kiilttirel degerler ve elestirel
pedagoji ilkeleri hakkindaki gortisleri arasinda bir iliski var midir?

Aragtirmanmin Yontemi: Arastirma, tarama modelinde desenlenmistir. Arastirmanin
evrenini Kiitahya il merkezinde goérev yapan 1430 6gretmen olusturmaktadir.
Ornekleme girecek dgretmenlerin belirlenmesinde oransiz kiime 6rnekleme teknigi
kullanmilmastir.  Orneklem buytuklugt, % 95 gliven diizeyi igin 304 olarak
hesaplanmigtir. Arastirmada veri toplama araci olarak Kiiltiirel Degerler Olgegi
(Hofstede, 1980) ve Elestirel Pedagoji Ilkeleri Olgegi (Yilmaz, 2009) kullanilmustir.
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Verilerin analizinde betimsel istatistikler, t-testi ANOVA ve Pearson korelasyon
katsayist analizleri kullanilmustir.

Arastirmanin Bulgulari: Katihmcilar, kiiltirel deger boyutlar1 arasinda en yiiksek
katilimi sirasi ile Gui¢ Mesafesi (AO=3.31, 5S=0.48); Belirsizlikten Ka¢inma (AO=2.78,
5=0.43); Bireycilik-Toplulukculuk (AO=2.74, S=0.35) ve Erillik-Disillik (AO=2.18,
5=0.59) boyutlarina gostermistir. Katilimcilarin, elestirel pedagoji ilkelerine katilim
diizeyi orta diizeydedir (AO=2.90, S=0.28). Ogretmenlerin en yiiksek katihm
gosterdigi boyutlar sirasi ile Okulun islevleri (AO=3.02, S=0.35), Egitim Sistemi
(AO=2.92, S=0.48) ve Ozgiirlestirici Okul (AO=2.57, S=0.44) alt boyutlaridir.
Ogretmenlerin Bireycilik-Toplulukguluk [ts02=2.32; p<.05] boyutundaki goriisleri
cinsiyete gore degisirken; Gii¢ Mesafesi [t(02=0.99; p>.05], Erillik-Disillik [tz2)=0.37;
p>.05] ve Belirsizlikten Kaginma [tzo2=1.88; p>.05] alt boyutlarindaki goriisleri
cinsiyete gore degismemektedir.

Katilimcilarin elestirel pedagoji ilkeleri toplam puandaki goriisleri [t@o)=2.65; p<.05]
ve egitim sistemi alt boyutundaki gortisleri [tpo2=2.55; p<.05] cinsiyete gore
degisirken; okulun islevleri [t02=0.48; p>.05] ve 6zgiirlestirici okul [t302=1.36; p>.05]
alt boyutlarindaki goriigleri degismemektedir. Ogretmenlerin, Giic Mesafesi [Fp-
303=064; p>.05], Bireycilik-Toplulukculuk [F-303=0.30; p>.05], Erillik-Disillik [F-
303=1.91; p>.05] ve Belirsizlikten Kaginma [F(_303=0.43; p>.05] alt boyutlarmndaki
goriigleri arasinda kideme gore farklilik yoktur. Ogretmenlerin egitim sistemi alt
boyutu [F(-303=0.81; p>0.05]; okulun islevleri alt boyutu [F-303=0.00; p>.05];
ozgiirlestirici okul alt boyutu [F(2.303=0.91; p>.05] ve elestirel pedagoji ilkeleri toplam
puandaki [F2-303=0.26; p>.05] goriisleri arasinda kideme gore farklilik yoktur.
Ogretmenlerin, Bireycilik-Toplulukculuk [F303=0.27; p>.05], Erillik-Disillik [F-
303=0.44; p>.05] ve Belirsizlikten Kaginma [F(-303=0.43; p>.05] alt boyutlarmndaki
goriisleri bransa gore degismemektedir. Katiimcilarin, Gii¢ Mesafesi [F(2-303=3.65;
p<.05] alt boyutundaki goriisleri ise bransa gore farklilik gostermemektedir.
Ogretmenlerin, egitim sistemi alt boyutu [F-303=1.88; p>.05]; okulun islevleri alt
boyutu [F303=0.02; p>.05]; ozgtirlestirici okul alt boyutu [F(.303=1.98; p>.05] ve
elestirel pedagoji ilkeleri toplam puandaki [F-303=1.00; p>.05] gortisleri arasinda
bransa gore farklilik yoktur.

Ogretmenlerin, Gii¢ Mesafesi alt boyutundaki goriisleri ile egitim sistemi alt
boyutundaki gortisleri arasinda (r=-.14, p<.05) diisiik diizeyde ve aymi yonde;
okulun iglevleri alt boyutundaki gortisleri arasinda (r=-.32, p<.01) orta diizeyde ve
ters yonde; ozgtirlestirici okul alt boyutundaki gortisleri ile arasinda ise (r=-.16,
p<.01) ters yonde ve disiik diizeyde iligkiler vardir. Ogretmenlerin, Bireycilik-
Topluluk¢uluk alt boyutundaki goriisleri ile egitim sistemi alt boyutundaki goriisleri
arasinda (r=.16, p<.01) ayn1 yonde ve dusiik diizeyde; okulun islevleri alt boyutu ile
arasinda ise (r=-16, p<.0l) ters yonde ve diistik diizeyde bir iliski vardir.
Ogretmenlerin, Belirsizlikten Kaginma alt boyutundaki goriisleri ile okulun islevleri alt
boyutundaki gortisleri arasinda (r=-.33, p<.01) ters yonde ve orta diizeyde bir iliski
varken elestirel pedagoji toplam puan ile arasinda (r=-.17, p<.01) ters yonde ve
diisiik diizeyde bir iliski vardir. Ogretmenlerin, Erillik-Disillik alt boyutundaki
goriisleri ile egitim sistemi alt boyutundaki gortisleri arasinda (r=.28, p<.01) ayni
yonde ve disiik diizeyde; okulun islevleri alt boyutundaki goriisleri ile arasinda ise
(r=-.28, p<.01) ters yonde ve diisiik diizeyde bir iliski vardir.
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Arastirmanin Sonug ve Onerileri: Ogretmenler genel olarak yiiksek giic mesafesinden
yana goriis bildirmistir. Ogretmenlere gore, Belirsizlikten Kaginma alt boyutunda
belirsizlikten kaginma orta diizeyin biraz tizerindedir. Ogretmenler, Bireycilik-
Toplulukculuk alt boyutunda az bir farkla bireycilikten yana goriis bildirmistir.
Erillik-Disillik boyutunda ise, 6gretmenler toplumda daha ¢ok disil degerlerin hakim
oldugunu diistinmektedir. Katihimcilar toplumda yiiksek giic mesafesi algisinda
olduklarinda, egitim sisteminin tirettigi esitsizliklere vurgu yapan egitim sistemi alt
boyutuna da daha yiiksek diizeyde katilim gostermektedir. Katilimcilarin
toplumdaki giic mesafesi algisi yiikseldikce, okulun bir dzgtirlesme ortami olmasi
gerektigine vurgu yapan ozgtirlestirici okul alt boyutundaki goriislere katilimlar:
azalmaktadir. Ya da ters bir sekilde, giic mesafesi algis1 diistiikce okulun 6zgtirlesme
alan1 olmasi gerektigine olan inang¢ artmaktadir. Katilimcilarin bireycilik ¢zellikleri
arttikca, egitim sisteminin trettigi esitsizliklere vurgu yapan egitim sistemi alt
boyutuna iliskin katilm diizeyleri artmaktadir. Katilimcilarin bireycilik 6zellikleri
arttikca, okulun sosyal adaleti sagladigina iliskin inanclar1 azalmaktadir. Tersi
durum da gecerlidir. Katilimcilarin Dbelirsizlikten kaginmaya iliskin algisi
yiikseldikge, okulun sosyal adaleti saglamasi gerektigine, okulun asil amacinin bilgi
aktarmak olmadigmna, simiftaki tek otoritenin dgretmen olmadigina vurgu yapan
okulun islevleri alt boyutundaki ve elestirel pedagoji ilkeleri toplam puandaki
olumlu gortisleri azalmaktadir. Tersi durum da gegerlidir. Katilimcilarin, eril
degerler ile ilgili goriisleri arttikca, egitim sisteminin tirettigi esitsizliklere vurgu
yapan egitim sistemi alt boyutuna iliskin katilim diizeyleri artmakta; okulun sosyal
adaleti saglamasi gerektigine, okulun asil amacimun bilgi aktarmak olmadigina,
smiftaki tek otoritenin Ogretmen olmadigina vurgu yapan okulun islevleri alt
boyutundaki olumlu goriisleri ise azalmaktadir. Tersi durum da s6z konusudur.

Anahtar Kelimeler: Elestirel pedagoji, kiilttirel degerler, 6gretmenler.
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Abstract

Problem Statement: In addition to being teaching tools, concept maps can be
used as effective assessment tools. The use of concept maps for assessment
has raised the issue of scoring them. Concept maps generated and used in
different ways can be scored via various methods. Holistic and relational
scoring methods are two of them.

Purpose of the Study: In this study, the reliability of the concept map scores,
which were made by the students and which were scored by different
teachers using different scoring methods (holistic and relational), will be
discussed in terms of G theory.

Methods: The research was performed during the fall semester of the 2010-
2011 academic year, between December and January. Concept maps
created by thirty-six students were scored by three different teachers who
played roles as raters. Data were obtained from four different concept
maps that were generated by each student.

Findings and Results: In focusing on the size of the variance estimates
according to holistic scoring methods, while the student component
(objects of measurement) accounts for one of the largest percentages of the
variance (20%), the main effects of the task and the raters account for
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about 14% and almost 0% of the total variance, respectively. The difficulty
level of tasks did not differ so much from student to student, and there is a
scoring agreement among raters. Using the holistic scoring method, G and
@ coefficients were calculated as 0.63 and 0.57, respectively, depending
upon the four tasks and three raters. In terms of relational scoring, the
student component (object of measurement) accounts for 10% of the
variance, the main effect of the task accounts for a very significant
percentage of the variance (56%), and the main effect of the raters does not
demonstrate any variance. G and ® coefficients calculated over the four
tasks and three raters in the study were .63 and .34, respectively.

Conclusions and Recommendations: According to the results of this study,
Phi coefficient was higher in the concept map study in which the holistic
scoring method was used. In this study, tasks represented a significant
variance component for both scoring methods. This may be interpreted to
mean that the levels of difficulty for the tasks differed according to the
students using both methods. In each of the scoring methods, the variance
related to the raters was found to be zero, which may result in the
interpretation that raters scored the maps consistently.

Keywords: Generalizability theory, rater effect, scoring concept maps,
scoring methods.

Introduction

Concept maps, which allow the visualization of concepts and show the relations
between the concepts, are used to organize and present information in a graphical
way. Generally, the concepts are written into the circles and square-like shapes, and
the relationships between these concepts are shown by the use of arrows (Canas &
Novak, 2006). Concept maps are an alternative method used to detect whether
students understand a topic; through concept maps, students learn how to bridge the
gap between learning issues and establish a meaningful learning. Also, it is an
effective teaching strategy that involves active participation of students, which, in
turn, gives students responsibility for their own learning (Kaptan, 1998; Nakhleh,
1994; cf. Kaya, 2003).

The basis of the concept map depend on Ausubel’s (1962) meaningful learning,.
Novak (2010) stated that the theoretical basis of the concept map was established
after the publication of Ausubel’s Assimilation Theory of Meaningful Learning in
1963. According to Novak (2010), the key idea in Ausubel's theory is the distinction
between rote learning and meaningful learning. In meaningful learning, the
individual learns to apply knowledge to solve problems faced in real life, and to
become adept at bringing information to the new learning. In short, it can be
expressed as the ability to establish a relationship between prior and new learning.
Information which is learned meaningfully becomes more permanent and serves to
solve the original problem, while allowing one to incorporate future learning along
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with creative thinking. An effective and economical method of providing meaningful
learning in concept mapping studies has confirmed this idea (Novak, 2010).

The origin of the concept map depends on Novak and his research team’s studies,
set out in the 1970s at Cornell University, in a teaching process of 12 years, following
changes in the methods through which students were introduced to science concepts
(Misdates, 2009). Novak and Gowin's (1984) studies have been effective for
recognition of concept maps all over the world (Ahlberg, 2004). Novak (2010)
specified that they had been trying to determine why some students experience deep,
meaningful learning while others develop just a superficial understanding.

Graphical maps of the concept in which information is schematized in a
hierarchical structure are utilized in many different disciplines, especially in
education, for different purposes, by both teachers and students at every stage of
learning--in preparation of exams, various evaluation studies and course reviews
(Kaptan, 1998; Kaya, 2003; Ingec, 2008). Novak (2001) suggested that concept maps
can be used for educational purposes as well as for evaluation purposes.
Additionally, the use of multiple-choice tests is not a necessity. Even in the context of
national achievement exams over time, these tools may be used as effective
assessment tools (cf. Kaya & Kilic, 2004). Using concept maps in education for the
purpose of evaluation of student achievement is very important in terms of revealing
shortcomings related to learning, as they enable us to learn whether students
understand topics correctly. Concept maps play a very central role in understanding
a student's knowledge structure, mistakes and misconceptions on given subjects
(Sahin, 2002). As hierarchical, two-dimensional diagrams showing how information
is organized, concept maps are accepted as a valid means of evaluation and research,
primarily in mathematics and science fields. In addition, it is noted that this
technique may be used as a tool of both preliminary assessment and final assessment
with regard to revealing, strengthening and consolidating information (Allen, 2006).

The first step to be taken before using concept maps as a means of scoring and
evaluation is to assure that teachers have earned the required qualifications to use
them. After providing adequate training to teachers and making sure that they have
the necessary competence, concept maps can be effectively used as tools for
evaluation. Additionally, scoring maps belong to students who have not gained
convenient knowledge and skills about visualizing what they have learned, starting
them with figures and making meaningful connections, potentially leading to
incorrect assessment of the student. In such a case, it could be difficult to determine
the student's deficiency resulting from a subject area or a lack of understanding of
technique

Using concept maps as a tool for assessment has brought the issue of scoring
them to the agenda. In order to use this method for the purpose of assessment,
teachers need to understand rating methods very well. Concept maps generated and
used in different ways can be scored using varied methods. McClure, Sonak and
Suen (1999) appraised the comparative point reliability of six different concept map
scoring methods by calculating a generalization coefficient for each method. These
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six different scoring methods are holistic, holistic with criteria map, relational,
relational with criteria map, structural and structural with criteria map.

In the holistic scoring method, concept maps are taken as a whole. Taking into
account students’ reflections on their learning with related concepts on the map, and
the existence of the related concepts on the map, they are evaluated with points on a
scale of 1 to 10. Sonak and Suen (1999) developed a relational scoring method,
adopting a technic discovered by McClure and Bell (1990). The relational scoring
method is based on the separate grading of propositions. The proposition of the
relationship between the two concepts is indicated using a labelled arrow. The total
score of the map is calculated by collecting the scores given to each of the
propositions, and each proposition is scored on a point scale of 0-3, based on whether
it is correct (McClure, Sonak & Suen, 1999).

The structural scoring method is developed by Novak and Gowin (1984). In this
method of scoring, propositions, hierarchy, examples and cross-links are scored.
According to this method, the total score is calculated by giving 1 point for each
correct proposition, 5 points for the current levels of hierarchy, 10 points for accurate
and meaningful cross-links where propositions are valid and 1 point for each sample
(Nakiboglu & Ertem, 2010).While the structural scoring method focuses on
organization of the hierarchical structure of the concept maps, the relational scoring
method is based on the quality of each individual component of the map (West, Park,
Pomeroy & Sandoval, 2002).

Modified forms of previously described holistic, relational and structural scoring
methods include holistic with criteria map, relational with criteria map and
structural with criteria map scoring methods. In these methods, maps are scored
based on a concept map developed by an expert group on the subject, as well as on
the criteria (McClure, Sonak & Suen, 1999). Although technical characteristics of
concept maps become critical when used as tools for evaluation, the means through
which to evaluate reliability and validity of the scores obtained is not always clear
(Yin & Shavelson, 2008). Measuring instruments such as those used in scientific
studies to produce reliable results are desired.

Generalizability (G) theory is a statistical theory based on variance analysis
developed by Cronbach and his colleagues (1972). This theory provides for the
assessment of reliability by bringing a different perspective to the concept (Shavelson
& Webb, 1991 cf. Deliceoglu, 2009). G theory purports to generalize points obtained
by means of specific measuring instruments to a larger universe of their sample
(Guler, 2009). G theory provides for the calculation of a single reliability coefficient
by incorporating all mistakes coming from all sources of variability at the same time,
and additionally examining sources of mistakes individually, with interactions
specified with the theory itself (Brennan, 2001; Tasdelen, Kelecioglu & Guler, 2010;
Srikaew, Tanghanakanond & Kanjanawasee, 2015). If scores received by one of the
students are considered an example of the universe of the concept map scores (under
varying conditions; for example, the task, response format, scoring methods and so
on), then scoring of concept maps can be examined within the scope of G theory. In
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this respect, one of the reasons for using G theory is that there are many sources of
errors in scoring of concept maps, and classical test theory cannot overcome the
sources of these errors effectively (Yin & Shavelson, 2008). Ruiz-Primo and Shavelson
(1996) emphasized that the scoring of concept maps can lead to different error
sources like concepts, propositions, task type, response formats, conditions, raters.
Thus, using G theory is especially appropriate in this kind of research (cf. Yin &
Shavelson, 2008). Additionally, many studies have investigated the inter-rater
reliability of concept map scoring using G theory. For instance:

Kaya Uyanik and Guler (2016) conducted a study to demonstrate that G theory is
preferable to classical test theory while investigating the reliability of concept map
measurement results. The G and Phi coefficients were computed. Taking the results
of the research into consideration, it may be recommended that the G and D studies
based on G theory should be performed when determining the reliability of
measurement results in which different sources of variability such as concept maps
are available; this approach presents detailed and explanatory results with one single
analysis, in contrary to classical test theory.

Canbazoglu Bilici, Dogan and Erduran Avci (2015) investigated the use of
concept maps as an alternative assessment tool in Science and Technology courses.
For this purpose, they used structural and relational scoring methods to evaluate the
concept maps. Using the scores given by two raters, Pearson correlation and
generalizability coefficients were calculated to determine inter-rater reliability. The
results of Pearson correlation demonstrated that there were strong and statistically
significant correlations between the raters for both scoring methods. Using
generalizability theory, G coefficients were calculated and results suggest that both
concept map scoring methods are valid and reliable.

Erduran Avci, Unlu and Yagbasan (2009) conducted a study to analyze the
concepts of a 7th grade science course. They used concept maps as an assessment tool.
The two raters scored student concept maps, and G theory was used to investigate
the reliability. G coefficient was calculated as .97. In addition to G theory, Pearson
moment multiplication correlation coefficient of inter-rater was calculated and was
found to be .99 (p < .01). They stated that, according to these results, it can be said
that the evaluation was reliable and valid.

Because G theory can be chosen, especially in cases in which there is more than
one active source of variability, many raters exist or measurement is performed more
than one occasion (Guler, 2011; Lakey, 2016). G theory was preferred to use for
determining reliability. So in this study, reliability of scores of concept maps, which
were made by students and which were scored by different teachers, will be
discussed in terms of G theory. Two different concept map scoring methods are used
within the scope of this research. These are holistic and relational scoring methods.
Using just two scoring methods for concept maps can be seen as one of the
constraints of the research.
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Method

Research Design

Study Group

The research was performed during the fall semester of the 2010-2011 academic
year, between December and January. Participants consisted of thirty-six seventh-
grade students whose ages ranged from 12 to 14, attending Ataturk Elementary
School, Osmaniye, Turkey. Twenty-one of them were male, and fifteen of them were
female. Information about the study group is also provided in Table 1.

Table 1.

Information about the Study Group

Frequency %
Female 15 42
Male 21 58
Total 36 100
Age Average 12.56

Raters’” Characteristics

In the study, concept maps created by students were scored by three different
teachers who played roles as raters. Two of the raters were Science and Technology
teachers, and the other was one of the researchers. Among the raters, two of them
were female and one of them male. Teaching experience of the raters was 20, 16 and 5
years, respectively. The necessary training on concept maps and methods of scoring
was provided by the researchers to the teachers. Science and Technology teachers
stated that they benefited from this method, and there are some activities at the end
of the guide books that they shared with their students.

Data Collection Tool

Data were obtained from four different concept maps that were used as data
collection tools. The concept maps used in this study are related to a “force and
motion” unit. Students had learned the topics of springs, force energy and power in
actions, simple machines, and their concept maps related to these topics were scored.
In the first of these concept maps, students created the concept map by themselves.
In the second, some concepts were provided to students, and they were asked to
build propositions and connections. In the third scenario, students chose missing
concepts and connection sentences in the concept maps from the given alternatives.
On the last concept map, students were asked to transfer to a concept map their
knowledge about the topic before training. Teachers studied these concept maps
together and examined the course books and necessary resources to make sure all of
these topics were addressed, and they agreed on how to ask questions about the
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concept maps. For all of these reasons, structured and semi-structured concept maps
were preferred.

Results

In this study, 36 students’ proficiency with creating concept maps was scored
through two different scoring methods by three raters. The scores obtained from
these scoring methods were analyzed separately according to G theory using SPSS
(Musquash & O’Connor, 2006), and the results and interpretation are explained
below.

Analysis of Scores Obtained from Holistic Scoring Method According to G Theory

Students (s) in this study were the objects of the measurement, the concept maps
were the sources of other variables tasks (t) and raters (r) were the facets of this
study. In this study, students were responsible for creating all of the concept maps,
and then all of the concept maps created by students were scored by raters via the
holistic scoring method. Thus, the research design of this study is a fully crossed (s x
t x r) design. According to this design, the results related to the estimated variance
components are provided below in Table 2.

Table 2.

Analysis of Variance Results and Variance Component Estimates for Students, Tasks of
Concept Maps, Raters and Their Interactions

Source of SS daf MS Variance Component Percentage of
variance Estimates Total Variance
Estimates
s 239.44 35 6.84 .360 204
t 91.16 3 30.39 .240 135
r 6.48 2 3.24 .002 .001
st 239.18 105 2.28 .616 .348
sr 46.69 70 0.67 .590 .034
tr 15.97 6 2.66 .062 .035
str 90.20 210 0.43 430 .243

In Table 2, both the key elements of ANOVA table and the variance component
estimates are observed. Because G theory focuses on the size of the variance
component estimates, and not the statistical significance of the facets or their
interactions, Table 2 does not include the significance test results (Goodwin and
Goodwin, 1991). In addition, percentages of each variance component as part of the
total variance appear in the last column of the table. Four sources of variation are
relatively large compared to the others. The variance component for students, which
indicates the variance for a student mean score over tasks and raters, accounts for
about 20% of the total variance. This result demonstrates that students
systematically differed in their level of proficiency at creating concept maps. A
second significant component is tasks, which accounts for about 14% of the total
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variance. This relatively large component of the main effect of tasks indicates that
tasks differed in difficulty level; some tasks were harder than others. A third
significant component, students by task interaction, which accounts for about 35% of
the variance, shows that some students created some concept maps well and other
students created other concept maps well. A fourth large component (24%), residual
error, indicates a large student-by task-by-rater interaction, unmeasured sources of
variation, or both. This value indicates that a substantial proportion of the variability
is due to facets not included in the study and/or random error. According to G
theory, this interaction variance value should be as low as possible.

The components of variance due to the rater effect and its interactions were
relatively small. The main effect for rater (.001), the interaction between students and
raters (.034), and the interaction between raters and tasks (.035) were near zero. These
results demonstrate that raters similarly scored student concept maps. The
implication of the small rater effect for future similar research is that single raters can
provide dependable ratings. As a result, and as seen in Table 2, as an advantage of G
theory, researchers can see very clearly which resources affect the total variance
(Guler, 2009). In G theory, the coefficient of G equivalent reliability coefficient in
classical test theory is calculated. The coefficient of G is calculated using the equation
provided below;

a5

G — coef ficient = PR R,
2 st ST Str

O' — — —

£ T ng * ny +ntnr

In G theory, in contrast with the classical test theory, Phi coefficient can also be
calculated in the circumstance of certain assessment. In this calculation, tasks, raters
and all interactive variance components are taken as parts of certain variance. The
greater denominator is calculated by adding these to the denominator of the
coefficient of Phi. Thus, when the obtained coefficient gets smaller, phi coefficient--
called reliability coefficient--is calculated this way;
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In this study, G and @ coefficients were calculated as 0.63 and 0.57 and
depended on four tasks and three raters. As can be understood from the equation,
raters raised the reliability further. The low number of tasks in this study causes the
reliability coefficient to be at a low level. In G theory, similar calculations to
Spearman-Brown in classical test theory are possible. By means of this formula, when
it is possible to change the number of items only in one test in classical test theory, G

and @ coefficient depend on the changing level of sources of variability which can be



Eurasian Journal of Educational Research | 219

calculated with the D Study in the G theory. G and @ coefficients in cases of
changing number of raters in circumstances of certain number of tasks are provided
below in Table 3.

Table 3.
G and @ coefficients of D Studies (n;: 4)

Raters 1 2 3* 4 5
G-coeff. .53 .60 .63 .65 .66
D-coeff. 48 54 57 .58 .59

(*The number of raters in the study)

As seen in Table 3, an increased number of raters raise the reliability coefficient,
but not so much. Therefore, raising the number of raters provides a positive
contribution. In Table 4 below, G and @ coefficients were calculated with number
of raters settled as a constant and number of tasks as a variable.

Table 4.

G and @ coefficients of D Studies (n,: 3)

Tasks 4* 8 12 16 20
G-coeff. .63 .76 81 .84 .86
O-coeff. 57 71 77 .81 .83

(*The number of tasks in the study)

As seen in Table 4, the increasing number of tasks raises the reliability. Therefore,
if it is not possible to raise number of raters, and if it is possible to raise number of
tasks, reliability increases. As can be seen in Table 3, twice the number of tasks raises
the reliability coefficient by 0.07 when other circumstances are held as a constant.
Therefore, in similar concept maps, using more tasks constitutes the study. In
addition to Tables 2 and 3, Figure 1 clearly shows how increasing the number of
tasks and raters affects the G and Phi coefficients simultaneously. According to
Tables 3 and 4, together with Figure 1, it can be said that the number of tasks being
increased should be more effective than increasing the number of raters.
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Figure 1. G and Phi coefficients for different number of tasks and raters
Analysis of Scores Obtained from Relational Scoring Method According to G Theory

The students (s) in the relational scoring method are the measurement object, just
as in the holistic scoring method; the concept maps of other sources of variability in
the tasks (t) and raters (r) are facets of the study. However, all of the students were
responsible for creating concept maps, and these concept maps were scored by all
raters together using the relational scoring method. Hence, this study is also a fully
crossed (s x t x r) design. The patterns obtained by the analysis of variance and the
generalizability results of the following components are provided in Table 5.

Table 5.

Analysis of Variance Results and Variance Component Estimates for Students, Tasks of
Concept Maps, Raters and Their Interactions

Source of SS df MS Variance Component Percentage of
variance Estimates Total Variance
Estimates
s 279.96 35 7.99 421 .103
t 767.78 3 255.93 2.307 564
r 1.56 2 78 .000 .000
st 239.18 105 2.86 813 199
sr 299.89 70 0.51 024 .006
tr 25.79 6 4.29 108 .026
str 87.54 210 0.42 417 102

In Table 5, both key elements of ANOVA table and the variance component
estimates are observed. When the results of Table 5 are compared to those of Table 2,
similar findings can be seen. The variance component for students, which indicates
the variance for a student mean score over tasks and raters, accounts for about 10%
of the total variance. This result demonstrates that students systematically differed
in their level of proficiency with creating concept maps. A second significant
component is tasks, which accounts for about 56% of the total variance. This
relatively large component of the main effect of tasks indicates that tasks differed in
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difficulty level; some tasks were more difficult than others. A third significant
component, students by task interaction, which accounts for about 20% of the
variance, shows that the relative standing of students in creating concept maps
differed across tasks. A fourth large component (10%), residual effect, suggests a
large student-by-task-by-rater interaction, unmeasured sources of variation, or both.
The components of variance due to the rater effect and its interactions were relatively
small. The main effect for raters was zero, and the interaction between students and
raters and the interaction between raters and tasks were near zero (.006 and .026,
respectively). Overall, more of the variability comes from tasks than from raters.
These results show that raters similarly scored student concept maps. The
implication of the small rater effect for future similar research is that a single rater
can provide dependable ratings.

G and @ coefficients calculated over the four tasks and three raters for this design
were .63 and .34, respectively. Although one of the highest variances was among
students as measurement objects, task main effect variance and its interactions with
other effect variances were higher than for student main effect, which results in a
decrease in value of the coefficient of ®, adding this highest variance to the
denominator in calculation of ®. This study of concept maps used the scoring
method in Table 6 below. The number of tasks is held as a constant, and in case of
changing number of raters, estimated coefficient values are given in G and ®.

Table 6.
G and @ coefficients of D Studies (n;: 4)

Raters 1 2 3* 4 5
G-coeff. .56 .61 .63 .64 .65
O-coeff. .31 319 .336 .339 342

(* the number of raters in the study)

As shown in Table 6, increasing the number of raters increases the value of the
coefficient of ®. For this reason, it can be noted that in the case of circumstances
where more raters work, this can contribute to an increase in the coefficient ®. The
following Table 7 shows the estimated values of G and ® in the circumstances in
which the number of raters is held as a constant and the number of tasks changes.

Table 7.
G and @ coefficients of D Studies (n,: 3)

Tasks 4* 8 12 16 20
G-coeff. .63 77 .83 .86 .88
D-coeff. 336 .501 .598 .663 .709

(*The number of task in the study)
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Increasing the number of tasks increases the reliability value, as can be seen in
Table 7. For this reason, if it is not possible to raise the number of raters in the study,
increasing the number of tasks may contribute to the study. In addition to Tables 6
and 7, in Figure 2 it can be observed clearly how increasing the number of tasks and
raters affects the G and Phi coefficients simultaneously. As seen in Tables 6 and 7,
together, and Figure 2, it can be concluded that increasing the number of tasks
should be more effective than increasing the number of the raters.

G coefficient
il
Phi coefficient

T T T T
400 800 1200 16.00 2000 400 800 1200 1600 2000
task task

Figure 2. G and Phi coefficients for different number of tasks and raters

Discussion and Conclusion

According to the results of this study, G and Phi coefficients were higher in the
concept map study in which the holistic scoring method was used, and estimated
residual variance component (sxtxr) calculated using the relational concept map
scoring method was higher. The proportion of task variance is 20% in the study in
which the holistic scoring method was used, and the task variance component
calculated using the relational scoring method accounted for about 56% of the total
variance in scores. This may be interpreted as a result of the levels of difficulty of the
tasks differing according to individuals when using the relational scoring method. In
each of the scoring methods, the variance related to the raters was found to be almost
zero, which may mean that raters scored the maps consistently in both scoring
methods. On the basis of these results, it is suggested that holistic scoring method be
used in evaluating concept map studies. In cases where the relational scoring method
is used, it is advisable to make the students practice creating concept maps, offer
more explanation to the raters and provide more details about scoring methods. In
addition, according to the results of both scoring methods and based on high residual
variance, it is recommended that students take a source of error in other external
factors (environment, a measurement tool, test manager, etc.) in creating concept
maps. Since the G coefficients are similar for both scoring methods, and the Phi
coefficient is higher for the holistic scoring method than for the relational scoring
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method, if the aim of the study is to make an absolute decision, the holistic scoring
method is recommended.

For future similar studies, it can be suggested that more tasks and fewer raters be
used for reliable results. In this study, the “Force and Motion" unit in a Science and
Technology course is discussed. The concept maps on different courses in different
subjects and whether they provide reliable and valid results can be researched. In
addition, the studies which include different and more sources of variability besides
the sources of variability of the tasks and the raters in this study may be
recommended.
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Ozet

Problem Durumu: 1970'lerde ortaya konan kavram haritalari, bilginin hiyerarsik bir
diizen icerisinde sematize edilerek gorsellestirilmesini saglayan grafiksel
araclardir Kavram haritalar1 egitimde bir konudaki kavramlar arasindaki iligskinin
daha acik, anlamli 6grenilmesini saglamaya yardimci olabilecek araglardir. Novak
(2001), kavram haritalarmin 6gretim amagh kullanilabildigi gibi degerlendirme
amagcli da kullanilabilecegini, ¢oktan se¢meli testlerin kullanilmasinin bir zorunluluk
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olmadigin1 ve hatta zamanla ulusal basari sinavlarinda bu araglarin etkili bir
degerlendirme araci olarak kullanilabilecegini belirtmistir (Akt: Kaya ve Kilig, 2004).
Kavram haritalarmin egitimde degerlendirme amacli olarak kullanilmasi,
ogrencilerin konuyu anlayip anlamadiklarimi gostermesi ve ogrenme ile ilgili
eksiklerini ortaya ¢ikarmasi agisindan ¢ok onemlidir. Kavram haritalari, 6grencinin
bilgi yapisini, konuyla ilgili yanilgilarini ve yanlis anlamalarini belirlemede oldukca
fonksiyonel bir isleve sahiptir (Sahin, 2002). Kavram haritalarmin degerlendirme
aract olarak kullanilmasi bunlarin puanlanmas: konusunu giindeme getirmistir. Bu
yontemin degerlendirme amagh olarak kullanilabilmesi icin 6gretmenler tarafindan
puanlama yontemlerinin ¢ok iyi bilinmesi gerekmektedir. Farkl: sekilde olusturulan
ve kullanilan haritalar farkli yontemlerle puanlanabilmektedir. Bu yontemlerden iki
tanesi biitiinciil ve iliskisel puanlama metotlaridir. Biitiinciil puanlama yonteminde
kavram haritalar1 bir biitiin olarak ele almur, 6grencilerin kavramlarla ilgili
ogrenmelerini haritaya yansitabilmeleri ve ilgili kavramlarin haritada yer almas1 goz
ontinde tutularak 1-10 arasinda bir puanla degerlendirilir. iliskisel puanlama
yontemi 6nermelerin ayr1 ayri puanlanmasi temeline dayanmaktadir. Onerme iki
kavram arasindaki iliskinin etiketlenmis bir ok araciifiyla gosterilmesi olarak
tanimlanir. Haritanin toplam puani, ayr1 6nermelerin her birine verilen puanlarin
toplanmasiyla bulunmaktadir ve her bir 6nerme dogru olup olmadiklarma gore 0-3
arasinda bir puan almaktadir (McClure, Sonak ve Suen,1999). Kavram haritasi,
degerlendirme araci olarak kullanildiginda teknik 6zellikleri kritik hale gelmesine
ragmen, elde edilen puanlarin giivenirlik ve gegerliliginin nasil degerlendirilecegi
her zaman net degildir (Yin ve Shavelson, 2008). Genellenebilirlik (G) kurami, temeli
varyans analizine (ANOVA) dayanan giivenirligin degerlendirilmesini saglayan,
Cronbach ve arkadaslar (1972) tarafindan gelistirilen, giivenirlik kavramina farkli bir
bakis agis1 getiren istatistiksel bir kuramdir (Shavelson ve Webb, 1991 Akt;
Deliceoglu, 2009). Ogrencilerden birinin aldifi puan kavram haritast puanlarinmn
evreninden bir 6rnek olarak diistiniiliirse (degisen biitiin kosullar altinda 6rnegin;
gorev, cevap formati ve puanlama metotlar1 vb.) kavram haritalarmin puanlanmasi
G kurami kapsaminda incelenebilir. Ruiz-Primo ve Shavelson, (1996) kavram haritasi
puanlamasinin; kavramlar, dnermeler, gorev tipi, cevaplama formatlari, durumlar,
puanlayicilar ve puanlama ydntemleri gibi farkli hata kaynaklari icerdiginden, bu tiir
aragtirmalarda G kuraminin kullanilmasin bilhassa uygun oldugunu belirtmistir
(Akt: Yin ve Shavelson, 2008).

Arastirmanin Amaci: Bu ¢alismada, farkli 6gretmenler tarafindan puanlamasi yapilan
ogrencilerin olusturdugu kavram haritalarmin puanlarmin giivenirlikleri G kurami
acisindan ele alinacaktir. Bu arastirma kapsaminda kavram haritas1 puanlama
yontemlerinden ikisi kullanilmistir. Bunlar; biitiinsel (holistik) puanlama ve iliskisel
puanlama yontemleridir. Kavram haritalarinin puanlanmasinda sadece bu iki
yontemin kullanilabilmis olmast arastirmanin sinirliliklarindan  biri  olarak
gortilebilir.

Arastirmamin Yéntemi: Arastirma, Osmaniye ili Merkez Atattirk Hktigretim okulunda
7.smmifta 6grenim gormekte olan 151 kiz, 21'i erkek olmak tizere 36 &grenci ile
gerceklestirilmistir. Arastirma 2010-2011 egitim-6gretim yil1 gtiz donemi Aralik-Ocak
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aylar1 icerisinde gerceklestirilmistir. Arastirma kapsaminda ogrencilerin yapmuis
oldugu kavram haritalarini ti¢ farkli 6gretmen puanlamislardir. Veriler, veri toplama
araci olarak kullanilan dort farkli kavram haritasindan elde edilmistir. Bu ¢alismada
kullanilan haritalar Kuvvet ve Hareket tinitesiyle ilgilidir.

Arastirmanmin Bulgulari: Calismada 36 6grencinin dért kavram haritas: olusturabilme
diizeyleri iki farkli puanlama yoéntemiyle ti¢ puanlayici tarafindan puanlanmistir.
Her bir puanlama yontemine gore elde edilen puanlar G kuramina gore ayri ayri
analiz edilmis ve elde edilen sonuglar yorumlanmustir.

Biittinsel puanlamada, ¢alismada yer alan 6grenciler (s) 6l¢menin objesi olup, diger
degiskenlik kaynaklar1 olan kavram haritalar1 gorevleri (t) ve puanlayicilar (r) da
calismanin ytizey (facet)lerini olusturmaktadir. Bu calismada tiim ogrenciler tim
kavram haritalarmi olusturmakla sorumlu olduklarindan ve tiim puanlayicilar
tarafindan biittinsel puanlama yontemiyle puanlandiklar1 icin ¢alisma ttimiiyle
caprazlanmis (s x t x 1) desenden olusmaktadir. Genellenebilirlik analiziyle elde
edilen varyans bilesenlerine iliskin sonuglara goreen biiyiik degiskenlik
kaynaklarindan birinin dgrenciler oldugu gortlmiustiir (gercek varyans). Diger ana
etkiler olan gorev, toplam varyansi agiklayan en biiyiik bilesenlerden biri olurken
(yaklasik %14), puanlayic bileseni toplam varyansin agiklanmasina nerdeyse hic bir
katkida bulunmamaktadir (%001). Etkilesimlere baktigimizda 6grenci-gorev bileseni
toplam varyansin yaklasik %35’ini agiklarken, gorev-puanlayici etkilesimi toplam
varyansin ¢ok kiigiik bir kismim agiklamaktadir (%034). Uglii etkilesimin, bir bagka
deyisle artik etkisinin, toplam varyansdaki pay1 ise %24’ttir. G kuramina gore, artik
etkisine iliskin varyans degerinin olabildigince kiiciik olmasi istenir. Bu deger,
puanlardaki degisimin ¢alismada yer almayan farkli degiskenlik kaynaklarina bagl
ortaya ¢ikmis olabileceginin sinyalini vermektedir. G kuraminda, klasik test
kuramindaki  giivenirlik  katsayisina  karsiilk  gelebilecek G katsayist
hesaplanmaktadir. G kuraminda, klasik test kuramindan farkli olarak bir de mutlak
degerlendirmenin s6z konusu oldugu durumlar icin ayrica Phi katsayis: (reliability
coefficient) da hesaplanabilmektedir. Yukaridaki esitliklere dayal1 olarak, calismada
yer alan dort gorev ve ti¢ puanlayic1 tizerinden hesaplanan G ve @ katsayisilar
sirastyla .63 ve .57 olarak bulunmustur.

lliskisel puanlama yonteminde de ayni desen kullamlmis ve yine en biiyiik
degiskenlik kaynaklarindan birinin 6grenciler oldugu goriilmiistiir (%10). Gorev ana
etki bileseni, toplam varyans: aciklayan en biiyiik bilesen olurken (yaklasik %56),
puanlayict bilegsenin toplam varyansin agiklanmada bir pay: bulunmamaktadir
(%000). Diger taraftan ikili etkilesimlere bakildiginda ogrenci-gérev, &grenci-
puanlayic1 ve gérev-puanlayic etkilesimleri sirasiyla yaklasik %20, %0 ve %03 olarak
elde edilmistir. Buradan anlasilacag: tizere, kavram haritalarinda yer alan gorevlerin
zorluk duizeyleri ogrenciler icin farklilik gosterirken, 6grencilerin ve gorevlerin
puanlanmast puanlayicidan puanlayiciya farklilk — gostermemektedir.  Uglii
etkilesimler artik etki olarak isimlendirilir ve eger calismada, olgme sonuglari
guvenilir ise artiklara ait olan bu degerin olabildigince kiiciik olmasi istenir. Mliskisel
puanlama yonteminin kullanilarak elde edilen puanlar tizerinden bulunan artik etki
varyansi toplam varyansin %10 unu aciklamaktadir. Elde edilen bu varyans degeri,
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puanlardaki degisimin calismada yer almayan farkli degiskenlik kaynaklarina bagl
ortaya ¢ikmis olabileceginin sinyalini vermektedir. Calismada yer alan dort gorev ve
ti¢ puanlayic1t tizerinden iliskisel puanlama yontemi i¢in hesaplanan G ve @
katsayisilari sirasiyla .63 ve .34 olarak bulunmustur.

Aragtirmanin Sonug ve Onerileri: Elde edilen sonuglara gore, her ik puanlama yontemi
icin G katsayist ayn1 bulunmusken, Phi katsayist biitiinsel puanlama ydnteminin
kullanildig1 kavram haritasi calismasinda daha yiiksek bir degere sahiptir. Bu
sonuglara dayanarak mutlak kararklarin alinmasi amagalanan kavram haritasi
calismalarinda, biitiinsel puanlama yoéntemini kullanmak onerilebilir. liskisel
puanlama yonteminin kullanilacagi durumlarda ise 6grencilerin kavram haritalarini
olusturmada daha fazla pratik yapmast ve puanlayicilara puanlama konusunda daha
fazla aciklama yapilmasi ve puanlama Olciitlerinin daha ayrintii verilmesi
onerilebilir. Ayrica, her iki puanlama yontemiyle elde edilen sonuglara gore, artik
varyansin yiiksek ¢ikmasina dayali olarak, ogrencilerin kavram haritasi
olusturulmasinda hata kaynag olabilecek diger dis etkenlerin (ortam, dlgme araci
vb.) de dikkatlice kontrol altina alinmas: gerektigi 6nerilmektedir.

Anahtar sozciikler: Genellenebilirlik kurami, puanlayici etkisi, kavram haritalarmin
puanlanmasi, puanlama yontemleri.
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Abstract

Problem Statement: The reasons that people listen to music have been
investigated for many years. Research results over the past 50 years
have showed that individual musical preference is influenced by
multiple factors. Many studies have shown throughout that music has
been used to induce emotional states, express, activate, control
emotions, relax, and communicate. It can be suggested that asking
“how students shape music in their mind, the importance of music,
and which genres they listen to and why” can help educators achieve
their goals more easily.

Purpose of Study: This study investigated the involvement of music in
the lives of university students; the type of music they listen to in the
university and during childhood; why they listen to music; and the
emotional and social function of music. Of the students attending
different departments of Dokuz Eylul University Faculty of Fine Arts,
322 were randomly selected to participate in this study. Open-ended
questions were used to reveal their reasons for listening to music and
the musical genres they prefer.

Method: To reveal how often students listen to music, why they listen
to music, and what type of music they listen to during university and
childhood, a questionnaire with open-ended questions was used. A
content analysis methodology was used to analyze the data.

Findings and Results: Findings revealed that the main reasons for
listening to music were enjoyment, emotional mood, peer group, and
family. In addition, the majority of students reported that they listen to

* Corresponding author: Assist Prof. Dr., Faculty of Fine Arts, Dokuz Eylul University, Izmir,
Turkey. elif.tekin@deu.edu.tr
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music between two and nine hours per day. The most preferred genres
were rock, jazz, western art, and pop. The least preferred genres were
Turkish musics. The preferred genres and listening frequencies were
found to be different in childhood and in university. In addition, the
preferred musical types of the participants were different from those
their families preferred.

Conclusions and Recommendations: The fact that the participants’
preferred genres of music differed during adulthood and childhood
and also differed from their families’ preferences indicates that the
family’s role in the development of musical tastes is not significant.
Another striking finding is that Turkish music genres are not more
popular. This finding can be associated with the fact that music
represents social identity. It is seen that Enjoyment and emotional
mood were among the main reasons for listening to music.

Keywords: Reasons for Listening to Music; Musical preference;
Emotional function of music; Social function of music.

Introduction

Identifying the underlying factors that affect the music listening experiences of
individuals can make it possible to use these factors in education. While it is perfectly
feasible to ask individuals if they're interested in any field of art, this question loses
its meaning when applied to music as a form of art. If a group of university students
was asked ‘Do you listen to music?’, it is highly likely that they’d all answer
affirmatively. But why and how do we choose the music we listen to? For the past 50
years, music psychology researchers have been seeking the answer to this question.
According to Berlyn’s (1971) neurophysiologic study, musical preference depends on
the activating potential that music creates in the individual. This theory also
suggested that people like music with a middle level of complexity and familiarity
and that higher or lower levels negatively affect our preference. Konecni (1982) took
this theory further and concluded that musical preference differs with the listening
environment. Individuals build their preferences through social, emotional,
cognitional conditions, and the listening environment along with their activity and
mood during the listening process. Another theoretical approach to this subject is the
prototype model developed by Martingale and Moore (1989), who suggested that
individuals perceive musical excerpts based on the prototype (as cited in North &
Hargreaves, 2008, 77-86).

According to North and Hargreaves (2008), these theories are insufficient to
describe the reasons that people listen to music. These early studies overlooked
socio-cultural factors, and as individual values take over, studies in this field have
started moving in a different direction. When approached from the perspective of
socio-cultural factors, it is clear that individuals gain or lose status with others based
on their tendency to think like other members of the group. A good example would
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be high school or university students preferring to listen to the same type of music as
their friends, simply because their friends are listening to it.

Universities provide a safer environment where individuals feel more freedom
than in other levels of education. Because this is the time that young people become
an adult, it can be theorized that the preferences made during this period would be
more permanent. According to Leblanc (1991), this permanency increases as
individuals grow older. Additionally, according to North and Hargreaves (2002),
individuals defined their musical preferences between ages 20-25 more permanently.
Considering that music is mostly consumed by young adults (North, Hargreaves, &
O'Neil, 2000), it is acceptable that these studies have been performed with the same
demographics. With the progress of technology, students can more easily find
specific types of music, form bands, and make their own music. In other words,
music listening, performing, singing, and composing has become a big part of in
university student life. Armed with this knowledge, researchers have started to
study not just the student’s music dynamics during their university education, but
also their extracurricular musical activities. Zillmann and Gan (1997) emphasized
that the answers to “why are you listening to music?” aren’t inconsistent and diverse,
but the most common responses are related to entertainment first and serving
multiple needs second. These needs have been subsequently classified and measured
in research. For example, during their research on English young adults, North,
Hargreaves, and O’Neil (2000) used a scale of 12 reasons for listening to music on a
wide sample of students. Framing these reasons based on identity and mood, they’ve
grouped these reasons under three primary categories: to make an impression, to
meet emotional needs, and enjoyment. A large portion of the participants stated that
they prefer certain types of music to “look cool”; to impress their friends and family;
and to satisfy their emotional needs. A similar study by Tarrant, North, and
Hargreaves (2000) categorized “impression” under “social needs” and used the same
classification. They investigated the reasons that young adults in the US and UK
listen to music, and concluded that the two main reasons are “to leave an
impression” and “satisfying emotional needs (relaxation, pleasure).” Studying
students in Portugal and England, Boal-Palheiros and Hargreaves (2001) found that
students relate listening to music at home with relaxation, mood, and social
relationships, while they related listening to music at school with being active and as
a source of motivation. North, Hargreaves, and Hargreaves (2004) found that
students answered respectively “enjoyment”, “passing time”, and “habit”. Juslin and
Laukka (2004) concluded that emotion is the leading motivation for music listening.

Law and Ho (2015) suggested that there is a gap between the musical learning
preferences in and out of school. Additionally, several studies have indicated that the
music lesson is not one of the popular lessons among students (North, Hargreaves, &
O'Neill, 2000, 256). According to Sloboda (1990), concerts and home rank as more
tasteful musical environments than school (as cited in Boal-Palheiros & Hargreaves,
2004, 40). Gurgen (2016) found that students of fine arts prefer jazz and blues instead
of local genres, while students in music education prefer rock and metal music
mostly.
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Listening to music at home and at school has a direct relation to age. Theories
aiming to explain the effect of aging during the late childhood and early adolescence
emphasize the relative importance of family and relatives. The results of a growing
number of studies indicate the effects of listening to music on the formation of
personal and social identity, establishment of interpersonal relationships, and
regulation of mood and emotion (Boal-Palheiros & Hargreaves, 2001).

In a study of 24 students, Herbert (2012) have analyzed the students’ 14-day
diaries, with commentary phenomenology, and detected eight important
psychological points relating to mood: excitement, dissociation, relaxation,
connectedness, emotion and mood, daydreams, exploration of emotion, and
multimedia experience.

These studies have found that reasons related to emotion rank higher than others
almost exclusively. Schafer, Smukalla, and Oelke (2013, 2) suggested that music
listening related to Maslow’s hierarchy of needs. At the bottom of the pyramid are
physiological needs. After the satisfaction of physiological needs comes self-
actualisation. During self-actualisation, individuals have stated that they felt
detached from time and space and had deep emotional experiences. Maslow’s (1964)
studies on mysticism, religion, art, and creativity showed that one of the most
frequent peak experiences that promptly arise and activate triggers is music (as cited
in Schafer et al., 2013, 2).

The struggle to understand the reaction of a listener to music is challenging but
exciting because music is a factor triggering emotions. Research based on “emotion”
has been ignored and overlooked in the past, but has recently become more
prominent (Juslin & Laukka, 2004). Saarikallio and Erkkiléd (2007) suggested a model
to fill the gap in music’s effect on daily life, which they recognized as being
investigated by other researchers but still demonstrated significant gaps. This model,
which analyzes mood regulation during music listening in young adults, describes
the satisfaction of emotional needs (such as entertainment, relaxation, mental
activity, etc.) with musical activities (such as listening, playing, singing).

It is important for teachers and administrators responsible for music education to
identify students’ listening habits, the genres they enjoy, and why they listen to
music. The purpose of this study was to determine the musical background of
students attending Dokuz Eylul University, Faculty of Fine Arts and factors
prompting them to listen to music in the context of emotional and social functions of
music.

Method
Research Design

This study was a qualitative case study. The data was analyzed with a content
analysis technique including conceptualization of the data, detection of the categories
that correctly explain the concepts, and regulation of the data (Yildirim & Simsek,
2013, 159).
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Research Sample

Of the students attending the Dokuz Eylul University Faculty of Fine Arts, 322
were randomly selected to participate in the study. Of these, 89 were studying in the
music department and 233 in other departments, including sculpture (18), traditional
arts (44), ceramics (20), graphic design (77), photography (22), painting (28), and
textile (24). Their mean age was 23.

University students were chose as participants over younger students because
their favorite music genres are more stable, the genres they listen to are more diverse,
and they can identify music genres more accurately (Leblanc, 1991; LeBlanc, Sims,
Siivola, & Obert, 1996; Berg, Fierros, & Pérez, 2015).

Research Instrument and Procedure

A questionnaire with open-ended questions was used to reveal how often
students listen to music, why they listen to music, and what type of music they listen
to during university and childhood. Questions were determined by two expert
instructors from the Educational Sciences Department. The clarity and
understandability of the questionnaire was tested beforehand with different sample
groups, and took its final shape afterwards.

Data Analysis

In this study, data were collected through ‘interview of the open-ended
questions’ (Yildirim & Simsek, 2013, 148). To reveal the reasons for choosing a genre,
students were asked “What do you think made you choose the genre(s) or type of
music you listen to?” After coding the answers, categories were developed.
Categorization is the classification of the concepts obtained from the content analysis
(Yildirim & Simsek, 2013, 260). The categories in this study were “personal factors”,
“environmental factors”, and “musical factors” (Table 2). Two investigators were
consulted when performing the categorization. A separate form was developed to
verify the integrity of the data set. Twenty of the 322 conversation records were
randomly chosen and the answers were classified into this form by two independent
observers, whose results matched the researcher’s. Answers were compiled into a
table using frequency and percentage calculations.

Results
Music Listening Frequency

Students were asked how often they listen to music in their daily lives and four
categories were defined. Table 1 shows these categories along with their frequency,
and percentage rates.
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Table 1.

How Frequently Students Listen to Music
n=2322 f %

1-2 days a week 12 3.72

3-4 days a week 19 5.90

Everyday 286  88.81

Other 5 1.55

According to Table 1, 88.8% of the students listen to music every day.
Additionally, when those students who listen to music everyday noted that the
duration ranged between two and nine hours per day. Those who selected “Other”
provided answers such as “it depends” and “sometimes I never listen to music,
sometimes I listen to music very often”.

Musical Genres that Students Listen to

To understand the students” musical past and determine what they and their
family listened to during their childhood, the students were asked, “What types of
music do you listen to the most?” and “What was the type of music you used to
listen to during your childhood the most?” As the answers included many sub-
genres, these answers have been consolidated within more general parent genres,
and reduced to 13. For example, “Progressive Rock” was consolidated with “Rock”;
answers such as Trance and House were categorized under “Electronic Music”. The
results, along with frequency and percentages, are shown in Table 2.

Table 2.

Genres Students and Their Families Listen to

Musical Genres (n=322) University Childhood Family
f % f % f %

Rock (progressive rock, hard rock, indie 158  49.06 65 2018 30 9.31
rock)

Jazz 113 35.09 - - 23 7.14
Western Art Music 108 3354 13 403 38 11.80
Pop 105 3260 190 59.00 98 3043
Blues 79 24.53 - - 12 3.72
Electronic (dubstep, trip-hop, trance, 74 22.98 - - -
house, techno)

Metal 60 18.63 22 6.83 - -
Traditional Turkish Art Music 43 1335 14 434 94 29.19
Reggae 26 8.07 - - 4 1.24
Latin 21 6.52 - - 4 1.24
Rap/Hip-Hop 19 5.90 - - 4 1.24
Turkish Folk Music 19 590 19 590 75 23.29
Turkish Arabesque Music 11 3.41 8 248 18 5.59
Ozgun Music* 5 1.55 - -1 3.41
No Answer 8 248 54 16.77 66 20.49

* A political and local music genre in Turkey.
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Table 2 shows that 49.06% of the participants listen to rock in university, while
20.18% listened to rock during their childhood. Students listening to the second most
popular genre, jazz (35.09%), stated that they didn’t listen to this genre in childhood.
The same applies to blues, which 24.53% of university students listen to, none of
whom listened to this genre during childhood. Additionally, these genres reported
very low percentages of family listening history (7.14% and 3.72%).

The percentage of students who listened to western art music during university
was 33.54%. Of these, 4.03% listened to western art during childhood and 11.80%
reported that their families listened to this genre.

Pop music attracted more listeners during their childhood, with 59% of
respondents, compared to 32.60% of university students who still listen to this genre,
and 30.43% reporting that this genre was popular in their family.

Of the participants’” families, 29.19% listened to traditional Turkish art music,
while 4.43% of participants reported listening to this genre during childhood, and
13.35% reported listening to traditional Turkish art music as university students. A
consistent 5.90% of respondents reported listening to Turkish folk music during
childhood and at university, while the influence among families was much higher
(23.29%).

Electronic music listeners (22.98%) reported that they didn’t listen to electronic
music during childhood and that it wasn’t a genre their families listened to, while
18.63% of respondents reported listening to metal as university students, with 6.68%
listening to this genre during childhood, and none reporting that their families
listened to metal.

Latin, reggae, and rap having a notably low percentage of listeners during
childhood and among families, but each of these genres registered between 5 and 8%
of university students as listeners. Between 2 and 6% of respondents reported
listening to Arabesque Music as children, as university students, and among their
families.

16% of the participants did not mention the genres they listened to in childhood
and 20.49% of the participants did not mention the genres their families listened to.

Reasons Why Students Listen to Music

Categories were formed based on student answers to the question “What do you
think made you choose the genre(s) of music you listen to?” Table 3 shows the
appropriate answers to these categories, as well as their frequency and percentage.
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Table 3.
Why Students Listen to Music Based on Music Departments and Other Departments
Total Music Non-music
(n=322) (n=89) (n=233)
Personal Factors f % f % f %
Enjoyment 87 2701 22 2471 65 27.89
Emotional Mood 49  15.21 6 6.74 43 18.45
Other 49 1521 6 6.74 43 18.45
Environmental Factors
Peer group 47 1459 15 1685 32 96.96
Family 32 1000 12 1348 20 8.58
Where I live 15 4.65 4 449 11 4.72
School 10 3.10 7 7.86 3 1.28
Media 7 2.17 4 4.49 3 1.28
Other 12 3.72 3 3.37 9 3.86
Musical Factors
General Properties 48 1490 30 3370 18 7.72
Technical Properties 21 6.52 11 1235 10 4.29
No Answer 38 11.80 7 217 31 9.62

Table 3 shows that “enjoyment” and “emotional mood” (of the “personal factors”
category) are the most frequent reasons for listening to music. Environmental factors
are second, with musical factors third. As expected, students from the music
department registered more musical factors than personal or environmental factors.
It should be noted that 11.80% of the students did not answer this question.

Example Sentences

Table 4 shows a selection of example answers to “What do you think made you
choose the genre(s) of music you listen to?”

Table 4.
Example Reasons That Students Listen to Music

Personal Factors

Enjoyment “Because I like it”
“Because I find it pleasant”
“It entertains me”

Mood / Emotional “Satisfies my emotional state”

State “It fixes my emotional state”
“It rests my soul”
“It speaks to my emotions”
“Relaxing/Calming”
“Changes my mood”

Other “My ambition to research”
“Seeking difference”
“Curiosity”
“Because I'm an artist”
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Table 4 Continue

Personal Factors

Environmental Factors
Peer Group “Because the people I've met recently listen to it...”
“Someone whom I see as an idol listen to this”
“There was a girl I used to like in school, and I've started to listen to this genre
to look cool to her”
“Listening to it thanks to my social circle”
Family “My brother suggested it”
“It used to play at home”
“My dad used to listen to it”
“That’s how I grew up”
Where I live “Different cultures I belong to”
“Where I live”
“My socio-cultural state”
“Culture”
School “Having studied at fine arts high school has a great impact”
“I listen to this because I study in Music Sciences”
Media “I've heard it on the Radio and started listening to it”
“Internet links”
“TV Series / Soundtracks”

Other “Because it’s not popular”
“Places I've been and went to had a great impact”
“My lifestyle”
Musical Factors
General “I like the singer / band”
Properties “Because it’s high quality music”

“Because I'm interested in the artists’ lives.”
“I perform the same genre”

“I like the bands’ political views”

“I play an instrument”

Technical “Rhythms and scales they play”
Properties “Harmonic Structure”
“Virtuosity of the musician”
“Melody”
“Complex Rhythms”

“Quality of the mechanical recording and cleanliness of the sound”

Discussion and Conclusion

Understanding why people listen to music is a big field of research with many
difficulties, as musical taste can be affected by many factors. North and Hargreaves
classified these factors as listener, musical genre, and state of listening/environment.

It is well known that music has a big place in the lives of young adults, and the
findings of this research confirm this; 89% of the students listen to between two and
nine hours of music every day. Similarly, Lamont et al. (2003) concluded that young
adults listen to 13 hours of music every week, and more importantly, found that
young adults spare more time for listening to music than they do for other daily
activities.

Tekman and Hortacsu (2002), in their research conducted in Turkey, concluded
that the purpose and effects of the music depends on individuals” pasts and their
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actions. They also found that individuals listen to music not only to relax but to feel
energized and become more active. For example, western art music is used to relax,
and rap music helps listeners feel energized. Also, participants were aware that
Turkish Folk Music enhanced their social identity and arabesque music diminished
and rejected their social identity. Investigating the relationships between musical
genres and prejudice, Senel (2014a) reported that participants belonging to different
age groups describe arabesque music listeners as uncultured, unpleasant, and
problematic. As shown in Table 2, the percentage of people listening to Turkish
music (Traditional Turkish art Music, Turkish Folk Music and Turkish Arabesque
Music) is comparatively low, which can be tied to music’s effects on representing the
social identity (Hortacsu, 2012; Rentrow & Gosling, 2003; Senel, 2014b). Another way
to think about this is that individuals may claim not to like certain types of music not
because they don't like those genres, but because it’s incompatible with their social
identity or because of their prejudice against the people listening to these genres.
North and Hargreaves (2008) stated that social identity was one of the key factors
affecting musical preferences. Stalhammer (2006) theorized that the three biggest
elements affecting people’s musical identities are the global music industry, cultural
background, and environmental factors.

Results show that the genres participants listen to during childhood and their
university years are different, and other than Pop music, the genres they listen to are
different from their families’ preferences. Participants stated that during their
university years, they generally prefer genres they didn’t listen to during their
childhood (Table 2). With this in mind, it seems that family musical preferences
doesn’t necessarily shape musical preferences, and that families frequently fail to
transfer their musical preference heritage to the next generation; the music industry
and peer groups have a much larger influence than families. However, 16% of the
participants did not mention the genres they listened to in childhood and 20.49% of
the participants did not mention the genres their families listened to. This may be
attributable to an inability to remember the past or a lack of musical activities related
to childhood and family.

In this study, participants repeatedly stated that “enjoyment”, “emotional state”,
and “close social environment” were the main reasons they preferred certain types of
music. Zillion and Gan (1997) concluded that the reasons young adults listen to
music are entertainment and various other needs. Boal-Palheiros and Hargreaves
(2001) similarly reported that students replied to the open-ended “why do you listen
to music” question with “enjoyment”, “emotional state”, and “social needs”,
ultimately concluding that “enjoyment” is the biggest function in listening to music.
Likewise, North et al. (2000) found that young adults prefer certain types of music to
satisfy their social and emotional needs. Also, the answers students gave align
perfectly with Herbert’'s (2012) psychological analysis of diaries, focusing on
emotional state, relaxation, and communication. In this study, music students replied
based on their musical knowledge, specifically that they liked music because of the
“musicians’ virtuosity”, “harmonic structure”, and similar musical reasons, while
non-musicians replied that their emotional state and close social environment were
the biggest influences on their preferences. Therefore, it can be concluded that a
formal music education strongly affects individuals” musical preferences.

Most researchers agree that emotions are the biggest reason we listen to music
and that the power of music slowly became a tool to activate, change, empower, and
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alleviate emotions. Many studies have shown how music has been used to induce

emotional states, express, activate, control emotions, relax, and communicate

(Zillmann & Gan, 1997; Juslin & Laukka, 2004; Saarikallio & Erkkild, 2007; Herbert,

2012). Likewise this study showed that over 50% of students listen to music for these

same reasons.

It can be suggested that asking “how students shape music in their mind, the
importance of music, and which genres they listen to and why” can help educators
achieve their goals more easily, motivate students more forcefully, and most
importantly, produce better learning outcomes.

As previously mentioned, there are two ways of learning about music: in school
and out of school. Students generally prefer their own music to school music. It is
essential to add popular and local music genres to the curriculum to establish a
bridge between these two different environments. According to Hargreaves et al.
(2003, p. 156), the relationship between formal and informal music making is
complicated. In addition to focusing on learning materials and institutions, the dialog
between teacher and student, and the role of students in their own learning should
also be considered.
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Miizik Dinlemenin Duygusal ve Sosyal Islevi: Universite
Ogrencilerinin Miizik Dinleme Nedenleri

Atif:

Gurgen, E. T. (2016). Social and emotional function of music listening: Reasons for
listening to music. Eurasian Journal of Educational Research, 66, 229-242
http:/ /dx.doi.org/10.14689/ ejer.2016.66.13

Ozet

Problem Durumu: Insanlarm miizigi neden dinledigi uzun yillardir merak konusu
olmaktadir. Son 50 yildir yapilan ¢alismalarda ve gelistirilen kuramlarla miizik
begenisinin ¢ok cesitli faktorlerden etkilendigi ortaya konmustur. Bu faktorler,
dinleyici, miizik parcast veya tiirii ve dinleme durumu/ortami olarak
smiflandirilabilir. Giderek artan sayidaki ¢alisma sonuglari, miizik dinlemenin kisisel
ve sosyal kimlik olusumu, kisiler arasi iliskilerin sekillenmesi ve ruh hali ile duygu
durumunun diizenlenmesi iizerine olan etkilerine isaret etmektedir.
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Aragtirmamn  Amaci: Bu calisma Miuzik bolimt Ogrencileri ile diger sanat
bolumlerinde okuyan 6grencilerin miizik dinleme nedenlerini miizigin duygusal ve
sosyal islevleri baglaminda belirlemeyi amaglamaktadir. Ayrica ogrencilerin
tiniversite ve ¢ocuklukta hangi miizik tiirlerini dinlediklerini, ailelerinin dinledikleri
tiirlerle benzerlik ve farkliliklarin saptanmast da amaglanmustir.

Aragtirmanmin Yontemi: Arastirmada nitel arastirma desenlerinden durum calismasi
deseni kullanilmistir. Aragtirmanin katilimeilarii Dokuz Eyliil Universitesi Giizel
Sanatlar Fakiiltesinin farkli boltimlerinde okuyan tesadiifi olarak se¢ilmis 322 6grenci
olusturmaktadir. 89'u Muzik Bilimleri, 233'ti diger bolumlerde (Resim, Grafik
Tasarim, Heykel, Fotograf, Seramik) okumakta olan 6grencilerin yas ortalamasi
23 diir. Ogrencilerin miizik gegmislerini anlamak icin simdi, cocukken ve ailelerinin
dinledikleri muizik tiirlerini ortaya koymak amaciyla sirasiyla “ En ¢ok hangi miizik
turlerini dinlemektesiniz?”, “ cocukken en ¢ok dinlediginiz miizik tiirleri nelerdir?”
ve “Ailenizde en ¢ok hangi miizik tiirleri dinlenirdi?” acik uclu sorular: sorulmustur.
Yanutlar bir¢ok alt miizik ttrtinii de igerdiginden bu yanitlar ana miizik tiiriine
eklenerek 13 tane miizik tiirtine indirgenmistir. Verilerin toplanmasinda goriisme
ttirlerinden “agik uclu anket goriismesi” (Rubin, 1983’den "den aktaran Yildirim ve
Simsek, 2013, p.148) kullanilmistir. Agik uglu sorularin analizinde nitel arastirma
tekniklerinden icerik analizi kullanilmistir. Ogrencilerin verdikleri yanitlardan
benzer olanlar bir araya getirilmis ve kategoriler iceren bir form olusturulmustur.
Yanitlarin kategorize edilmesinde yine uzman goriisiine basvurulmustur. Ayrica
verilen yanitlarin hangi kategoriye girdiginin net olarak belirlenebilmesi igin 2
bagimsiz gozlemcinin yardimi ile rastgele secilen 20 adet 6grenci anketindeki
yanutlar bu forma kaydedilmistir. Formlar karsilastirildiginda 2 gozlemcinin de
yarutlar1 aragtirmaci ile paralel yonde degerlendirdigi gortilmiistiir.

Arastirmamin Bulgulari: Arastirma sonucunda grencilerin biiyiik ¢ogunlugunun
(%89) haftanin her giinii 2 ila 9 saat aras1 miizik dinlemekte oldugu belirlenmistir.
Ogrencﬂerin biiyiik bolumii Rock, Jazz, Klasik ve Pop miizik tiirlerini, cok az bir
bolumu ise Ttrk Halk Miizigi, Arabesk ve Ozgiin miizik tiirlerini tercih ettiklerini
belirtmislerdir. Katilimcilarin dinledikleri miizik tiirleri ve dinlenme oranlarimin
tiniversitede ve cocuklukta farkliliklar gosterdigi, ayrica Pop miizik disinda
dinledikleri mtizik ttirlerinin ailelerinin tercih ettiklerinden farkli oldugu
saptanmustir. Katilimcilar genelde cocuklukta daha az dinlemeyi tercih ettikleri ya da
hi¢ dinlemedikleri miizik tiirlerini yetiskinlikte en ¢ok tercih ettikleri tiir olarak
belirtmiglerdir. Katilimcilarin %49,06’smun iiniversitede, %20,18 inin ¢cocuklukta Rock
miizik dinledigi goriilmektedir. Rockdan sonra en fazla dinlenen tiir olan Jazz'i
dinleyenler (%35,09) cocukluklarinda bu miizik tiirlerini hi¢ dinlemediklerini
belirtmislerdir. Ayni sekilde Blues miizik de yetiskinlikte % 24,53 oraninda
dinlenirken ¢ocuklukta hi¢ dinlenmedigi goriilmektedir. Ayrica ailede bu tiirlerin
dinlenme oranlar1 duistiktiir (% 7,14 - % 3,72).

Klasik miizikte ise dinleme oram1 % 33,54 iken, cocuklukta (%4,03) ve ailede ise bu
oranin diistik oldugu gortilmektedir (%11,80). Pop miizigin ise en ¢ok cocukken
dinlendigi (%59,00) gozlenmekle beraber tiniversitede %32,60, ailede ise % 30,43
dinlendigi bulgusuna ulasilmistir. Katilimeilarin %29,19'unun ailesinde Tiirk Sanat
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Miizigi dinlenirken, ¢ocuklukta bu oranin % 4,34 diisttigii, yetiskinlikte ise %13,35’e
yiikseldigi goriilmektedir. Ttirk halk miizigi ise cocukken ve yetiskinlikte, % 5,90 gibi
cok az dinlenme oranina sahipken, ailede bu oranin % 23,29 oldugu goriilmektedir.
Katilmcilarin % 22,98'inin dinledigi Elektronik miizik tiirtintin ¢ocukken ve aile
ortaminda hi¢ dinlenmedigi gozlenirken, metal miizigin ise aile ortaminda hig
dinlenmedigi fakat ¢ocukken % 6,83 oraninda, yetiskinlikte ise % 18,63 oraninda
dinlendigi sonucuna ulasilmistir. Katilimeilarin ¢ocukken ve ailelerinde de hemen
hemen hi¢ dinlenmedigi gozlenen Reggea, Latin ve Rap miizik tiirleri yetiskinlikte %
5ile % 8 arasinda degisen oranlarda dinlenmektedir.

Aragtirmanin - Sonuglart ve Onerileri: Mizik dinlemenin ©grencilerin giindelik
hayatlarinda oldukga biiytik yer kapladig1 sdylenebilir. Tiirk miiziklerinin dinlenme
oraninin genel olarak diistik olmas1 dikkati ceken bir bulgudur. Bu bulgu miizigin
sosyal kimligi temsil etme islevi ile bagdastirilabilir. Bir baska deyisle bu miizigi
dinlemediklerini belirten bireylerin bu miizik tiirlerini gercekten sevmedikleri icin
degil de ait olduklar1 sosyal kimlik ile uyum saglamadiklar1 veya bu miizigi dinleyen
kesime kars1 duyduklar1 6nyargt nedeniyle tercih etmiyor olabilirler. Yetiskinlikte,
¢ocuklukta ve ailede dinlenilen miizik tiirlerinin farkhilik gostermesi su andaki
miizik zevklerimizin sekillenmesinde ailemizin paymin daha az oldugu veya
ailelerin kendi mtizik zevklerini bir sonraki kusaga aktarmada basarisiz oldugu,
dolayisi ile miizik tercihinde miizik endiistrisi ve arkadas gevresinin etkisinin aileden
daha agir bastig1 soylenebilir. Begeni ve ruh hali kategorilerinin agirlikli olarak
miizik dinleme nedeni olarak belirtildigi saptanmustir. Tkinci sirada gevresel etkenler,
son sirada ise miiziksel etkenler gelmektedir. Miizik boliimii ve diger boliimlere ayr1
ayr1 baktigimizda miiziksel etkenlerin genel 6zellikler de dahil olmak tizere daha ¢ok
miizik bolimii tarafindan miizik dinleme nedeni olarak belirtildigi ve diger
boliimlere gore ruh hali ve begeninin ikinci planda kaldig1 goriilmektedir. Ogrenme
stirecinde “6grencinin miizigi kafasinda nasil anlamlandirdigi, miizigin onlar icin
onemi, hangi miizikleri dinledikleri ve neden dinledikleri” sorgulandiginda
egitimcinin 6gretim hedefine daha rahat ulasmasi, 6grenmede giidiintin artmasi ve
daha verimli 6grenme ortamlar1 yaratilmasi saglanabilir.

Anahtar Sozciikler: Miizik dinleme nedenleri, miizik tercihi, miizigin duygusal islevi,
miizigin sosyal islevi.
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Abstract

Problem Statement: In modern society, schools, just as other institutions, are
required to be innovative organizations. For this purpose, they must not
only be learning organizations, they must also be innovative. In this sense,
the purpose of this study is to discover the relationship between
organizational learning mechanisms at schools and innovation
management skills of school administrators.

Purpose of the Study: The purpose of this study is to determine high school
teachers’ opinions of the innovation management skills of school
administrators and organizational learning mechanisms at high schools.

Method: The research was conducted with the relational survey model, and
272 teachers were sampled with the random sampling method. To collect
the research data, the Organizational Learning Mechanisms Scale and
Scale of Innovation Management in Schools were used. The data was
analyzed with frequency, percentage, standard deviation, mean, and
Spearman’s rho correlation analyses.
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opinions of both the organizational learning mechanisms of their schools
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and their administrators’ innovation management skills were medium
level in total and at sub-dimensions; and there is a high-level, positive,
and significant relationship between teachers’ opinions of organizational
learning mechanisms and the innovation management skills of school
administrators.

Keywords: Innovation management, organizational learning mechanisms,
school administrator, teacher.

Introduction

The changes that a society, from which resources are obtained and to which
output is given, goes under also continuously change the functions, responsibilities,
and definitions of schools. In order for schools to respond to society’s changing
structure, they need to change and innovate themselves. In order to become
institutions that execute learning throughout the schooling process, it is crucial for
schools to make innovative attempts and effectively manage these attempts. In an
information society, schools not only have to teach, but also have to learn (Banoglu &
Peker, 2012). In this study, organizational learning and innovation management was
discussed institutionally; then the present condition of high schools was determined
and suggestions were put forward.

Organizational Learning Mechanisms at Schools

Organizational learning, which was introduced by Cyert and March (1963) in the
1960s, has been discussed variously and put under the spotlight of management and
organizational science studies. Many new models were created, and organizational
learning was discussed from different viewpoints after Argyris and Schon
introduced the first organizational learning model in 1978. In the literature, the term
is defined as: determining mistakes and correcting them (Argyris & Schon, 1978);
past experiences and their efficacy and insight, knowledge, and relationships with
future experiences (Fiol & Lyles, 1985); continuously enhancing required skills in
order to reach desired results (Senge, 1990); and reacting against the uncertainty and
complexity of the environment to enhance the idea of making a difference in
organizational functions (Toremen, 2011).

Although there have been many ideas on how organizational learning is
practiced, most of them have emerged from Argyris and Schon’s (1978) single loop
and double loop learning method. Single loop learning is defined as learning to
adapt or lower the learning level (Argyris, 1976; Senge, 1990; Fiol & Lyles, 1985). This
learning type emerged in order to correct organizational mistakes, and organizations
incorporated this into their goals and policies (Toremen, 2011). Single loop learning is
short-term, superficial, temporary, a repetition of past behaviors, and at the routine
level of organization (Fiol & Lyles, 1985). Accordingly, it can be said that the goal of
the single loop method is to optimize the present system and to extinguish all the
mistakes.
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What differentiates double loop learning from single loop learning is that double
loop learning changes the mental models, policies, and assumptions underlying daily
routines and actions (Van Grinsven & Visser, 2011). After comparing double loop
learning with mistakes, Argyris (1995) defined double loop learning as changing the
underlying program, which blames others. Contrary to single loop learning, it not
only determines and corrects mistakes, but in order to attain goals, it also involves
changing the strategies, norms, and values that lead to wrong actions (Huang & Shih,
2001).

Contrary to the two learning types, triple loop learning helps the organization
learn how to learn, and it enables the organization structure to become ready for
learning. Snell and Chak (1998) defined triple loop learning as organization members
becoming aware of structures (which were present before them and which prevented
or supported learning) and eventually creating new structures and strategies.
Argyris (1978) defined this type of learning as learning to learn, and Marquardt
(2002) defined it as testing whether learning has been achieved or not and executing
learning by discussing assumptions with a critical position. Finally, Ameli and Kayes
(2011) defined triple loop learning as organizations being able to learn how to
practice single loop and double loop learning.

Organizational learning mechanisms—which are referred to as the institutional
structures and procedural arrangements that enable organizations to directly gain
knowledge by allowing members to collect, analyze, store, and systematically
disseminate information related to them and their performance—are abstract and
observable systems operated by organization members (Popper & Lipshitz, 1998).
The knowledge being analyzed and shared by organization members through shared
learning forums that enable distribution (which can make a change in routines and
processes); meetings, reviews, and comparison teams are examples of these
mechanisms (Schechter & Feldman, 2010; Lipshitz, Friedman & Popper, 2007). These
mechanisms also form the basis that allows the disseminated knowledge to become a
property of the organization (Schechter & Asher, 2012). Although they have an
equivalent role with the nervous system in the individual’s learning process, they do
not guarantee that learning will be fruitful and useful (Popper & Lipshitz, 2000).

In order for current school systems to provide a true educational service for
students and parents, they should be transformed into learning organizations that
utilize collective knowledge (Duffy 1997). It is important for schools to become
institutions that execute organizational learning and the extent, in what way, and
how organizational learning takes place is also important. Schools, as learning
organizations, are institutions where workers from all levels can collaborate,
continuously learn, and practice what they have learned (Silins, Mulford & Zarins,
2002). In order to become successful learning organizations, schools have to promote
double loop learning, which considers individual and organizational assumptions
and goals together with their actions, behaviors, and results and aims at enhancing
them (Toremen, 2011). This means information is shared throughout schools, and
information gains value as it is shared (Ozen Kutanis & Mesci, 2013). In order for
schools to keep up with the developments, they have to raise individuals who adapt
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themselves to changing trends (Park, 2006); thus, educational institutions have to
efficiently manage learning mechanisms and exploit organizational learning.

Innovation Management at Schools

Innovation indicates a positive and intentional change. When considered as an
organizational concept, innovation is the promotion of new ideas and developments
by the people within the organizational structure (Edwards, 2000). By considering
innovation as managing all the processes related to new ideas, technological
development, and creating and marketing new or renovated products/services, Trott
(2005) focuses on successfully applying new ideas within the organization.

Innovation in organizations is not a process that gives results in a single step.
Instead, it requires proper planning and management, begins by creating and
selecting ideas, and embodies them into concrete changes (Jacobs and Snijders, 2008;
Cited in: Eveleens, 2010). Innovation is an organizational process based on research
and the desire to make change, which includes inter- and intra-organizational
relationships and which leads to product and process changes (Acaray, 2007).
Because innovation does not occur by itself and is a process, innovation is an actual
study, and it can and should be managed like a regular organizational function. Yet
unlike other organizational functions, innovation is a work of knowledge and
requires intelligence and knowledge (Drucker, 2003). Therefore, in order to
successfully complete the innovation process, organizations need to focus on
innovation results and carry out their practices within this process (Aygen, 2006).

In the Oslo Manual (2005), innovation is classified into product, process,
marketing, and organizational innovations. Trott (2005) defined it as management,
production, and service innovations; and Durna (2002) classified it into product-
process innovation, radical and slow innovations, and operational innovations.
Along with the classifications, organizations have strategy, research and technology,
and marketing functions throughout the innovation management process. These
functions interact with the internal and external elements of the organization. The
information collected from these interactions contributes to the organization’s
knowledge store and enable developing new products/services and processes (Trott,
2005).

The purpose of innovation in school organizations is to enhance educational
results. Educational innovations are evident in product, process, and service
strategies of schools that aim at changing the present conditions and create unique
features to improve organizational performance (Choul, Shen, Hsiao & Chen, 2010).
As educational innovations have started to focus on school-based innovations
(Hofman, Boom, Meeuwisse & Hofman, 2012), cultural, individual, and interactive
innovations have gained importance over technical-rational innovations (Hofman &
Dijkstra, 2010).

There is a two-way interaction between education and innovation: while schools
reshape themselves according to social changes, they also pioneer social innovation
(Ozdemir, 2013). Therefore, educational organizations, which are responsible for
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planning the country’s future human resources, have to predict the future, determine
the required change, and enable these changes to become permanent (Beycioglu &
Aslan, 2010). According to Argon and Ozcelik (2007), national and international
change becomes evident in various ways in social and open educational systems and
directly or indirectly affects the individuals who are included or excluded in the
process. Everything that emerges without innovation first becomes ordinary due to
institutions, ideas, technology, and changes, then loses its functions and becomes less
effective (Acikalin, 1998).

Schools have to function with their features that are open to change and to
society’s and students’ emotional side, that recognize social diversity, are highly
sensitive to technology, protect moral values by enhancing them, cooperate with the
workers, teach democracy and practice democracy, prepare for the competitive
environment, resist external threats without drifting away from the facts of life, and
question themselves while promoting these (Beycioglu & Aslan, 2010). Educational
systems, which have expanded due to student diversity, not only face economic
competition and demands regarding social cohesion, but also face increasing
economic limitations, which have caused an increase in the search for innovation
(Stormquist, 1999).

Innovation Management and Organizational Learning Mechanisms

Innovation and constant development depend on the creative and learning skills
of organizations (Gol & Bulbul, 2012). Innovation has become more complex due to
technology and the rapidly developing environment of customer and social demands
(Cavusgil, Calantone & Zhao, 2003). The reason for this is the information that
organizations need for innovation has expanded significantly (DuPlesis, 2007). In a
setting where there is too much information, organizations have to select the
information and hand it in to the organization or create its own information in order
to enable new ideas to emerge, turn ideas into innovations, and effectively manage
the innovation process. At this point, organizational learning enables the information
that promotes innovation to be created, acquired, disseminated, and exploited (Valle,
Valencia, Jimenez & Caballero, 2011).

Organizational learning supports knowledge management, helps enhance
creative skills throughout the innovation process (Avci, 2009), creates a shared
intelligence for workers, and serves as a resource for innovations (Ozdevecioglu &
Bickes, 2012). Garcia, Ruiz, and Llorens (2007) underlined that organizational
learning supports creativeness, inspires new information and ideas, increases the
applicability of these ideas, and hence becomes the basis of innovation. While Therin
(2002) states that learning requires the acquisition of new information by integrating
new knowledge or matching the present knowledge, McCharen, Song, and Martens
(2011) underline that constant and cooperative organizational learning is crucial for
long-term and innovative educational reforms. Lemon and Sahota (2004) claim that
organizational learning culture formally or informally scans its environment;
therefore, it reaches specific knowledge and assumptions and paves the way for
innovations that enable the organization to adapt to its surroundings.
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The organizational learning process, which begins by acquiring knowledge,
continues as the knowledge is distributed to and interpreted by groups and as a
shared understanding is created and passed on to the organizational memory
(Ozdevecioglu & Bickes, 2012). A shared understanding and organization memory
gained from organizational learning serve as the resources for new ideas. Koc and
Ceylan (2007) underline that new ideas and suggestions carry the value of being the
starting point of innovation. The feedback that is gained through innovative ideas
resulting from organizational memory enables the organization to enter a new
learning process. Accordingly, it can be said that organizational learning and
innovation are facts that support and guide each other.

Purpose of the Study

The purpose of this study was, after determining the organizational learning
mechanisms that educational organizations use and identifying the innovation
management skills of school administrators, to determine through teacher opinions
whether there are any relationships between the organizational learning mechanisms
and innovation management skills of school administrators. The main purpose was
to determine teacher opinions of the innovation management skills of school
administrators and organizational learning mechanisms at high schools within the
city center of Bolu. In accordance with this purpose, answers to the following
questions were sought:

Considering the teachers who work in high schools of the center of Bolu;

1. What are their opinions regarding the organizational learning mechanisms
and innovation management skills of their administrators?

2. Are there any relationships between their opinions of the innovation
management skills of high school administrators and their opinions of the
organizational learning mechanisms at schools where they work?

Method
Research Model

This study was designed with the relational screening model. The relational
screening model is used in studies where the relationship between two or more
variables is explored without interfering with the variables (Buyukozturk, Cakmak,
Akgun, Karadeniz & Demirel, 2012). With this study, the relationships between
teacher opinions of the innovation management skills of high school administrators
and the organizational learning mechanisms at high schools in Bolu were
determined.

Research Sample

The population of the study consists of 790 teachers who worked during the
2013-2014 academic year in public high schools in the center of Bolu. Sampling was
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done in order to generalize study results in the population, and 272 teachers were
contacted with the simple random sampling method. The main characteristic of this
method is that each sample has an equal chance of being selected (Buyukozturk,
Cakmak, Akgun, Karadeniz & Demirel, 2012). According to Cohen, Manion and
Morrison (2007: 104), a sample of 260 people is enough for a population of 790
people.

When demographic distribution of the sample was investigated, it was seen that
115 (57.7%) of the sample was female and 157 (42.3%) was male. The distribution
according to teaching experience showed that 75 (27.6%) of the sample had 0-10
years of experience, 125 (46.0%) had 11-20 years of experience, and 72 (26.5%) had 21
years or more of experience. When the sample’s distribution according to teachers’
fields was considered, it was seen that 49 (18.0%) of the teachers were teaching
mathematics and science, 87 (32.0%) were teaching social sciences, 28 (10.3%) were
teaching foreign languages, 19 (17.0%) were teaching sports and arts, and 89 (32.7%)
were teaching vocational subjects.

Data Collection Instrument

To collect the research data, the Organizational Learning Mechanisms Scale and
Scale of Innovation Management in Schools were used.

The Organizational Learning Mechanisms in Schools Scale was developed by
Schechter (2008) and translated into Turkish by Unal (2014). The scale has a total of
27 items and four sub-dimensions: 1) storing, remembering, using information; 2)
acquiring and disseminating information; 3) seeking information; and 4) analyzing
information. The Cronbach’s alpha internal consistency coefficients of the scale that
Unal (2014) analyzed for validity and reliability were .84, .87, .82, and .67. The
Cronbach’s alpha coefficients for the sub-dimensions of the scale were .94, .91, .85,
and .83; and the total scale was .97. The options of the 5-point Likert scale ranged
from “none” to “totally have.”

The Innovation Management in Schools Scale is a scale of 32 items and four sub-
dimensions that was developed by Bulbul (2012) and passed its reliability and
validity tests. The sub-dimensions of the scale were: project management,
organizational culture and structure, innovation strategy, and input management.
The Cronbach’s alpha internal consistency coefficients of the sub-dimensions of the
scale were .94, .90, .85, and .85; the total scale was .96. The Cronbach’s alpha internal
consistency coefficients of the study scale were .96, .93, .91, and .87; and the total
scale was .98. The options of the 5-point Likert scale ranged from “totally disagree”
to “totally agree.”

Analysis and Interpretation of Data

The data was analyzed with SPSS 17.0 software. In order to decide what analyses
should be conducted on the data, the distribution normality of the data was analyzed
with the Kolmogorov Smirnov test, and it was found that the data did not range
normally (p<.5). Percentage, frequency, arithmetic mean, standard deviation, and
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Spearman’s rho correlation analyses were conducted while analyzing the data. The
score interval used on interpreting the scale options are given in Table 1.

Table 1.
The score intervals used to interpret the scale options
Given Score Options Score Interval
1 Totally Disagree/None (1) 1.00-1.80
2 Agree Less/(2) 1.81-2.60
3 Reasonably Agree/ (3) 2.61-3.40
4 Agree a Lot/ (4) 3.41-4.20
5 Totally Agree/Totally Have (5) 4.21-5.00
Findings

In this section, the findings regarding the research questions are presented. In
Table 2, descriptive statistics of teacher opinions of the innovation management skills
of school administrators are presented.

Table 2.

Teacher opinions of the innovation management skills of school administrators
£ Dimensions N X Sd
]
g Project Management 272 3.21 .84
oD
S
g N
g Organizational Culture and 279 329 91
> Structure
e
3 Innovation Strategy 272 3.28 .84
2
g Input Management 272 3.25 .86
"~ Total Scale 272 3.05 80

According to Table 2, teacher opinions of the innovation management skills of
school administrators, organizational culture and structure received the highest score
average (X= 3.29), project management received the lowest score average (X= 3.21)
among the sub-dimensions, and both sub-dimensions are at the “reasonably agree”
level. The average total scale scores of teachers (X= 3.25) are similarly at the
“reasonably agree” level.

In Table 3, descriptive statistics regarding teacher opinions of the organizational
learning mechanisms at schools are presented.
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Table 3.
Teacher opinions of organizational learning mechanisms

) -

g Dimensions N X Sd
-

§ é’ Storing Information 272 3.32 .83
- g = . -

= Acquu‘mg and Disseminating 272 3.07 26
3 & Information

- O

g é’ Seeking Information 272 3.42 .85
gb Analyzing Information 272 3.38 .87
S Total Scale 272 3.27 78

According to teacher opinions of the innovation management skills of school
administrators on Table 3, seeking information gained the highest score average (X=
3.42), acquiring and disseminating information gained the lowest score average (X=
3.07), and both sub-dimensions are at the “reasonably agree” level. The average total
scale scores of teachers are similarly at the medium level (X= 3.27). This indicates that
according to the study participants’ opinions, the organizational learning
mechanisms used at high schools are at the medium level both for sub-scales and the
total scale.

Table 4 below includes the findings regarding the relationship between teacher
opinions of the innovation management skills of high school administrators and
organizational learning mechanisms at high schools.

Table 4.
Relationship between teacher opinions of the innovation management skills of high
school administrators and organizational learning mechanisms at high schools

Scales and Storing A.cqum.ng énd Seeking Analyzing Learm.n 8
. . ; Disseminating : . Mechanisms
Dimensions Information . Information  Information
Information Total Scale
Project 687* 740% 645* 608* 744*
Management
Organizational
Culture and .617* .686* .594* .558* .669*
Structure
Innovation 662* 695* 611* 565* 703*
Strategy
Input 557% 642* 586* 511* 626*
Management
Total
Innovation 692 745 660 610 T71%*
Management
Scale

*p<.05; **p< .01
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According the Spearman’s rho correlation analysis, whose results are presented
in Table 4, there are several relationships between teacher opinions of the innovation
management skills of school administrators and organizational learning mechanisms
at high schools at the total scale level and sub-dimension levels. The correlation
coefficient absolute value between 0.70 and 1.00 indicated a high relationship, 0.70-
0.30 indicated a medium level relationship, and 0.30-0.00 indicated a low-level
relationship (Buyukozturk, 2008).

Discussion and Conclusion

High school teacher opinions of organizational learning mechanisms at schools
are medium level for the total scale and the sub-dimensions. Similarly, opinions of
the innovation management skills of administrators are also at the medium level for
the total scale and sub-dimensions. Study findings show that teachers in Bolu find
the innovation management skills of administrators at the medium level and
recognize high schools at the medium level as organizational learning mechanisms.
These indicate that the innovation management skills of administrators are not at a
sufficient level and that high schools are not at a satisfactory level to be regarded as
organizational learning mechanisms. The results were regarded as negative for the
high schools and administrators, and there were institutionally supportive results as
well. When we take into account that innovation management and organizational
learning are two variables that support each other, it is normal for school
administrators to have medium-level innovation management skills and carry out
organizational learning at a medium level. Learning and innovation should be
considered together in order to enable organizational survival and development.
While learning increases new ideas and the creative skills of the school and its staff,
innovation provides a competitive advantage for the organization through these
skills. Therefore, organizational learning is one of the pioneers of innovation
(Ozdevecioglu & Bickes, 2012). That school administrators are recognized to have
insufficient innovation management skills means that teachers find administrators to
be incapable of creating an innovative environment that would further foster
innovations and of getting the staff to adopt or recognize these innovations. Schools
are the center and initiator of innovation, the staff should constantly follow the
changes and innovation, and learning teams should be formed in schools. This point
should be regarded as a value and vision among schools, the staff should agree on
this vision, and school administrators should take on this duty (Simsek & Yildirim,
2004). Since schools are one of the most important institutions for human resources,
school administrators should benefit from this resource in initiating and processing
stages, they should create a positive environment through group work and
cooperation. However, teachers found school administrators to be at medium level in
using the appropriate innovation strategies and benefiting from the resources for
innovations at the project management input dimension level. This shows that
according to teacher opinions, administrators do not have sufficient knowledge. The
reason for these teacher opinions may be due to school administrators not making
many initiatives. School administrators should consider the regulations and
legislations during all changes. These regulations and legislations limit the radius of
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action of administrators and cause them to behave timidly. Schools should be places
where the spirit of entrepreneurship and innovation prevails (Balay, 2004), and
innovation is an act of taking risk. In order for school administrators to take risks on
innovations, their radius of action should be expanded. Although the innovation
management skills of administrators were at the medium level, Gol & Bulbul (2012)
and Bulbul (2012) observed that school administrators have a sufficient level of
innovation management skills. The reason for the differences in the findings may be
due to the differences among groups, the culture and structure differences between
schools, or the administrators having different levels of innovation management
skills.

With respect to learning organizations, teacher opinions of organizational
learning mechanisms in high schools are at the medium level. But in a knowledge-
based society, the role of the education system is to raise learning individuals, and
the role of the education administration is to make the school a learning school
(Calik, 2003). It is crucial for high schools to embody this characteristic through its
individuals. Graduates from these schools have a small chance to continue with
higher education and therefore join society and display every feature they gain from
the school in the society. The tendency to learn is a feature of both developed
societies and developed organizations (Avci, 2009), and the basis for being a learning
society is to have learning individuals. High schools, which have strategic
importance in being learning organizations, have to create a learning culture where
innovations are experienced and where workers can enhance their competencies
(Mohanty & Kar, 2012). The more an organizational culture is open to learning,
competition, productivity, performance, etc., the higher productivity it will have
(Kathrins, 2007). No matter how much the institutional culture supports learning,
some drawbacks of schools prevent them from being learning organizations.
Although these drawbacks are unique for each school, in the literature these
drawbacks are listed as: not predicting the problems and solutions of schools
beforehand, not accepting the problems or ignoring them, insufficient resources,
inconsistency with technological developments, strict hierarchy, prioritizing
bureaucracy, resistance to changes, inadequate reward system, level of
understanding supervision and inspection, lack of communication between workers,
lack of participation in the decision making process, unwillingness to undertake
responsibilities, blaming others for failure, weak leadership skills of administrators,
focusing on duties, refraining from delegation of authority, lack of vision, not sharing
information, preventing information to develop, dwelling too much on systems and
processes in order to think strategically, expecting results to come too soon, ignoring
the results when they come late, connecting people with problems, ignoring unique
ideas, etc. (Arat, 1997; Barutcugil, 2004; Kucukoglu, 2005; Diker, 2007; Yucel, 2007;
Yigit, 2013; Turhan, Karabatak & Polat, 2014). In order to create a learning
organization environment, administrators should have new ideas that will guide the
organization, prepare the staff for learning processes, and be a model for the staff
together with their team (Calik, 2003). One other reason why high schools are not
regarded as efficient learning mechanisms is because mechanic organizational
structures that bureaucracy and strict hierarchy introduce prevail in the public
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schools. Bureaucracy and hierarchy can slow learning and in fact negatively affect it.
Other studies of the Turkish education system support this finding (Guclu &
Turkoglu, 2003; Unal, 2006; Unal, 2014).

The final important result was a high level, positive, significant relationship for
teacher opinions of the innovation management skills of administrators and
organizational learning mechanisms at high schools. There are many studies in the
literature that support this finding (Avci, 2009; DuPlesis, 2007, Garcia, Ruiz &
Llorens, 2007; Kapucu, 2012; Liao & Wu, 2010; Murat & Baki, 2011; Salim &
Sulaiman, 2011; Siguaw, Simpson & Enz, 2006; Stata, 1994).

Like the other studies in the literature, this study states that there is a positive
connection between organizational learning and innovation management, and one of
the crucial components of organizational learning is innovation management.
Therefore, a learning school is a school open to innovation and that innovates itself.
Innovation encourages learning in order to carry out personal and occupational
development, information sharing, and cooperation. The innovation of schools and
the sustainability of their developments and success depends on their organizational
innovation management skills and their effort to realize the learning organization
goal (Kerman, Freundlich, Lee & Brenner, 2012). Being open to innovations depends
on seeing the future, learning new techniques and methods related to work, and
adapting to changing conditions. This requires schools to cooperate, develop
themselves, and constantly apply innovation practices (Saritas, 2001). Schools are the
center of information. At this point, all the workers of the school have a
responsibility, but school administrators have major roles and responsibilities. In
order to create learning organizations, school administrators should participate in
creating and sharing information, they should act as leaders, and develop a school
culture that will enable the school workers to adopt the school’s visions and
missions.
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Ozet

Problem Durumu: Orgiitsel 6grenme kavrami hem yodnetim ve orgiit bilimi ile ilgili
calisan akademisyenler, hem de uygulayicilar tarafindan ilgiyle karsilanmakta ve
birok kaynakta farkli yazarlar tarafindan yorumlanmaktadir. 1978 yilinda ise
Argyris ve Schon tarafindan 6rgiitlerde 6grenme ile ilgili ilk model ileri siirtilmiistiir.
Bu model ve sonrasinda bircok akademisyen ve yazar alanla ilgilenerek orgiitsel
ogrenmeyi farkli agilardan ele almislardir. Bu baglamda orgiitsel 6grenme kavrama,
hatalarin tespit edilip dtiizeltilmesi, gecmis eylemler ve onlarin etkililigi ile
gelecekteki eylemler arasinda gelistilimis olan sezgi, bilgi ve iliskiler ve istenen
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sonuclara ulasmak icin gerekli olan yetenekleri stirekli gelistirmek olarak
tanimlanabilmektedir.

Zaman icinde bir ¢ok yazar, orgiitsel 6grenmenin nasil gergeklestigi konusunda
cesitli fikirler ileri stirmitislerse de bunlarmn biiyiik bir kism1 tek dongiilti 6grenme ve
cift dongiilii 6grenme kavramlar: etrafinda toplanmustir. Tek dongiilii 6grenme,
adapte olmay: ogrenme veya alt diizey Ogrenme olarak tanimlanabilmektedir.
Orgiitsel hatalarin diizeltilmesi igin kullanilan bu 6grenme sekli, drgiitlerin mevcut
ama¢ ve politikalar1 dahilinde gerceklesmektedir. Tek dongilii 6grenmenin
genellikle kisa donemli, ytizeysel ve gecici oldugunu belirterek gec¢misteki
davranislarin bir tekrar1 olabilecegini ve orgiitiin rutinleri seviyesinde kaldigt
bilinmektedir. Bu baglamda tek dongtilii 6grenmenin hedefinin, mevcut sistemin
optimizasyonu ve hatalarin ortadan kaldirilmasi oldugu ileri siirtilebilir.

Cift dongiilt 6grenme ise tek dongiilii 6grenmeden farkh olarak giinliik eylem ve
rutinlerin altinda yatan zihinsel modellerin, politikalarn ve varsayimlarin
degistirilmesini ongdrmektedir. Cift dongiilti 6grenme ise hatalarla karsilasildiginda
baskalarinin suclanmasina neden olan ve temelde yatan ana programin degistirilmesi
olarak tamimlanmaktadir. Tek dongiilti 6grenmenin aksine cift dongiilii 6grenme
sadece hatalarin tespit edilip diizeltilmesi ile kalmaz. Ayni zamanda hedeflerin
gerceklestirilebilmesi i¢cin hatali eylemlere yon veren stratejilerin, degerlerin ve
normlarin degismesini de kapsamaktadir.

Tek dongiilii 6grenme orgiitiin var olan yapist dahilinde eylemlerin uyarlanmast
yoluyla 6grenmeyi saglarken, cift dongiilii 6grenme ise bu eylemlerin altinda yatan
zihinsel stireclerin, yapilarin degistirilmesi vasitasiyla 6grenmeyi saglamaktadir. Bu
iki diizey ogrenmeden farkli fakat ikisini de kapsayici nitelikte olan ti¢ dongiilii
O6grenme ise orgiitiin 6grenmeyi 6grenmesi, orgiit yapisinin 6grenmeye uygun bir
hale getirilmesi anlamina gelmektedir. Kisacas1 ti¢ dongiili ©grenme orgiit
tiyelerinin, kendilerinden 6nce 6rgiitte var olan ve 8grenmeyi engelleyen veya tesvik
eden yapilarin farkina vararak ogrenme icin yeni yapr ve stratejiler gelistirmesi
olarak tanimlanabilir.

Yenilik kavramui ise var olan bir seyde, 6ncekinden daha olumlu yonde degisiklikler
yapmak ve ortaya yeni bir seyler koymak olarak tammlanabilir. Orgiit baglaminda
ele alindiginda ise yenilik kavrami 6rgiitiin cevreye uyum siirecinin kolaylastirmak
icin ¢ikt, yap1 ve siireclerde yapilan bir degisim arac1 olarak tanimlanabilir. Yenilik
kavramini tanimlarken g6z oniinde bulundurulmasi gereken bir nokta, yeniligin
degisimle karistirilamamas: gerektigidir. Yenilik kavrami degisimden daha dar bir
alana vurgu yapmak igin kullanilir ve geleneksel bir sekilde iiriinler ve siirecler
tizerine odaklanmis olumlu ve 6zel bir degismedir.

Orgiitlerde yenilik, tek seferde gerceklesen bir olgu olmanin aksine bir siireci
kapsayan eylemler biitiinii oldugu gibi, ayn1 zamanda belirli prensipler gercevesinde
gerceklesmesi gereken bir stireci ifade etmektedir. Orgiitlerde yenilik, tek bir
hamlede gerceklesip verim alinabilen bir olgu degil, aksine iyi bir planlama ve
yonetim gerektiren bir stire¢ gerektirmektedir. Bir diger deyisle yeniligin kendi
kendine gerceklesmedigi ve bir stireci kapsayarak gerceklestiginden hareketle,
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yeniligin de diger orgiitsel stiregler gibi yonetilmesi gerektigini ifade etmek yanlis
olmayacaktir.

Ozetlemek gerekirse érgiitlerde yenilik, hizl bir sekilde degisiklik gosteren diinya ve
cevre sartlara uyum saglama ve hatta bu ¢agin bir adim 6niine gecebilmek igin bir
gerekliliktir. Ciinkii siirekli gelisim gosteren bir ortamda yenilikten uzak kalan
orgiitlerin fonksiyonlarini stirdiirebilmeleri miimkiin degildir. Diger yandan
orgiitlerin yenilik girisimlerini ne yonde baslatacaklarini belirleyebilmeleri agisindan
belirli bir seviyede bilgi toplamalar1 ve bu bilgiyi isleyerek 6rgiit agisindan anlaml
bir hale getirmeleri gerekmektedir. Bu noktada da yenilik yonetimi agisindan
orgiitlerin 6grenmesi ve bu ¢grenme siirecinde kullandiklar1 mekanizmalar 6nem
kazanmaktadir.

Kaynagimi aldig1 ve c¢iktisti verdigi toplumlarin gecirdigi degisimler, okullarin
islevlerinin, ytiktimliiklerinin ve tamimlarmin da stirekli degismesini zorunlu
kilmaktadir. Ornegin pozitivist paradigmalara gore okul, 6grenciye bilmesi
gerekenleri Ogreten ve gercek bilginin tartismasiz dogru oldugunu savunan
kurumlar olarak tanimlanabilecekken yeni degerler 1s1ginda okuldan beklenen,
bilgiyi degil 6grenmeyi dgreterek 6grencinin kendi bilgisine ulasmasimi saglamaktir.
Okula iliskin olan bu alginin degismesinin altinda yatan sebeplerden biri de
toplumun artik endiistri toplumu olmaktan ¢ikip bilgi toplumu haline gelmesidir.
Okulun da toplumun bu degisen yapisina cevap verebilmesi icin degisiklik
gostermesi, sanayi toplumu bireylerinden ziyade bilgi toplumu bireyleri
yetistirebilecek sekilde bir degisim ve yenilesme gostermesi gerekmektedir. Bu
baglamda ise okullarin 6rgiitsel 6grenmeyi gerceklestirebilen kurumlar olabilmeleri,
yenilik girisimlerinde bulunabilen ve bu girisimleri etkili bir sekilde yonetebilen
orgiitler haline gelmeleri nem kazanmaktadir

Arastirmamin Amaci: Bu dogrultuda yapilan bu calisma ile egitim orgiitlerinin
kullandiklar orgiitsel 6grenme mekanizmalariin neler oldugu, yoneticilerin yenilik
yonetimi becerilerinin ne diizeyde oldugu ve orgiitsel 6grenme mekanizmalar ile
yenilik yonetimi becerileri arasindaki iliskinin ne diizeyde oldugu belirlenerek
literatiire katkida bulunulmak amaglanmustir.

Arastirmanmin Yontemi: Bu arastirma, iliskisel tarama modelindedir. Bu dogrultuda
yapilan bu calisma ile Bolu ili merkez ilcede bulunan liselerdeki orgiitsel 6grenme
mekanizmalari, yenilik yonetimi becerileri ve aralarindaki iliski var olan sekliyle
belirlenmeye ¢alisilmistir. Arastirmanin evrenini ise 2013-2014 egitim 6gretim yilinda
Bolu ili Merkez ilcedeki liselerde gorev yapan ogretmenleri kapsamaktadir.
Arastirmada 6gretmenlerin tamamina ulagilamayacag icin 6rneklem alma yoluna
gidilmis ve basit rastgele 6rneklem alma yontemi kullanilmistir. Bu dogrultuda
calisma Bolu Merkez ilcedeki liselerde gorev yapan 272 6gretmen ile yiiriitilmiistir.
Aragtirma verilerinin toplanmasinda Okullarda Orgiitsel Ogrenme Mekanizmalari
Olgegi ve Okullarda Yenilik Yonetimi Olgegi kullanilmistir. Aragtirma verilerinin
¢ozlimlenmesinde ytizde frekans analizleriyle, parametrik olmayan tekniklerden
Spearman Rho Korelasyon Analizi kullanilmustir.



262 | Yunus Emre Omur & Turkan Argon

Aragtirma Bulgulari: Arastirma sonucunda lise 6gretmenlerinin hem okullarindaki
orgtitsel 6grenme mekanizmalarina iliskin hem de yoneticilerin yenilik yonetimi
becerilerine iliskin goriislerinin toplamda ve alt boyutlarda orta dtizeyde oldugu ve
ogretmenlerin orgiitsel 6grenme mekanizmalarina ile yoneticilerin yenilik yonetimi
becerilerine iligskin goriisleri arasindaki yiiksek diizeyde, pozitif yonlii ve anlaml
iliski oldugu sonuglarina ulasilmistir.

Sonug ve Oneriler: Arastirma sonuclari dogrultusunda; liselerdeki 6grenme
mekanizmalarmin yiiksek dtizeyde isletilmesi icin ti¢ dongiilii 6grenmeyi
gerceklestirecek sekilde calismasinin saglanmasi, liselerin bilgiyi daha etkili arayan,
olusturan, yorumlayip anlamlandiran ve gerektiginde kullanmak tizere hafizasinda
saklayabilen kurumlar haline getirilmesi saglanarak yenilikcilik potansiyelinin
artirilmasi, yoneticilerin okullariyla ilgili inisiyatif alabilmelerini saglayacak esnek bir
hareket alan1 olusturularak yenilik konusunda risk alabilir bir duruma getirilmeleri,
liselerin orgiitsel 6grenme mekanizmalar1 ve yenilik yonetimine yonelik ihtiyag ve
beklentileri belirlenirken okul tiir ve farkliliklar1 g6z ontinde bulundurulmas:
onerileri gelistirilmistir.

Anahtar Kelimeler: Yenilik yonetimi, orgiitsel 6grenme mekanizmalari, okul yonetimi,
O68retmen.
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Abstract

Problem Statement: Emotional circumstances of the teachers are one of the
most significant variables that determine their professional efforts and
performance. In this context, some the research has shown that teachers’
job satisfaction and loneliness at the school both have unique aspects.
Gradually raising interest on loneliness and job satisfaction of teachers has
brought a new question on whether there is a significant relationship
between teachers’ job satisfaction and loneliness at school.

Purpose of the Study: The purpose of this study was to determine the
relationship between the job satisfaction of the teachers working in the
primary schools and their loneliness at work.

Method: This quantitative study was designed as correlational research
design. The participants of the study consist of 369 teachers teaching in
elementary schools in Istanbul. The correlations between the dimensions
of loneliness at work and job satisfaction was determined with simple
linear correlation test. And the prediction level of emotional deprivation
and social companionship to intrinsic job satisfaction and extrinsic job
satisfaction were determined with multiple linear regression test.

Findings: The results of the study have indicated that there was significant
and negative correlation between dimensions of loneliness at work and job
satisfaction of teachers. The results of regression analysis indicated that
emotional deprivation and social companionship together had a
significant relationship with the intrinsic satisfaction. And the social
companionship was the significant predictor of intrinsic satisfaction.
Besides, it is found that emotional deprivation and social companionship
together had a significant relationship with the extrinsic satisfaction and
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only the social companionship was the significant predictor of extrinsic
satisfaction.

Conclusion and Recommendations: As a result, in order that the schools may
reach the determined objectives, the teachers” performances can be said to
be very important. In order to increase the teachers’ performances, it is
necessary to increase the job satisfaction. In the researches carried out, it
was determined that there was a relationship between the teachers’ job
satisfaction and the extent of social friendship at the workplace. In case
such relationships are adverse, the loneliness at workplace reveals.
Therefore, in order to enable to increase the productivity of the
organization due to the increase of the teachers’ performances, it is
necessary to prevent teachers from falling into loneliness in schools by
supporting the extent of social friendship which is an extent of the job
satisfaction.

Keywords: Intrinsic job satisfaction, extrinsic job satisfaction, loneliness,
primary school teachers

Introduction

Business life has a substantial place in human life. People work in most of their
life span. If their job is on the right track, people are motivated and satisfied with
their job (Arches, 1991; Butler, 1990). A high level of job satisfaction provides benefits
for employees in terms of performance increase and productivity. In addition,
scholars argued that job satisfaction provides benefits for organizations in terms of
productivity growth and low employee turnover rates (Brief, 1998; Chen, 2008).

The concept of job satisfaction is defined from different points of view. Job
satisfaction is a person’s pleasure in his/her work life (Locke, 1976); employees’
satisfaction in the workplace (Davis, 1984); a likable and emotional situation showing
up as a result of the assessment of employees’ job and experience (Testa, 1999); the
happiness resulting from collaborative work performed with colleagues, pleasure to
work, and pecuniary advantage (Simsek, 1998); the difference between the level of
employees’ meeting the requirements and the significance level given to the
requirements (Cetinkanat, 2000); and/or the level of pleasure or positive feeling in
the workplace (Basaran, 2000). Based on these definitions, it can be said that job
satisfaction is employees’ pleasure provided by moral and material profit.

The research on job satisfaction started in the 1930s and reached its highest level
in the 1960s (Sisman & Turan, 2004). In terms of organizations and employees, the
importance of job satisfaction showed up when the researcher willing to enhance
productivity of the organization emphasized human factors and personal needs
instead of the structure and process of organization. When employees are satisfied in
their needs, their motivation will be increased. This situation will affect the
employees’ job satisfaction positively (Bluedorn, 1982).
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Several theoretical and practical studies have been conducted to explain job
satisfaction (Koroglu, 2012). Primary research dealing with job satisfaction is
Maslow’s Theory of Hierarchy of Needs, Herzberg’'s Double Factor Theory,
McClelland’s Need for Achievement Theory, and Alderfer's ERG Theory (Brief,
1998). Herzberg pointed out that employees’ job satisfaction influenced external and
internal factors. Internal factors deal with personal need and prestige. External
factors include the factors dealing with business environments, like management,
colleagues, promotion, and development (Aliyev, 2004). According to Herzberg,
internal factors increase job satisfaction, whereas external factors affect the job
satisfaction negatively (Papin, 2005).

Studies on job satisfaction (Akyuz, 2002; Altas, 1992; Balci, 1985; Baron, 1986;
Celik, 1987; Cetinkanat, 2000; Ergene, 1994; Hunisch & Hulin, 1991; Koustelios, 2001;
Mathieu, 1991; Ostroff, 1992; Scott & Taylor, 1985; Sisman & Turan 2004; Staw, 1984;
Spector, 1997; Zigarreli, 1996) showed that job satisfaction was correlated with
turnover intention, absenteeism, organizational citizenship, exhaustion, physical and
psychological well-being, the joy of life, productivity, leadership, personality,
relationship between employees, time of retirement, and mobbing. A few studies
analyzed the relationship between job satisfaction and loneliness at work.
Reichman'’s research entitled “Loneliness” (1959) was the first study on the subject. It
was accepted as a psychoanalytic research. Before the 1970s, research about
loneliness investigated loneliness in conjunction with abnormal cognitive processes,
narcissism, psychopathology, and alcoholism. According to Peplau and Perlman
(1982), loneliness means the difference among those relation levels that are expected
and those that are obtained from social relationship.

Studies on loneliness have shown that married people feel less alone than single
ones (Berg, 1981; Caar & Schellenbach, 1993; Creecy, 1985; Lynch, 1977; Sears, 1991;
Weiss, 1973). Although loneliness is generally felt more by women, bachelors in
search of more qualified social relationships are more fragile than women (Acorn,
1992; Rogers, 1961; Weiss, 1973); loneliness is felt most in the older and early ages
(Berg, 1981; Dugan & Kivett, 1994; Rogers, 1961; Sears, 1991); loneliness decreases
with education level, and people with higher status jobs feel less loneliness
(Ozkorukcugil, 1998); loneliness is felt in managerial status (Tabancali & Korumaz,
2014).

Loneliness at work is closely associated with the concept of loneliness, but in
certain points these concepts dissociate. Loneliness at work states isolation and
solitude stemming from social environment (Yilmaz & Aslan, 2013). A person’s
loneliness at work affects his/her psychological well-being and job performance
negatively (Gumbert & Boyd, 1984).

Most studies on loneliness at work (Dogan, Cetin & Sungur, 2009; Izgar, 2009;
Mercan et al., 2012; Sisman & Turan, 2004; Tabancali & Korumaz, 2014; Yilmaz &
Aslan, 2013; Yuksel, Ozcan & Kahraman, 2013; Wright, Burt & Strongman, 2006)
analyze loneliness under two major topics: social loneliness and emotional loneliness.
Social loneliness is that a person has a very poor relation with the other organization
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members or does not have any relation with them. Emotional loneliness involves the
quality of the employee’s relationship with his/her colleagues. This sub-dimension is
defined as the emotional quality of relationships at the workplace (Dogan, Cetin &
Sungur, 2009). Emotional loneliness emerging at the workplace occurs when the
employee avoids conveying his/her opinions to other employees and thinks other
employees cannot understand his/her opinions (Mercan et al., 2012).

Loneliness at work causes a disorder in the balance between personal and
organizational targets, declines job satisfaction and productivity of employees, and
promotes fear of failure, feelings of incompetence, contestable attitudes, work
overload, fearful organizational climate, and perceived work stress. (Wright, 2005).
In this context, the purpose of this study was to determine the relationship between
the job satisfaction of teachers working in primary schools and their loneliness at
work. In order to reach this purpose, the research questions of the study were
determined as follows:

1. Do emotional deprivation and social friendship, which are the sub-
dimensions of loneliness at the workplace, significantly predict internal job
satisfaction?

2. Do emotional deprivation and social friendship, which are sub-dimensions of
loneliness at the workplace, significantly predict external job satisfaction?

Method
Research Design

In the current quantitative study, a correlational design was preferred to measure
two or more factors to determine the extent to which the values for the factors were
related or change in an identifiable pattern (McMillan & Schumacher, 2006). The
predictor variable of this study was loneliness of teachers at the school, and the
dependent variable of the study was their job satisfaction.

Research Sample

The participants of the study were teachers from schools located in the province
of Istanbul, and they were selected according to convenience sampling, which was
suggested for a less time-consuming and easier application for the researcher. The
participants were 369 elementary school teachers working in Istanbul. The researcher
considered gender, marital status, age, career phases, and level of education while
recruiting participants of the study.

Research Instrument and Procedure

Participants were asked for to fill out the “Loneliness at Work Scale” originally
developed by Wright, Burt and Strongman (2006) and adopted into the Turkish
language by Dogan, Cetin and Sungur (2009). There were 16 items in the questioner.
Five of the items (5, 6, 10, 11, 12, 14, 15, 16) were reverse entry. The scale had two
dimensions: emotional deprivation and social companionship. Cronbach’s alpha for
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scores on the subscales ranged from .81 to .87, indicating adequate reliability. The
total scale’s Cronbach alpha was found to be .88 for the data in this study.

Another data collection instrument of the study was the “Minnesota Job
Satisfaction Scale” short form originally developed by Weiss et al. (1967). The MSQ
consists of 20 items and uses a 5-point Likert-type response format. The MSQ
comprises two distinct components: intrinsic job satisfaction measures feelings about
the nature of the job tasks. On the other hand, extrinsic job satisfaction measures
feelings about situational job aspects external to the job. Scores possibly ranged from
16 to 80. Cronbach’s alpha for scores on the subscales ranged from .84 to .96,
indicating a high level of reliability. The total scale’s Cronbach alpha was found to be
.98 for the data of this study.

Data Analysis

In the first step, means, standard deviations, and minimum and maximum scores
were determined to describe the data. Then the Kolmogrow-Smirnov test was used
to find out the normality of the distribution of the data. The distribution was found
to be normal at the .05 significance level. Therefore, the researcher preferred to use
parametric analysis to answer the research questions. The correlations between the
dimensions of loneliness at work (emotional deprivation and social companionship)
and job satisfaction (intrinsic job satisfaction and extrinsic job satisfaction) were
determined with a simple linear correlation test. The prediction level of emotional
deprivation and social companionship to intrinsic job satisfaction and extrinsic job
satisfaction were determined with a multiple linear regression test. The level of
significance was calculated as p<.05 for all of the analysis.

Results

Means, standard deviations, and minimum and maximum scores were
determined to describe the data. The results are presented in Table 1.

Table 1.
Descriptive Analysis Results

Dimensions N Min. Max Std.

Emotional 369 9 33 16,96 5,800
Loneli deprivation
ONEINESs g cial 369 7 29 1299 4,824
at work . .

companionship

Total 369 16 55 29,95 9,495

Intrinsic 369 17 85 58,57 10,352
Job satisfaction
o Extrinsic 369 8 40 2467 5589
satisfaction . .

satisfaction

Total 369 20 100 68,65 12,143




268 | Erkan Tabancali

All of the participants filled out all of the items in dimensions of loneliness at
work and job satisfaction. The minimum score of the emotional deprivation
dimension was 9, and the maximum score was 33. The mean score of this dimension
was 16,96, and the standard deviation was 5,80. Another dimension of loneliness is
social companionship. The minimum score of this dimension was 7, and the
maximum score was 29. The mean of the social companionship dimension was 12,99,
and the standard deviation was 4,82. The results indicated that the minimum score of
the total scale was 16, and the maximum score was 55. The mean of the total scale
was 29,95, and the standard deviation was 9,49.

Job satisfaction results showed that the minimum score of the intrinsic
satisfaction dimension was 17, and the maximum score was 85. The mean score of
this dimension was 58,57, and the standard deviation was 10,35. Another dimension
of job satisfaction was extrinsic satisfaction. The minimum score of this dimension
was 8, and the maximum score was 40. The mean of extrinsic satisfaction dimension
was 24,67, and the standard deviation was 5,58. The results indicated that the
minimum score of the total scale was 20, and the maximum score was 100. The mean
of the total scale was 68,65, and the standard deviation was 12,14.

2. Correlation between Dimensions of Loneliness at Work and Job Satisfaction of Teachers

The prediction level of the dimensions of loneliness at work to dimensions of
teachers’ job satisfaction was tested with multiple linear regression analysis. Before
running multiple linear regression analysis, the researcher determined correlations
between the dimensions of loneliness at work and job satisfaction.

Table 2.

Correlation between the Dimensions of Job Satisfaction and Loneliness at Work

Variables X Sd 1 2 3 4
Loneliness at work scale

1- Emotional deprivation 16,96 5,800 1,00

2- Social companionship 12,99 4,824 ,594 1,00

Minnesota Job Satisfaction Scale

3- Intrinsic satisfaction 58,57 10,352 162 -261 1,00

4- Extrinsic satisfaction 24,67 5,589 -,199 -219 816 1,00
p<0,000

The Pearson’s correlation analysis indicated that there was significant correlation
between the dimensions of loneliness at work and job satisfaction of teachers. This
negative correlation was significant in the level of p<0.000. In this study, the
multicollinearity of independent variables was found at the moderate level. All of
these results let researcher run a regression analysis to find out the prediction level of
loneliness at work to job satisfaction level of teachers.

3. Prediction Level of Dimensions of Loneliness at Work to Intrinsic Job Satisfaction

After fulfilling the correlation assumption for running regression analysis, the
researcher ran the multiple linear regression analysis to determine the prediction
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level of the dimensions of loneliness at work to the dimensions of teachers’ intrinsic
job satisfaction.

Table 3.

The Regression of Dimensions of Loneliness at Work to Intrinsic Job Satisfaction

Variables B ShB B t Zero- Partial
order r r

Constant 65984 1729 - 38,161,000 ; -

Emotional 019 12 -010  -166 868  -162  -,009

deprivation

Social 547 135 255 -4064 000 -261  -208

companionship

R= 261 R2=,068

F(2-366)=13,400 p=0,000

The results of the regression analysis indicated that emotional deprivation and
social companionship together had a significant relationship with intrinsic
satisfaction (R=.261, R2=0.68), (F(2.366=13,400, p<0.01). According to standardized
regression coefficients, the order of significance of predictors was social
companionship ($=-.255) and emotional deprivation (p=-,010). The result of the
regression analysis was that social companionship was the only significant predictor
(p<0.01) of intrinsic satisfaction. According to the regression analysis results, the
regression equation of intrinsic satisfaction was: Intrinsic Job Satisfaction= (-
.547xSocial Companionship Scale Score).

4. Prediction Level of Dimensions of Loneliness at Work to Extrinsic Job Satisfaction

The researcher ran multiple linear regression analysis to determine the prediction
level of the dimensions of loneliness at work to the dimensions of teachers’ extrinsic
job satisfaction.

Table 4.
The Regression of Dimensions of Loneliness at Work to Extrinsic Job Satisfaction
. Zero- Partial
Variables B ShB B t ) order r .
Constant 28é75 ,940 - 30,599 ,000 - -
Emotional
.. -102 061 -106 -1,685 ,093 -, 199 -,088

deprivation
Social 181 073 4156 2474 014 -219 -128
companionship
R=,235 R2=,055
F(2_366)=10,743 p=0,000

The results of the regression analysis indicated that emotional deprivation and
social companionship together had a significant relationship with extrinsic
satisfaction (R=.35, R2=0.55), (F (2.366) = 10,743, p<0.01). According to standardized
regression coefficients, the order of significance of predictors was social



270 | Erkan Tabancali

companionship (p=-.156) and emotional deprivation (B=-,106). The results of the
regression analysis were that social companionship was the only significant predictor
(p<0.01) of extrinsic satisfaction. According to the regression analysis results, the
regression equation of extrinsic satisfaction was: Extrinsic Job Satisfaction= (-
.181xSocial Companionship Scale Score).

Discussion and Conclusion

In this study intending to determine the relationship between the job satisfaction
of teachers and their loneliness at workplace, it was determined that there was a
meaningful and inverse relationship between the extents of loneliness at the
workplace and job satisfaction. One of the most important resources of organizations
is their employees, and the performance of the employees is the main factor
influencing the success of organizations. Whether employees can perform highly and
work efficiently depends on their satisfaction with their jobs. Within this frame, the
issues of how satisfied employees are and how employees are made satisfied are
brought into the agenda (Erdil, Keskin, Imamoglu & Erat, 2004). Therefore, research
on employees’ job satisfaction has been carried out since the 1930s.

Job satisfaction is a term dominated by emotions because it cannot be seen and it
is just felt (Luthans, 1995). Job satisfaction means the pleasure, happiness, and
satisfaction experienced by an employee in his working life (Kesen, 2005). When it
comes to job satisfaction, the pecuniary advantage obtained from a job, the
colleagues with whom the employee likes working, and happiness coming from
completing tasks comes to mind (Eren, 2012). Job satisfaction is closely associated
with factors such as working conditions, promotion and improvement opportunities,
and working environment (Balci, 1983).

Enhancing the administration style and the working conditions, maintaining a
circle of friends, and the feeling of appreciation provide positive contributions to the
job satisfaction of employees (Erdil et al., 2004). Furthermore, the relationship of
employees to other employees at the workplace has a unique importance in terms of
job satisfaction. The fact that the relationship with other employees is not good
confronts us as a form of loneliness at the workplace.

Loneliness in working life, unlike general loneliness, may be active only in the
work environment. An individual who has satisfying and healthy relationships in his
daily life and does not experience the feeling of loneliness has difficulty establishing
social relationships and receiving social support. This situation may cause the
individual to experience the feeling of loneliness and decline in his work life (Dogan,
Cetin & Sungur, 2009). Lam and Lau (2012) stated that experiencing loneliness will
cause lower quality leader-member and organization-member exchanges at work
and that teachers will be worse at in-roles and extra-roles in their workplaces.

Loneliness in work life is approached through social friendship and emotional
deprivation. Loneliness at the workplace is more visible than personal loneliness
(Reinking & Bell 1991). Emotional deprivation describes the quality of the employee’s
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relationship with his colleagues at the workplace and may be defined as the
perception of the emotional quality of relationships at the workplace. Social
friendship is about the amount of relationships at the workplace and may be defined
as the perception of the number of relationships at the workplace (Dogan, Cetin &
Sungur, 2009). The extent of social friendship, the failure to join the social network of
the workplace, and considering himself a part of the social network at the workplace
are in question for the employee. It can be said that employees who do not
communicate easily with other employees at the workplace, do not attend social
activities such as picnics, parties, and dinners, and do not show interest in various
events, such as weddings, births, and funerals experience loneliness at the level of
social friendship. In addition, people experiencing loneliness at the level of social
friendship at the workplace have difficulty sharing their daily problems and personal
ideas about work, finding someone with whom they can spend time during the
breaks, and do not feel like a part of a social circle at the workplace (Mercan, Oyur,
Alamur, Gul & Bengul, 2012). At the level of social friendship, the facts that
employees join in the social relationships at the workplace and considers themselves
as a part of a social circle at the workplace are in question. The employees who do
not communicate with the other employees at the workplace easily and do not show
interest in the activities can be said to experience loneliness at the level of social
friendship (Dussault & Thibodeau, 1997). It can be said that lack of communication
plays an important role on the sub-dimension of social friendship (Mercan et al.,
2012). The human being who is a social being needs to establish satisfying,
meaningful, and healthy relationships with other people. The human being’s need
for communication is so strong that in addition to emotional stress and problems, he
can have physical problems unless he can establish the above-mentioned healthy and
satisfying relationships (Dogan, Cetin & Sungur, 2009).

One of the main effects of loneliness experienced at the workplace on employees
is job dissatisfaction and deeper feelings of loneliness among colleagues (Mercer,
1996). The fact that lonely individuals have problems with self-confidence, consider
as insufficient, and lose their belief in being successful will cause dissatisfaction with
work. Gumbert and Boyd (1984) state that the decrease in an individual’'s
dissatisfaction with work will cause a significant loss in efficiency (Yilmaz, 2011).

It is an inevitable fact that the effects of loneliness affect not only the private lives
of individuals, but also their working life. Providing peace at the workplace and
creating a safe working environment is important for the individual. Unless
loneliness can be prevented, it will cause many adverse impacts on the employees.
Failure to prevent loneliness will affect the individual’s efficiency, decrease his peace
at the workplace, and may prevent him from feeling secure (Kaplan, 2011).

The most obvious results of loneliness at the workplace are expected to be the
decrease of productivity and the job satisfaction. The fact that employees who fail to
perform sufficiently at the workplace due to loneliness have feelings of failure and
consider themselves insufficient causes a further decrease in job satisfaction. It was
determined that loneliness at the workplace was meaningfully associated with
mental features such as competitor attitude, support of the colleagues, support
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outside the job, support of the manager, workload, climate of fear, spirit of
community, job satisfaction, perceived work stress, organizational commitment, and
life satisfaction (Wright, 2005).

The main effect of loneliness experienced at the workplace on employees is job
satisfaction. The fact that individuals feeling lonely have a problem with self-
confidence, consider themselves insufficient, and lose the belief in their success will
cause their dissatisfaction with work. Hawkley, Thisted, Masi and Cacioppo (2010)
expressed that loneliness affected every age group at the workplace. Another adverse
effect of loneliness in the working life is to cause stress. Individuals experiencing
loneliness at their workplaces have been expected to have higher levels of stress. In
such a situation, the productivity of the employee under stress will decease
significantly. Also, he will begin to show an unconfident, aggressive, introverted
profile and have a low sense of self. This structure will both the employee to worsen
his relationships with his colleagues and deepen his loneliness as a result (Keser &
Karaduman, 2014). Killeen (1998) also stated that loneliness at work is an epidemic in
modern society.

The job satisfaction of the employee who finds friends and supportive colleagues
at the organization he works increases (Erdogan, 1996: 242). In inter-organizational
relationships, each relationship is based on interdependence and mutual help.
Whether such relationships are better or worse influences the job satisfaction of the
employees (Basaran, 2000). The highest factor in the job satisfaction of bank staff is
colleagues (Altinisik, 1997). This situation maintains its validity in terms of
educational organizations and their employees.

Satisfaction decrease causes teachers to weaken mentally and have stress
(Basaran, 1982). Loneliness at the workplace for teachers costs organizational loss
(Bakioglu & Korumaz, 2014). Bilgen (1989) found that with the increase of teachers’
loneliness, their level of social, personal, and general adaptation decreased (Bilgen,
1989). Colleagues and working conditions in organizations are considered among the
determinants in teachers’ job satisfaction (Marvin, 2006). The fact that teachers
establish good relationships with their colleagues contributes to the development of a
positive school environment by decreasing the fatigue of teachers and increases job
satisfaction (Hughes, 2006). In previous research carried out in public schools, it was
revealed that teachers trusted their colleagues most (Polat & Celep, 2008). It was also
determined that there were meaningful relationships between the job satisfaction of
applicants to the department manager of Ministry of Education and their level of
social loneliness (Sisman & Turan, 2004).

The quality of the relationship with colleagues, being approved or recognized by
inspectors and the school principal, effective leadership, and obtaining opportunities
to develop professional abilities and skills all play an important role in the job
satisfaction of the teachers (Cockborn, 2000; Hargreaves, 1994; Kushman, 1992; Meek,
1998; Klecher and Loadman, 1999; McLaughlin et al., 1986, as cited in: Isiklar Purcek,
2014).
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Erdil and Ertosun (2011) stated that a supportive organization environment
decreased the feeling of loneliness and made a positive impact so that the employees
could feel good (happy) and that social environment and loneliness were predictors
of whether employees could feel good (happy) (Erogluer & Yilmaz, 2015).

As a result, in order for schools to reach the determined objectives, the teachers’
performances can be said to be very important. In order to improve teacher
performance, it is necessary to increase their job satisfaction. In this study, it was
determined that there was a relationship between teachers’ job satisfaction and the
extent of their social friendships at the workplace. In cases where such relationships
are adverse, loneliness at the workplace increases. Therefore, in order to increase the
productivity of the organization through teacher performance, it is necessary to
prevent teachers from falling into loneliness at work by supporting social friendship,
which impacts job satisfaction.

The results of this study allow the researcher to make some suggestions for
further research and policy. The suggestions are presented as follows:

1. The relationship between loneliness at work and job satisfaction should be
analyzed through qualitative research. This kind of research can be used to
better comprehend the details of this relationship.

2. School principals should support social companionship groups organizing
both in-school and out-of-school activities. The existence of these kinds of
groups would raise both the external and internal job satisfaction of teachers.

3. Policymakers should try to find ways to decrease the loneliness of teachers at
schools because this would indirectly affect teachers’ job satisfaction.
Teaching at school is a social role and has emotional aspects. Hence,
policymakers should be aware of these aspects when deciding on teachers.
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Ilkokul Ogretmenlerinin Is Doyumlar1 ile Isyerindeki Yalnizliklart
Arasindaki Iliski

Ataf:

Tabancali, E. (2016). The relationship between teachers’ job satisfaction and
loneliness at the workplace. Eurasian Journal of Educational Research, 66, 263-
280, http://dx.doi.org/10.14689/ ejer.2016.66.15

Ozet

Problem Durumu: Insanlar yasamlarimin biiyiik bir kismin is yerlerinde gecirirler. is
yerleri insanlar i¢in bu nedenle biiyiik onem tasimaktadir. Is yerleri sadece para
kazanmak amaciyla gidilen yerler degildir. Is yerlerinde sosyal ihtiyaclarini da
giderirler. Bu nedenle insanlarin is yerinde mutlu olmas1 6nem tasir. Is yerinde
mutlu olmak, is doyumu olarak da adlandirlabilir. Insanlar yaptiklar isten doyum
saglarlarsa motivasyonlar1 yiikselmektedir. Is yerinde calisanlarin motivasyon
yiiksekligi ise verimlilikte artisa yansimaktadir. Ayrica is yerinde olumsuzluklar
olarak gosterilebilecek is giicli devri, is yavaslatma, is niteliginde meydana gelen
niteliksiz sonuclar gibi istenmeyen durumlarin azalmasina veya ortadan kalkmasina
neden olmaktadir. Is doyumu, bireyin is hayatindan aldig1 haz, duygusal istenen
durum, is yerinde beklentilerinin karsilanmasi, olumlu duygulara yénelme olarak
tanimlanabilir. Insanlarin is yerinde verimlilikleri ve is doyumlari ile ilgili diger bir
kavram ise is yerinde yalnizlik kavramudir. s yerinde yalnizlik, yalnizlik
kavramindan farkli olarak calisanin is yerinde bulundugu sosyal ¢evrede yalniz
kalma durumudur. Bireyin is yerindeki yalmizligi performanslarini olumsuz
etkiledigi gibi ruhsal durumlari ile de olumsuz sonuglar dogurmaktadir. Is yerinde
yalnizlik kavrami genellikle, sosyal yalnizlik ve duygusal yalmizlik olma tizere iki alt
boyutta ele alinmaktadir. Sonucta, is yerinde bireylerin verimliliklerinin artirilmasi,
onlarin is doyumlar: ve is yerindeki yalnizlarmin giderilmesi ile gerceklestirilebilir.
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Bu nedenle, yoneticilerin 6rgiitiin amaclarini gerceklestirmek i¢in is yerinde yalnizlik
ve is doyumu kavramlarim dikkate alma gerekliligi ortaya ¢ikmaktadir.

Aragtirmamn Amaci: Bu arastirmanm amaci, ilkogretim okullarinda gorev yapan
ogretmenlerin is doyumlari ile yalmizliklar: arasindaki iliskiyi incelemektir. Bu amaca
ulasmak i¢cin, is doyumunun iki alt alan1 olan i¢sel motivasyon ve dissal motivasyon
ile is yerinde yalnizligin iki alt alani olan duygusal yoksunluk ve sosyal iligkiler ayr1
ayri incelenmistir.

Aragtirmanmin Yontemi: Arastirma, iliskisel tarama modelinde diizenlenmis nicel bir
arastirmadir. Arastirmaya Istanbul ilinde 2014-2015 egitim-6gretim yilinda gorev
yapan ilkokul 6gretmenlerinden 369 kisi katilmistir. Katilimcilar kolay 6rnekleme
yoluyla secilmistir. Katilimcilara “Is Yerinde Yalmzlik Olgegi” ve “Minnesota Is
Doyum Olgegi” uygulanmistir. Minnesota Is Doyumu Olgegi, 20 maddeden olusan
ve begli likert tipi bir dlgektir. Olgekte igsel ve digsal is doyumunu 6lgen iki alt boyut
bulunmaktadir. Toplam Cronbach Alpha degeri .98 bulunmustur. Is yerinde
Yalnizlik Olgegi 16 maddeden olusmaktadir ve besli likert tipi bir lgektir. Olcekte
duygusal yoksunluk ve sosyal iliskiler olmak tizere iki alt boyut bulunmaktadir.
Toplam Cronbach Alpha degeri .88 bulunmustur. Verilerin analizinde is yerinde
yalnizlik 6lgeginin alt boyutlart ve is doyumu olceginin alt boyutlar1 arasinda
korelasyon analizi yapilmistir. Ayrica is yerinde yalmzlik o6lgeginin duygusal
yoksunluk ve sosyal iligskiler boyutlarmin, is doyumu o&lgeginin alt boyutlarin
olusturan i¢sel doyum ve digsal doyum boyutlarint agiklama diizeyini arastirmak
icin ¢oklu dogrusal regresyon analizleri yapilmustir.

Arastirmamin Bulgulari: Yapilan analizlere gore ogretmenlerin is doyumlar: ve is
yerindeki yalnizliklar1 arasinda negatif yonlii bir iliski bulunmustur. Soz konusu
degiskenler arasindaki iligki istatistiki olarak anlamlidir. Bu anlamli iliski degiskenler
arasindaki yordama dtizeyini belirlenmesini saglayan regresyon analizini yapilabilir
kilmaktadir. Yapilan regresyon analizinin sonuglaria gore duygusal yoksunluk ve
sosyal iligskiler boyutlar1 i¢sel doyum ile anlamli bir iliskiye sahiptir (R=.261,
R2=0.68), (F(2-366)=13,400, p<0.01). Ancak, yalnizca sosyal iliskiler boyutu icsel
doyumun anlamlz bir aciklayicisidir (p<0.01). Yine yapilan regresyon analizine gore
digsal doyum boyutu ile duygusal yoksunluk ve sosyal iligskiler boyutu arasinda
anlamh bir iliski saptanmistir (R=.35, R2=0.55), (F(2-366)=10,743, p<0.01). Ancak,
regresyon analizi sonuglarma gore yalnizca sosyal iligkiler boyutu digsal doyumun
anlamli bir agiklayicisidir (p<0.01).

Aragtirmanin Sonuglart ve Onerileri: Analiz sonucunda elde edilen bulgulara gore, is
yerinde yalnizligin alt boyutlar ile is doyumu arasinda negatif yonlii anlamh bir
iliski vardir. Eger yalnizlik artar ise, is doyumu azalacaktir. Ayni sekilde, yalnizligin
alt boyutlarindan olan sosyal iligkiler boyutu igsel ve digsal doyumun anlaml bir
aciklayicisidir. Sosyal iligkilerin bulunmadig1 ya da disiik oldugu orgiitlerde icsel
doyum da digsal doyum da azalacaktir. Diger calisanlarla kolay iletisim kuramayan;
piknik, aksam yemegi gibi sosyal aktivitelere ilgi gostermeyen is gorenlerin sosyal
iliskiler anlaminda yalniz olduklar: stylenebilir. Is yerinde yasanan yalnizligin en
onemli sonuglar1 da is doyumundaki diististiir. Yalmzlik hisseden bireylerin 6zgiiven
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konusunda problem yasamasi, kendilerini yetersiz gormeleri ve basariya olan
inanclarimi kaybetmeleri is doyumunda da diisiise neden olacaktir. Bireylerin is
doyumundaki diisiis, énemli derecede verim kaybma yol acacaktir. s yerindeki
yalniz bireyin 6zel hayatin1 da etkiler. Ozel hayat ise is yerinde ki is doyumunun
onemli belirleyicilerindendir. Ogretmenlerin is doyumundaki diisiis 6gretmenlerin
strese girmelerine neden olmakta ve meslektaslari ile baglarini zayiflatmaktadir.
Oysa meslektaslarla iyi iliskiler, is yerinde yalnizli1 azaltan ya da ortadan kaldiran
onemli degiskenlerdendir. Sonug olarak, okullarin amaclara ulasabilmesi icin
ogretmenlerin  performanslar1  6nemli rol oynamaktadir. Ogretmenlerin
performanslarimni  yiikseltmek igin is doyumunu artirmak gereklidir. Yapilan
arastirmada 6gretmenlerin is doyumlari ile is yerinde sosyal iliskiler boyutu arasinda
iliski oldugu saptanmistir. Aksi durumda is yerinde yalnizlik hissi ortaya ¢ikacaktir.
Bu yilizden Ogretmenlerin performanslarii yiikselterek kurumun verimini
artirabilmek icin sosyal iligkiler desteklenerek ogretmenlerin yalnizlik hissine
kapilmalar1 6nlenmelidir.

Anahtar Sozciikler: Igsel is doyumu, digsal is doyumu, yalnizlik, ilkokul &gretmenleri.
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Abstract

Problem Statement: Future Anxiety (FA) and Trait Anxiety (TA) have
negative effects on individuals’ productivity, which can lead them to
feelings of insecurity and eventually depression. Knowing more about
future anxiety helps people feel more secure and produce more effectively
for themselves, and eventually for society. This research examined the
efficacy of a cognitive-behavioral theory (CBT)-based training program on
FA and TA.

Purpose of the Study: This study aimed to examine the effectiveness of a
CBT-based training program on the FA and TA of university students.

Method: A quasi-mixed methods design was used for this study. The
sample consisted of 28 university students (14 experimental, 14 control) in
a public university in the Aegean Region of Turkey during the 2015-2016
academic year. Brief Symptom Inventory and Beck Depression Inventory
were used to select participants for group processes. The Personal
Information Form, Trait Anxiety Inventory, Positive Future Expectations
Inventory, and Anxiety of Making Mistakes Scale were used as
quantitative data collection instruments. Qualitative data were obtained
using the General Evaluation of Group Processes form. Eight sessions
were designed and applied to the experimental group. No procedures
were applied to the control group. Quantitative data were analyzed using
two-way repeated measures ANOVA, paired samples t-test and Mann
Whitney U. A thematic analysis was also applied to the qualitative data.
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Findings and Results: Results revealed that a CBT-based Overcoming FA
and TA Skill-Training program decreased university students’ trait
anxiety levels and anxiety about making mistakes, while increasing
positive future expectations.

Conclusions and Recommendations: The present study found that a skill-
training program based on CBT affected individuals” future perceptions in
an expected way. Similar research should be conducted with different age
groups and different samples. Further research may focus on developing a
measurement for FA.

Keywords: Future anxiety, trait anxiety, psycho-educational group,
university students.

Introduction

Anxiety is defined as “a future-oriented emotion, characterized by perceptions of
uncontrollability and unpredictability over potentially aversive events and a rapid
shift in attention to the focus of potentially dangerous events or one’s own affective
response to these events” (Barlow, 2002, p. 104). According to Clark and Beck (2011,
p- 5), anxiety is considered a complex response system in cognitive, affective,
physiological, and behavioral terms. They also stated that highly aversive events
trigger anxiety since these events are perceived as unpredictable and uncontrollable
moments that could potentially pose a threat to an individual. A great number of
studies reported that college students have many problems within different areas
and that they feel anxious about different issues (Erkan, Ozbay, Cihangir-Cankaya, &
Terzi, 2012; Koydemir & Demir 2005, Ozbay, 1996). During their college years,
people inevitably consider their future life because of a desire to create a healthy,
happy adulthood for themselves (Yesilyaprak, 1985). Occasionally, this tendency to
think about the future gives place to future anxiety (FA).

As a specific form of anxiety, FA is defined as a state of uncertainty, fear, and
worry concerning threatening changes in one’s personal future. In general cases, FA
has certain characteristics. FA may lead to: (i) passively waiting to see what will
happen in life; (ii) avoiding ambiguity and risk; (iii) sticking to well-known ways in
life; (iv) using different regressive defense mechanisms rather than making strides
with negative situations; and (v) using social sources to make one’s future safe. FA
leads individuals to avoid making future plans. People struggling with FA have
difficulty with humor, have more negative psychological symptoms, and cannot feel
effective in handling difficult future life situations (Zaleski, 1996).

FA has negative effects on individuals” productivity, which can lead them to
feeling insecure and eventually depressed about their future (Zaleski, 1996). In
particular, as a period between adolescence marked by complete liability for social
responsibilities, the college years are climacteric of lifelong development and
psychological symptoms consequently tend to increase during this period
(Yesilyaprak, 1985; Bozkurt, 2004). Erdur-Baker and Bicak (2006) stated that college



Eurasian Journal of Educational Research | 283

students are more concerned about their future than people in other developmental
stages of life. Supporting that, Guleri (1999) reported that only 44% of young adults
are optimistic about their future, which means they might not be overly optimistic.
Erozkan (2011) reported that senior college students have anxiety about exams,
which represent the final step before graduation and starting a working life. This
situation also causes college students to feel a sense of hopelessness about their
future. These kinds of problems can cause psychological and somatic symptoms
(Erozkan, 2011). So, knowing more about FA is about being more secure and
producing more effectively for one’s self, and eventually for society. Thus, FA is an
important issue to cope with for both individual and society.

As Zaleski (1996) emphasized, one of the strong elements of FA is its cognitive
rather than emotional components. In this context, everyone has cognitions including
their own positive or negative beliefs about the future. Positive beliefs about worry
regard worrying as something that can help people prepare for the worst scenarios,
while negative beliefs about worry relate to the low probability of those bad
scenarios occurring (Koerner & Dugas, 2006). While college students’ negative ways
of thinking are powerful predictors of their anxiety and negative coping styles, their
positive thinking and anxiety levels have a negative correlation (Mahmoud, Staten,
Lennie, & Hall, 2015). High FA and trait anxiety (TA) individuals have many more
negative beliefs and fewer positive beliefs about the future and do not comfortably
list many reasons why the threatening event may not happen.

A cognitive model is at the forefront since it works on cognitions and thus brings
out changes in emotions and behaviors (Sanders & Wills, 2003). This is why, while
coping with FA, restructuring negative beliefs about the future is the major issue of
FA intervention. When individuals learn to think in a realistic way, their mood and
behavior will improve (Beck, 2001). Cognitive Behavioral Therapy (CBT) is a well-
known and well-accepted therapy approach, especially for the treatment of different
anxiety types, because of its measurable characteristics and empirical results
reporting its effectiveness with the prevention and intervention of various anxieties.
For example, Butler Chapman, Forman and Beck (2006) reported large effect sizes of
CBT for generalized anxiety disorder, panic disorder, social phobia, post-traumatic
stress disorder, and unipolar depression. Hofmann and Smits (2008) similarly
proposed that CBT was efficacious for adult anxiety disorders. Accordingly,
Karahan, Yalcin and Erbas (2014) reported that their CBT-oriented anger
management program was effective in reducing the anxiety levels of college
students. From this perspective, a cognitive behavioral approach seems to be an
effective intervention for FA.

As previously mentioned, anxiety and FA can create distress among college
students. With this in mind, it is necessary to develop college students’ skills for
coping with their anxiety. In this manner, college students can be more productive
during their life and improve their psychological health. In addition, there are a great
number of studies in the literature about coping anxiety (Dugas et al., 2003; Hofmann
& Smits, 2008; Karahan et. al., 2014), but experimental studies on FA could not be
found. Although a study by Karahan et al. (2014) was based on anger management,
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this Turkish study investigated the efficacy of their program on college students’
anxiety levels. In contrast, the skill training program detailed in this study aims to
directly cope with anxiety and beyond coping with general anxiety. It also targets
coping with FA. Within this scope, Mahmoud, Staten, Lennie, & Hall, (2015)
specified that it is necessary to directly study college students’ negative ways of
thinking to help them manage anxiety with prevention and intervention programs.
When considering the prevention of various anxieties, CBT comes to the forefront as
a well-known approach to help individuals develop their own understanding about
the sources of their anxiety. CBT also presents a new understanding for TA by
restructuring these sources. Likewise, Butler et al. (2006) reported that CBT-based
therapies are effective for different types of anxiety. Consequently, the skill-training
program of overcoming FA and TA in the current study was based on CBT. Since
16.5% of the Turkish population is between the ages of 15-24 (Turkish Statistical
Institute, 2015), research on FA may have a wide-reaching impact. As a consequence,
this study targets the CBT-based FA and TA Skill-Training Program’s effectiveness
on Turkish university students’ FA and TA.

Method
Research Design

This study was designed with a quasi-mixed method in which a researcher
collects quantitative and qualitative data, reducing the required consolidation of this
data (Teddlie & Tashakkori, 2009). Several steps were followed in this study. First,
the quantitative part of the study included a pretest, posttest, and follow up using a
quasi-experimental design together with a matched pair design. Second, the
qualitative data were examined to triangulate the data and generate more insights for
the study.

Study Group

Before the skill-training program began, the research ethics committee submitted
the safety report of this research. Subsequently, an announcement about the skill-
training program was published on the official website of the university denoting the
official granting of permission. After that, 60 students applied to participate in the
skill-training group and completed the Beck Depression Inventory (BDI) and Brief
Symptom Inventory (BSI). Individuals suffering from psychological disturbances
(such as depression) or recent traumatic experiences were not proper for group
studies (Gucray, Cekici, & Colakkadioglu, 2009). On this basis, thirteen of these
students were eliminated from the study group because of high scores from BDI and
BSI.

One of the researchers interviewed all 47 applicants and completed the research
instruments. In experimental studies, matching the experimental and control groups
allows for the controlling of independent variables in terms of specific features
(Cohen, Manion, & Morrison, 2007). Therefore, the applicants were matched, as
control and experimental group, according to different variables such as FA (mean
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TAI, PFEI, AMM scores), age, and gender. Later, one applicant was randomly
selected for the experimental group and another applicant was randomly selected for
the control group for internal validity. This selection process continued until 15
individuals were selected for both groups. During the sessions, one experimental
group member dropped out and one member was randomly removed from the
control group. Eventually, the study was conducted with 28 students (14 in each
group) studying in different faculties at a public university in the Aegean Region of
Turkey during the fall semester of the 2015-2016 academic year, all aged between 21
and 24 years (mean ages of the students in experimental and control groups were
20.21 and 20.92 years, respectively). Independent samples t-test was administered to
determine if there are any statistically significant differences between PFEI and TAI
pretest scores of the experimental and control groups, but no significant difference
was found [t(26)= -1.07; p>.05; t(26)= 1.53; p>.05 respectively]. Mann Whitney U test
was applied to determine whether or not there was a significant difference between
pretest of the experimental and control groups as pretest scores for AMM did not
meet normality assumption. No significant difference was found in terms of pretest
scores between two groups (U=83.50, p>.05).

Research Instruments

Personal information form (PIF). This form was designed by the researchers and
contained questions about demographic information, psychiatric history, and trauma
experience history of the participant.

State-trait anxiety inventory (STAI). The scale was developed by Spielberger,
Gorsuch and Lushene (1970), and adapted to Turkish by Oner and Le Compte (1985).
The STAI consists of two different subscales: state and TA, with 20 items in each
subscale. In this study, only the trait anxiety subscale (TAI) was used. Items are
scored between 1 (almost never) and 4 (almost always). On the Turkish form of the
scale, the Kuder-Richardson (alpha) reliability coefficient ranged from .83 to .87. The
total item reliability of the scale is between .34 and .85. The Turkish version of STAI
has good validity and reliability (Oner & Le Compte, 1985).

Positive future expectations inventory (PFEI). This scale aims to measure positive
expectations regarding the participant’s personal future (Imamoglu, 2001). This scale
is a five-item scale with items scored between 1 (completely disagree) and 5
(completely agree). The Cronbach’s alpha level of the PFEI was .85 and the test retest
reliability was .72.

Frost multidimensional perfectionism scale (FMPS). The FMPS aims to evaluate
perfectionism in a multidimensional way. The FMPS was developed by Frost,
Marten, Lahart and Rosenblate (1990), and adapted to Turkish by Kagan (2011). This
scale consists of 35 items and six subscales. In this study, only the “anxiety of making
mistakes” (AMM) subscale was used. The items are scored between 1 (completely
disagree) and 5 (completely agree). Pearson correlations of psychological variables
with the scale scores were found to be adequate for the Turkish version of the scale.
The overall internal consistency was 0.91. The construct validity of the scale is
satisfactory for subscales and ranges between 0.31 and 0.82.
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Beck depression inventory (BDI). The BDI is a 21-item tool to detect emotional,
cognitive, and motivational symptoms during depression (Beck, Ward, Mendelson,
Mock, & Erbaugh, 1961). Items are scored on a three-point scale and the total score
ranges from 0 to 63. The Turkish properties of the scale were studied by Hisli (1988)
and the reliability coefficient is .65. The split-half reliability of the scale is .78 for
student groups and .61 for depressive patients. As a result, Hisli (1988) reported that
the scale has a good reliability and validity.

Brief symptom inventory (BSI). The BSI is a 53-item, 5 point (0-4) self-report scale
developed by Derogatis (1992) and adapted into Turkish by Sahin and Durak (1994).
This tool aims to evaluate psychological distress and psychiatric disorders in people.
The internal reliability of the Turkish form ranges from .55 to .86 for sub-scales. The
Turkish form of the BSI is five factor and factor loadings range between .75 and .87.
The Turkish version of form of BSI is reported to have a good reliability and validity
(Sahin & Durak, 1994).

General evaluation of group processes (GEGP). The general evaluation form,
developed by De Lucia-Waack (2006) and adapted into Turkish by Colakkadioglu
and Gucray (2012), was revised for the current study and applied to the group
members. It aims to determine group participants” personal experiences about group
studies. Three experts from the Counseling Psychology Department read the revised
GEGP form and the final version of the form was designed based on their feedback.

Procedure

Quantitative data were analyzed with SPSS version 17.0. The normal distribution
of participants” scores was examined with the Shapiro-Wilk test and the PFEI scores
for pretest and posttest were normally distributed (p>.05). Homogeneous
distribution of variances between groups was examined by F test and homogeneous
variance for PFEI was determined to be p>.05. The equality of covariance matrix was
checked by M test of Box and equality of covariance matrixes hypothesis was
accepted (F=1.959, p>.05). Hence, a mixed-design analysis of variance was applied to
the PFEI scores.

For TAI, pretest scores appeared to meet normal distribution requirement (p>.05),
but posttest scores do not match for the control group (p<.05). Furthermore, the
control group’s AMM scores did not match the normality assumption in terms of the
pretest. This study used an independent sample f-test for the analysis of the TAI
scores of the experimental and control groups and a Mann Whitney U test for
analysis of the TAI posttest scores and AMM pretest and posttest scores. Follow-up
test scores of each scale showed normal distribution (p>.05). Posttest and follow-up
scores of the experimental group were compared by using paired samples f-test. The
significance level was set at a=.05.

Qualitative data obtained from the GEGP were examined using the thematic
approach described by Simsek and Yildirim (2011). Researchers listed all the
expressions of participants, including 87 significant statements. Accordingly, to
explore the degree of reliability, the relation between two researchers’ codes was
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computed and the consistency between their coding was 87.68%. The coding process
led to the creation of categories and ultimately to the identification of themes.

For internal validity, all sessions of the psycho-education program were recorded
by a camera. The recordings were examined and supervised by three experts (one
PhD and two MAs) in the field of Counseling Psychology to determine whether the
applications were consistent with the skill training program. As a precaution to
ensure external validity, applicants with high BDI and BSI scores were excluded with
the aim of constructing a study group that was a better representative of community
population.

Experimental Praxis

Researchers designed eight sessions of skill-training program inspired by
Robichaud and Dugas’s (2006) CBT program protocol used for generalized anxiety
disorder, with the idea that FA has some similarities with the physical, emotional,
and cognitive dimensions of general anxiety disorder Additionally, the skill-training
program was built on a structure of applications, objectives, and practices (De Lucia-
Waack, 2006). Four counseling psychologists (one PhD and three MAs) and one
specialist in curriculum development (MA) reviewed the program. Each session
lasted approximately 90 minutes. Data collection instruments (TAI, PFEI, AMM,
GEGP) were applied to the group members immediately after the last session.
Follow-up measures were collected four weeks after the last session.

Various basic CBT techniques, such as cognitive restructuring, goal setting, role-
playing, relaxation, and homework, were used in particular sessions. Session I was
designed to allow group participants to meet each other and then the group leader
introduced the format of the sessions. Session II ensured that participants were
informed about the cognitive-behavioral approach by means of the ABC model,
which is a core model of CBT. Session III focused on the core components of FA
within an anxiety cycle, specifically designed for FA. Session IV covered functional
and dysfunctional anxiety about future realization. Session V focused on anxious
perspective blocking and an acceptance perspective to help individuals overcome
future time uncertainty. Session VI focused on the acceptance and development of
new skills for dealing with non-controllable variables in life. A new acceptance
toolbox was introduced to the participants. Session VII was a complete relaxation
experiment aimed at helping students learn new relaxation skills. Session VIII aimed
to help participants realize when they reached their initial personal goals for this

group.

Results
Quantitative Results

Table 1 shows statistical data relating to participants” PFEI, TAI, and AMM scores
in the experimental and control groups.
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Table 1.

Mean and Standard Deviation values for PFEI, STAI and AMM pretest, posttest, and follow-
up test scores of students in the experimental and control groups

Pre-test Post-test Follow up Test
X Sd X Sd X Sd
Experimental Group
PFEI 15.36 3.46 21.21 2.39 20.79 2.46
TAI 51.64 9.33 38.79 9.98 39.50 9.51
AMM 24.86 7.45 16.36 5.77 15.14 4.64
Control Group

PFEI 16.86 3.94 16.14 3.04 16.71 3.91
TAI 47.00 6.48 47.29 4.63 47.07 5.78
AMM 22.50 7.77 22.36 6.87 22.57 7.27

As shown in Table 1, pretest, posttest, and follow-up PFEI test scores of the
experimental group were 15.36 (Ss=3.46), 21.21 (Ss=2.39) and 20.79 (Ss=2.46),
respectively. Similarly, the pretest, posttest, and follow-up TAI test scores of the
experimental group were 51.64 (S5s=9.33), 38.79 (S55=9.98) and 39.50 (Ss=9.51),
respectively. The AMM score of the experimental group was 24.86 (Ss=7.45) for
pretest, 16.36 (5s=5.77) for posttest, and 15.14 (Ss=4.64) for follow-up test.
Additionally, the control group’s pretest, posttest, and follow-up PFEI scores were
16.86 (Ss=3.94), 16.14 (Ss=3.04), and 16.71 (Ss=3.91), respectively. Similarly, the
control group’s pretest, posttest, and follow-up TAI scores were 47.00 (Ss=6.48), 47.29
(Ss=4.63), and 47.07 (Ss=5.78), respectively. The AMM scores of the control group
were 22.50 (Ss=7.77) for pretest, 22.36 (Ss=6.87) for posttest, and 22.57 (Ss=7.27) for
the follow-up test. Results of the mixed-design analysis of variance are shown in
Table 2, demonstrating that the PFEI, TAI, and AMM scores of the students in the
experimental group were significantly different than those in the control group.
Table 2 also shows the four-week long effect of skill-training program.

Table 2.
Mixed Design Analysis of Variance Results of PFEI

Sum of Mean

The Source of Variance Sd F
Squares Square

Between groups 427.36 27

Group 44.643 1 44.643 3.033

Error 382.717 26 14.720

Within groups 412.000 28.000

Measure (pretest-posttest) 92.571 1.000 92.571 14.302**

Group x Measure 151.143 1.000 151.143 23.351**

Error 168.286 26.000 168.286

Total 839.36 55.000

*p<.05, *p<.001
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According to the ANOVA results for mixed measures shown in Table 2, the main
effects were found to be insignificant [F(1-26)=3.03; p>.05], but the measurement
main effect [F(1-26)=14.302; p<.001] and group*measure interaction effect [F(1-
26)=23.351; p<.001] were found to be significant. The significant group*measure
interaction effect indicated that participating in the experimental praxis has different
effects on the pretest and posttest PEFI scores. The Mann Whitney U test was
administered to determine whether there was a statistically significant difference in
terms of TAI and AMM between groups, and results are illustrated in Table 3.

Table 3.

Mann Whitney U Test Results of TAI and AMM Post-Test Scores of Experiment and
Control Groups

n Mean Rank  Sum of Ranks U
Experimental 14 11.00 154.00 "
STAL Control 14 18.00 252.00 49.00
Experimental 14 10.64 149.00 "
AMM Control 14 18.36 257.00 44.00
p<.05

As shown in Table 3, the TAI and AMM scores of the experimental group were
significantly different (TAI, U=49.00 p<.05; AMM, U=44.00, p<.05). As expected, the
mean TAI and AMM scores decreased. These findings demonstrate that the skill-
training program was effective on students’ trait anxiety and anxiety of making
mistakes.

To examine the four-week long effect of the program on the experiment group,
the PFEIL, TAI, and AMM posttest and follow-up scores were compared using the
paired sample f-test. According to the paired sample t-test results, the PFEI, TAI and
AMM scores of the experimental group showed no significant difference with the
mean of posttest and follow-up test (t(14)=.343, p>.05; t(14)=-.733, p>.05; t(14)=.688,
p>.05), respectively. These results indicate that the effects of the skill-training
program continued for four weeks.

Qualitative Results

The answers of the GEGP were categorized and subsequently grouped into
themes, as shown in Table 4.
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Table 4.

Examples of Invariant Structure, Their Corresponding Categories, and Emerging Themes

Examples of Participants” Expressions ~ Categories Themes

When I change my perspective about a

. . . . Realizati f alt ti
situation, the meaning of it is calization of alternative

. thinking
changing. .
My irrational way of thinking cause Realization of irrational ReCOnSh‘ung of
anxiety about future. automatic thoughts future anxiety
) . . ) o related thoughts
I have learnt how to think rationally. Learning rational thinking
I have learnt my thinking style Thoughts’ effects on
determine my actions. behaviors
I can cope with my problems step by Separating problems into
step. parts
Now I see I could not be so patient for Ablhty to undef‘stand Problem solving
. R importance of time to about future
life goals requiring time. e
reach long term goals possibilities
There will be always trammels, as well ~ Perceived problem solving
as alternative ways to solve them. efficacy

My h d fut itment
My hope and future commitmen Future hope
increased.

It is better not trying to control

uncontrollable variables of my future.

Recognizing future
anxiety and future
I discovered the triggers of my FA. Components of FA hope

Tolerance of uncertainty

Worry and anxiety is different, hyper

. Dysfunctional worry
alertness is useless.

Imagination technique helped me a lot

to imagine a hopeful future. Imagination

Breathing style is very important to . .

control my body. Breathing technique Relaxation methods
Relaxation methods will be useful to

cope with psychical symptoms of Relaxation

anxiety.

As shown in Table 4, thoughts about the “reconstructing of future anxiety” were
related to group members’ responses about their awareness of the importance of
their perspective on their emotional mood and behaviors about FA. They also
reported that changing FA is possible by changing their perspective with techniques.
It is possible to infer from the theme “problem solving about future possibilities” that
some of the participants realized that their level of perceived problem solving ability
is related to feeling more secure about possible future threats. Some of them noted
that instead of insisting on dysfunctional problem solving methods, they can feel
more constructive by using conditioned problem solving methods with their current
problem.

It can clearly be inferred from the theme “recognizing future anxiety and future
hope” that participants were not used to tolerating uncertain events, but instead tried
to control uncontrollable variables. They are now aware of the core components of
FA and have alternative ways of dealing with such emotions. Additionally, they
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realized that acceptance of uncertain life events is the key to coping with FA. As
understood from the “relaxation methods” theme, the CBT program contains stress
reducing methods and thought restructuring methods. Some participants remarked
that they were impressed with the efficacy of the relaxation methods. To sum up, the
emerging themes were consistent with the aims of each session. Results of the
qualitative data analysis show that the findings of the GEGP support the findings of
the quantitative data collection instruments.

Discussion and Conclusion

According to the quantitative findings of the study, university students’” positive
future expectations, TA, and anxiety of making mistakes scores decreased after CBT-
based group skill-training aimed at overcoming FA. In addition, the control group’s
positive future expectations, TA, and anxiety of making mistakes scores were not
significantly different before and after the study. These results demonstrate that the
decreasing FA and TA of university students was a result of experimental
applications. This result is consistent with the literature relating to TA, as a great
number of studies have proposed the efficacy of CBT for anxiety (Butler et al., 2006;
Gould, Otto, Pollack, & Yap, 1997, Hofmann & Smits, 2008; Johnston, Titov,
Andrews, Dear, & Spence, 2013; Karahan, Yalcin, & Erbas, 2014; Kendall & Southam-
Gerow, 1996; Melnyk et al., 2015; Monti, Tonetti & Bitti, 2014; Stallman, Kavanagh,
Arklay & Bennett-Lev, 2016). Although there have been no experimental studies
specifically about FA, many studies focusing on anxiety treatment with CBT report
similar results to the present study (Dugas et al., 2003; Norton & Price, 2007;
Silverman et al., 1999). Cognitive-behavioral skill training for overcoming FA and
TA, which was developed for the current study, essentially aimed to eliminate the
intolerance of uncertainty by restructuring beliefs about the future. Then this
program targeted helping participants accept their internal experiences about future
perspectives and learn effective relaxation methods. CBT-based group sessions about
overcoming FA were also structured as Bieling et al. (2006) clarified.

According to Lang and Craske (2000), anxious thinking about the future has small
indications that individuals can be aware of. The group practices in this study helped
individuals become more aware of their own hypothesis about the future and
determine which of their beliefs were rational and which were irrational. Group
members also had an opportunity to set up a situation to determine whether the
hypothesis was valid or not. With the support and assessment of other group
members, the process of testing these hypotheses became more powerful. In this
awareness process, group members modified their predictions about future life
according to new information, which is known as restructuring in CBT (Lang &
Craske, 2000).

The qualitative findings of the study have implications about the effectiveness of
skill training group applications. First, group members indicated that they were
satisfied with the group practices and reached their own group goals with the



292 | Sinem Kaya & Rasit Avci

sessions and homework. Second, group members reported that their irrational
thoughts about the future turned into rational thoughts. They also realized that
rational thinking about future life leads to a proportionate emotional mood with the
future reality. These results are consistent with the related literature. In a study on
general anxiety, Johnston, Titov, Andrews, Dear, and Spence (2013) showed that
using cognitive strategies for changing ideas promotes healthy behaviors and helps
people develop skills for coping with disordered emotions. Melnyk et al. (2015) also
used a CBT-based skill training program for cognitive restructuring, which
ultimately decreased the anxiety levels of university students. As a result, group
members felt more controlled and relaxed about uncertainty of their future and
current anxiety.

Third, group members reported having a more balanced view about future life
and a new focus on their present life, as well as their academic and career
responsibilities. Eventually, they stopped focusing on their future anxiety thinking
and started generating thoughts about a more secure future. Fourth, most group
members were very satisfied with the session about gaining acceptance skills. They
realized that acceptance was not the same as confirming or submitting, but actually
something more than that. They ultimately felt more relaxed and set up a toolbox
during the group session to develop acceptance skills. Lastly, most group members
noted that they were pleased to have learned relaxation methods that they could use
during anxious times. Similarly, Johnston et al. (2013) also reported that relaxation
methods were efficient for coping with emotional disorders.

One of the group members, an exchange student from another Turkish
university, dropped out of the group in the fourth session. It is possible that this
member could not adapt to his new environment or the group members. In
conclusion, recent years have witnessed an increase in the number of cognitive-based
anxiety therapy studies intended to train individuals to cope with their anxieties. Yet
research to determine the specific kind of anxiety, FA, for further applications has
recently become more prominent. Training individuals to restructure their beliefs
about their future perspective may help prevent a particularly depressive
population. The present study found that a skill-training program based on cognitive
behavioral therapy positively affected the future perceptions of participants in an
expected way. It is hoped that this study will help illuminate a wide range of benefits
for researchers and practitioners.

Limitations and Recommendations

This study has several limitations. First, participants were selected from a
community sample and were all students from a public university. Second, there is
no instrument to directly measure FA for Turkish population, so future anxiety was
examined with different variables related to FA. Third, this study’s qualitative data is
limited with a general group process evaluation form, which is a self-report form.
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Similar research should investigate the effectiveness of FA and TAI skill-training
programs with different age groups and different samples. Further research should
focus on developing a measurement about FA. Future researchers can also benefit
from different techniques, such as observation and interviews in the collection of
qualitative data. FA and TA are common facts for competitive societies and
cognitive-behavioral interventions can help people cope more effectively.
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Ozet

Problem Durumu: Gelecek, dogas1 geregi belirsizdir. Bu belirsizlik gelecekle ilgili
endise hissine neden olabilir. Aslinda endise temelde gelecekteki olasiliklar ve
tehditlerden beslenir. Kayg: ise strese neden olan kontrol edilemez bir endise halidir.
Gelecek kaygis1 (GK) kayginin 6zel bir formudur ve kisisel gelecege dair risk iceren
degisimlerden dogacak belirsizliklere katlanamama ve bundan dolay1 korku ve kayg1
duyma durumudur. Gelecege yonelik kaygili bir yaklasim ise, bireylerin
motivasyonlarin1 ve saglikli planlama becerilerini etkileyerek, kendini beslemeye
devam eder.

Bilissel model, diistince bicimlerinde degisim oldugunda, bunun duygu ve
davranislara yansidigini ifade eder. Bu nedenle, GK ile bas etmede, gelecekle ilgili
olumsuz inanglari yeniden yapilandirmak GK miidahalelerinde temel konudur.
Bilissel-davranis¢1 terapi yaygin kullanilan bir terapi yontemi olup, tzellikle cesitli
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kaygi tedavilerinde etkililigi kanitlanmustir. Literatiirde kaygi ile bas etme
konusunda pek c¢ok arastirma bulunsa da, GK ile yapilan deneysel calismaya
rastlanmamustir.

Arastirmanin Amacy: Tiirkiye'de toplam niifusun %16.5'ini geng nitifusun olusturdugu
diisiiniildiigtinde, geng bireylerle yapilacak bu ¢alismanin yaygin etkisinin olacagt
diistiniilmektedir. Ayrica, GK ile ilgili bas etme yontemleri, bireylerin gelecege daha
giivenli bakmasi ve yasamlarmun verimliligini artirmasi agisindan o6nemli
goriilmektedir. Bu ¢alismanin amaci, bilissel davranisct yaklasima dayali olarak
gelistirilen gelecek kaygisiyla bas etme beceri egitimi grup uygulamalarinin
tiniversite 8grencilerinin gelecek kaygilarmna etkisini arastirmaktr.

Arastirmamin Yontemi: Bu arastirma yari karma desene gore tasarlanmustir. Yari
karma desende nitel ve nicel veriler toplanir, sonrasinda nitel ve nicel bulgularin
biittinlesmesi azdir ya da yoktur. Calismaya baslamadan o©nce arastirmanin
uygulanabilirligi agisindan etik kurul raporu alinmistir. Universite yonetiminden
gerekli izinler alindiktan sonra, tiniversite internet sayfasindan gelecek kaygisiyla
bas etme beceri egitim programi yapilacagma dair ilana g¢ikilmistir. 60 6grenci
basvuruda bulunmus ve depresyon puanlar1 yiiksek olanlar ile son zamanlarda
travma yasantis1 olanlar (13 kisi) arastirmaya dahil edilmemistir. 47 kisi ile 6n
goriisme yapilmis ve veri toplama araglar1 uygulanmistir. Adaylar arasindan deney
ve kontrol grubu i¢in sirayla ve seckisiz olarak tiyeler se¢ilmeye baslamis ve her grup
icin 15 tiye olana kadar bu siire¢ devam etmistir. Uygulamalar esnasinda bir tiye
grubu biraktig1 i¢in kontrol grubundan da bir tiye ¢ikarilmistir. Deney ve kontrol
gruplarmin Siirekli Kaygt Olgegi (SKO), Olumlu Gelecek Beklentileri Olcegi (OGBO)
ve Hata Yapma Beklentileri Olgegi'nden (HYBO) aldiklart én-test puanlari arasinda
anlamli farkliigmn olmadigi belirlenmistir [Sirasiyla t(26)=-1.07; p>.05; t(26)=1.53;
p>.05; U=83.50, p>.05].

Katilimeilar Ege Bolgesi'ndeki bir tiniversitenin farkli béliimlerinde devam eden 21-
24 yas arasi bireylerdir. Deney ve kontrol grubu i¢in yas ortalamasi sirastyla 20.21 ve
20.92’dir. Deneysel uygulamalar kapsaminda oturumlar, Robichaud ve Dugas'in
genel anksiyete ile bas etmede o6nerdigi BDT temelli protokol dikkate almarak
gelistirilmistir. 8 oturumdan (her biri 90 dakika) olusan program 4 uzman tarafindan
incelenmis ve diizeltilmis, programa son hali verilmistir. Izleme calismast icin veriler
son oturumdan dort hafta sonra toplanmistir. Oturumlarda bilissel davramisgi
yaklasimin 6nerdigi teknikler kullanilmistir. Her oturum duygu-durum kontroli ile
baslamuis, 6nceki oturumun O6zetlenmesi, 6dev kontrolii, 1sinma egzersizi, giincel
oturumun etkinligi, gtincel oturumu degerlendirme ve sonraki oturumun o6devi
seklinde devam etmistir.

Elde edilen nicel veriler SPSS 17.0 ile analiz edilmistir. Normal dagiim gosteren
6lgme araglari i¢in karisik 6l¢timler icin ANOVA testi kullanilmis, normal dagilim
gostermeyen olciimlerde Mann Whitney U testi uygulanmustir. Nitel verilerin
analizinde icerik analizi teknigine basvurulmustur. Katilimcilardan Grup Siireci
Genel Degerlendirme Formu aracilifiyla elde edilen verilerle kodlama islemine
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gidilmis, iki arastirmaci tarafindan yapilan iki ayr1 kodlamasi arasinda %87.68
oraninda tutarlilik goriilmiistiir. Elde edilen kodlar ile temalar olusturulmustur.

Aragtirmamn - Bulgulari:  Nicel — bulgular. Deney ve kontrol grubundaki
tiyelerin  OGBO'den aldiklar1 6n-test ve son-test puanlarmi incelemeye yonelik
yapilan karisik olciimler igin iki faktorlit ANOVA testi sonucuna gore, grubun ana
etkisi istatistiksel olarak anlamsizken [F(1-26)=3.033; p>.05], 6l¢timiin ana etkisi [F(1-
26)=14.302; p<.001] ve grup*ol¢iim ortak etkisi [F(1-26)=23.351; p<.001] istatistiksel
olarak anlamli bulunmustur.

SKO ve HYBO ile elde edilen puanlar ile Mann Whitney U testi yapilmistir. Deney
grubunun bu iki 6l¢me aracindan aldiklar1 puanlar, kontrol grubunun puanlarina
gore anlamli olarak farklilasmaktadir (SKC), U=49.00 p<.05; HYBO, U=44.00, p<.05).

Nitel bulgular. Grup Stireci Genel Degerlendirme Forumu'ndan elde edilen ilk
bulguya gore, grup iiyelerinin tamamina yakimi kisisel amaglarina biiytik oranda
ulastigini ifade etmistir. Elde edilen diger bir bulgu da, grup tyeleri diistince
davranis ve duygu ile ilgili degisim farkindaliklar1 oldugunu belirtmistir.

Son olarak iiyelerin doldurdugu Genel Degerlendirme Formu'ndan elde edilen
yanitlar kodlanarak, kodlar kategoriler halini almistir. Elde edilen kategoriler ile
temalar olusturulmustur. Bu temalar sunlardir: GK ile ilgili diistincelerin yeniden
yapilandirilmasi, gelecekteki ihtimallerle ilgili problem ¢6zme becerileri, GK'yi
tanima ve gelecek umudu, rahatlama metotlari. Tiim nitel bulgular, beliren temalarin
oturum amaclariyla 6rtiistiigii yoniinde yorumlanmistir. Bu noktada, nitel bulgular
aymt zamanda, nicel bulgularda deney grubu lehine olusan degisimi destekler
niteliktedir.

Aragtirmanin Sonuglart ve Onerileri: Nicel bulgularda elde edilen sonuglara gore
biligsel davranisct yaklasim temelli GK ile bas etme psiko-egitim programinin,
tiniversite 6grencilerinin olumlu gelecek beklentilerini artirmada, stirekli kaygilarini
ve hata yapma beklentilerini diistirmede etkili oldugu soylenebilir. Bu sonug kaygt
ile ilgili bilissel davranis¢1 yaklasim temelli miidahalelerin rapor edildigi calismalarla
benzerlik gostermektedir.

Nitel bulgulardan elde edilen sonuglar da, grup {iiyelerinin gelecege yonelik
mantiksiz  diistincelerinin yerini rasyonel diisiincelerin aldigt ve mantikll
diistincelerle birlikte tiyelerin kaygilarinda azalma meydana geldigi ve daha iyi
hissettikleri ~ gortilmektedir. Bu bulgular benzer c¢alismalarla paralellik
gostermektedir.

Bu arastrmanin bir smirliligi, grup tiyelerinin klinik olmayan o6rneklemden
secilmesidir. Benzer ¢alismalar farkli 6rneklemlerle yiiriitiilebilir. Ikinci bir siurhlik,
GK’yi dogrudan olgen bir 6lgme aracinin olmamasi ve olciimlerin GK ile iliskili
degiskenlerle yapilmis olmasidir. Gelecek arastirmalarda benzer bir ¢alisma gozlem
ve goriisme gibi giiclii nitel arastirma metotlariyla yapilabilir.

Anahtar Kelimeler: Gelecek kaygisi, psiko-egitim grubu, tiniversite 6grencileri.
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Abstract

Problem Statement: Despite analyses of how vocal training methods can
correct or improve Turkish-language accent defects, for most voice
educators, the most important methods continue to be breathe
management control and correct vocalization exercises. We therefore
sought to demonstrate the relationship of song lyrics to breathe
control, accent defects, and good diction.

Propose of Study: The aim of the study was to promote best practices in
order to enhance students’ speech in a university music department in
Turkey. To that end, we administered vocal training in a group of 12
first-year student volunteers in the department. We recorded and
evaluated differences in accent defects both prior to and subsequent to
vocal training.

Methods: The sample included 12 first-year students in the Music
Department of the Fine Arts Faculty at Erciyes University. We
determined pre- and post-test results by using the same oral readings
(“Minnelied,” meaning ‘Mutluluk Sarkisi” in Turkish). Prior to the study,
the students read song lyrics chosen by voice education specialists and
that were translated and adapted into Turkish. We performed testing
with the Vitalograph Alpha Model 6000 portable spirometer, which we
used to analyze the parameters of forced vital capacity, forced
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expiration volume during the first second, and vital capacity, as well as
PRAAT vocal analysis. Afterward, the students read the text again, and
we collected pre-and post-analysis data by using PRAAT vocal analysis.
We analyzed accent defects in the words “insan,” “ormanda,”
“gezerken,” “guzel,” “oter,” and “kopardigin” for intensity, intensity
in air, amplitude, and pitch.

Findings and Results: Following voice training, FEV1 (p < .05) increased
significantly, whereas vital capacity and forced vital capacity did not
change significantly. Vocal analysis revealed that the amplitude of the
words “insan,”
“ormanda,””gezerken,”” guzel,”” oter,”and“kopardigin” (p <

.05) increased significantly. For the words “ormanda” and “gezerken,”
intensity (p <.05 and p <.001) increased significantly, as did intensity
in air (p <.05) for “guzel,” “oter” and “kopardigin.”

Conculusion and Recommandation: Students’ voice lessons in the Music
Department can benefit from vocal training methods that significantly
improve accent defects and expressions, as well as assist in breath
management. This methodology ultimately promoted the correct
expression of Turkish words.

Keywords: PRAAT, individual voice education, prosody problems.

Introduction

The aims of voice education are threefold: to assist with speech correction (i.e.,
articulation, phonation and breath usage), to provide instruction on self-expression,
and to guide in singing professionally, or in Italian opera terminology, to master bel
canto, or ‘beautiful singing’.

Especially designed to perfect language and lyrical articulation (Evren, 2013),
voice education also includes correcting body posture and refining breathing
techniques. For professional singing, singers need limpid diction (i.e., good
articulation and phonation) and efficient breath control, with the proper use of
abdominal muscles and the diaphragm. To optimize breath and voice control, singers
need to perform intonation exercises that include vocalizations and vocal exercises
with only vowels or consonants (Sabar, 2008), generally with piano accompaniment.

For singers, intonation refers to fluctuation in vowel vibration. In the Turkish
language, fluctuation encompasses resonance, pitch contour, and intonation
guidance. Unlike singing, reciting a melody involves natural vowel intonation that
results in ascending and descending vowel differences (Vural, 2005). Intonation
correlates directly with accent, articulation, and breath management. In some studies,
audiologists generate findings that allow the measure of accent parameters only,
since accent relates to duration, intensity, amplitude, and pitch. Technically, all of
those parameters are measurable with Praat vocal analysis (Boersma, 2012; Kilic, 2011).
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Correlating such results with phonology, Vural (2005) deduced that, in phonology,
the vowel that vibrates most prominently in a sentence is accented. He moreover
demonstrated that a voice accent appears as a periodic waveform, whereas non-
accented vowels do not stimulate such waveforms, because accented syllables
produce more breath and intensity. Arguably, then, the three primary elements of
accent are vowel intensity, amplitude, and duration.

Music intonation involves prosody, which Arel (1997), defines as having two
meanings, both from ancient Greek music. The first relates to musical instruments,
whereas in the second, special accentuated syllables from spoken voice pitch
variations together constitute music and lyrical relevance. Lyrics and music share
few common parameters when realized orally or with instruments. In reading aloud,
speakers need to supply prosodic variation, including word stress, emphasis,
sentence intonation, and tempo, that is barely, if at all, apparent in any given text.
Constructing those prosodic parameters in reading benefits from punctuation
parameters and similar graphic devices, which constitutes an interesting but rather
neglected question in language production research addressed so far by only a fringe
group of researchers known as pausologists (O’Connell, 1988).

Speech therapy traditionally situates voice production in an educational context
in which the voice is studied perceptually, acoustically, and physiologically.
Perceptually, the voice consists of three basic components—pitch, volume, and
timber —that are vital to developing a good, functional voice, usually described as
having a pleasant vocal quality, adequate pitch and volume, and flexibility. A good
voice should vary in pitch and volume and adapt to various situations (Bele, 2008).

Given all of the above, we designed this study to demonstrate the use of vocal
training methods to eliminate accent defects in Turkish. We administered vocal
training to a group of students in a university music department in Kayseri, Turkey,
using the Vitalograph Alpha Model 6000 portable spirometer to analyze the parameters
VC, FVC, and FEV1, supported by Praat vocal analysis.

Purpose of the Study

The purpose of this study was to ascertain how programmed vocal training can
developmentally affect accent defects in a student sample.

Hypothesis

Voice educators doesn’t know the relationship with the breath exercises and
accented the consonants. Generally voice educators have known the relationship
with the speech quality and auditory processing. However some of the voice
educators emphasis the correction of the song lyrics, some of the voice educators do
not emphasis the correction of the song lyrics. And researchers have observed the
direct relationship with the song lyrics and breath control, accent defects and
correction of the intonation (auditory processing and speech quality) also.
Eventually the research hypothesis is the direct relationship with the song lyrics and
breath control, accent defects and correction of the intonation.
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[
The Question’s Related with the Hypothesis

In training, singers essentially need to learn breath usage and management,
relaxation techniques for the jaw, tongue, and lip movements, and how to use
consonants and vowels correctly by way of voice education and elocution lessons.

If vocalists have good diction, then they will also have efficient breath usage
control to express consonants and vowels efficiently and be able to relax and adapt
their jaw for tongue and lip movements.

If there is a direct correlation between prosody studies in voice education and
oral intonation studies, then voice training can teach people to use adequate pitch
levels, to speak with less intensity, and to avoid voice musculature during speech.

Method
Research Design

Although voice educators emphasize breath usage control and vocalization in
individual voice lessons, knowledge about the relationship among breath usage,
control in consonant expression, and accent defects remains scarce. In general, voice
educators recognize a direct relationship between oral reading studies and prosody
studies, yet only a fraction have emphasized lyrics. In fact, researchers have observed
that the most important topics for most voice educators are breath management
control and correct vocalization. In response, we sought to show how lyrics relate to
breathe control, accent defects, and good diction.

Research Sample

Twelve student volunteers in the Music Department of the Fine Arts Faculty at
Erciyes University in Kayseri, Turkey, participated in the study. We determined pre-
and post-test results by using the same oral readings (“Minnelied,” meaning
‘Mutluluk Sarkist’ in Turkish). Prior to the study, the students read song lyrics
chosen by voice education specialists and that were translated and adapted into
Turkish. We analyzed accent defects in the words “insan,” “ormanda,” “gezerken,”
“guzel,” “oter,” and “kopardigin” for intensity, intensity in air, amplitude, and pitch.

i

Research Instrument and Procedure

Researchers recorded participants” voices using a microphone in an isolated room
in the Fine Arts Faculty with Goldwave sound editor (version 5.69) and analyzed
them with Praat vocal analysis software both before and after vocal training
instruction exercises performed regularly over a 2.5-month period in 1-h sessions
with two participants each. We tested participants’ respiratory volumes and
capacities using a Vitalograph Alpha Model 6000 portable spirometer before and
after the programmed vocal training exercises in terms of forced vital capacity (FVC),
forced expiration volume during the first second (FEV1), and vital capacity (VC).
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Data Analyze

Researchers evaluated results using the Statistical Package for the Social Sciences
version 18.0, normalization using Shapiro tests, and comparisons of pre- and post-
test significance using Mann-Whitney U-tests. We set significance at p <.001 and p <
.05.

Validity and Reliability

Before experiments commenced, phoniatrists clinically observed participants to
identify any pathological problems regarding their vocal tracts. A phoniatrist
familiar with the voice analysis program recommended measureable parameters.

Results

After the voice training the FEV1 (c) (p<0.05) increased significantly whereas the
VC (a) and FVC (b) did not change thus revealing that FVC had ascended however
the volume of the expiration was prolonged in the first seconds.
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Figure 1. Respiratory volume and capacity changes before and after a
programmed vocal training

(a): VC (Vital Capacity), (b): FVC: Forced Vital Capacity, (c): FEV1 (Forced Expiration
Volume 1st sec) *:p<0.05

When we compared the vocal analysis results after the conclusion the vocal
training it was found that: Amplitude increased significantly for all 6 words, Intensity
increased significantly for the “ormanda”and “gezerken” words. Intensity in air
increased significantly for the “guzel”, “oter”, “kopardigin” words and duration
increased significantly only for the “guzel” word.
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Figure 2. The duration (a), amplitude (b), intensity (c), intensity in air alterations
after a programmed vocal training obtained from the “insan” word.*: p<0.05

When we compared the vocal analysis results after the vocal training had been
concluded, it was found that for the “insan” word only the amplitude (p<0.05)
increased significantly whereas the duration, intensity and intensity in air had not
changed.
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Figure 3. The duration (a), amplitude (b), intensity (c), intensity in air alterations
after a programmed vocal training obtained from the “ormanda” word.*: p<0.001
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In relation to the words “ormanda”, the intensity (p<0.001) and amplitude (p<0.001),
increased significantly whereas the duration and infensity in air did not change.
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Figure 4. The duration (a), amplitude (b), intensity (c), intensity in air alterations
after a programmed vocal training obtained from the “gezerken” word.*: p<0.001

For the word “gezerken” the intensity (p<0.001) and amplitude (p<0.001), increased
significantly whereas the duration and intensity in air did not change.
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Figure 5. The duration (a), amplitude (b), intensity (c), intensity in air alterations after
a programmed vocal training obtained from the “guzel” word.*: p<0.001, **: p<0.05
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Turning next to the word “guzel” the duration and amplitude (p<0.001), intensity in
air (p<0.05) increased significantly whereas the intensity did not change.
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Figure 6. The duration (a), amplitude (b), intensity (c), intensity in air alterations after
a programmed vocal training obtained from the “oter” word.*: p<0.001, **: p<0.05

The “oter” word showed that the amplitude (p<0.001) and intensity in air (p<0.05)
increased significantly whereas the duration and intensity did not change.
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Figure 7. The duration (a), amplitude (b), intensity (c), intensity in air

alterations after a programmed vocal training obtained from the “kopardigin” word.*:
p<0.001

The results relating to the “kopardigin” word indicated that the amplitude (p<0.001)
and intensity in air (p<0.001) increased significantly whereas the duration and intensity
did not change.

Discussion and Conclusion

Generally, prosody refers to the melody and rhythm of speech. Dysfunctional
prosody, or dysprosody, exhibits alterations in speech intensity, the timing of utterance
segments, rhythm cadency, and intonation of words (Ross, Edmondson & Burton Seibert,
1986; Turkbay & Conguoglu, 2007). Prosody also involves a process used to alter the
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meaning (i.e., linguistic prosody) or emotional force (i.e., affective prosody) of a
sentence. The components of prosody are rhythm, pitch, tone, and stress, all
articulated by modulating the acoustic correlates of prosody: frequency, duration,
and amplitude (Colin, Fitzsimons, Asenbauer & Staunton, 1999).

The study of vocal skill development provides teachers with strategies to enhance
auditory processing and speech quality. Auditory processing enables individuals to
perceive and produce distinct phonemes, inflections, and pitches and to sense the
duration of sounds in language and music, all of which functions contribute to
literacy (O’Herron, 2007). Indeed, research has revealed a link between musical
perception and reading ability (Barwick, Valintine, Robert, & Wilding, 1989). Oral
fluency includes prosody and the ability to put words together into natural speech
rhythms in terms of intonation, inflection, and flow, while auditory perception
relates to learning both music and language. Prosody also entails descending and
ascending temporal measurement according to the musical vocal composition
(Albuz, 1997). More broadly, prosody encompasses a range of features in speech and
language, including pitch, volume, tempo, and rhythm (Cruttenden, 1997), which
suggests that prosody moreover relates to duration, pitch, and vowel intensity.

The sound of spoken language involves the rise and fall of pitch as well as flow of
time in speech, which in music are known as melody and rhythm, respectively
(Pearl, 2004). Unlike in the English language, which is non-tonal, in some languages
intonation changes meaning or expression, if not both. In fact, more than half of the
world’s population speaks tonal languages, including Mandarin and Thai, in which
speaking with short intonation contours affects the meaning of words (Ross, 1986). In
Turkish, also a tonal language, word placement is also important for pronouncing
accents and is a component of intonation. In Turkish sentences, accentuated words
tend to appear next to the verb, and melodic words and suprasegmental or prosodic
features are subject to accent, intonation, caesura, and full stops. A word or
sentence’s intensity peak exhibits special features in Turkish, in which initial
syllables have some intensity, middle ones far more intensity, and final ones the most
intensity. However, accent placement changes vary depending on a particular word’s
function. For example, accent placement changes and is emphasized on the first
syllable in adverbs and exclamations (Banguoglu, 1990).

Intonated words and sentences with fluctuating vocal pitches can reflect
different meanings in Turkish. Sometimes, only one word or a sentence with an
alternative intonation can express far more meaning and emotion (Banguoglu, 1990).
As such, intonation and accent correlate in Turkish and are even inseparable. In both
of two types of speaking—namely, tonal speaking and non-tonal speaking— this
difference is relates directly with accent. Non-intonation does not involve a scope to
improve accent efficiency. However, in the tonal language of Turkish, it is possible to
change intonation by way of voice education. In traditional speech therapy, vocal
production is situated in a special educational context, in which the voice can be
studied perceptually, acoustically, and physiologically. Perceptually, the voice
consists of three basic components— pitch, volume or intensity, and timber (Bele,
2008) —and the term prosody, or the melody and rhythm of speech, commonly refers
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to a range of features in speech and language, including pitch, volume, tempo, and
rhythm (Cruttenden, 1997).

Our study demonstrates that Turkish is a tonal language whose speakers can
improve intonation by way of vocal education. However, our study suffered from
the brevity of participants” vocal exercises and breathe management assignments. If
the training program had been prolonged, then the accent defects might have
improved even more significantly. Furthermore, participants’ performances were
limited in reading the text with intonation together with the musical melody. As a
result, they focused more heavily on musical melody intonation (Aycan, 2012), as did
a group of students selected randomly from Erciyes University’s third-year classes in
Turkish teaching. In our study, Ataturk’s Oration for Turkish Youth was the oral text
chosen by speaking education instructors from the university’s Faculty of Turkish Education.
We chose one passage (“Birinci vazifen Tiirk Istiklalini, Tiirk cumhuriyetini ilelebet
muhafaza ve miidafaa etmektir. Mevcudiyetinin ve Istikbalinin yegane temeli
budur”) and seven words from it— “Turk,” “vazifen,” “mevcudiyetinin,” “istiklalini,”
“istikbalinin,” “muhafaza,” and “mudafaa” — all of which contain the vowel i, e, a, u, and
i, which we analyzed using PRAAT.

At post-test, the prosodic parameters of duration, intensity, and amplitude had
significantly improved. However, the sample had little musical ability and had never
played any musical instruments. Compared to the group with musical ability, the
non-musical sample benefited from the techniques employed.

In sum, first-year students in the Music Department participated in programmed
vocal training so that we could investigate potential improvements in their
respiratory capacities and accent problems. The programmed training lasting 2.5
months significantly changed their respiratory capacities (e.g., FEV1), which shows
that they began to be able to control their breath while speaking or reading.
Furthermore, their vocal quality improved in terms of intensity, intensity in air,
amplitude, and duration. With the aim to promote best practices in order to enhance
students” speech, our study marks the first on programmed vocal training that has
shown an improvement in participants’ accent problems, evidenced by respiratory
and vocal analysis.

We conclude that the vocal training methods applied can significantly improve
students’ accent defects, accent expressions, and breath management and can
ultimately promote the correct expression of Turkish words.

In conclusion, The Music Department 1st year class students took part in
programmed voice training and improvements for their respiratory capacities and
accent problems as an investigative study. A programmed vocal training exercise for
2.5 months significantly changed their respiratory capacities eg FEV1 reflecting that
they started to be able to control their breath while speaking or reading.
Furthermore, their voice qualifications also improved by testing: intensity, intensity in
air, amplitude and duration. The aim of the study was to promote best practice to
enhance the Music Department student’s speech. This study is believed to be the first
known study on programmed vocal training showing the improvement of the accent
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problems evidenced by using respiratory and vocal analysis on the Music
Department’s students.

It was concluded from this study that when students have voice lessons in the
Fine Arts Faculty Music Department, such vocal training methods significantly
improve accent defects and such methodology proved to be helpful in improving
accent expressions as well as assisting breath management. This methodology
ultimately lead to the correct expression of Turkish words.
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Tiirk¢e’de Vurgu Kusurlarinin Diizeltilmesinde Ses Egitimi
Yontemlerinin Etkisi

Atif:
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Turkish accent defects through individual voice student lessons. Eurasian
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Ozet

Problem Durumu: Bu calisma ses egitimi yontemleriyle Tiirkce vurgu kusurlarindaki
diizelmeleri veya iyilesmeleri degerlendirmek tizere kurgulanmustir. Arastirmacilar
bu amag cergevesinde en énemli problemin sadece nefes kontrolii calismalar: ve ses
egzersizlerinin  bircok ses egitimcisi tarafindan 6nemsenmesi oldugunu
gozlemlemislerdir. Bu sebeple bu c¢alismada miizik bestelerinin sozleri ile nefes
kontrolii c¢alismalari, vurgu kusurlar1 ve dogru konusma egitimi arasindaki
dogrudan iliski gosterilmeye calisilmustir. Miizik bolimii 6grencileri eger dogru
konusma aligkanliklar1 kazanirlarsa tinstizleri vurgulayarak nefeslerini etkili bir
sekilde kontrol edebilirler ve ardindan iinliileri konusarak dil ve dudaklarimin esnek
hareketleriyle cenelerini kullanirlar. Bunun yaninda prozodi calismalar: ile ses
egitimi ve tonlayarak metin okuma calismalar1 yapmak arasinda direk bir iliski
vardir. Ses egzersizleri bu sebeple dogru perde iizerinde ses tiretmek, bagirmadan
konusmak ve sesle ilgili kaslara konusurken yiik bindirmekten ka¢inmak igin
yapilmaktadir. Bununla birlikte ses egitimcileri bu durumu saglamak i¢in bireysel
ses egitimi calismalarinda sadece nefes calismalari ve tinlii harfler itizerinde
egzersizler yaptirmaktadirlar. Ancak ses egitimcileri nefes egzersizleri ile tinstizlerin
vurgulanmasi arasindaki iliskiyi bilmemektedirler. Genel olarak ses egitimcileri
metin okuma ¢alismalari ile prozodi calismalar: (ses-s6z uyumu) arasinda dogrudan
bir iliski oldugunu bilmektedirler. Fakat bazi ses egitimcisi sarkilarin sézlerini
konusmaya o6nem verirken bazilar1 vermemektedir. Arastirmacilar bu sikintiy1
gozlemlemis sarki sdzlerinin dogru konusulmasi ile nefes kontrolii, vurgu kusurlari
ve dogru tonlama arasindaki iliskiyi gostermeye calismislardir.

Arastirmanmin Amaci: Bu ¢alismanin yapilis amact ses egitimi yontemlerinin vurgu
kusurlarma etkisinin nasil oldugunu ortaya ¢ikartmak; calisma grubunun miiziksel
isitme ve konusma becerilerini gelistirecek en iyi teknikleri elde etmektir. Bu amacla
ses egitimi calismalar1 Erciyes Universitesi, Giizel Sanatlar Fakiiltesi, Miizik Bolumu
gontillii 1.sinif dgrencileriyle (n=12) uygulanmistir. Oncellikle vurgu kusurlar ses
egitimiyle iyilestirilmis, ardindan kaydedilmis ve degerlendirilmistir.
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Arastirmamin Yontemi: Kayitlar’' Vitalograph Alpha, Model 6000” tasmabilir spirometre
cihaz1 ve “PRAAT ses analiz programi” ile alimmistir. Calismaya katilan 6grencilerle
uygulanan ses egitimini analiz etmek icin ses egitimi uzmanlari tarafindan secilmis
Tiirkceye gevrilip, uyarlanmus bir lied ¢alisilmistir. Calismanin 6ncesi ve sonrasinda
calismaya katilan 6grenciler bu lied'in sézlerini diiz metin haliyle okumuslardir.
Vurgu kusurlar: bu lied’den secilmis “insan”, “ormanda”, “gezerken”, “giizel”, “dter” ve
“kopardigin” kelimelerinde siddet, soluk siddeti, genlik ve perde degerleri tizerinden

PRAAT programu ile analiz edilmistir.

Aragtirmamn Bulgulari: Ses egitimi sonrasinda tasinabilir spirometre cihazindan elde
edilen FEV1 (p<0.05) degeri istatistiksel agidan anlamli bir sekilde artmis olmasina
ragmen VC ve FVC degerleri anlamli bir degisiklik gostermemistir. Ses analizleri
sonucunda ses egitimi sonrasinda Tiirkgeye cevrilip, uyarlanmis lied’den segilmis
“insan”, “ormanda”, “gezerken”, “giizel”, “Oter” ve “kopardigin” kelimelerinde genlik
(p<0.05), “Ormanda” ve “gezerken” kelimelerinde siddet (p<0.05 ve p<0.001) anlaml
bir sekilde artis gortlmiistiir. Ayrica “giizel”, “Gter” ve “kopardigin” kelimelerinde

soluk siddeti (p<0.05) istatistiksel agidan anlamli bir sekilde artmustir.

Aragtirmanin Sonug ve Onerileri: Aycan (2012) yaptigi benzer bir calismada rastgele
secilen Erciyes Universitesi, Egitim Fakiiltesi, 3. Sinif Tiirkce Ogretmenligi dgrencileri
katilmistir. Bu calismada konusma egitimi dersi uzmanlar: tarafindan “Atatiirk’iin
Genglige Hitabesi” nden bir paragraf: “Birinci vazifen Tiirk Istiklalini, Tiirk cumhuriyetini
ilelebet muhafaza ve miidafaa etmektir. Mevcudiyetinin ve Istikbalinin yegdne temeli budur”
se¢ilmis ve “i, e, a, u, u” unliilerini iceren 5 kelime: “Tiirk, vazifen, mevcudiyetinin,
istiklalini, istikbalinin, muhafaza, miidafaa” secilip PRAAT programiyla analiz etmistir.
Calisma sonucunda ses egitimi uzmanlari tarafindan secilmis unlu ve tinsiizlerden
olusan ses egzersizleri ve okuma parcalarindaki tonlama calismalart prozodik
parametreler (sure, siddet ve genlik) istatistiksel acidan anlamli ¢tkmustir. Bununla
birlikte calisma grubundaki 6grenciler énceden higbir miizik enstriimani ¢almamis
ve yeterli miizik kabiliyeti gosterememistir. Bu calismadaki miizik kabiliyeti
olmayan grupla halihazirda calisilan miizik yetenegi olan gruptaki &grencilerin
durumlar: prozodik parametreler tizerinden karsilastirildiginda uygulanan tekniklerin
miizik kabiliyeti olmayan grupta daha basarili oldugu gortilmektedir. Prozodi tizerine
yapilan ¢alismalar ve tartismalar Tiirkge'nin bir ton dili oldugunu, ses egitiminin
tonlamay1 degistirilebilecegini ya da iyilestirebilecegini gostermektedir. Bununla
birlikte bu calisma 6grencilerin ses egzersizleri ve soluk calismalarini yeterince
calismamalarindan olumsuz yonde etkilenmistir. Eger bu ses egitimi calismalar1
daha uzun sure yapilirsa vurgu kusurlarinin daha da anlamh sekilde diizelecegi
beklenmektedir. Bunun yaninda calismaya katilan &grencilerin algilar: tonlayarak
metin okuma konusunda smurlidir. Bagka bir deyisle 6grenciler sadece miizikal
acidan tonlamay1 6nemsemektedirler. 2.5 aylik surede solunum kapasiteleri (6rnegin
FEV1 degerinde) istatistiksel agidan anlamli bir sekilde degismistir. Dolayisiyla
calismaya katilan 6grenciler konusup, sark: sdylerken soluklarini kontrol edebilmeye
baslamiglardir. Ayrica calismaya katilan 6grencilerin ses kaliteleri: “sesin siddeti,
soluk siddeti, genligi ve suresi” degismistir. Sonu¢ olarak bu yontem Tiirkce
kelimelerin dogru ifade edilmesinde yol gosterici olmustur. Mizik Bolumu
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ogrencilerinin vurgu kusurlarin1 ne diizeyde iyilestirdigini ve bunu ses ve soluk
kullanimi analizleriyle de gostermesi sebebiyle de onciil bir calisma olacagina
inanilmaktadir.

Anahtar Sozciikler: PRAAT, bireysel ses egitimi, prozodik problemler.



"@ Eurasian Journal of Educational Research, Issue 66, 2016, 315-334

The Effect of Cooperative Learning Method and Systematic
Teaching on Students’ Achievement and Retention of
Knowledge in Social Studies Lesson*

Selma KORKMAZ TOKLUCU™
Bayram TAY™

Suggested Citation:

Korkmaz Toklucu, S., & Tay, B. (2016). The effect of cooperative learning method and
systematic teaching on students’ achievement and retention of knowledge in
social studies lesson. Eurasian Journal of Educational Research, 66, 315-334
http:/ /dx.doi.org/10.14689/ ejer.2016.66.18

Abstract

Problem Statement: Many effective instructional strategies, methods, and
techniques, which were developed in accordance with constructivist
approach, can be used together in social studies lessons. Constructivist
education comprises active learning processes. Two active learning
approaches are cooperative learning and systematic teaching.

Purpose of the Study: The present study was conducted to determine the
effect of the cooperative learning method and the systematic teaching and
constructivist learning approaches on student achievement and retention
in teaching the social studies lesson unit “The Place We Live” in a 4th
grade class at the elementary school level.

Method: The research was based on pretest-posttest control group
experimental design. Accordingly, experiment group 1 received
instruction based on the cooperative learning method, experiment group 2
received instruction based on the systematic teaching method, and control
groups 1 and 2 were instructed through the constructivist learning
approach. A total of 110 students were assigned to the experiment and
control groups, and the paired samples t test and one-way ANOVA were
used to analyze the data.
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Findings: The results of the study suggested that the cooperative learning
method and the systematic teaching and constructivist learning
approaches are effective ways of enhancing students’ achievement.
Conversely, experiment and control group post test scores were not
significantly different from each other. The cooperative learning method
and the systematic teaching and constructivist learning approaches
(control-1) were found to secure retention of knowledge, but failed to
achieve retention of the knowledge among students in control group 2.

Conclusion and Recommendations: The study found that cooperative
learning and the systematic teaching and constructivist learning
approaches were effective in enhancing student achievement and
retention in social studies lessons (except for control-2). Based on these
results, it is recommended that in order to enhance academic achievement
and retention of gains in social studies lessons, the cooperative learning
method and systematic teaching can be used in addition to the
constructivist learning approach. Moreover, failure of the constructivist
learning approach to achieve retention in control group 2 can be based on
different reasons. One reason can be the teachers’ lack of knowledge about
the basic philosophy and steps of constructivist approach. In this context,
it is recommended that teachers should have in-service training about the
constructivist approach.

Keywords: Social studies, cooperative learning method, systematic
teaching, constructivist learning approach

Introduction

With the implementation of the 2005 curriculum in Turkey, the constructivist
learning approach was employed to provide students with basic knowledge, skills,
attitudes, and values regarding social life in social studies lessons. Constructivism is
based on the idea that people learn better when they actively construct knowledge
and associate new knowledge with previous knowledge (Smerdon, Burkam & Lee,
1999). Students who learn according to the constructivist approach discover
knowledge and use it effectively in various situations (Perkins, 1999). In this context
there are two principles of constructivism. First, knowledge cannot be acquired in
passively. Knowledge is actively constructed and this constructed knowledge can
differ from person to person. Second, there is not a single truth in the world. Since
individuals try to understand the world through their own experiences, truth differs
according to every individual's own perception (Wheatley, 1991). Furthermore,
constructivism is not a theory of teaching but rather of learning (Richardson, 2003, p.
1629). Grennon Brooks and Brooks (1993, as cited in Brooks & Brooks, 1999, p. 20)
define the five basic principles of constructivism as follows:

1. A constructivist teacher seeks for and cares about learners’ viewpoints.
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2. A constructivist teacher constructs (plans) the lessons to challenge the students’
assumptions.

3. A constructivist teacher is aware that students need to make additions
regarding the curriculum.

4. A constructivist teacher does not construct (plan) the lessons around small
fragments of knowledge, but instead around great ideas.

5. A constructivist teacher does not evaluate the students’ learning separately, but
instead within the context of daily classroom research.

Though it has different definitions and procedures, the nature of constructivist
lessons involves four well accepted components. These are:

1. Students construct meaning on their own.
2. New learning is constructed on previous knowledge.
3. Learning is consolidated with social interaction.

4. Meaningful learning develops through authentic tasks (Good & Brophy, 1994
as cited in Cooperstein & Kocevar-Weidinger, 2004).

These principles must be considered if the constructivist learning approach is to
bring about meaningful learning and students’ awareness (Unal, 2010). Another
approach that can help achieves meaningful learning in social studies lessons is
cooperative learning. Cooperative learning is the most remarkable and productive of
all fields of practice, research, and theory in education (Johnson, Johnson & Stanne,
2000). Johnson & Johnson (1999, p. 68) state that cooperative learning is a versatile
procedure and can be used for a variety of purposes. In other words, cooperative
learning develops when students work together in order to achieve common learning
goals (Johnson & Johnson, 1999 as cited in Johnson, Johnson & Stanne, 2000).
Furthermore, cooperative learning is the cooperative work of students in order to
achieve shared learning goals, including the completion of certain assignments and
tasks in a period of several weeks (Johnson, Johnson & Smith, 1998). To succeed in
these cooperative activities, basic principles of the cooperative learning method
should be taken into consideration. These five basic principles include: positive
interdependence, face-to-face interaction, individual accountability, social skills, and
group process (Johnson, Johnson & Holubec, 1992).

Another approach to enhance learner achievement in social studies lessons is
systematic teaching. Systematic teaching is based on the probability philosophy,
which states that education can be arranged for every student, for certain groups, or
even for all people. Moreover, teaching, learning, and evaluation activities can be
handled in a similar vein with multi or single dimensional perspectives. How all
activities are constructed changes according to the situation and conditions. As there
is no single learning-teaching strategy, theory, method, technique, or tactic for now,
there may be no strategy, theory, method, technique, or tactic that learners always
use to acquire every kind of behavior. Many rationales can be employed. One may
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prefer discovering, comprehending, using, and reproducing knowledge while
acquiring knowledge, skills, affects, and intuitions (Sonmez, 2004).

Systematic teaching is based on discovering, making sense of, using, and
reproducing knowledge by students. A teacher can only be a guide. Any kind of
learning and teaching activity can generally be centered on the students. Teachers
should generally arrange the settings and provide resources for the students to
discover, comprehend, use, and reproduce knowledge. Students should discuss with
pictures, slides, cases, dialogues, and dramatizations, and discover the principles and
method themselves. Teachers should only provide cues, feedback, and correction
(Sonmez, 2010). Educational games, contests, scientific research, time, love,
reasoning, a democratic environment, and multidimensional evaluations are the
major components of systematic teaching (Sonmez, 2010).

In this context, both cooperative learning and systematic teaching can be
regarded as active learning methods. Considering the theoretical accounts above, it is
assumed that social studies lessons conducted per the constructivist learning
approach can be executed with the cooperative learning method and systematic
teaching as well. The constructivist learning approach, cooperative learning method,
and systematic teaching mainly suppose that students can access and internalize
knowledge through different activities and participation in learning activities. In
addition to this, considering that enriching the learning environment with different
strategies, methods, and techniques enhances learning, the constructivist learning
approach, the cooperative learning method, and systematic teaching are believed to
be effective ways of instruction. The rationale behind this study was the pedagogical
importance of investigating and comparing the contributions of the constructivist
learning approach, the cooperative learning method, and systematic teaching to
students’ learning and retention of knowledge. It is also believed that this
comparison will once again stress the necessity of using different activities, like the
cooperative learning method and systematic teaching, beside those in the teacher’s
guide for a social studies course in order to enhance the retention of knowledge. It is
thought that the findings of this study will contribute to increasing the efficacy and
productivity of social studies lessons and serve as a reference to future research.

A review of relevant literature reveals there is research on cooperative learning
for different grades, subject fields, and units, and cooperative learning has been
generally compared with traditional teaching methods or the constructivist approach
(Karaoglu, 1998; Ozkal, 2000, Celebi, 2006, Law, 2008; Eskiturk, 2009). Various
research has been conducted about using systematic teaching for different grades,
subject fields, and units, and it is generally compared with traditional teaching
methods or the constructivist approach (Alacapinar, 2002; Cetin, 2003; Kocak, 2004;
Memisoglu, 2004; Pas, 2004; Piji, 2006, Kapicioglu, 2006, Kucukoglu, 2007; Takkac,
2007; Ontas, 2010). No research has been found with the aim of comparing the
efficacy of more than one approach in this subject field, unit, and grade. Therefore,
the present research is regarded as important in providing resourceful findings for
future research.
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The Purpose of the Study

The present research aimed to investigate whether or not there is any statistically
significant difference between the levels of achievement and knowledge retention of
4th class elementary students regarding “The Place We Live” unit taught in social
studies using the cooperative learning method and the systematic teaching and
constructivist learning approaches. In line with this major purpose the following
hypotheses were tested:

Hypothesis 1: There are statistically significant differences between pre- and post-
experiment achievement levels of students who were taught using the cooperative
learning method (experiment-1) and the systematic teaching (experiment-2) and
constructivist learning approaches (control group 1-2).

Hypothesis 2: There are no statistically significant differences between post-
experiment achievement levels of students in experiment and control groups.

Hypothesis 3: There are no statistically significant differences between post-
experiment achievement levels and knowledge retention levels of students in
experiment and control groups.

Hypothesis 4: There is no statistically significant difference between knowledge
retention levels of students in experiment and control groups

Method
Research Method

In line with the purpose of the study a quantitative approach was employed and
pretest-posttest control group experimental design was used. The experimental
method is based on experiments, defined as a test conducted under controlled
conditions in order to investigate the truth of a hypothesis or to reconfirm an already
known truth. The key element in this definition is control, which distinguishes
experimental design from non-experimental designs (Muijs, 2004, p. 13).

Data Source

Data were collected from 4th grade students studying at two elementary schools
in Kirsehir province during the 2011-2012 school year. Since four groups (two
experiments and two controls) were involved in the study, a multi-stage sampling
method was used. Multi-stage sampling requires using different sampling methods
at every stage of sampling (Buyukozturk, Kilic Cakmak, Akgun, Karadeniz &
Demirel, 2010). A convenience sampling method was used for the present study,
which brings speed and ease to the research (Yildirim & Simsek, 2011). Accordingly,
the sample was selected from the city where the researchers worked. In the second
stage a simple random sampling method was used. Accordingly, the names of the
elementary schools in Kirsehir province were written on pieces of paper, and one
paper was selected randomly. In the third stage the purposive sampling method was
used. Those schools similar to elementary school A (selected in the second stage) in
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terms of socio-economic environment and school success were determined; i.e., a
homogeneous sampling method was used. Next, the second school (B) was selected
randomly from among the elementary schools selected according to the
homogeneous sampling. Elementary school A had a total of five 4th classes and
school B had eight 4th classes. All of these classes were administered the pre-test and,
according to the results, three classes (two experiment and one control) were selected
from school A and one class (control group) was selected from school B as the study
groups. A total of 110 students were involved in these four groups. These four
equivalent 4th classes were randomly assigned as experiment and control groups.
Some descriptive are given in Table 1 below.

Table 1.

Descriptives for the Study Groups

2 Gender Number of
S - umber o

<

3 Group X S Treatment  Class students

Girl Boy
A Experiment 13,03 448 Coopergtwe 4A 13 15 28
-1 learning
A 10,91 3,41 4-B 17 15 32
A Experiment 13,23 455 Systen"Latlc 4-C 15 11 2%
-2 teaching
A Control1 1353 512 COSTUCU oy pngp gy 28
ist learning

A 14,71 3,63 4-E 13 19 32

B 22,15 1,94 4-A 16 18 34

B 10,52 3,58 4-B 15 14 29

B Comtrol2 1257 437 UMM, o ge 28

ist learning

B 872 3,34 4-D 14 11 25

B 16,82 3,80 4-E 19 14 33

B 16,46 3,85 4-F 17 11 28

B 959 3,97 4-G 16 13 29

B 21,88 1,75 4-H 12 14 26

Of those 4th graders who participated in the study, 55 (50%) were boys and 55
(50%) were girls.
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Instrument

In order to measure to what extent the students in the experiment and control
groups gained the objectives of the unit, an achievement test developed by
researchers was used. This test was administered on the participants three times as a
pre-test, post-test, and retention test. The achievement test was developed according
to the objectives of the “The Place We Live” unit in the curriculum of 4th grade Social
studies lesson in line with the following steps:

1. First, a table of specifications was prepared for the achievement test.

2. After preparing the specifications table, 65 multiple-choice items were written
for unit “The Place We Live”, based on the 4th grade social studies curriculum,
course books, student workbooks, teacher guide books, and reference books.

3. The draft test was consulted by an expert panel of three academicians from Ahi
Evran University who specialized in teaching social studies; one social studies
teacher and two classroom teachers. The test was revised based on their feedback.
Next, an achievement test was administered to 196 fifth graders who had already
studied the relevant unit. As a result of the pilot study, indices for difficulty and
discrimination for each item and the reliability for the test in general were calculated.
The final form of the achievement test comprised 25 items and the alpha reliability
coefficient of the test was estimated to be .82.

Procedure

Necessary permissions were granted before implementing the study and the
following actions were taken:

1. The instrument was developed. Using this instrument, study groups were
assigned and the pre-test applied.

2. Lesson plans were prepared in accordance with the cooperative learning
method and systematic teaching to be implemented in experiment groups 1 and 2,
respectively. Lesson plans for systematic teaching were prepared based on the
sample plans developed by Sonmez (2010). The cooperative learning method-based
lesson plans were consulted by two academicians from Ahi Evran University who
had written a thesis and articles about cooperative learning. Systematic teaching-
based lesson plans were consulted by three academicians who specialized in
curriculum development. Based on feedback from these academicians, lesson plans
were revised.

3. As the social studies lesson plans are currently used based on the constructivist
approach, no alternative lesson plans were prepared for the control groups. The
lesson plans provided in teacher guides were used for these groups.

4. Before the treatment, students in experiment groups 1 and 2 were separately
informed about the cooperative learning method and systematic teaching and the
relevant activities used in these methods, respectively.
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7. The treatment was done for five weeks between 1 November 2011 and 30
November 2011. The duration of the treatment, as assigned in the curriculum, was 15
lesson hours.

8. Students heterogeneously assigned into clusters during cooperative group
work in experiment group 1, and scenarios were successively given to each cluster in
accordance with the lesson objectives. Five distinct topics in the unit “The Place We
Live” were taught using techniques from the cooperative learning method, including
combining, ask together learn together, student team achievement parts, learning
together, and group inquiry. The activities arranged in accordance with the basic
principles and steps of these techniques were applied for five weeks. Each of these
techniques and relevant tasks were introduced and explained to the students before
the treatment. Students were given different tasks and thus engaged to the lesson
activity. Group members were changed for each topic. The seats were rearranged
before each lesson according to the techniques. Various resources and materials were
used while teaching the unit and topics. Various worksheet and activities were
prepared for the topics and revision tests were administered at the end of each week.
Activities took place in the classroom.

9. Students in experiment group 2 were taught lessons using systematic teaching.
Various resources and materials were used while teaching the topics. The behavioral
objectives were determined and then teaching and learning processes were arranged.
The lesson plans included proper and consistent activities regarding the behavioral
objectives, and strategies, methods, and techniques suitable for these objectives. The
questions to be asked to the students, and their correct answers, cues, corrections and
feedback, and reinforcements were prepared. Questions were asked equally to all
students in order to engage them in the lessons. Relevant pedagogical materials were
prepared and used when necessary. Colored picture sets and sample cases were used
to ensure that students could discover the knowledge and produce new knowledge
based on what they had learned. During the development part of the lesson the
teacher projected slides and used examples about the topic to contextualize verbal
explanations. The teacher asked questions about the concepts taught. After
explaining the topics, the teacher helped the students acquire the relevant knowledge
thanks to colored pictures and sample cases. Students were asked to make short
dramatizations (using puppets) about the topics. Summaries were provided from
time to time. Supportive points were presented during transitional summaries, and
main points were presented during the final summary. Relevant activities were
prepared and revision tests were administered at the end of each week. Students
were evaluated for their gains during the process.

10. Students in control groups 1 and 2 were taught the lessons according to the
constructivist learning approach. The teacher used the methods as specified in the
teacher guidebook in order to have the students achieve the objectives. She used the
activities in the student workbook and adopted the lesson plan as suggested in the
teacher guide book. The constructivist approach-based social studies curriculum was
implemented accompanied with a main course book and a student workbook. Before
transition to the main topic, the teacher made an introduction using the statements
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from the lead-in part of the lesson plan, and then implemented the instructional
activities following the directions in the teacher guidebook. Classroom teachers met
before the lessons and exchanged their views about how to teach.

11. A social studies achievement test was administered twice following the
completion of relevant lessons with all four groups, one as the post-test (2 December
2011) and the other as a retention test 4 weeks later (30 December 2011).

Data Analysis

While evaluating the social studies achievement test administered as the pre-test,
post-test, and retention test, correct answers were scored with one (1) point, whereas
wrong or unanswered items were scored as zero (0). Scores were recorded in a
computer and analyzed using SPSS software. The data were analyzed using mean,
standard deviation, paired samples t test, and one-way ANOVA. The level of
significance was considered p< 0.05.

Results

One-way ANOVA was used to test the statistically significant differences
between the pre-test scores of students in the experiment and control groups. The
results are given in the table below.

Table 2.

Results of One-Way ANOVA Test regarding Pre-Test Scores of Experiment and Control
Groups

Source of variance  Sum of squares df Mean squares F )
Between groups 13.690 3 4.563

Within groups 2283.401 106 21.542 212 .888
Total 2297.091 109

According to Table 2, there is no significant difference between the pre-test scores
of groups [Fp106= .212; p>0.05]. Based on this finding, the pre-test scores of the
groups before the treatment can be said to be equivalent.

Hypothesis 1: There are statistically significant differences between pre- and post-
test experiment achievement levels of students who were taught using the
cooperative learning method (experiment-1) and the systematic teaching
(experiment-2) and constructivist learning approaches (control group 1-2).

To test the first hypothesis a paired sample f test was used. The results are
presented in the following table.
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Table 3.

Results of Paired Samples T Tests Comparing Pre-Test and Post-Test Scores of Experiment
And Control Groups

Group Test N X S df t p

Pre-test 28 13.03 4.4843
Experiment-1 27 -11.524 .000
Post-test 28 21.17 2.6254

Pre-test 26 13.23 4.5546
Experiment-2 25 -13.001 .000
Post-test 26 19.80 4.1087

Pre-test 28 13.53 5.1170
Control-1 27 -8.011 .000
Post-test 28 19.07 2.8011

Pre-test 28 12.57 4.3667
Control-2 27 -7.745 .000
Post-test 28 19.25 4.4524

An analysis of table 3 reveals that there are statistically significant differences
between pre-test and post-test achievement scores of experiment and control groups
[(ter= -11.524; p<0.05); (tes) = -13.001; p<0.05); (t@r) = -8.011; p<0.05); (te7) = -7.745;
p<0.05)]. Based on these findings, the first hypothesis of the research is proven. In
other words, using the cooperative learning method (experiment-1) and the
systematic teaching (experiment-2) and constructivist learning approaches (control
groups 1 and 2) had a positive impact on student achievement.

Hypothesis 2: There are no statistically significant differences between post-
experiment achievement levels of students in experiment and control groups.

To test the second hypothesis a one-way ANOVA was used. The results are
presented in the following table.

Table 4.

Results of One-Way ANOVA Comparing Post-Test Scores of Experiment and Control
Groups

Source of variance ~ Sum of squares df Mean squares F p
Between groups 76.465 3 25.488

Within groups 1355.253 106 12.785 1.994 119
Total 1431.718 109

According to Table 4 there is no significant difference between the post-test
achievement scores of the groups [F-106= 1.994; p>0.05]. In other words, the second
hypothesis was also proven. According to these findings, the post-test achievement
scores of the groups are not statistically different from each other.



Eurasian Journal of Educational Research | 325

Hypothesis 3: There are no statistically significant differences between post-
experiment achievement levels and knowledge retention levels of students in
experiment and control groups.

To test the first hypothesis a paired sample t test was used. The results are
presented in the following table.

Table 5

Results of Paired Samples T Tests Comparing Post-Test and Retention Test Scores of
Experiment and Control Groups

Group Test N X S df t P

Post-test 28 21.17 2.6254
Experiment-1 27 .570 573
Retention 28 20.96 2.7282

Post-test 26 19.80 4.1087
Experiment-2 25 101 921
Retention 26 19.77 3.8813

Post-test 28 19.07 2.8011
Control-1 27 412 .684
Retention 28 18.85 3.7978

Post-test 28 19.25 4.4524
Control-2 27 3.126 .004
Retention 28 16.60 5.2163

The analysis of Table 5 reveals there are no statistically significant differences
between post-test achievement scores and retention test scores of both experiment
groups and the control group 1 [(ten= .510; p>0.05); (tes = .101; p>0.05); (te7) = 412;
p>0.05)], whereas there is a statistically significant difference between post-test
achievement scores and retention scores of control group 2 in favor of post-test scores
(ter= 3.126; p<0.05). These findings suggest that the third hypothesis of the study is
contradicted. In other words, while the teaching approaches used in experiment
groups 1 and 2, and control group 1, secured the retention of knowledge the students
learned, in control group 2 the constructivist learning approach failed to guarantee
the retention of knowledge.

Hypothesis 4: There is no statistically significant difference between knowledge
retention levels of students in experiment and control groups.

To test the fourth hypothesis a one-way ANOVA was used. The results are
presented in the following table.
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Table 6.

Results of One-Way ANOVA Comparing Retention Test Scores of Experiment and Control
Groups

Source of variance Sum of df Mean F P Difference
squares squares (Scheffe)

Between groups 284.168 3 94.723

Within groups 1701.687 106 16.054 5.900 .001 -

Total 1985.855 109 -

As seen in Table 6, a significant difference was observed between the retention
scores of the experiment and control groups [Fg.106= 5.900; p< 0.05]. The post-hoc
Scheffe test revealed there are significant differences between experiment group 1
and control group 2, and between experiment group 2 and control group 2, in favor
of the experiment groups.

Discussion and Conclusion

According to the results of the research, there were no significant differences
between pre-test scores of the experiment and control groups; i.e., the groups were
equivalent in terms of achievement before the experiment.

It was concluded that the cooperative learning method (experiment-1) and the
systematic teaching (experiment-2) and constructivist learning approaches (control
groups 1 and 2) increased the level of student achievement significantly and
positively. The relevant literature also suggests that the cooperative learning method
(Karaoglu, 1998; Ozkal, 2000; Celebi, 2006; Eskiturk, 2009; Kus & Karatekin, 2009),
systematic teaching (Sonmez, 2001; Kocak, 2004; Memisoglu, 2004; Pas, 2004; Takkac,
2007; Ontas, 2010; Sezginsoy & Akkoyunlu, 2011) and constructivist learning
approach (Unal & Celikkaya, 2009) enhances learning success in social studies
lessons. Moreover, it was reported that students’ academic achievement in other
lessons are enhanced through the cooperative learning method (Johnson, Johnson &
Scott, 1978, Walker & Crogan, 1998; Johnson, Johnson & Stanne, 2000; Anderson,
Mitchell & Osgood, 2005, Adeyemi, 2008) and through the systematic teaching
(Alacapinar, 2002; Cetin, 2003; Kapicioglu, 2006; Piji, 2006, Kucukoglu, 2007) and
constructivist learning approaches (Karasu & Unlu, 2006; Teyfur, 2010). Thus, it
appears that the findings of the present study are in agreement with the results of
previous research.

No significant difference was observed between post-test scores of the
experiment and control groups. In other words, cooperative learning, systematic
teaching, and constructivist learning approaches altogether increase the students’
success without any superiority or inferiority to each other.

It was concluded that the cooperative learning method and the systematic
teaching and constructivist learning approaches applied in both experiment groups 1
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and 2, and control group 1, had a positive impact on the retention of the knowledge
students learned. However, the constructivist learning approach applied in control
group 2 had no significant effect on the retention of the knowledge students learned.
The relevant literature suggests that the cooperative learning method (Karaoglu,
1998; Eskiturk, 2009) and the systematic teaching (Sonmez, 2001; Kocak, 2004;
Memisoglu, 2004; Pas, 2004; Sezginsoy & Akkoyunlu, 2011) and constructivist
learning approaches (Unal & Celikkaya, 2009) had a positive effect on the retention of
knowledge in social studies lessons. The failure of the constructivist learning
approach to achieve retention of knowledge does not concur with either the results
for control group 1 or the results in the literature.

The research also revealed significant differences between the experiment and
control groups’ scores from retention tests 4 weeks after the completion of treatment.
These significant differences were between experiment group 1 (where the
cooperative  learning method was used) and control group 2 (where the
constructivist learning approach was used), and between experiment group 2 (where
systematic teaching was used) and control group 2 (where the constructivist learning
approach was used) in favor of experiment groups 1 and 2. Karaoglu (1998) and
Eskiturk (2009) found that the cooperative learning method was more effective on
the retention of academic achievement of the students compared to other methods.
Likewise, Sonmez (2001), Alacapinar (2002), Cetin (2003), Kocak (2004), Memisoglu
(2004), Pas (2004), Kapicioglu (2006), Piji (2006), and Sezginsoy and Akkoyunlu (2011)
also found that systematic teaching was more effective in the retention of the
academic achievement of the students compared to other methods. These findings
support the findings of the present study. However, it was observed that although
the constructivist learning approach achieved long-lasting learning in control group
1, it failed to do so in control group 2. This may stem from several different factors.
For example, teachers may be inadequate in applying the constructivist approach in
these groups. Furthermore, the fact that the constructivist learning approach was
applied by teachers dependant on the teacher guide books (this is just an observation
that needs to be investigated and proven) might have created an improper setting of
constructivist learning environments.

Recommendations

This study concluded that both the cooperative learning method and systematic
teaching were effective in enhancing student achievement and retention in social
studies lessons. Based on these results, it is recommended that the cooperative
learning method and systematic teaching be used to enhance academic achievement
and retention of gains in social studies lessons.

According to the research results, the cooperative learning method and the
systematic teaching and constructivist learning approaches were effective in
enhancing student achievement and retention in social studies lessons (except for
control group 2). Teachers teach social studies lessons - and all other lessons (though
this needs research) - following teacher guide books. Based on the results of the
present study, it is recommended that in order to enhance academic achievement and
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retention of gains in social studies lessons, teachers should not confine their lessons
only to the activities in the guide books. Insteand, they should use other approaches,
strategies, methods, and techniques, especially those using the cooperative learning
method and systematic teaching.

It was found that while teaching social studies lessons with the constructivist
approach increased achievement and secured retention in control group 1, it only
increased achievement and failed to guarantee retention in control group 2. This may
be for different reasons, such as the teacher factor. In the present study, lessons in
experiment groups were conducted by the researchers, while lessons in control
groups were conducted by classroom teachers. In the future, research lessons in
experiment and control groups should be conducted by the researcher and the
results should be retested.

It was concluded that using systematic teaching was effective in enhancing
student achievement and retention in social studies lessons. In this context,
considering its contribution to teaching social studies lessons, the systematic teaching
approach should be taken into consideration in curriculum development procedures.

In this study five different techniques belonging to the cooperative learning
method (combining, ask together learn together, student team achievement parts,
learning together, and group inquiry) were used. These techniques were effective in
increasing the success and retention of learning in social studies lessons. In future
research, these different techniques should be used to determine their impact on
learning success and retention. Moreover, the subjects in the teacher guide books that
are compatible with cooperative learning be determined, and teachers can be
informed in detail about which techniques to use to apply the relevant methods.

One finding of the present study was the failure of the constructivist learning
approach in control group 2 to achieve the retention of knowledge. This result
suggests that there may be some drawbacks in implementation of constructivism. In
this context, it can be said that teachers need some in-service training.
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Ozet

Problem Durumu: Yapilandirmaci anlayisa gore hazirlanan sosyal bilgiler dersinde
etkili 6grenme ve 6gretmeyi saglayacak pek cok strateji, yontem ve teknik bir arada
kullanilabilmektedir. =~ Yapilandirmac:t  anlayis  aktif 6grenme  siireclerini
kapsamaktadir. Aktif 6grenme yaklagimlarindan biri isbirlikli 6grenme ve bir digeri
de dizgeli egitim olabilir. Yapilandirmaci 6grenme yaklasimi, isbirlikli 6grenme
yontemi ve dizgeli egitimin temelde ogrencilerin farkli etkinlikler yoluyla ve
ogrenme etkinliklerine katilimlartyla bilgiye ulasabilecekleri, ulasabildikleri bilgileri
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bu yollarla kalic1 hale getirebilecekleri varsayilmaktadir. Bununla birlikte 6grenme
ortamlarinin farkh strateji, yontem ve tekniklerle zenginlestirilmesinin 6grenmeyi
olumlu yonde etkiledigi diistincesinden hareketle yapilandirmaci 6grenme
yaklagiminin, isbirlikli 6grenme yonteminin ve dizgeli egitimin bu baglamda etkili
olabilecegi diistintilmektedir.

Bu arastirma ile yapilandirmact 8grenme yaklasimi, isbirlikli 6grenme yontemi ve
dizgeli egitimin o6grenci basarisina ve Dbilginin kaliciligina  etkisinin
karsilastirilmasimnin egitim 6gretim acisindan onemli oldugu diistiniilmiistiir. Bu
karsilastirma ile Sosyal Bilgiler derslerinin sadece 6gretmen kilavuz kitaplarinda yer
alan etkinliklerle degil isbirlikli 6grenme yontemi ve dizgeli egitim gibi 6grencilere
farkli aktiviteler yapmaya ve boylelikle 6grenilenlerin kaliciligini artirmaya dontik
etkinliklere yer verilmesi gerekliligi bir kez daha go6zler oniine serilmesi
diistintilmiistiir. Arastirmanin sonuglarmin, Sosyal Bilgiler 6gretiminin daha etkili ve
verimli olmasma katkida bulunacagr ve yapilacak arastirmalara kaynaklik
edebilecegi diistiniilmektedir.

Aragtirmamn Amaci: Bu arastirmada isbirlikli 6grenme yontemi, dizgeli egitim ve
yapilandirmaci 6grenme yaklasimina gore 6grenim goren 4. sif Ogrencilerinin
Sosyal Bilgiler dersinde “Yasadigimiz Yer” tinitesiyle ilgili basar1 ve bilgilerinin
kalicilik diizeyleri arasinda istatistiksel olarak anlamli diizeyde bir farkhilik olup
olmadig1 betimlenmeye calisilmistir. Bu temel amag¢ dogrultusunda asagidaki
hipotezler test edilmistir:

1. Isbirlikli 6grenme yontemi (deney-1), dizgeli egitim (deney-2) ve
yapilandirmaci 6grenme yaklasimlarma (kontrol-1 ve kontrol-2) gore 6grenim goren
ogrencilerinin deneysel islem 6ncesi ve sonrasi basari diizeyleri arasinda istatistiksel
olarak anlamli diizeyde bir farklilik vardir.

2. Deney ve kontrol gruplarinda dgrencilerinin deneysel islem sonrasi basari
diizeyleri arasinda istatistiksel olarak anlaml diizeyde bir farklilik yoktur.

3. Deney ve kontrol gruplarinda 6grencilerinin son test basarilari ile edindikleri
bilgilerin kalicilik diizeyleri arasinda istatistiksel olarak anlaml diizeyde bir farklilik
yoktur.

4. Deney ve kontrol gruplarinda 6grencilerinin edindikleri bilgilerin kalicilik
diizeyleri arasinda istatistiksel olarak anlamli diizeyde bir farklilik yoktur.

Arastirmamin Yontemi: Arastirmanin modeli ontest-sontest kontrol gruplu deneysel
desendir. Deney-1 grubunda isbirlikli 6grenme yontemi, deney-2 grubunda dizgeli
egitim, kontrol-1 ve kontrol-2 grubunda ise yapilandirmaci 6grenme yaklagimi
uygulanmistir. Deney ve kontrol gruplarinda toplam 110 6grenci yer almis ve
verilerin ¢oztimlenmesinde bagimli gruplar t testi ve tek yonlii varyans analizinden
yararlanilmustir.

Arastirmamin Bulgulari: Arastirma sonunda elde edilen bulgulara gore, isbirlikli
o6grenme yontemi, dizgeli egitim ve yapilandirmaci 6grenme yaklasimlarinin
ogrencilerin akademik basarilarini artirmada etkili oldugu tespit edilmistir. Deney ve
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kontrol gruplarinin akademik basari son test puanlarinin birbirinden anlamh
diizeyde farkli olmadig1 bulgulanmustir. Isbirlikli 6grenme yontemi, dizgeli egitim ve
yapilandirmaci 6grenme yaklasimlarinin (kontrol-1) 6grencilerin edindikleri bilginin
kaliciligimi  saglamada etkili oldugu ancak kontrol-2 grubunda ogrencilerin
edindikleri bilginin kaliciligint saglamada etkili olmadig: tespit edilmistir.

Aragtirmanin Sonuglart ve Onerileri: Aragtirmada isbirlikli 6grenme yontemi (deney-1),
dizgeli egitim (deney-2) ve yapilandirmaci 6grenme yaklagimlarinin (kontrol-1 ve
kontrol-2) 6grencilerin akademik basarilarini anlamli ve olumlu diizeyde artirdigs,
deney ve kontrol gruplarinin sontest toplam puanlari arasinda anlamli bir farklilik
olmadig1 tespit edilmistir. Bir bagka ifade ile igbirlikli 6grenme, dizgeli egitim ve
yapilandirmaci 6grenme yaklasimlar: 6grenci basarisini olumlu diizeyde artirirken
kendi aralarinda 6grenci basarisini artirmada anlamli diizeyde {istiinliikleri ya da
eksiklikleri bulunmamaktadir.

Bu arastirmada her iki deney grubu ve kontrol-1 grubunda uygulanan isbirlikli
O6grenme yontemi, dizgeli egitim ve yapilandirmaci 6grenme yaklasimlarinin
ogrencilerin edindikleri bilgilerin kaliciiginda olumlu diizeyde etkili oldugu
sonucuna ulasilmustir. Fakat kontrol-2 grubunda uygulanan yapilandirmact 6grenme
yaklasiminin dgrencilerin edindikleri bilgilerin kalicihiginda etkili olmadig1 tespit
edilmistir. Bununla birlikte, deney ve kontrol gruplarina deneysel islemler bittikten 4
hafta sonra uygulanan kalicilik testinden gruplarin aldiklar: toplam puanlar arasinda
anlamli bir fark oldugu sonucuna ulagilmistir. Bu anlamli fark isbirlikli 6grenme
yonteminin uygulandigi deney-1 grubu ile yapilandirmact 6grenme yaklagiminin
uygulandigr kontrol-2 ve dizgeli egitimin uygulandigi deney-2 grubu ile
yapilandirmact 6grenme yaklasimmin uygulandigi kontrol-2 gruplari arasinda
deney-1 ve deney-2 gruplari lehine olmustur.

Arastirmada hem isbirlikli o6grenme yontemi hem dizgeli egitim hem de
yapilandirmaci 6grenme yaklasimi Sosyal Bilgiler dersinde 6grencilerin basarilarini
ve Ogrenilenlerin kaliciligmi artirmada (kontrol-2 grubu haric) etkili oldugu
sonucuna ulasilmistir. Bu sonuctan hareketle Sosyal Bilgiler dersi 6gretiminde
basariy1 artirmada ve ¢grenilenlerin kaliciligimi saglamada yapilandirmaci 6grenme
yaklagiminin yaninda isbirlikli 6grenme yontemi ve dizgeli egitim kullanilabilir.

Arastirma sonucuna gore kontrol-2 grubunda yapilandirmaci 6grenme yaklasimi
ogrenilenlerin kaliciligini artirmada etkili olmamuistir. Bir arastirma sonucuna ihtiyag
duyulmakla birlikte Ogretmenlerin tiim derslerde oldugu gibi Sosyal Bilgiler
dersinde de 6gretmen kilavuz kitaplarna baglh kalarak ders isledikleri gozlenmekte
ve bilinmektedir. Arastirma sonucuna bagli olarak 6gretmenlerin Sosyal Bilgiler
dersinde sadece 6gretmen kilavuz kitaplarinda yer alan etkinliklerle sinirli kalmayip
basta isbirlikli 6grenme ve dizgeli egitim olmak tizere farkli anlayis, yaklasim,
yontem ve teknikleri kullanmalar1 6nerilebilir. Kontrol 2 grubunda ortaya ¢ikan bu
durumun farkli nedenleri olabilir. Bu durumun bir nedeni olarak 6gretmen faktorii
diistiniilebilir. Bu arastirmada deney gruplarinda dersler arastirmaci tarafindan,
kontrol gruplarinda ise smif oOgretmenleri ile yiirtutulmiistir. Yapilacak diger
arastirmalarda deney ve kontrol gruplarinda arastirmaci tarafindan dersler
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yurttultiip sonuglar tekrar test edilebilir. Bununla birlikte bu sonucun
yapilandirmaciligin  uygulanmasinda bazi aksakliklarin oldugunu da gosterdigi
dustintilmektedir. Bu baglamda 6gretmenlerin hizmetici egitime ihtiya¢ duyduklar:
soylenebilir.

Bu arastirmada dizgeli egitimin Sosyal Bilgiler dersinde 6grencilerin basarilarini ve
ogrenilenlerin kaliciligmi artirmada etkili oldugu sonucuna ulagilmistir. Bu
baglamda Sosyal Bilgiler 6gretiminde dizgeli egitimin katkis1 goz oniinde tutularak
program gelistirme asamalarinda bu anlayisin da dikkate alinmasi 6nerilebilir.

Bu arastirmada isbirlikli 6grenme yontemine ait bes farkli teknik (birlestirme, birlikte
soralim birlikte 6grenelim, 6grenci takimlar1 basar1 boltimleri, birlikte 6grenme, grup
arastirmasi) kullanilmistir. Bu teknikler Sosyal Bilgiler dersinde basariy1 ve
ogrenilenlerin kaliciligimi artirmada etkili olmustur. Yapilacak diger arastirmalarda
isbirlikli grenme yontemine ait birden fazla farkl teknik kullanilarak bu tekniklerin
basar1 ve kalicilik {izerine etkisi belirlenebilir. Ayrica 6gretmen kilavuz kitaplarinda
hangi konularin igbirlikli 6grenmeye uygun oldugu belirlenebilir, belirtilen
yontemlerin hangi teknikle verilecegi ayrintilari ile agiklanarak uygulanabilir.

Anahtar Sézciikler: Sosyal bilgiler, isbirlikli 6grenme yontemi, dizgeli egitim,
yapilandirmaci 6grenme yaklasima.
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Abstract

Problem Statement: Many schools use induction programmes with the aim
of contributing to novice teachers’ well-being and professional
development. However, the content of induction programmes varies
across schools and countries. Given that existing studies do not
conclusively establish the programme components with the greatest
potential to affect the quality and retention of novice teachers, more
research is needed to explore the aspects of induction programmes that
are most productive.

Purpose of the Study: This exploratory qualitative multi-case study aimed to
gain more insight into how novice teachers in Namibia perceive and
experience their induction support. The specific research question that
guided this study was: What is the current state of practice in Namibia to
support novice teachers with induction programmes?

Method: In order to answer the guiding research question, the inquiry
followed a qualitative approach. The small sample of eight novice teachers
who had finished the induction period and had taught for one to two
years was purposefully selected from two primary schools to participate
in the study. The schools were selected on the basis of the following
criteria: (1) proximity to the researcher, since the researcher is a resident of
Namibia; (2) the number of sites manageable in terms of time, distance
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and cost; (3) availability of more than one novice teacher who graduated
recently, making the sites relevant to the study; and (4) location of schools
in different circuits to aim for different insights and experiences. Data
collected through the focus group sessions were transcribed verbatim. An
analysis followed an on-going and iterative non-linear process that
identified common themes.

Findings: After analysis and interpretation of the literature and empirical
findings, it was discovered that many schools in Namibia seem to use a
form of induction programmes for novice teachers. However, based on the
current study, it became apparent that some schools in Namibia use
induction programmes with low-intensity activities, while others use
induction programmes with high-intensity activities. Based on the
interviews with the participants, the following themes in which induction
programme activities differed were identified: the intensity/duration of
the induction programme; resources offered in relation to induction
programmes; the format/structure of support being used in the induction
programme; the content of the induction programme; and lastly, the
mentoring. Consequently, practical implications and recommendations to
improve on these variations were offered.

Conclusions and Recommendations: In order to achieve its intended
objectives, induction programmes have to be well organized and
facilitated in schools. The study provides the following recommendations
to establish this organization: there must be sufficient resources and
mentors for all new teachers; mentors should be afforded opportunities to
be capacitated so that they can offer professional guidance to novices;
mentors and novice teachers should be afforded considerable time to
spend on induction programme activities; timetables of mentors and
novice teachers have to match with those of induction programmes; a
physical space/office should be made available for meetings between
mentors and novice teachers; and novice teachers should be allocated a
reasonable teaching workload as compared to veteran teachers. Schools
should use induction programmes with high-intensity activities in order
to increase teacher effectiveness and retention.

Keywords: Novice teachers, experiences, low intensity induction
programmes, high intensity induction programmes, Namibia.

Introduction

Becoming a teacher involves a transition from pre-service training into the
profession of teaching. Such a transition brings about a shift in role orientation and
an epistemological move from knowing about teaching through formal study to
knowing how to teach by confronting the daily challenges of the school and
classroom. Novice teachers require the development of a professional identity and
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the construction of a professional practice. However, for most novice teachers, also
referred to as beginner teachers, such a transition is seldom smooth. While
undertaking their trainings at teacher training colleges or universities as student
teachers, they are seldom exposed to real teaching challenges. During these sessions,
student teachers concentrate mostly on pedagogy. Teaching, however, goes beyond
the management of learners in a class and could include cases of truancy, theft,
classroom organization, coping with difficult students, and adjusting to the new
environment, to mention just a few.

Although there is a recognized need for support for novice teachers, it is a
documented fact that some schools are not structurally aligned in a way that
facilitates this. As a result, some novice teachers encounter difficulties during their
first year of teaching, sometimes preventing them from adapting to such
environments. Some of these teachers become demoralised, ill, depressed, or face
teacher burnout, leading to some teachers deciding to abandon teaching as a
profession. However, there are those who maintain an optimistic perspective; they
remain resolute in their career of choice, reflecting and learning from the challenging
experiences they come across while integrating their learning into various teaching
approaches and strategies. Factors such as the responsibilities of teaching,
inappropriate teaching assignments, curriculum instructional challenges, and a non-
supportive school culture are liable to make the initial year of teaching difficult. It is
often the type of support that teachers receive that is indicative of whether the
teacher moves forward and develops his/her teaching career or chooses to leave the
profession. Therefore, induction programmes have been shown to be effective
strategies in reducing new teacher attrition and also as an appropriate mechanism to
provide a foundation for professional development and support necessary to prepare
beginner teachers entering the field of teaching (Beijaard, Buitink, & Kessels, 2010).
As a result, an increasing number of schools across the globe tend to support novice
teachers with induction programmes (Beijaard et al., 2010). However, the content of
induction programmes varies across schools and countries. Namibia, the focus
country for this study, has little documented knowledge available about the way
novice teachers are supported with induction programmes. Therefore, this
exploratory qualitative multi-case study aimed to gain more insight into how novice
teachers perceive and experience their induction support. Again, given that existing
studies do not conclusively establish the programme components that have the
greatest potential to affect the quality and retention of novice teachers, more research
is still needed to explore the aspects of induction programmes that are most
productive and can increase teacher retention rates. The specific research question
that guided this study was: What is the current state of practice in Namibia to support
novice teachers with induction programmes? Generally, an answer to this question
contributes to the international body of knowledge on how schools use induction
programmes to support novice teachers. Specifically, this study is important and
relevant for Namibia, where the education system is undergoing a rapid
transformation. The information sourced from the study could serve as a basis for
sensitizing policy designers and implementers about the significance of induction in
the early career of a novice teacher. Also, it could help school management teams to
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understand what is expected of them so that they may harness their expertise and
resources for the benefit of the novice teachers. The findings of this study might also
be useful to the Namibian Ministry of Education and school principals to enable
them to review current policy and implement proper school-based induction
programmes. Furthermore, this study will assist in deepening the current body of
knowledge and understanding about novice teachers’ perceptions of school-based
induction, and in gaining an insight into the methods that support, assist, and affect
the quality of the novice teacher’s experience and their intention to continue in the
teaching profession. This idea is based on the understanding that the study will assist
in discovering new ways and means of assisting both the supervisors or mentors and
novice teachers in order to easily undertake the process of integration of the latter.

Novice Teachers’ Induction Programmes in Namibia

As a means to improve the capacity building of newly qualified teachers, the
Minister of Education in Namibia made recommendations to develop and implement
induction programmes for cohorts of these teachers (Namibia, 2009). Such a move
eventually culminated in the development of an induction and mentoring
programme by the Namibian Institute for Educational Development (NIED), in
collaboration with regional education offices. The mandate for the Namibian Novice
Teacher Induction Programme (NNTIP) for newly qualified teachers was officially
implemented in 2011. The purpose is to support novices to be competent and
professionally qualified after two years. According to NNTIP, all novices will receive
induction for two years. The programme, tailored for the needs of novices, is to be
delivered at school and at cluster levels. At the school level, mentor teachers, subject
specialists, and principals of school are responsible for the programme. At the cluster
level, cluster principals will organise out-of-school training workshops while subject
facilitators will coordinate subject-related workshops. Strategies used to support
novices include orientation, mentoring, observation, continuous professional
development (CPD) opportunities, and evaluation. Principals formatively evaluate
novices twice in semesters one and two, while two summative evaluations are done
in term three (Namibia, 2009).

Other stakeholders involved include the regional education officers, who design
annual mentoring plans appropriate for their region and gather mentor teachers.
Designing manuals per region will result in inconsistencies, as each one of the
thirteen regions will have its own induction manual, but this might allow for
divergent views on how to implement the induction programmes. The University of
Namibia (UNAM) undertakes regular follow-up on their graduates to determine
their CPD needs for further improvements. This practice supports Britton, Raizen,
Paine, and Huntley (2000) in that induction should not be an isolated phase but
should be linked to teacher preparation. School principals facilitate the programme
by working together with mentors, the cluster centre, and the regional education
officers. The Namibian programme allows novices to own their induction by
identifying their needs and participating in the design of a mentoring plan of action.
The induction programme is benchmarked on the National Professional Standards
for Teachers (NPST). The needs of novices are linked to the standards, which are in
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turn spread over two years of induction and mentoring (Namibia, 2006). Despite the
fact that novices are involved through identifying needs, the system is less facilitative
and more directive in prescribing what novices should do and know. A directive
approach does not guarantee more effective results than a more informal, facilitative
approach. Given the time at which the formal induction programme was introduced
in Namibia, it is not possible at this point to draw conclusions on how successful its
implementation is. However, there is a need to assess the impact that these
programmes are making in the professional development of the novice teachers by
tapping on their views and experiences. Therefore, responses to the central research
question guiding this study provided more insight into novice teachers’ perceptions
of their induction programme experiences in Namibian schools.

Theoretical Framework

The combined work of Camp and Heath (1998) as well as Stansbury and
Zimmerman (2000, cited in Moore & Swan, 2008) was found appropriate and
provided theoretical basis to this study. More especially the work of Stansbury and
Zimmerman (2000) was found to be more appropriate and relevant and was used as
the lens to investigate the extent to which novice teachers in Namibia are supported
with induction programmes. Camp and Heath (1998) identified four contributor
groups that should be involved in teacher induction programmes, namely: 1) an
official of the state department, 2) teacher faculty members at institutions of higher
learning, 3) the local school administrators, and 4) members of the profession.
Elaborating on their roles, these authors argue that an official of the state department
of education should provide direction, teacher faculty members at institutions of
higher learning should provide a theoretical and research base, the local school
administrators should provide support and assistance throughout, and lastly,
members of the profession thorough their professional organisations should provide
subject-specific assistance (Camp & Heath, 1998; cited in Moore & Swan, 2008).
Stansbury and Zimmerman (2000) argue that within the description of their
approach, Camp and Heath mentioned only the broad roles and responsibilities that
each group should perform, not specific activities each group or contributor should
be responsible for. Elaborating on the work of Camp and Heath (1998), Stansbury
and Zimmerman (2000) posit a question: “What lifelines can be offered to novice
teachers so that they will remain in the profession and develop into highly effective
classroom teachers?” (p. 2). According to these authors, these lifelines come as either
high-intensity or low-intensity teacher induction activities. High-intensity activities
are those that require substantial funding and effort to develop and support novice
teachers. These may include activities such as: selecting and training effective
mentors, providing release time, roving substitutes releasing novices and mentors,
mini courses tailor-made to address common challenges, examining evidence and
developing reflective practice, and networking novice teachers into reflective practice
groups (Stansbury & Zimmerman, 2000; cited in Moore & Swan, 2008). Although
these activities require more effort and funding, they have been shown to improve
teacher effectiveness (Stansbury & Zimmerman, 2000). Low-intensity activities are
those that require little funding and less effort by all involved compared with high-
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intensity activities. These may include activities such as: orientation of novice
teachers, matching novice teachers and experienced teachers, adjusting working
conditions, and promoting collegial collaboration (Stansbury & Zimmerman, 2000
cited in Moore & Swan, 2008). These activities have been shown to impact a
reduction in attrition and higher job satisfaction (Stansbury & Zimmerman, 2000). In
other words, low-intensity activities and efforts do not appear to develop teacher
effectiveness, but address retention challenges in the teaching profession. Figure 1
illustrates the conceptual framework of high- and low-intensity activities for novice
teacher induction programmes adapted from Stansbury and Zimmerman (2000) as
cited in Moore and Swan (2008). This conceptual framework was adapted and
contextualized and served as a basis to investigate the central research question for
this study, as stated in the previous sections.

High-Intensity Activities

¢ Mentoring

¢ Networking novice teachers

e Selecting & training effective mentors
e Proving release time

¢ Organising mini courses Increased
e On-site visitation Teacher
e Providing resources & facilities = Effectiveness
e Group observation and advice
Novice
Teacher
Induction
Programme

Low-Intensity Activities

¢ Orientating novice teachers
¢ Adjusting working conditions

e Matching novice with veteran teachers

e Emotional support Increased
¢ Providing information - Teach.er

i ; p Retention
e Promoting collegial collaboration

’

Figure 1. Framework of high- and low-intensity activities for novice teachers
induction

Source: Stansbury and Zimmerman, 2000; cited in Moore & Swan, 2008
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[
Method

Research Design

A qualitative research approach was used in this study. Because the study aimed
to gain more insight into novice teachers’ experiences of their induction programmes,
a case study design was used to investigate the phenomenon under study. The
researchers decided to conduct a multi-site case study in order to obtain a deeper
understanding of how people interpret their experiences, how they construct their
worlds, and what meanings they attribute to their experiences (Creswell, 2013).

Research Sample

In order to answer the guiding research question, the researcher interviewed
novice teachers from two primary schools in Namibia, Windhoek. These schools
were selected on the basis of the following criteria: (1) proximity to the researcher,
since the researcher is a resident of Namibia; (2) the number of sites manageable in
terms of time, distance and cost; (3) the availability of more than one novice teacher
who graduated recently, making the sites relevant to the study; and (4) the location
of schools in different circuits to aim for different insights and experiences. In each
school, a small sample of four novice teachers was purposefully selected to
participate in the study. Purposeful sampling occurs when individuals are selected
and possess the characteristics or attributes of interest to the study (Creswell, 2013).
Merrian (2009) emphasises the importance of selecting a sample from which the
“most can be learned” (p.12). The novice teachers who had finished their induction
period and had taught for one to two years were selected to participate in this study.

Research Instrument and Procedure

The main technique used to collect emperical evidednce was focus group
interviews. However, a questionnaire was also used mainly to collect the
participants’ biographical information. In this study, the researcher conducted one
session of focus group interviews at each school; the interviews lasted approximately
50-60 minutes. Focus group interviews were conducted during the afternoon hours
to avoid interfering with day to day school programmes at the selected schools. Each
group consisted of four novice teachers. Research studies have shown that when
individuals are grouped together, they can contribute to a better understanding of
the research problem (Newby, 2010). Sharing the same view, Greeff (2011) asserts
that such group dynamics serve as a “catalyst for bringing large amounts of
information to the fore” (p. 362). It is easy for individuals to express themselves
freely when surrounded by others whom they perceive to be like themselves. For this
reason, the researcher considered homogeneity in selecting novice teachers.
However, the benefit of focus groups lies in the group dynamism of the participants.
Creswell (2013) argues that a more open exchange of information occurs during
focus groups and the method “opens up opportunities to gain collective perspectives
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speedily thereby deepening understanding” (p. 159). Focus group discussions were
recorded (with permission from the participants) using audio-tape recorder, and
thereafter transcribed word by word after each group session. Since the researcher
acted as a moderator at the same time, field and observation notes were taken
immediately after the conclusion of each session to avoid loss of information.

Validity and Reliability

Credibility and transferability are concepts commonly used by qualitative
researchers. Validity and reliability in qualitative design have been critised by
qualitative researchers as a result of their deductive reasoning (Willis, 2007; Corbin &
Straus, 2008). In this study, the researcher provided an audit trail of the decisions
taken during data collection, analysis, and interpretation. The process of member-
checking was also done at different stages of this study; interview transcripts were
given to the participants to confirm the accuracy of the data capturing process, and
the interpretation of the findings was also shared with the participants and their
peers to confirm and reduce possible bias (Creswell, 2013).

Data Analysis

Data collected through focus group sessions were transcribed verbatim. Verbatim
transcriptions provide more details and records of what has been said in an accurate
manner. The method of Johnson and Christensen (2012) and Creswell (2007), which
follows a bottom-up strategy while moving in analytical circles, was used in
analysing data. According to this method, the researcher follows the core elements of
qualitative data analysis, for instance: (1) preparing and organising the data, (2)
reducing the data into segments and assigning names to each segment through the
process of coding, (3) finding connections and relations between codes, (4) writing
statements about each theme and linking its meaning to literature for corroboration,
and (5) presenting the findings in the form of a discussion. This is done while
incorporating participants” direct quotes. The researcher read and re-read all the
transcriptions several times to become immersed in the data before breaking it into
parts. The reading and writing of short memos spiralled into classifying data into
smaller analytical units. The identified units were coded by means of abstract
descriptive words or category names and symbols. The coding scheme was
consistently re-evaluated to avoid making premature judgments and to stay open to
organising the data in various ways.

Results

The study findings consist of the novice teachers’ biographical information and
their perceptions of their induction programme experiences. Before the discussion of
findings is presented, it must be pointed out that it was not the purpose of this study
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to generalise the findings, but to provide an in-depth view of the participants (novice
teachers) regarding their experiences of induction programmes. Participants who
gave their consent to take part in the study were given short questionnaires to fill in
their details. No names appeared on the prompt cards. The main purpose of the
questionnaire was to capture the demographic profiles of the novice teachers. The
questionnaire included items such as age, gender, qualifications, and teaching
experience. The researcher compiled the profiles of all the participants in table form,
concealing their identities with letters of the alphabet as indicated in table 1below.
First, findings in relation to demographic data are presented in table 1, followed by
an analysis of the interview data set.

Table 1.

Biographic Information of Novice Teachers
f
Number of novice teachers 8
Female 5
Gender Male 3
20-24 3
Age Group 25-29 4
30 -34 1
Class teaching 5
Subject Department Science and Mathematics 1
Social Studies 2
Degree of Qualifications First Degree + Profession 8
. . 1 year 1
Teaching Experience 2 years -
Pseudonyms of participants  Teacher A; B; C; D of School X 4
and schools Teacher E; F; G; H of School Y 4

Table 1 shows that a total of eight novice teachers (n=8) participated in this study,
that is, four participants from each primary school. Of these, 5 were female and 3
were male. This unbalanced gender may be due to the notion that most men do not
wish to enter the teaching profession (Mokoena, 2012). The ages of novice teachers
were grouped into 5-year brackets. As expected, the majority of novice teachers were
below 29 years (n=4). All of the novice teachers had a first degree in the teaching
profession and additional specialisation in various fields. Lastly, the majority of them
(n=7) had two years of teaching experience.

The findings from the interview data are presented under the headings of the five
categories in which the induction programmes at the selected schools differed: (1) the
duration or intensity of the programme; (2) the resources that were offered for
induction activities; (3) the induction programme’s structure; (4) the content of the
induction programme; and, lastly, (5) mentoring. Using the theoretical framework of
high- and low-intensity activities for novice teacher induction programmes in fig. 1,
the following table 2, which categorises induction programme activities as high-
intensity and low-intensity, was developed and subsequently used to guide the
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discussion of the findings. The development of table 2 also drew from the work of

Kessels (2010).

Table 2.

High and Low Induction Programme Activities

High-intensity induction Low-intensity induction
programme programue
School X School Y

Duration of the induction programme or intensity of the programme
Runs from one to two years (1-2 years) Takes only a few days (1-3 days)

Resources offered for induction activities

Several mentors responsible for induction One mentor responsible for
programme the induction programme
Preparation of a course which included Ordinary preparation of intensive training for
the mentors course for the mentors

Novice teachers allocated sufficient Limited hours allocated to

hours to participate in the induction novice teachers to participate
related activities in the induction programme

Structure or approach of the induction programmes

Introduction and orientation meeting which Introduction and orientation meeting lasted
for 2 days which run only for 2 hours
Mentoring which included class-visits, and Mentoring which included
recorded lessons took place throughout class-visits occurred twice year

per year
Meeting for novice teachers included Ordinary meeting for novices; aspects such as
presentations, novice teachers to share
tailored training, and opportunity to share experiences (3 times a year)

experiences(8 times a year)

Content of the induction programmes

Practical information which included Practical information:
school rules, notification of upcoming explanation of school rules and
school events, and introduction of introduction to colleagues
colleagues
Emotional support Emotional support

Mentoring
High degree of supportiveness Moderate degree of

and trustworthiness supportiveness and trustworthiness
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The following section discusses the broad categories or themes as illustrated in
table 2 that emerged from the data analysis of the responses given by the participants
during the interviews.

Duration or Intensity of the Programme

The duration or intensity of the program refers to the amount of time allocated
for the novice teachers to engage with induction programme activities. During the
interviews, novice teachers gave various answers to the question about the time
allocated to induction programme activities. According to the responses from the
novice teachers, some were inducted for a few days, whereas some were inducted for
close to a year or more. Novice teachers from school Y commented as follows:

“We were only part of a school-based induction programme activities for two days”

This could mean that after two days the novice teachers were left on their own to
chart their way forward into the teaching profession. While at school X, it emerged
that the duration of the induction lasted for a longer period. The novice teachers
from school X commented as follows:

“Our school-based induction exercises run across the whole year or across the three
terms with a formal discussion with the Head of Department or the school principal
at the end of each term”

These scenarios give an obvious indication that the application of induction is not
practised in the same way across all schools in Namibia or even across all
departments at the same school.

Resources Offered for Induction Activities

It emerged from the interviews that the types of resources offered in schools for
induction programmes correlated strongly with the duration of the induction
programmes. For example, school X, which had a high-intensity induction
programme, identified a few mentors (heads of departments) who were responsible
for the support and guidance of novice teachers. They were allocated a considerable
number of hours for their work in the induction activities. School Y, with a low-
intensity induction programme, appointed only one mentor to be responsible for the
support and guidance of the novice teachers. Moreover, only a limited number of
hours were allocated for induction activities. While all mentors received some
preparation for their job as mentors, at school X with the high-intensity induction
programme, the preparation also included intensive training. Furthermore, school X
also allocated specific time for novice teachers to participate in induction-related
activities and took these activities into account in their work allocation as well.

The issue of resources thus seems to be a crucial factor that largely determines the
attainability of induction programmes, as confirmed by the present study.
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Structure or Approach of the Induction Programmes

During the interviews it emerged that both schools scheduled introduction and
orientation meetings to welcome novice teachers as well as group meetings for
novice teachers and individual meetings between the mentor and the mentee. Often
these individual meetings were accompanied by class visits from the mentors.
However, these induction activities differed in terms of frequency, duration, and
approach. Novice teachers at school Y revealed that the introduction and orientation
meeting consisted of two hours in which the novice teachers were briefly introduced
to one another and school rules were explained, followed by a brief campus tour. At
school X, the introduction and orientation meeting lasted for two to three days
during which novice teachers were afforded time to share experiences, meet other
staff members, and attend a workshop on how to start the first day. These induction
activities were highly structured and strongly aimed at professional development.

The researcher also found similar differences in the individual meetings between
the mentors and the novice teachers at both schools. For instance, at school Y, the
discussion meeting with a mentor after a class visit took approximately 15 minutes
during which time the mentor and the novice teacher discussed generally what had
gone well and what could be improved. Novice teachers at school Y wanted more
support, especially with regard to expectations of teacher performance, classroom
management, and required paperwork. One teacher remarked as follows:

“I expected more from my mentor...I really expected more guidance from him...the
pre-service training did not give enough of things that are happening in the
field...we need guidance in whatever we are going to do”

At school X, the discussion meeting with the mentor after the class visit lasted for
approximately one hour in which the mentor and the novice teacher thoroughly
analysed the recorded lesson and discussed how it could be improved. According to
the Namibian induction policy, novice teachers are supposed to have two mentors,
one general mentor who did not necessarily teach in the same subject department,
and another mentor from the same subject department. In practice, the researcher
found that most novice teachers were supported by one mentor, especially at school
Y. Other approaches which were used to support novice teachers included specific
training courses and classroom observations of experienced teachers. These
approaches were practised mainly in school X, which seemed to be implementing
induction programmes with high intensity. It also emerged from school X that their
induction programme included a day in which novice teachers visited another school
to experience different teaching strategies. The novice teacher commented as follows:

“It is valuable to share ideas with teachers from other schools and see if they are
experiencing things as we do”

Collaboration and networking are viewed to be essential, especially for new
teachers, as these techniques may address some of the isolation and socialisation
issues experienced by novice teachers.
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Content of the Induction Programmes

From the interviews conducted with novice teachers at both school X and Y, it
became clear that induction programmes at both schools included attention mainly
on two areas: practical information and professional development. However,
attention on professional development was found to be rather limited. In most cases
the focus seemed to be skewed towards practical information, which included school
rules, notification of upcoming events, and introduction to other colleagues.
Especially at school Y with low-intensity programmes, mentors tended to focus on
welcoming the novice teachers, making them feel at ease, and trying to include them
in the school culture.

Mentoring

A mentor is perceived as a very important element of an induction programme.
This became apparent when novice teachers at both schools were asked about their
experiences of the induction programme and in answering often referred to their
mentors. They did not value the programme much, but appreciated the manner in
which they were welcomed by the mentors, mentors” enthusiasms, and their ability
to differentiate between good and bad things. What also emerged was the fact that,
when a novice teacher was not satisfied with the support from the induction
programme, he or she criticised the mentor and not, for example, a lack of time or the
resources that were provided. Based on the interviews with the novice teachers, the
researchers identified two important characteristics of the mentors. The first
characteristic that novice teachers spoke about related to the degree to which the
mentors were able to create a base of trust and favourable environment that enabled
novice teachers to feel at ease with their mentors and share whatever challenges they
encountered in their work. Trust featured frequently in the discussion, and as such
was labelled an important characteristic of a mentor. One novice teacher reported the
following;:

“I feel as though my mentor is concerned about my teaching career...he is
concerned about me as a person and his actions match his words”

The second important characteristic which emerged during the interviews was
the support that the novice teachers received from their mentors. Most novice
teachers felt supported by their mentors. During the interviews, novice teachers very
much appreciated the mentors’ enthusiasm, positive attitudes, energy, personal
interests, and degree of involvement. According to the novice teachers, these
characteristics helped them to maintain their confidence and their own enthusiasm
for their work and prevented them from becoming stressed, which may have
resulted in them quitting their jobs. Novice teachers commented as follows:

“Just knowing that there was someone whom we could turn to made us feel
supported and not struggling on our own”
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The third characteristic of the mentor that emerged from the interviews was
related to the degree to which a mentor can challenge the novice teacher in his or her
professional development. A few novice teachers explicitly valued their mentors’
ability to stimulate their professional development. These novice teachers spoke of
their mentors” ability to observe things, to ask the right questions, and to get the
teachers to really think about or realise something. On the other hand, this is an area
that mentors were sometimes explicitly criticised for by the novice teachers. A few
novice teachers found their mentors unable to help them in their specific subject area
or stimulate their professional development. It emerged that mentors were found to
be general in their comments, not clear and specific or just not helpful at all. One of
the novice teachers from school Y commented as follows:

“Sometimes you need more clarity in a specific subject area and someone whom you
ask is not dealing with that it will be hard for you to ask something”

Therefore, the need for more than one supporter is important, especially in
offering subject-specific support.

Discussion and Conclusion

This small-scale research study reports on novice teachers’ experiences of
induction programme activities in selected primary schools in Namibia. Because of a
lack of in-depth knowledge on the way novice teachers are supported with induction
programmes, this topic was explored by means of an interview study. After analysis
and interpretation of the literature and empirical findings, the researchers found that
many schools in Namibia seem to use a form of induction programmes for novice
teachers. This confirms that the Namibian Novice Teacher Induction Programme
Institute (NNTIP) has been successful in their mandate to develop and implement
induction programmes for such cohorts of teachers. However, the current study
found that some schools in Namibia use induction programmes with low-intensity
activities, while others use induction programmes with high-intensity activities
(Stansbury & Zimmerman, 2000; cited in Moore & Swan, 2008). In other words,
novice teachers in some schools in Namibia are only inducted for one to two days,
while at other schools, their induction period runs from one to two years. This
practice contradicts the mandate of the Namibian Novice Teacher Induction
Programme (NNTIP) for newly qualified teachers, which states that all novice
teachers will receive induction for two years (NNTIP, 2011). Stansbury and
Zimmerman (2000, cited in Moore & Swan, 2008) maintain that novice teachers who
were supported by a high-intensity programme (one year or more) experienced the
support as valuable to their professional development, whereas those who were
supported by a low-intensity induction programme (two days or more) generally
viewed additional support as insufficient and did not add any value to their teaching
practice. These authors further argued that extended exposure to induction
expanded the competences of teachers more than those who received less or no
induction at all. Sharing the same view, Cherubini (2007) and Glazerman, Isenberg,
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Dolfin, Bleeker, Johnson, Grider, and Jacobus (2010) found that novice teachers who
received intensive induction support felt more satisfied and more prepared for the
job than those teachers who received minimal induction support. The quality and
duration of induction is also found to stem the attrition rate (Britton, Raizen, Paine &
Huntley, 2000; Hudson, Beutel & Hudson, 2008).

Considering the above literature studies, which suggest that novice teachers who
were supported by high-intensity induction programme experienced the support as
valuable to their careers while those who were supported by a low-intensity
induction programme viewed additional support as burden, the current study
recommends that novice teachers be supported with high-intensity induction
programme, which will likely impact their teaching effectiveness and reduce their
attrition rate. It may therefore be concluded that, for novice teachers to remain in the
teaching profession, their induction period needs to be personally and professionally
fulfilling (Kidd, Brown & Fitzallen, 2015).

Another important finding from this study pertains to the resources and facilities
offered for induction programmes. Surely influential induction programmes
generally include adequate resources and facilities, but most novice teachers,
especially from school Y, reported only a few resources and facilities provided for
induction programmes. This finding concurs with points of criticism by Feiman-
Nemser (2003), who wrote about the induction programmes offered to novice
teachers that often lack necessary resources. This author argues that the availability
of relevant resources and facilities to a larger degree determines attainability in the
development of all other elements of induction programmes. In other words, if
facilities and relevant resources are made available, time can be invested in
capacitating mentors and novice teachers in various topics of the induction
programmes. It is therefore recommended that most schools create more resources
for induction programmes. Induction propgrammes have to be well organised, and
there must be sufficient mentors for all new teachers. Mentors should be afforded
training opportunities so that they can offer professional guidance to novices,
mentors and novice teachers should be afforded considerable time to spend on
induction programmes activities, the timetables of mentors and novice teachers have
to match with those of induction programmes, a physical space or office should be
made available for meetings between mentors and novice teachers, and novice
teachers should be allocated a reasonable teaching workload as compared to veteran
teachers.

Another finding of this study related to the content of the induction programmes.
Although it appeared that schools involved in this study provided support to novice
teachers, the content of the induction prgrammes focused mainly on practical
information in areas such as orientation, emotional support, location of instructional
material, etc. However, support of professional development was found to be rather
limited, if existent at all, in both schools. This finding concurs with a literature study
on induction programmes’ contents in the USA, which discovered limited support
dedicated to novice teachers’ professional development (Wang & Odell, 2002;
Feiman-Nemser, 2001a; Little, 1990). A factor provided in the literature (Yusko &
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Feiman-Nemser, 2008; Carver & Katz, 2004; Athanases & Achinstein, 2003) that helps
to explain the often limited influence of induction programmes on novice teachers’
professional development is a lack of inclusion of assessment procedures. Including
assessment procedures and tools in induction programmes can help mentors identify
crucial topics that may enhance novice teachers’ professional development. Although
assessment procedures may be considered threating, Kessesls (2010) argues that it is
essential first to create a base of trust between a mentor and a novice teacher. A
mentor that can be trusted is seen as one of the most successful goals of an induction
prgramme (Kessels, 2010). Therefore, to achieve a safe base for assessment
procedures, service providers such as the University of Namibia (UNAM) must be
involved in order to monitor the continuous professional development (CPD) of their
graduates for further improvement. This practice supports Britton, Raizen, Paine
and Huntley’s (2000) view that induction should not be an isolated phase but should
be linked to the university teacher preparation programme. Although novice
teachers have knowledge and skills, perhaps even new enriching knowledge, they
have not yet mastered the art of being an effective teacher. As a result, CPD is
essential for them as they endeavor to build their teaching career.

Another finding from the study that was perceived to be beneficial to novice
teachers is mentoring. Mentoring is a common type of induction assistance and some
of its aspects are viewed positively by novice teachers. Mentors help pre-service
teachers and novice teachers build their teaching confidence through observation,
constructive feedback, and support throughout the induction period and beyond
(Kidd, Brown & Fitzallen, 2015). Although it emerged during the interviews that
schools involved in this study provided mentors for their novice teachers, it became
apparent that the level of support received from the mentors varied. For instance, the
findings revealed that only one mentor was responsible for the induction programme
at school Y, while at school X a few mentors were responsible for induction
programmes. Britton et al. (2000) and Hellsten, Prytula, Ebanks and Lai (2009) assert
that using multiple supporters makes mentoring practices more effective, as the
coordinated induction activities of multiple providers then takes place. Therefore, the
need for more than one supporter is important, especially in offering subject-specific
support. It also emerged that at school Y, limited hours were allocated to novice
teachers to participate in the induction programme, while at school X, novice
teachers and mentors were allocated sufficient hours to engage in induction
activities. However, this component (mentoring) has been described as important in
the literature (Fulton, Yoon, & Lee, 2005; Moir, 2003; Wong, 2004). Furthermore, the
level of benefit received from mentors also varied from participating schools, that is,
from having a mentor for each area of teaching or specialisation, to having mentor of
little or no benefit. This finding concurs with Wong's (2004) article, which states that
a quarter of novice teachers received little or no support from their mentors. Novice
teachers need mentors who have time to observe their teaching and are easily
reachable (Wong, 2004) and who know how to mentor effectively and efficiently.
Moore and Swan (2008) shared that the minimum criteria for selecting a mentor are
that the mentor is a successful classroom teacher, can articulate their practice, and
has a level of understanding of how long it takes to get the teaching level they
themselves are at. However, it is not enough to simply identify potential mentors
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from the teaching pool who meet certain criteria. Once the potential mentors have
been identified, they must then be trained to serve as effective mentors. This training
must consist of several elements such as observation skills, strategies for working
with adults, cognitive coaching, how to collect evidence to improve teaching, how to
identify and communicate beginning teacher strengths, and how to build on those
strengths (Stanbury & Zimmerman, 2000; cited in Moore & Swan, 2008).

Considering the fact that mentoring is perceived as an important component of
induction programmes, especially for novice teachers, three elements that might
have a positive impact on the mentoring are therefore suggested by McCollum,
(2014): 1) The mentor and mentee should be in close physical proximity to one
another. Having the mentor right next door may lead to higher levels of perceived
satisfaction than situations in which novice teachers had mentors are not located in
close proximity. 2) The mentor and mentee should teach the same subject matter. It
has been shown that this connection of having the same responsibilities produced
greater perceived satisfaction than when the mentor and mentee had different
teaching assignments. 3) The mentor and mentee should work with students of the
same grade level (McCollum, 2014).

Limitations of the Study and Future Research

This is a small-scale, qualitative study focused on a few selected primary schools
in Namibia. The advantage of the approach used in this research study is that the
researcher was able to spend more time with the participants and gather more in-
depth knowledge in terms of their experiences than would have been possible using
a large-scale study. Although the current study provided more insight into the way
novice teachers in Namibia are supported with induction programmes and their
experiences thereof, the findings may not be generalisable. Therefore, a large-scale
study would be desirable to show whether the current findings would be confirmed.
Efforts to make a difference in the lives of novice teachers are needed. Continued
research focusing on evaluating and assessing perceptions and outcomes of
induction programmes and tracking, analyzing, and improving working conditions
of novice teachers is warranted. The present research study adds to the body of
knowledge on opinions of novice teachers about specific aspects of induction
programmes.
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