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An Examination of the Relationship Between Self-Control and Cyber
Victimization in Adolescents®
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Article History: Purpose: Cyber bullying is a new phenomenon
Received: 07 July 2016 which adversely affects young people. Exposure
Received in revised form: 03 December 2016 to the cyber bullying can negatively affect the
Accepted: 22 January 2017 mental health. The aim of this study is to examine

the predictive effect of self-control on cyber
victimization in adolescents. Research Methods:
High school students The study group was composed of 353 Turkish
electronic aggression secondary school students. The research data were
structural equation modelling collected using the Brief Self-Control Scale and

Cyber Victimization Scale. To examine predictive

relationships between self-control and cyber

victimization, the descriptive relational model was
used. In the study, the analysis of the data was made using the Pearson Correlation Coefficient
and structural equation modelling. Findings: As a result of the study, significant relationships
were determined in the negative direction, at low and moderate level between the impulsivity
and self-discipline sub-dimensions of the self-control scale and cyber language victimization,
hidden identities and cyber forgery sub-dimensions of the cyber victimization scale. Another
result of the study was that the self-control latent variable (SC) covering the impulsivity and
self-discipline sub-dimensions predicted negatively the cyber victimization latent variable
(CV), which relates to cyber language victimization, hidden identity and cyber forgery sub-
dimensions. Implications for Research and Practice: As a result of the study, it was found
that self-control predicted cyber victimization in a negative way. The structural modelling
analysis indicated that the model related to self-control's predicting cyber victimization was
acceptable and the model could account for the relationships between the observed and the
latent variables sufficiently. Counselors can place students in activities to improve their self-
control skills.
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Introduction

The use of communication technologies has become an indispensable phenomenon
for people. Internet use is becoming more widespread and has become essential part
of life (Dogan. 2016; Eroglu, 2016). Information and communication technologies are
developing quickly. At the beginning of the 21st century, adolescents began to use
the Internet actively. Blogs, social networks and instant messaging have created a
new world for young people (Antoniadou & Kokkinos, 2015). Developments and
changes that create a positive impact on the lives of individuals can nonetheless lead
to results that do not want conventional terms of individual and social. In this case,
information and communication-context can be seen more clearly as a product of
technological development (Ates & Guler, 2016). Especially when people use
communication tools intensively, there can be a rapid change in their relationships in
their daily lives.

Online participation does not only enable a person to reach information at his/her
fingertips; it also offers such benefits as entertainment and the means to learn various
social and emotional skills. For example, cyber environment provides a place for
expressing emotions in a healthy way, treating others tolerantly and respectfully,
critical thinking, decision making, self-control skill and learning (Berson, 2000). The
cyber world provides young people with such opportunities as self-discovery, social
support, playing games, communication with others and academic support
(Tokunaga, 2010). Therefore, information and communication technologies can be
said to provide a significant contribution in the life of young people.

If young people do not use the Internet in a positive way like discovering new
things and relaxing, they will not establish positive interactions with others in
cyberspace nor enhance developmental characteristics. A great majority of young
people use computers and the Internet in a negative and harmful way like causing
harm to others and exhibiting aggressive behaviors. The new form of online
aggression and victimization is called cyber bullying (Mishna, Cook, Gadalla, Daciuk
& Solomon, 2010). In other words young people can use communication
technologies to harm others.

Cyber bullying behaviors can be seen in different forms in daily life. A cyber bully
may establish communication with a victim by using a e-mail under a fake name or
creating imaginary accounts on social media sites. At the same time, an individual
might become the victim of cyber bullying while playing a game, at school, home or
in his/her private quarters. Due to the use of modern technology, we may come
across cyber bullying behaviors any time of day. A benefical therefore technology
has made possible new form of bullying and may be abused (Paullet & Pinchot,
2014). In short, we can face cyber bullying behavior just about every where.

When examining the literature of different countries regarding the prevalence of
cyber bullying, the author discovered numerous studies. Cyber bullying is
commonly observed in the early adolescent and adolescent ages. For example, in a
study carried out with secondary and high school students, nearly half the students
had experienced cyber victimization and 34% of them been cyber bullies themselves
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(Mishna et al., 2010). In another study, the rate of the students falling victim to cyber
bullying was about 19% and that of the students being cyber bullies was about 17%
(Heiman, Olenik-Shemesh & Eden, 2015). Jung et al., (2014) found that one of ten
students did cyber bullying, while Felmlee and Faris (2016) determined that 5.8 % of
the young people aged between 14-18 years old fell victim to cyber bullying. Ramsey,
Dilalla and Mccrary (2015) found out that 5% of the young people aged between 18-
22 years old were cyber victims. DePaolis and Williford (2014) determined that
approximately 18% of middle school students were cyber victims. In summary,
studies in the literature have shown that cyber bullying is increasingly a common.

Exposure to cyber bullying can negatively affect the psychology of individuals.
Individuals being subjected to cyber bullying have low self-esteem, lack of
concentration and suicidale thoughts (Bauman & Newman, 2013; Bonanno & Hymel,
2013). Studies have found a significant relationship between cyber bullying and
emotional problems (Sjurso, Fandrem & Roland, 2016). It is reported that cyber
bullied people experience excessive levels stress (Wright, 2015), sorrow, and
desperation (Raskauskas & Stoltz, 2007, Wolak, Mitchell & Finkelhor, 2006);
depression and emotional problems (Brown, Demaray & Secord, 2014). Research
results show the mental health effects of exposure to cyber bullying.

Exposure to the cyber bullying can affect the school life and friendship
relationships of adolescents. However, it is emphasized that in students subjected to
cyber bullying display such problems as not wanting to go to school and fear of
attending school (Raskauskas & Stoltz, 2007). Cyber bullying events arise generally
from relationship problems in cyber environment such as jealousy, intolerance, and
upsetting others (Akbulut & Eristi, 2011). As a result, young people spend a lot of
time on the Internet. A adverse situations in daily life can lead to cyber bullying
behavior online.

In the study, self-control is one concept examined. Self-control is described as
how an individual's regulates” and controls his/her feelings, thoughts and behaviors
in order to establish good reationships with others (Baumeister, Bratlavsky, Muraven
& Tice, 1998; Muraven, Tice & Baumeister, 1998). Gottfredson & Hirschi (1990) state
that individuals with low self-control have such characteristics as impulsively and
selfish behavior, taking pleasure in risk-taking a preference for physical activities
instead of mental ones, and a preference for choosing simple tasks over complicated
ones. For this reason, the behaviors of individuals with low self-control aim at short-
term targets and are shaped according to impulsive pleasure-taking (Hirschi &
Gottfredson, 1993). Family attitudes play an important role in the development of
low self-control.

It is reported that low self-control affects victims both indirectly and directly. For
victims, the possibility of encountering more frequent risky situations and
encountering criminal behaviors of individuals with insufficient self-control have a
direct impact. Making decisions about situations to reveal their faults affects
individuals with low self-control as victims directly (Bossler & Holt, 2010). It was
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reported that low self-control is related to the display of violent behaviors (Schreck,
Stewart & Fisher, 2006), being a victim (Holtfreter, Reisig & Pratt, 2008), exhibition of
reckless behaviors (Forde & Kennedy, 1997), risky life styles (Stewart, Elifson & Sterk
2004), commission of crimes (Schreck, Wright & Miller, 2002), positive emotions,
learner engagement, academic achievement (King & Gaerlan, 2014). Ultimately,
researchers reported problematic behavior caused by low self-control.

Purpose of The Study

Studies have revealed that cyber bullying as a by product of abusing information
and communication technologies is a gradually increasing problem among children
and young people. The advancing technology could make enhance this problem even
worse. For this reason, studies on how to carry out preventive measures are
increasing. It is projected that this study could make a contribution to preventive
method. Finding the relationship between self-control and cyber victimization in
adolescents would be provide an important resource for field specialists (i.e.,
psychological counselors, psychologists, social service specialists and school
administrators) in prevention. In this direction, the purpose of this study is to
examine the predictive effect of self-control on cyber victimization.

Method
Research Design
To examine predictive relationships between self-control and cyber victimization,
the descriptive relational model was used in the study. The theoretical model
developed in order to account for the relationship between adolescents' self-control
and cyber victimization was tested.

Research Sample

The study group was composed of 353 students receiving education at five high
schools in the city of Erzurum, Turkey in the 2014-2015 educational year. Two
hundred and nine participants (59.2% of the total) were female and 144 (40.8%) were
male. The grade break down of students was roughly equal: 26.6% were in 9th grade;
29.6% were in 10th grade; 31.2% were in 11th grade; and 13.6% were in 12th grade.

Research Instrument and Procedure

Brief self-control scale (BSCS). One of the data collection tools used in the study is
the Brief Self-Control Scale. The scale was adapted into Turkish by Nebioglu, Konuk,
Akbaba, Eroglu (2012). The reliability coefficient for the entire scale was found to be.
.83; for the dimension of impulsivity, it was .81; for the dimension of self-discipline, it
was .87. The test-retest reliability for the whole of the scale was determined to be .88;
for the dimension of impulsivity, .83; for the dimension of self-disciplin, .85.

Cyber victimization and bullying scale (CVBS). In order to determine the students'
cyber bullying and cyber victimization behaviors, the CVBS developed by Cetin,
Yaman and Peker (2011) was used. The scale is composed of two forms and the
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dimensions of cyber language victimization/bullying (CLV/B hiding identity (HI)
and cyber forgery (CF). There are 22 questions in the scale. The scale was evaluated
via using five-point Likert type grading. Within the scope of this study, the cyber
victimization form was used. The internal consistency of the CVS was found to be
.89. The internal consistency coefficients were .86, .80 and .68 respectively for the CF,
CLV and HI sub-dimensions of the scale; the test-retest reliability coefficients were
.87, .80 and .69. The increase observed in the total score obtained for the CVS
indicates an increase in the possibility of experiencing cyber bullying.

Data Analysis

Before analyzing the data of the study, for the multivariate data, in order to
determine values which are likely to affect the normal distribution, the Mahalanobis
distance values were calculated. As a result of this calculation procedure, scales
belonging to four people were excluded from the data set. After this procedure,
analyses were conducted of 353 pieces of data. The relationships between self-control
and cyber victimization were examined via Pearson Product-Moment Correlation;
the predictive effect of self-control on cyber victimization was examined using
structural equation modelling. Shumacker and Lomax (2004) described structural
equation modelling as a statistical approach revealing causal and mutual
relationships between observed and latent variables to test a theoretical model. In the
study, analyses of the data were made via using the LISREL 8.54 and SPSS 21.00
programs.

Results

The result of the analyse of the data obtained from the study, the relationship
between adolescents' self-control and cyber victimization behaviors, the means and
the standard deviation values are presented in Table 1.

Table 1.
Pearson Correlation Analysis Results Related to Relationships Between Self-Control and
Cyber Victimization

Variables 1 2 3 4 5

1 Impulsivity

2 Self-Discipline .30* 1

3 Cyb'er Fan'guage 33+ _1g* 1
Victimization

4  Hiding Identity -22* -11* .58* 1

5  Cyber Forgery =17 -11* .66* .65* 1
X 15.45 14.78 9.81 7.54 12.78
Sd 415 3.00 4.07 3.37 4.65

*p<.05
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When Table 1 is examined, significant negative relationships are observed at low
and moderate levels between the impulsivity and self-discipline sub-dimensions on
the self-control scale and the cyber language victimization, hidden identity and cyber
forgery sub-dimensions of the cyber victimization scale. Moreover, it is observed that
the sub-dimensions on the cyber victimization scale are significantly positively
related with one another at a moderate level. Furthermore, a significant positive
relationship between the impulsivity and self-discipline sub-dimensions of the self-
control scale are found at a moderate level.

Structural Equation Modelling

Having determined the significant relationships between self-control and cyber
victimization, the predictive effect of self-control on cyber victimization was tested
via structural equation modelling. The latent variable of self-control (SC) was
measured via the observed variables of impulsivity and self-discipline. The latent
variable of cyber victimization (CV) was measured via the observed variables of
cyber language victimization (clv), hiding identity (hi) and cyber forgery (cf). The
findings related to the predictive effect of the latent variable of self-control (SC) on
the latent variable of cyber victimization (CV) are shown in Figure 1.

im Y 7 79 /V hi
e
41 %3
sd / . \A cf

Xx2:3.13, sd:3, p:.37, RMSEA: .011

Figure 1. Structural equation model between self-control and cyber victimization

Figure 1 show the implicit variable of self-control (SC) covering impulsivity and
self-discipline predicts negatively the implicit variable of cyber victimization
covering the sub-dimensions of cyber language victimization, hiding identity and
cyber forgery (p=-.40, t= -4.47). It was determined that all the paths shown in the
model were significant (x2/sd= 1.04, NFI= .99, CFI=.99, GFI =.98, AGFI= .98, SRMR=
.014 ve RMSEA= .011; Byrne, 2010; Kline, 2011). This finding suggest that self-contol
has a significant effect on being subjected to cyber bullying in adolescents. In other
words, the obtained findings revealed that adolescents' increasing self-control levels
decrease their chances of experiencing cyber victimization.

Coefficients of Determination Related to Structural Equation Model

The findings related to self-control's coefficients accounting for the variance in
cyber victimization are given in Table 2.
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Table 2.
Coefficients of Determination Related to Structural Equation Modelling
Accordance Parameter Coefficient Value

1. Impulsivity .53
2. Self-discipline 17
3.Cyber language victimization .62
4. Hiding identity .57
5. Cyber forgery .70

When Table 2 is examined, it can be observed that self-control (SC) accounts for
53% of the impulsivity variance and 17% of the self-discipline variance in the
measurement model related to self-control. Moreover, in the measurement model
related to cyber victimization, cyber victimization (CV) accounts for 62% of the
variance in cyber language victimization, 57% of the variance in hiding identity and
70% of the variance in cyber forgery. It was determined that the self-control latent
variable accounted for 18% of the variance in the cyber victimization latent variable.
Findings Related to Total and Indirect Effects in Structural Modelling

The total effects of the SC implicit variable on impulsivity and self-discipline and
those of the CV latent variable on cyber language victimization, hiding identity and
cyber forgery and the indirect effects of the SC latent variable on the observed
variables of CV are shown in Table 3.

Table 3.
Total and Indirect Effects Determined In Relation To Structural Equation Modelling
Total Effect Indirect Effect
Observed Variables Self- Cyber Self-Control
Control Victimization
1. Impulsivity 73
2. Self-discipline 41
3. Cyber language 79 -1.30
victimization
4. Hiding identity 76 -1.03
5. Cyber forgery 83 -1.57

When the values given in Table 3 are examined, it is observed that the self-control
latent variable (SC) directly affects the variables of impulsivity and self-discipline;
the cyber victimization latent variable (CV) directly affects the variables of cyber
language victimization, hiding identity and cyber forgery. Moreover, the observed
variables of impulsivity and self-discipline indirectly affects the observed variables of
the cyber victimization scale over the SC latent variable. In other words, the SC latent
variable indirectly affect the indicative variables of the CV latent variable and it was
found that this effect was not direct.
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Discussion and Conclusion
Discussion

This study examined, the predictive effect of self-control, composed of the
dimensions of impulsivity and self-discipline on adolescents' experiences of cyber
victimization. The predictive effect of self-control on cyber victimization was tested
with the structural equation modelling. As a result of testing the structural equation
modelling, it was found that the self-control latent variable accounted for 18% of the
cyber victimization latent variable and self-control predicted cyber victimization in a
negative way. The findings revealed that if adolescents' self-control levels increased,
the possibility of their experiencing cyber victimization decreased. This result is
consistent with research findings indicating that low self-control increases cyber
victimization (Bossler & Holt, 2010; Vazsonyi, Machackova, Sevcikova, Smahel &
Cerna, 2012). In light of the findings obtained from the study, self-control appears to
be a strong predictor of cyber victimization in adolescents; as self-control decreases,
exposure to cyber bullying is likely to increase. One adolescents being cyber bullied
their low self-control level. In other words, self-control is a negative risk factor in
terms of cyber victimization.

Researchers have shown that the behavior of individuals with low self-control.
Since individuals with low self-control make impulsive decisions, this may lead to
them to involvement in criminal behaviors. Hence, their risk of being a victim
increases (Higgins, Fell & Wilson, 2006; Higgins & Makin, 2004). As individuals with
low self-control, they may display risky behaviors. Although these actions give
pleasure to an individual for a short period of time, they may, at the same time, lead
them to become victims and to encounter harmful software (Bossler & Holt, 2009).
However, individuals may interact with people who they do not know in chat rooms
and cyber environments and, as a result, be subject to harmful behaviors (Gilboa,
1996; Hinduja & Patchin, 2008). As a result, individuals with low self-control may
show risky behavior in the virtual environment. This situation can lead to life cyber
bullying.

Researchers indicate that individuals with low self-control have problems in
contact with others. It is stated that individuals with low self-control have difficulty
estabishing relationships with others and low empathy levels and social ties. At the
same time, they may interpret other people's intentions incorrectly (Gottfredson &
Hirschi, 1990). It is emphasized that people with difficulty evaluating other people's
intentions in face-to-face interactions have an important disadvantage in on-line
environments (Herring, 1999; Wall, 2001). As a result, these experiences may lead to
decreasing social support and experiences of victimization. In this context,
individuals with low self-control can easily be frustrated in the cyber environment.

Virtual environments provide opportunities for individuals to express
themselves. This can lead to loss of self-control. Thoughtless or aggressive behaviors
in the online environment may lead to victimization in the cyber environment.
People who cannot cope with others in the online environment may use conflict-
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prone and aggressive language when establishing communication (Gilboa, 1996;
Herring, 1999). Individuals with low tolerance may harm others and exhibit more
threatening behaviors in their online social interactions (Bossler & Holt, 2010).
Individuals with low self-control are associated with peers that support the cyber
crime (Higgins et al., 2006). As a result, people with low self-control of virtual
environments are provided to describe themselves using the wrong conditions can
lead to cyber victimization.

Researchers have reported that the reason they are victims of the personality
traits of individuals with low self-control. It is reported that since individuals with
low self-control exhibit risky behaviors and have characteristics increasing the
possibility of their getting involved in crime such as impatience, insensitiveness and
impulsivity that increase, the possibility of their getting involve in crime being a
victim increases (Gottfredson & Hirschi, 1990). Moreover, individuals with low self-
control may peers who tend to get involved in risky situations and commit crimes
(Schreck et al., 2002). As a result, having low self-control can lead to cyber
victimization.

Individuals with low self-control may be exposed to cyber bullying behavior in
cyberspace. Young people with low self-control are more likely to be engaged in a
risky lifestyle and subjected to other crimes (Bossler & Holt, 2010; Schreck et al.,
2006). Since individuals with low self-control spend too much time online and share
too much personal information (Holt, Bossler & May, 2012), they may be subjected
to cyber bullying. Since individuals with low self-control often engage in risky
behaviors in the online environment to get short-term pleasure, they may become
victims (Bossler & Holt, 2010; Holt et al., 2012). Consequently, the personal
characteristics of individuals with low self-control are contributing to their becoming
victims of cyber bullying.

Conclusion

This study found that self-control predicted cyber victimization in a negative
way. The structural modelling analysis indicated that the model related to self-
control's prediciting cyber victimization was acceptable and the model could account
for the relationships between the observed and the latent variables sufficiently.
According to the research results, the adolescents' decreasing self-control related to
impulsivity and lack of self-discipline, thus leading to their experiencing cyber
victimization.

Recommendations

The findings of the study should be taken into account with the limitations. As a
data collection tool, the self-control scale composed of two sub-dimensions, and the
cyber victimization scale composed of three sub-dimensions, were used. Further
studies could repeat the study using different scales related to self-control and cyber
victimization. Hence, results of those studies could be compared and more detailed
findings can be obtained. Another limitation of the study was its inclusion of
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adolescent students aged between 14-18 years old. For this reason, the obtained
results must be evaluated according to students in this age group. It is not possible to
generalize the results of the study to other age groups. Replication of the study with
students from different educational stages would increase the generalizability of the
results. Counselors could then place students in activities to improve their self-
control skills.
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Ergenlerde Oz-Kontrol ile Siber Magduriyet Arasindaki Iliskinin
Incelenmesi
Atif:

Peker, A. (2017). An examination of the relationship between self-control and cyber
victimization in adolescents. Eurasian Journal of Educational Research, 67, 1-15
http:/ /dx.doi.org/10.14689/ ejer.2017.67.1

Ozet

Problem Durumu: 21. ytizyilin basinda ergenler interneti etkin bir sekilde kullanmaya
baslamuslardir. Bloglar, sosyal aglar ve anlik mesajlasma gencler icin yeni bir diinya
olusturmustur. Bu yeni diinyaya katiimin kisiye parmaklarimin ucunda bilgilere
ulasmalariin yaninda eglenme, cesitli sosyal ve duygusal becerileri 6gretme gibi
yararlar1 bulunmaktadir. Ornegin siber ortam saglkli sekilde duygularini ifade
etmek, baskalarina hosgorii ve saygi ile bakabilmek, elestirisel diistinme, karar
verme, kendini kontrol etme becerisi ve yeni seyler 6grenme icin bir mekan
saglamaktadir. Siber diinya genclerin kendinin kesfetme, sosyal destek alma, oyun
oynama, bilgiye ulasma, baskalariyla iletisim kurma ve akademik destek alma gibi
benzersiz firsatlar sunmaktadir. Genglerin biiytik ¢cogunlugu bilgisayar1 ve interneti
olumlu ve yararli bir sekilde kullanmalarina ragmen baskalarina zarar vererek,
saldirganlik davranislar gosterme seklinde de kullanabilmektedirler. Online
saldirganligin ve magduriyetin yeni formu siber zorbalik olarak adlandirilmaktadir.
Siber zorbalik elektronik metin araciligiyla tekrarlanan bir sekilde kasith olarak
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baskalarina zarar verecek davraniglar olarak tanmimlanmaktadir. Bir diger ifade ile
siber zorbalik bilisim ve iletisim teknolojilerinin bir kisi yada gruba hakaret etmek,
iftira atmak ve alay etmek amaciyla kasitlt ve tekraralanan agresif davranislar olarak
belirtilmektedir. Siber zorbalik teknolojik araglarin olumsuz bir 6zelligi olarak
goriilmektedir.

Siber zorba, farkli bir e-posta kullanarak ya da sosyal medya sitelerinde hayali
hesaplar olusturarak magdurla iletisim kurabilir. Ayn1 zamanda siber zorbalik oyun
oynarken, okulda, evde ya da kisinin 6zel alaninda bireyin karsisina cikabilir.
Insanlar modern teknolojinin kullanimi ile birlikte 24 saat siber zorbalik
davrarnigilarla kargilagabilirler.

Arastirmamin Amaci:  Arastirmalar  bilisim  ve iletisim teknolojilerinin  kotiiye
kullanilmas: sonucunda olusan siber magduriyetin cocuklar ve gencler arasinda
giderek artan bir problem oldugunu ortaya koymaktadir. Ozellikle teknolojinin
gelismesi bu sorunun giderek biiytimesine yol acacag diistiniilmektedir. Dolayisiyla
siber zorbalik davranislara maruz kalmayi onlemeye iliskin calismalarinin nasil
olacag1 yoniinde arastirmalar hiz kazanmaktadir. Bu calismanin da onleme
calismalarma katki saglayacagi on goriilmektedir. Ergenlerde 6z-kontrol ile siber
magduriyet arasindaki iliskinin ortaya konulmasimin miidahale calismalari icin alan
uzmanlarina (psikolojik danismanlar, psikologlar, sosyal hizmet uzmanlar: ve okul
yoneticileri) énemli bir kaynak saglayacagi diisiintilmektedir. Bu dogrultuda bu
arastirmanin amact 6z-kontroliin siber magduriyet tizerindeki yordayici etkisinin
incelenmesidir.

Arastirmamin - Yontemi: Arastirmada 6z-kontrol ve siber magduriyet arasindaki
yordayia iligkileri incelemek igin iliskisel tarama modeli kullanilmistir. Calismada
ergenlerin 6z-kontrolii ile siber magduriyet arasindaki iliskiyi aciklamaya yonelik
gelistirilen teorik model test edilmektedir. Arastirmanin calisma grubu 2014-2015
egitim ogretim yilinda Tuirkiye’deki Erzurum ilinde bes farkli ortadgretim okulunda
ogrenim goren 353 6grenciden olusmaktadir. Calisma grubunun 209 (%59,2) tanesi
kiz, 144 (%40,8) tanesi ise erkektir. Ogrencilerin %26,6's1 9.smufta, %29,6's1 10. sinifta,
% 31.2'si, 11.smufta ve %13'6's1 12. sinufta 6grenim gormektedir. Arastirma verilerine
iliskin analiz yapilmadan ¢nce ¢ok degiskenli veriler icin normallik dagilimini
etkilemesi olast degerleri belirlemek icin Mahalanobis uzaklik degerleri
hesaplanmistir. Bu hesaplama islemi sonucunda 4 kisiye ait 6lgekler veri setinden
gikarilmistir. Bu islemden sonra 353 veri ile analizler siirdiirtilmiistiir. Arastirmada
oz-kontrol ile siber magduriyet arasindaki iligskiler Pearson momentler carpim
korelasyonu ile; 6z-kontroliin siber magduriyet tizerindeki yordayici etkisi yapisal
esitlik modeli incelenmistir. Aragtirmada verilerin analizleri LISREL 8.54 ve SPSS
21.00 programlar: araciligryla yapilmustir.

Arastirmamin Bulgulari: Arastirmanin sonucunda 6z-kontrol o6lceginin alt boyutlar
olan diirtiisellik ve 6z-disiplinle siber magduriyet 6lgeginin alt boyutlar1 olan siber
dilsel magduriyet, kimligi gizleme ve siber sahtecilik arasinda negatif yonde dustik
ve orta diizeyde anlaml iliskilerin oldugu goriilmektedir. Ayrica siber magduriyet
Olgeginin alt boyutlarmin birbirleriyle orta diizeyde ve pozitif yénde anlamli bir
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iliskinin oldugu gozlenmektedir. Bunun yanisira 6z-kontrol ¢lgeginin diirtiisellik ve
ozdisiplin arasinda pozitif yonde, orta diizeyde, anlamli bir iliskinin oldugu
belirlenmistir. Oz-kontroliin siber magduriyet {izerindeki yordayici etkisi yapisal
esitlik modeli ile test edilmistir. Yapisal esitlik modeli analizi sonucunda dirtiisellik
ve Oz-disiplini kapsayan 6z-kontrol ortiikk degiskeninin (OZK) siber dilsel
magduriyet, kimligi gizleme ve siber sahtecilik alt boyutlarini kapsayan siber
magduriyet ortiik degiskenini (SM) negatif yonde yordadig: gozlenmektedir (p=-.40,
t= -4.47). Modelde gosterilen tiim yollarin anlamli oldugu belirlenmistir (x2/sd=
1.04, NFI= .99, CFI=.99, GFI =98, AGFI= .98, SRMR= .014 ve RMSEA= .011). Elde
edilen bu bulgu 6z-kontroliin ergenlerde siber zorbaliga maruz kalma tizerinde
anlaml1 bir etkisinin oldugu seklinde degerlendirilebilir.

Arastirmanin Sonuglart ve Onerileri; Bu arastirmada diirtiisellik ve oz-disiplin
boyutlarindan olusan 6z-kontroliin ergenlerin siber magduriyet yasama tizerindeki
yordayici etkisi incelenmistir. Arastirma sonucunda 6z-kontrol ile siber magduriyet
arasinda anlamli iliskilerin oldugu gorilmiistiir. Arastirmanin diger bir sonucunda
oz-kontrol (OZK) ortiik degiskeninin siber magduriyet (SM) ortiik degiskenini
negatif yonde ve anlamli bir diizeyde yordadig: belirlenmistir. Ayrica arastirmada
OZK ortiik degiskeninin siber dilsel magduriyet, kimligi gizleme ve siber sahtecilik
gozlenen degiskenleri tizerinde dolayl etkilere sahip oldugu tespit edilmistir. Analiz
sonucunda, z-kontroliin siber magduriyetin % 18’ini agikladig1 saptanmuistir.

Calismanin bulgulari, goz éntinde bulundurulmas: gereken smirliliklar ile dikkate
almnmalidir. Bu ¢alismada veri toplama araci olarak iki alt boyuttan olusan 6z-kontrol
olgegi ve {ii¢ alt boyuttan olusan siber magduriyet 6lgegi kullanilmustir. Gelecekte
yapilacak calismalarda ©z-kontrol ve siber magduriyet ile ilgili farkli olgekler
kullanilarak arastirma tekrarlanabilir. Boylece ¢alismanin sonuglar: karsilastirilarak
daha ayirt edici bulgulara ulagilabilir. Arastirmanin diger bir sinirlilifi ise galisma
grubunun 14-18 yas aras1 8grenim gormekte olan ergenlerle sinirli olmasidir. Bundan
dolay: elde edilen sonuglarin bu yas grubundaki 6grencilere gore degerlendirilmesi
gerekmektedir.

Anahtar Kelimeler: Lise 6grencileri, elektronik saldirganlik ve yapisal esitlik modeli.
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Introduction

In this age, though developments in science and technology increase societal
standards of living, they lead to destruction or changes in many things.
Environmental issues includes overuse or misuse of natural resources; corruption
caused by pollution in fundamental physical elements of nature such as water, air
and soil; nature’s loss of ability to dispose of wastes; and misuse of natural resources.
Thus, there exists a corruption that is ecologically intolerable (Kislalioglu & Berkes,
2007; Yildiz, Sipahioglu & Yilmaz, 2008; Guven & Ince Aka, 2009). These problems,
which could be considered as unimportant early on, go beyond being a single
country’s problem and threaten the world. Environmental problems arise from
changes to the relationship between the natural environment and living beings. The
elements that cause these changes are the use of fossil fuels, destruction of forests,
and production and use of various chemical materials and agricultural activities on
large fields (Turner, Kasperson, Meyer, Dow & Golding, 1991). People have used
natural resources and not allowed them to renew themselves. They have harmed
nature without considering themselves as a part of it and thus gave rise to many
environmental problems (Caldarelli, 2004). Environmental problems are mostly
considered to include water, air, noise or soil pollution by scientists (Arkis, 1992;
Dogan, 1993; Tican, 1996; Page, 2000; Yilmaz, Morgil, Aktug & Gobekli, 2002; Solange
& Trufen, 2004; Oznur, 2008; Sevinc, 2009; Bozkurt, 2011). However, as a natural
result of living in a technological age, electromagnetism, which pollutes and impairs
the quality of both the environment and our lives, can also be regarded as a kind of
pollution. Electromagnetic pollution can be categorized as man-made and natural.
Our world is surrounded by a statical electromagnetic area between 25-65uT
(Feychting, Ahlbom & Kheifets, 2005). Natural electromagnetic pollution has been in
the air as a part of natural world since the very beginning of life. Whereas this kind
of pollution can be controlled by a conscious society, it can pose a great threat if
necessary actions are not taken.

Unlike other kinds of pollution, electromagnetic pollution is invisible and its
effects do not come into sight for a long time. For this reason, necessary precautions
cannot be taken. On the other hand, man-made electromagnetic pollution is a result
of technological devices. Primary technological devices which contribute
electromagnetic pollution are radio and television transmitters, radiophones,
microwave ovens, photocopiers, cell phones, wireless modems, hair dryers, laptops
and radio stations (Altun, 2001; Demir, 2005; Balmori, 2006; Chakraborty, 2007;
Erdogan, 2007; ince, 2007; Moulton Howe, 2008; Uygunol & Durduran, 2008;
Balmori, 2009; Uygunol & Durduran, 2009; Greenberg, 2010).

Although electromagnetic waves are not visible or easily perceptible, their effects
can be detected. For this reason, damages of electromagnetic waves on people cannot
be noticed easily. If electromagnetic pollution were like noise pollution, we could
protect ourselves by leaving the environment or removing the item that makes the
noise. However, when electromagnetic pollution is heavy in an atmosphere, it cannot
be perceived by the five senses. That is why electromagnetic pollution can only be
noticed when its effects appear on people’s health. Electromagnetic pollution’s effects
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change according to the electromagnetic field’s frequency, intensity, distance and,
most importantly, duration (Ermol, 2008). Electromagnetic pollution has two kinds of
effects on people’s health. The first includes short-term effects such as tiredness,
headache, eye burning, eye pain, weakness and dizziness. The latter, on the other
hand, is a long-term effect (Sandstrom et al., 1998). In addition, when the literature
was reviewed, it was noticed that electromagnetic pollution can have certain
biological effects such as insomnia, feeling sleepy during the day, resentment and
constant restlessness, which cause exclusion from society (Mann & Roschke, 1996;
Borbely Huber, Graf, Fuchs, Gallmann & Achermann, 1999; Krause, Sillanmaki,
Koivisto, Haggqvist, Saarela, Revonsuo, Laine & Hamalainen, 2000). The
electromagnetic waves also effect molecules, chemical bonds, cells and the body
protection mechanism of the human body (Graham, Cook, Cohen & Gerkovich, 1994;
Kang Lee, Seo, Sung, Chung, Lee, Suh & Chi, 1997). Researchers have worked on the
melatonin hormone because it is both a very important antioxidant and a cancer
inhibitor. Moreover, it has a great impact on human psychology. The melatonin
hormone is released through the pineal gland, which is a magnetic organ consisting
of magnetic crystals in the center of the head. The pineal gland is very sensitive to
magnetic energy and melatonin is released at night when the earth’s magnetic field is
active. However, the pineal gland’s activity decreases if factors disturbing the
balance between the human body and the magnetic field are in the air. These spoiling
factors are chemical contaminators, communication frequencies and signals coming
from electrical power transmitters (Bold, Toros & Sen 2003). Even though melatonin
levels change from person to person, it is released at the highest level between 23.00
and 05.00 at night. It was ascertained that 20 minutes every day, five days a week
and three weeks of exposure to 40 Hz electromagnetic field decreases the
concentration of melatonin (Karasek, Woldanska-Okonska, Czernicki, Zylinska &
Swietoslawski, 1998). Experiments on animals have also suggested that a low-
intensity electromagnetic field has certain biological effects such as changing
hormone and enzyme levels, inhibiting the movement of chemicals on tissues
(Dincer, 2000; Bold, Toros & Sen, 2003; Taktak, Tiryakioglu & Yilmaz, 2005) and
triggering cancer (GarajVrhovac, Fucic & Horvat, 1992; Moulder & Foster, 1995). Just
the same, studies have shown that pregnant women who are exposed to
electromagnetic field for long times have difficulty in giving birth (London et al.,
1991) and that electromagnetic waves have adverse effects on growth and
development (Ermol, 2008). Studies have shown that electromagnetic waves are
more dangerous if exposure is long, but in low-doses than if they are short but in
high-doses (Berman, Carter & House, 1982; Berman, Quinn & Zarro, 1991).
Electromagnetic pollution has negative influences both on people and the natural
environment. Open fields with high electromagnetic pollution affect bird
populations badly. In Spain, antennas were located in the “Compo Grande” park,
and its bird population decreased. Between 1997 and 2007, 3 species out of 14 left the
region. In the same way, insects and bees were exposed to electromagnetic waves,
which led to colonial immigration (Balmori, 2009). Most researchers have conducted
studies on the adverse effects of electromagnetic pollution on people’s health while
emphasizing the necessary actions to be taken to protect themselves from
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electromagnetic pollution (London, Thomas, Bowman, Sobel, Cheng & Peters, 1991;
Durusoy, Hassoy, Karababa & Ozkurt, 2011; Sarigoz, Karakus & Irak, 2012; Kaya
Gulagiz, Goz & Kavak, 2016). This means that it is very significant to make people
aware of electromagnetic pollution, which is an environmental problem, especially in
a technological age. From the literature review it is obvious that electromagnetic
pollution has not yet been considered an environmental problem (Arkis, 1992;
Dogan, 1993; Tican, 1996; Page, 2000; Yilmaz, Morgil, Aktug & Gobekli, 2002; Solange
& Trufen, 2004; Oznur, 2008; Sevinc, 2009; Bozkurt, 2011). However, as a result of
living in an age of technology, electromagnetic pollution is unfortunately one of the
most important environmental problems we face. Within this context, the purpose of
this study is to find out the relationship between the awareness level of preservice
science teachers’ conscious use of technological devices that cause electromagnetic
pollution and their awareness level of environmental problems.

Sub-problems for the study are as follows:

1. Is there a remarkable difference between the awareness level of preservice
science teachers’ conscious use of technological devices and their awareness level of
environmental problems depending on the gender variable?

2. Is there a remarkable difference between the awareness level of preservice
science teachers’ conscious use of technological devices that cause electromagnetic
pollution and their awareness level of environmental problems depending on their
taking an “environmental science’”” course?

3. What kind of a relationship is there between the awareness level of preservice
science teachers’ conscious use of technological devices that cause electromagnetic
pollution and their level of awareness of environmental problems?

4. What do science teachers think about electromagnetic pollution?

Method

In this part of the article, the research model, data collection techniques used in
the study, implementation stages of the study and the data analysis process will be
explained.

Research Design

In this study, which aims to discover the relationship between the awareness
level of preservice science teachers’ conscious use of technological devices that cause
electromagnetic pollution and their level of awareness for environmental problems, a
mixed design method was used. In this method, both qualitative and quantitative
data were collected and evaluated together to find an answer to the study’s problem
questions (Punch, 2005; Nagy & Biber, 2010). The advantage of a mixed design is that
it helps researchers to understand the problem clearly because it uses quantitative
and qualitative approaches at the same time (Creswell & Clark, 2007). This study was
regulated according to a method enriched with mixed design types. First,
quantitative data were collected, and then qualitative data were collected to support
them. Relational screening model was used to collect quantitative data. In this model,
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the existence and degree of two or more variables are attempted to be defined
(Karasar, 2000). The phenomenological method, which includes defining and
interpreting individuals” perception and perspective related to a phenomenon, was
used to collect qualitative data (Yildirim & Simsek, 2008). An interview technique
was used to define preservice teachers’ individual perceptions. Interview is a kind of
data collection tool to discover individuals’ feelings and attitudes toward a case (Kus,
2003; Ekiz, 2009).

Research Sample

Seventy-six preservice science teachers, of whom 45 are female and 31 are male,
took part in the quantitative part of this study. They studied at a state university in
Ankara in the 2012-2013 spring term. While selecting participants, purposeful
sampling was used, which helps to find individuals that serve the purpose of the
study and who are easily accessible by researchers (Cohen, Manion & Morrison,
2007). In the qualitative part of the study, seven female and eight male preservice
teachers were chosen out of the 76 on a volunteer basis.

Research Instrument and Procedure

Three data collection tools were used to find answers to problems and sub-
problems of the study. As a first data collection tool, the Awareness Scale for use of
certain technological devices that cause electromagnetic pollution, which had been
developed by Koklukaya and Selvi (2015), was used. The scale is a 5-point Likert
scale and consists of four parts: “totally agree,” “agree,” “neither agree nor
disagree,” “disagree” and “totally disagree.” The scale is composed of three
dimensions and 24 items. The alpha reliability coefficient of the scale is .93. As a
second data collection tool, the Awareness Scale for Environmental Problems, which
had been developed by Guven and Aydogdu (2012), was used. The scale is a 3-point
Likert scale and consists of three parts: “yes,” “no idea” and “no.” The scale is
composed of 6 factors and 44 items. The alpha reliability coefficient of the scale is .90.
Lastly, the semi-structured interview form, which was prepared by the researchers, is
composed of four open-ended questions. Two science assistant professors gave their
opinions while preparing the interview form. The questions are as follows:

1. Have you ever heard of electromagnetic pollution?

2. How does electromagnetic pollution appear?

3. Which electronic devices that cause electromagnetic pollution do you use
most?

4. If you evaluate yourself about environmental problems and electromagnetic
pollution, how many points do you give yourself from 1 to 10?

Data Analysis

In the data analysis part of the study, the SPSS 15 program was used. The
Kolmogorov-Smirnov test was used to determine whether the quantitative data has
normal distribution. Then, an independent t-test was used to find preservice science
teachers’ awareness levels of electromagnetic pollution depending on gender and
taking “environmental science”” course variables. Lastly, the Pearson correlation test
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was used to find the relationship between preservice teachers’ awareness levels of
their use of devices that cause electromagnetic pollution and their awareness levels
of environmental problems. In the qualitative data analysis, the content analysis
method was used. Interviews with preservice teachers were recorded with their
permission, and their expressions were not modified. Then, the recordings were
posted on a computer and put in writing. Finally, the latter data were analyzed by
using a content analysis method.

Results
Results Related to Quantitative Data

In this part, findings gathered from sub-problems of the study were presented as
tables. Firstly, data were tested whether they have normal distribution or not to find
which test to use. For this reason, normality test was applied. The results are shown
on Table 1.

Table 1
Kolmogorov-Smirnov Test Results

ASTEP ASEI
Kolmogorov- Smirnov (Sig) ,069 ,079

According to the results on Table-1, it can be seen that data have normal
distribution. For that reason, parametric tests were decided to use (Buyukozturk,
2007).

Firstly, independent samples t-test was used for analysis of preservice teachers’
scores for the sub-problem “Is there a remarkable difference among preservice
teachers” awareness level of using devices which cause electromagnetic pollution
according to the gender variable?”

Table 2

Preservice Teachers” Awareness Level of Electromagnetic Pollution According to the Gender
Variable

Gender n M Sd daf t p
Female 45 93.15 9.32 74 0.73 46
Male 31 91.48 1041

As it can be seen on Table-2, there isn’t any remarkable difference among
students’ level of awareness of conscious use of technological devices according to
the gender variable [t(74) = 0.73, p>.05].

Secondly, independent samples t-test was used for analysis of preservice
teachers’ scores for the sub-problem “Is there a remarkable difference among
preservice teachers’ awareness level of using devices which cause electromagnetic
pollution according to taking environmental science course?”
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Table 3

Preservice Teachers’ Awareness Level of Electromagnetic Pollution According to Taking
“"Environmental Science” Course

Environmental N M Sd df t p
course

Take course 38 94.89 8.01 74 2.22 .029
Not take course 38 90.05 10.78

Scores of preservice teachers who took this course (M= 94.89, std. dev = 8.01)
were higher than those who didn't (M= 90.05, std. dev. = 10.78). There is a
remarkable difference between scores [t (74) = 2.22, p< .05].

Thirdly, Pearson correlation test was used to analyze teachers’ scores for the sub
problem “what kind of a relationship is there between preservice teachers” awareness
level of conscious use of technological devices which cause electromagnetic pollution
and other environmental problems?”

Table 4

Correlation Test Results

Awareness Scale for Environmental Problems

Awareness Scale for use of some r .003
technological devices which causes P 978
electromagnetic Pollution n 76

As it can be seen on Table-4, the correlation coefficient between preservice
teachers’ scores for their awareness level of conscious use of technological devices
which cause electromagnetic pollution and other environmental problems is .003.
This means that there isn’t a remarkable relationship between preservice teachers’
awareness level of conscious use of technological devices which cause
electromagnetic pollution and their awareness level of other environmental problems
(r=.003, p>.05).

Results Related to Qualitative Data

Lastly, researchers interviewed with preservice teachers to find an answer to the
question ” What are the teachers’ views on electromagnetic pollution?”” Students
were asked some open-ended questions.

Firstly, preservice teachers were asked “Have you ever heard of “electromagnetic
pollution” concept before ?”” and 4 preservice teachers said “no” while 11 of them
expressed that they had heard the concept before. Frequency differences of
preservice teachers’ answers were shown on Table-5.
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Table 5

Preservice Teachers” Answers to the Question “Have You Ever Heard of Electromagnetic
Pollution Concept Before?”

Have you ever heard of electromagnetic Yes No
pollution?

11 4

Then, preservice science teachers asked about how electromagnetic pollution
appears. Their answers were on Table-6.

Table 6

Frequency and Percentage of Preservice Teachers’ Answers to the Question “How Does
Electromagnetic Pollution Appear?”’

.g Code Themes Frequency
= Sun 51,55,514, 512 4
e Moon S1,53,512

by Naturally 3
kot Planet S11,57,512 3
ED ‘:;.e Galaxy S12 1
£ & Telephone, S, SuSs, Ss, S7, Sis,

g a g 7
5 ® 14

< Computer S3, 54,55, Se 4
g Base station S3, S4 With technology 2
e Walkie talky S3 1
% Microwave oven S; 1
s Battery Ss 1

Students” answers to the question were it appears naturally” and ' it is a result
of technology”. Some of the teachers expressed that electromagnetic pollution
develops out of the sun, moon, planets and galaxy. The others think that mobile
phones, computers, radio stations, transmitters and batteries cause electromagnetic
pollution. Following statements belong to the students:

S3: “I have just heard of electromagnetic pollution. I have done some research on the
internet. Electromagnetic waves are always with us because of the sun and the moon, but we
increase it intentionally in our environment. We do it with radio stations, cell phones and
computers, I guess. As technology develops we will have more difficulty, I think.”

S4: “In my view, electromagnetic pollution is a result of radio stations which we always
see on TV. Apart from this, computers contribute it a lot.”

Then, preservice teachers were asked which technological devices which cause
electromagnetic pollution they use most. From most used to less used, students’
answers were as following.
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Table 7

Technological Devices Which Preservice Teachers Use Most

Devices which produce Electromagnetic pollution Frequency
Mobile phone 13
Television 10
Notebook 8
Tablet computer 8
Wireless modem 8
Hair dryer 5
Microwave oven 4
Radio 3

As it can be seen on Table-7 students use mobile phones most. Television,
notebook, tablet computer, wireless modem, hair dryer, microwave oven follow it.
They use radio least.

S15: “My cell phone is always with me expect the time I sleep. It is the most important
one for me. My computer is also irreplaceable for me because I always do my homework or use
social media.”

52: “I love having a blow dry, so hair dryer is the one I use most. I don’t use other devices
so often except my cell phone.”

Then, students were asked “How many points do you give yourself from 1 to 10,
when you evaluate yourself in terms of environmental problems and electromagnetic
pollution?”’. Their answers are on Table-8.

Table 8

Self-Evaluation of Preservice Teachers about Environmental Problems and Electromagnetic
Pollution

Preservice Preservice Frequency
=
) Score teachers Frequency é Score teachers
= 10 - - = 10 Ss 1
) 8 9
& 9 Ss 1 i Sy, S13,S14, S15 4
8 3 .
ED 8 - - g Ss, Ss, So, S10 4
g 5§ 7
=] 7 - - =] 51, Sz, Sf,, S7, 811 5
S =
© 6 54,58,512 3 v S 1
T 5 5
= 51,55, S13, S14, S5 5 I 5 - -
s §
T T
E 4 52,57, So, S10, S11 5 % 4 - -
<
5 3 Se 1 & 3 ; )
T2 - - 3 2 - ]
R | - - o ) ]

Mean Score 5 Mean Score 7.93
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As it can be seen on Table-8, preservice science teachers think that they are more
sensitive to environmental problems compared to electromagnetic pollution.
Preservice science teachers’ average score for environmental problems is 7.93 while
their score for electromagnetic pollution is 5.

Discussion and Conclusion

The aim of this study is to find the relationship between awareness level of
preservice science teachers’ about conscious use of technological devices and their
awareness level of environmental problems. When body of literature about
electromagnetic pollution is reviewed it was seen that there are a lot of studies on it.
First of all, there exist some studies on how electromagnetic pollution appears and in
which part of life and to what extend electromagnetic waves exist on engineering field
(Onal, 2005; Erdogan, 2007; Ince, 2007; Moulton Howe, 2008; Uygunol & Durduran,
2009). On the other hand, we can find studies on how electromagnetic pollution affects
living organisms on healthcare field (GarajVrhovac, Fucic & Horvat, 1992; Moulder &
Foster, 1995; Dincer, 2000; Bold, Toros & Sen, 2003; Saunders, 2003; Taktak, Tiryakioglu
&Yilmaz, 2005; Aksoy, 2006; Vasistha & Garg, 2016; Shekoohi Shooli, Mortazavi,
Jarideh, Nematollahii, Yousefi, Haghani, Mortazavi & Shojaei-fard, 2016). However, in
educational field there are very few studies on electromagnetic pollution. In this study,
first of all, it was seen that there isn't a remarkable difference among preservice
teachers’ awareness level of conscious use of technological devices which cause
electromagnetic pollution depending on the gender variable. When we analyze
Household Information Technologies Use Studies (2011), it is clear that at all age
groups men use computer and internet more than women do Greengard (2008), on the
other hand, researched why women use cell phones less than men do and he found
that women think that they are not competent enough to use cell phones. Also Yalcin
and Okur (2014) were determined electromagnetic field awareness development of
participants who take part of an environmental education based on ecopedagogy.
According to the researchers it is identified that the participants’ awareness is
developed throughout the education. Contrary to this study, Koklukaya (2013)
confirmed in his research that girls use technological devices which cause
electromagnetic pollution more consciously. Similarly, Kenar, Turgut and Gokalp
(2014) found that female preservice teachers have higher awareness level of
electromagnetic pollution compared to male preservice teachers. Then, taking
“environmental science” course variable was examined and it was seen that preservice
teacher who took this course had higher awareness level of conscious use of
technological devices which cause electromagnetic pollution. Similarly, Denis and Genc
(2007) stated that students who took this course had higher knowledge of environment
compared to those who didn’t. In the same way, it was determined that participants
who took Environmental Science course have higher level of attitude and values for
environment (Sahin, Cerrah, Saka & Sahin, 2004; Kilic, 2007; Yalcin & Okur, 2014;
Aydin & Aykac, 2016). Nevertheless, other studies suggest that this variable didn’t
make a remarkable difference among participants (Denis & Genc, 2007; Ozdemir &
Yapici, 2010). With the next sub-problem, it was found that there isn't a relationship
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between preservice teachers’ awareness level of conscious use of electromagnetic
devices and their awareness level of environmental problems.

Lastly, it was ascertained that most of the students had heard of electromagnetic
pollution before. Similarly, Koklukaya’'s study (2013) supports that most of the
students in high school had heard of electromagnetic pollution while it points that
they couldn’t explain how electromagnetic pollution appears. Participants’ age can
be a variable in this case. Besides, it was seen that preservice teachers use cell phones
most and radios least. Turkish Statistical Institute’s data (2011) supports the result of
the study. Moreover, when preservice teachers evaluate themselves in terms of
environmental problems they gave more points them than they do for
electromagnetic pollution. This may be the result of the fact that, unlike other types,
electromagnetic pollution is invisible and its results don’t appear for so long.

Conclusion

In this study which defines the relationship between Awareness Level of
preservice science teachers’ conscious use of technological devices and
environmental problems seeks answer to four sub-problems. Firstly, it was stated
that there isn’t a remarkable difference among preservice science teachers’ awareness
level of conscious use of technological devices which cause electromagnetic pollution
depending on the gender variable. Then, it was concluded that students who took
environmental science course had higher level of awareness when compared to those
who didn’t. With another sub-problem it was seen that there isn’t any relationship
between preservice teachers’ awareness level of conscious use of technological
devices which cause electromagnetic pollution and their awareness level of
environmental problems. Lastly, with the help of qualitative data it was seen that 11
preservice science teachers had heard of electromagnetic pollution while 4 of them
hadn’t. Besides, students think that electromagnetic pollution stems from natural
reasons such as the sun, the moon etc. or technological reasons such as computers,
mobile phones etc. Preservice teachers stated that in all technological devices which
cause electromagnetic pollution they use mobile phones most and then, television,
tablet computer, wireless modem, hair dryer, microwave and radio follow it. Lastly,
preservice science teachers” average score for environmental problems is 7.93 while
their score for electromagnetic pollution is 5. In the light of this study, new studies to
find why students think that they are less sensitive to electromagnetic pollution.
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Ozet

Problem Durumu: Cagimizda bilim ve teknolojinin stirekli gelismesi; toplumun yasam
standartlarim arttirirken cevrede pek ¢ok seyin yok olmasma veya degisim
gecirmesine neden olmaktadir. Bu tiir degisimler cevre sorunlarmi meydana
getirmektedir. Teknoloji ¢aginda yasamamizin bir sonucu olarak elektromanyetik
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kirlikte cevremizi ve saghigimizi etkileyen onemli cevre sorunlarindan birisi haline
gelmistir. Elektromanyetik dalgalar gozle goriilmez ve kolaylikla hissedilmez fakat
sonuglari saptanabilir. Bu sebeple elektromanyetik dalgalarin insan saghigina verdigi
zararlar da ne yazik ki fark edilmemektedir. Elektromanyetik kirlilik denilen kavram
ornegin giirtiltt kirliligi gibi olsaydi, kulagimizi rahatsiz eden bir giiriiltii esnasinda
ya o ortamu terk ederek ya da giirtiltii kaynagini ortadan kaldirilarak bu kirlilikten
korunmak miimkiin olabilirdi. Ancak elektromanyetik kirliligin bir ortamda fazla
oldugunu algilayacak bir duyu maalesef yoktur. Bu sebeple elektromanyetik kirlilik,
ancak insan saglig tizerindeki sonuglart ortaya c¢iktiginda fark edilebilir.
Elektromanyetik kirliligin varlig1 siddeti miihendislik alaninda yapilan ¢alismalarla,
canlilar tizerine olan etkileri ise tip alaninda yapilan c¢alismalarla ortaya
konulmustur. Ancak alanyazin incelendiginde toplumun elektromanyetik kirlilik
tizerine farkindalik diizeyini inceleyen gelistiren calismalarin az oldugu belirlenmis,
bu calisma bu anlamda alanyazina katki saglayarak ileride toplumu sekillendirecek
olan bireylerin yetismesine katki saglayacak ogretmen adaylarmin elektromanyetik
kirlilik ve ¢evre sorunlarina yonelik farkindalik diizeyleri ile iliskisini incelemektedir.

Arastirmanmin Amaci: Bu calisma ile fen bilgisi ogretmen adaylarimin elektromanyetik
kirlilige sebep olan teknolojik cihazlarin bilingli kullanimina iliskin farkindalik
diizeyleri ile gevre sorunlarina yonelik farkindalik diizeyleri arasindaki iliskinin
belirlenmesi amaglanmaktadir.

Aragtirmamin Yontemi: Fen bilgisi ogretmen adaylarmin elektromanyetik kirlilige
sebep olan teknolojik cihazlarin bilingli kullanimina iliskin farkindalik dtizeyleri ile
cevre sorunlarina yonelik farkindalik diizeyleri arasindaki iliskinin belirlenmesi
amaciyla yapilan bu calismada karma desen kullamilmistir. Bu arastirma karma
desen tiirlerinden zenginlestirilmis yonteme gore diizenlenmistir. Oncelikle nicel
veriler toplamis daha sonra nitel veriler toplanarak nicel verilerin desteklenmesi
saglanmistir. Arastirmanin nicel verilerinin elde edilmesinde iliskisel tarama modeli,
nitel verilerin elde edilmesinde ise fenomenolojik yontem kullanilmistir. Bu
arastirmanin nicel boliimiinde 2012-2013 egitim ogretim yilinda bahar doneminde
Ankara ilinde bir devlet tiniversitesinde ogrenim gormekte olan 45 kiz 31 erkek
olmak tizere 76 fen bilgisi ogretmen aday1 yer almaktadir. Arastirmada veri toplama
aract olarak iki adet farkindalik olcegi ve goriisme sorulart kullamilmustir.
Arastirmanin nicel verileri SPSS programi ile analiz edilmistir. Nicel verilerin
analizinde, Kolmogorov-Smirnov testi, iliskisiz orneklemler t- testi ve Pearson
korelasyon testi kullamilmistir. Nitel veriler ise igerik analizi yontemi ile analiz
edilmistir.

Aragtirmamn Bulgulari: Tlk olarak, ogretmen adaylarmin elektromanyetik kirlilige
sebep olan teknolojik cihazlarm bilingli kullanimina iliskin farkindalik dtizeyleri
arasinda cinsiyete gore istatistiksel olarak anlamli bir fark ¢tkmamustir [t (74)=0.73,
p>.05]. Daha sonra “Cevre Bilimi” dersini alan ogretmen adaylarinn
elektromanyetik kirlilige sebep olan bazi teknolojik cihazlarin bilingli kullanimina
iliskin farkindalik diizeyleri “Cevre Bilimi” dersini almayan ogretmen adaylarinin
elektromanyetik kirlilige sebep olan teknolojik cihazlarin bilingli kullanimina iliskin
farkindalik diizeyleri ile karsilastirilmistir. Dersi alan ogretmen adaylarmn



Ayse Nesibe KOKLUKAYA - Ezgi GUVEN YILDIRIM - Mahmut SELVI / 35
Eurasian Journal of Educational Research 67 (2017) 17-35

farkindalik diizeyleri dersi almayan ogretmen adaylarindan daha yiiksek
bulunmustur [t (74)= 2.22, p< .05]. Daha sonra fen bilgisi ogretmen adaylarmin
elektromanyetik Kkirlilige sebep olan teknolojik cihazlarmn bilingli kullanimina iliskin
farkindaliklar1 ile cevre sorunlarina yonelik farkindaliklar1 arasinda bir iliski
olmadig; tespit edilmistir (r=.003, p>.05). Nitel bulgular da ise, ogretmen adaylarinin
biiyiik bir kisminin elektromanyetik kirlilik kavramini daha once duyduklar:
belirlenmistir. Ogretmen adaylarinin bir kismi, elektromanyetik kirliligin giines, ay,
gezegenler ve galaksiden kaynakli olarak var oldugunu diger bir kismi ise,
bilgisayar, baz istasyonu, telsizler ve pillerden kaynakli olarak var oldugunu
belirtmislerdir. Ogretmen adaylar1 elektromanyetik kirlilige sebep olan teknolojik
cihazlardan en fazla cep telefonlarini kullandiklar1 daha sonra sirasiyla, televizyon,
diziistii bilgisayar, tablet bilgisayar, kablosuz modem, sa¢ kurutma makinasi,
mikrodalga firin kullandiklarint belirtmislerdir. Son olarak ogretmen adaylarinin
elektromanyetik kirlilige iliskin olarak kendilerini daha az duyarli olarak
nitelendirdikleri belirlenirken, ¢evre sorunlarina yonelik olarak kendilerini daha
duyarl: olarak nitelendirdikleri ortaya ¢ikmuistir.

Aragtirmanin Sonuglar: ve Oneriler: Fen bilgisi ogretmen adaylarinin elektromanyetik
kirlilige sebep olan teknolojik cihazlarin bilingli kullanimina iliskin farkindalik
diizeyleri ile gevre sorunlarina yonelik farkindalik diizeyleri arasindaki iliskinin
belirlendigi bu calismada dort alt probleme cevap aranmustir. ilk olarak fen bilgisi
ogretmen adaylarinin elektromanyetik kirlilige sebep olan teknolojik cihazlarin
bilingli kullanimina iliskin farkindalik diizeyleri arasinda cinsiyet degiskenine gore
anlamli bir fak olmadig1 sonucuna ulasilmistir. Daha sonra “cevre bilimi” dersini
alan fen bilgisi ogretmen adaylarinin elektromanyetik kirlilige sebep olan teknolojik
cihazlarin bilingli kullanimina iliskin farkindalik diizeylerinin dersi almayanlara gore
daha ytiksek oldugu belirlenmistir. Bir sonraki alt problemle fen bilgisi ogretmen
adaylarmin elektromanyetik kirlilige sebep olan bazi teknolojik cihazlarin bilingli
kullanimmna iligskin farkindalik diizeyleri ile gevre sorunlarina yonelik farkindalik
diizeyleri arasinda bir iliski olmadig: tespit edilmistir. Son olarak nitel verilerle fen
bilgisi ogretmen adaylarinin 11’inin elektromanyetik kirlilik kavramini daha onceden
duydugu 4'tintin ise duymadig1 sonucuna ulasilmistir. Bununla birlikte ogretmen
adaylarmin elektromanyetik kirliligin dogal(giines, ay...) ve teknoloji (bilgisayar,
telefon...) ile olmak tizere iki sekilde olustugunu distindiikleri belirlenmistir.
Ogretmen adaylar elektromanyetik kirlilik olusturan cihazlardan en sik cep telefonu
olmak tizere sirasiyla televizyon, diziistii bilgisayar, tablet bilgisayar, kablosuz
modem, sa¢ kurutma makinasi, mikrodalga firn ve radyoyu kullandiklarim
belirtmislerdir. Son olarak cevre sorunlarmma yonelik ogretmen adaylarinin oz
degerlendirme puan ortalamalarinin 7,93 oldugu ancak elektromanyetik kirlilige
iliskin ogretmen adaylarinin oz degerlendirme puan ortalamalarmin 5 oldugu
sonucuna ulagilmistir.

Anahtar Sozciikler: Farkindalik olgegi, elektromanyetik sorunlar, cevre kirliligi,
teknoloji.
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Introduction

The epistemological beliefs of teachers are important factors in their perceptions
of subject area and their classroom practices. Therefore, teachers’ epistemological
beliefs are an important variable in their teaching-learning process. Naive
epistemological belief refers to a belief in certain and concrete knowledge and
constant learning ability. In contrast, sophisticated epistemological belief refers to a
belief in questionable knowledge, which could be improved by the learner.
According to Akyildiz (1989), teacher effectiveness is strongly associated with
teacher questioning, guidance, and responses to student questions during the
teaching-learning process. In this framework, defining the epistemological beliefs of
teachers is an important factor for constructing effective teaching-learning processes
and improving teaching.

In the literature there are various definitions of epistemological beliefs and the
term “epistemology” comes from the Greek word “epistémé”. Epistémé refers to
correct, scientific, and necessary knowledge in Ancient Greek philosophy (Topdemir,
2008). Simply, it has a meaning that consists of the philosophy of knowledge or how
we understand and know knowledge. Epistemological beliefs, which result from the
cognitive evaluation of an individual, shape his/her attitude toward knowledge.
According to Perry (1981), epistemological beliefs are those that the individual has on
what knowledge is, how it is acquired, and what criteria determine knowledge.

Studies on epistemological beliefs started in the last quarter of the 20th century.
Perry’s 1970 study on the meaning of educational experiences constructed the
epistemological development theory (Hofer & Pintrich, 1997). Since Perry’s first
study there have been six types of studies in the literature:

1. Studies on improving Perry’s developmental scheme.

2. Studies on developing simpler instruments to assess epistemological
development.

3. Studies on gender differences in knowing/acquiring knowledge.

4. Studies on the effects of epistemological awareness on thinking and
reasoning processes.

5. Studies on finding sub-dimensions of epistemological beliefs.

6. Studies on relationships between epistemological beliefs with other
cognitive and motivational processes.

Posner, Strike, Hewson, and Gertzog (1982) claimed that epistemological
willingness is the underlying factor of knowledge acquisition. In that manner, it
would be hard to change epistemological beliefs as main belief. Recent studies in this
field indicate that students’ epistemological beliefs influence their motivation,
consciousness, and academic performance (Bruning, Schraw, & Ronnig 1995; Hofer
& Pintrich, 1997).

There are many studies on defining epistemological beliefs. The results of
Belenky et al.’s (1986) studies with 135 women showed that epistemological beliefs
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are developed in five steps: silence, received knowing, subjective knowing,
procedural knowing, and constructed knowing. In the silence phase, individuals
believe that knowledge is concrete and categorical and can be transferred by
authorities. In the phase of received knowing, one can be a passive receiver of
knowledge. In this phase individuals do not rely on their own abilities and want to
ask questions of their authorities. In the third phase, subjective knowing, knowledge
is subjective and one relies less on authorities” knowledge. In the procedural
knowing phase, individuals consciously use systematic thinking processes instead of
just relying on content. By using this process people give meaning to world, and here
content is different than something that must be remembered. In the final phase,
constructed knowing, procedural knowing and subjective knowing are integrated.
People in this phase can more easily manage uncertain situations and realize that
knowledge changes continuously.

Magolda (1994) underlined different phases for the development of
epistemological beliefs and developed an instrument named the “Measure of
Epistemological Reflections”, with asking open-ended questions to 100 high school
students during seven years (as cited in Brownlee, 2003). According to Mogolda’s
epistemological classification, beliefs about knowing can be grouped into four
dimensions: concrete (refer to received knowing), transitional (refer to subjective
knowing), independent (refer to procedural knowing), and contextual (refer to
constructed knowing). Magolda also studied the gender differences in each
dimension. These are relational and objective forms of knowing. Relational forms of
knowing, with flexible, open, relational, and responsive are used more by women. In
contrast, the objective/non-subjective way of knowing is related to logical and
algorithmic processes, which results in discrimination and abstraction.

Although there are numerous studies on epistemological beliefs, Schommer (1990)
tried to compose a systematic structure to define epistemological beliefs by putting
Perry’s (1970) and Dweck’s and Leggett's (1988) studies together. Schommer (1990)
suggested that an epistemological belief system has five independent dimensions.
Schommer (1990) studied the effects of epistemological beliefs on cognition and
academic performance and tried to compose an analytical structure for
epistemological beliefs. In the beginning, Schommer (1990) conceptualized
epistemological beliefs theoretically in five dimensions: structure, certainty of
knowledge, source of knowledge, speed of learning processes, and direction of
learning processes (Hofer & Pintrich, 1997). Later, as a result of validity studies on
these five dimensions she composed epistemological beliefs in four independent
dimensions: simple knowledge, certain knowledge, quick learning, and innate ability.
Simple knowledge refers to beliefs about the structure of knowledge. This dimension
is interested in whether individuals believe cumulative knowledge with a simple
structure or relational knowledge with a complex structure. The certain knowledge
dimension defines whether an individual believes certain and stable knowledge or
contextual knowledge including temporary right/wrong. The quick learning
dimension includes beliefs about the speed of the learning process. This dimension
refers to an individual’s belief about learning time and if it must be immediate, take
time, or never be achieved. The innate ability dimension indicates people’s belief in
learning process control and refers to beliefs about learning ability and its structure as
innate or developed with education and experience (Deryakulu, 2004).
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Epistemological Beliefs and Training of Teachers

One sub-dimension of teachers” values is their belief in the structure of
knowledge (epistemological belief) (Pajares, 1992). Epistemological belief has had an
important place in recent studies. McGee and others (2000) stated that there has been
an increase in the importance of epistemological belief studies due to the rise in the
use of constructivist learning models in K12 classrooms.

Brownlee (2003) conducted a longitudinal study with 11 teachers. A curriculum
was applied in a course during an elementary school teaching certificate program in
order to improve the epistemological beliefs of teacher candidates. This curriculum
was applied for a year, during which the candidates could execute their own
epistemological beliefs. Three interviews were conducted, one before the program,
one immediately after the program finished, and another three years after the
participants started teaching. During these 30-70 minute long interviews, the change
in epistemological belief and the way they constructed knowledge was observed. At
the end of the study, the findings related to epistemological beliefs were placed into
four categories: constructivist beliefs, mixed beliefs, subjective beliefs, and received
beliefs. Participants with constructivist beliefs had personal truths supported with
proof. Those with mixed beliefs stated that individuals could receive or construct
knowledge. Persons with subjective beliefs stated that individuals created their own
truths by instinct, without any need for proof. Finally, individuals with received
beliefs accepted concrete truth as it is.

There have been studies to determine if epistemological beliefs differed
depending on people’s field of work (Feldman & Newcomb, 1969; Paulsen & Wellsi,
1998; Eren, 2007; Ozdemir & Koksal, 2014; Kazu & Erten, 2015; Terzi et al., 2015;
Arslantas, 2016). The studies conducted showed that the more expertise learners
have in their field, the more complex (sophisticated) epistemological beliefs they
have (Belenky et al., 1986; Kitchemer & King, 1981). These reseaches also showed that
epistemological beliefs are influenced by factors such as gender, age, and the
educational background of family. Additionally, contextual factors in early ages,
such as family and school, are found to be influential on epistemological beliefs
(Schommer, 1993).

McGee et al. (2000) carried out a four-week program that aimed to improve the
epistemological beliefs of teachers, and determined the teachers’ epistemological
beliefs before and after the program, using Schommer’s Epistemological Beliefs
Questionnaire. In addition, they also reviewed the teachers’ level of attainment using
pre-test and post-test forms. In the research, 41 teachers enrolled in a master’s
program were given computer training in accordance with a constructivist
environment over four weeks. At the end of the study, the teachers” epistemological
belief significantly differed in three sub-dimensions of the instrument. The t-test
results of the participating teachers showed significant improvement in simple
knowledge, quick learning, and certain knowledge sub-dimensions.

Studies in epistemological beliefs show that individuals’ beliefs relating to the
nature of knowledge are an important factor in their understanding, questioning,
interpreting, and determination in completing difficult academic tasks. For instance,
if students think that knowledge consists of isolated pieces then it makes difficult for
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them to understand subjects such as mathematics, medicine, and psychology
(Schommer & Hutter, 2002). Teachers’ epistemological beliefs can also influence their
perspective of their own fields, thus influencing classroom practices. In this study,
the epistemological beliefs of teacher candidates are determined and the relations
between epistemological beliefs with gender, program of study, grade level, and
academic success are investigated.

Method
Research Design

This is a descriptive study. In descriptive studies participants’ beliefs or
characteristics (knowledge, attitudes, interest, etc.) are described and correlational
relations among variables can be studied (Buyukozturk, Kilic-Cakmak, Akgun,
Karadeniz, & Demirel, 2013). In this framework, the study investigated the
relationship between teacher candidates” epistemological beliefs and their academic
success, gender, department, and the year of study.

Participants

The participants of this study included 564 teacher candidates from a public
university. Of the participants, 354 were female (62.8%) and 210 male (37.2%), who
were from four different teacher training programs (preschool teaching, primary
school teaching, social science teaching, mathematics teaching). They filled the
Turkish form of Schommer’s Epistemological Beliefs Questionnaire. 43.4% of the
participants were first grade students (n= 245), while 56.6% were (n= 319) fourth
graders.

Research Instrument and Procedure

Schommer’s Epistemological Beliefs Questionnaire (1990) was used in the study.
The Epistemological Beliefs Questionnaire has a four dimensions or factors structure:
knowledge is simple, knowledge is certain, learning occurs instantly, and the ability
to learn is innate. Deryakulu and Buyukozturk (2002) adapted the Epistemological
Beliefs Questionnaire (EBQ) into Turkish, and conducted its validity and reliability
studies. In their study, conducted with 595 college students, it was noted that the
questionnaire showed a three-factored structure as opposed to the common four-
factored structure. The factors” names in this new form were: the belief that learning
depends on effort, the belief that learning depends on talent, and the belief there is
only one truth. Cronbach Alpha internal consistency coefficients were .83 for the first
factor, .62 for the second factor, .59 for the third factor, and .71 for the entire
questionnaire. The repeated factor analysis and reliability studies conducted by
Deryakulu and Biiyiikoztiirk in 2005 with 626 college students confirmed the three-
factor structure; however, the number of items were reduced to 34. After a
confirmatory factor analysis study, it was observed that the 24th item showed an
inconsistency with its factor, so it was removed from the questionnaire and the
number of items was reduced to 34. In this last study, the Cronbach Alpha internal
consistency value was found as .84 for the first factor, .69 for the second factor, .64 for
the third factor, and .81 for the entire questionnaire.
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The questionnaire measures individuals’ beliefs under these three sub-
dimensions or factors in two extremes: sophisticated and naive. Individuals with
naive epistemological beliefs believe that knowledge is certain, concrete, and in a
structure that separates knowledge with bold lines. In this same group, it is believed
that the learning process is fast and the talent for learning is constant. Individuals
with sophisticated epistemological belief claim that knowledge is in a complex,
uncertain structure and can be improved by reasoning. A low score from this
questionnaire indicates a sophisticated epistemological belief and a high score
indicates a naive epistemological belief.

Data Analysis

Independent samples t-test was applied to determine the gender and grade
differences in epistemological beliefs. In order to define if teacher candidates’
epistemological beliefs changed depending on registered program, one-way ANOVA
for an independent sample was used. A correlation was calculated to determine the
relation between epistemological beliefs and success.

Results
Differences in Epistemological Beliefs According to Gender

Independent samples t-test was applied to determine the difference in the
epistemological belief of teacher candidates depending on their genders. The results
of the independent samples t-test are presented in Table 1.

Table 1.

Comparison of Scores from the Epistemological Belief Questionnaire According to Teacher
Candidates” Genders

Belief Gender n M S sd t p

Learning Depends on Female 354 3113 610 562 208 .038
Effort (Factor 1) Male 210 3227 654

Learning Depends on Female 354 1559 459 562 5.00 .000
Talent (Factor 2) Male 210 17.84 8.02

There is Only One Correct Female 354 2632 568 562  3.08 .003
Knowledge (Factor 3) Male 210  27.74 487

According to Table 1, the scores of teacher candidates differed significantly in all
belief factors as “learning depends on effort” (ts2=2.08, p<.05), “learning depends on
talent” (ts2=5.00, p<.05), and “there is only one correct knowledge” (ts62=3.03, p<.05).
Female students had more sophisticated belief in that “learning depends on talent”
(Mfemale=31.13) than male students (Mmale=32.27). Similarly, female students had more
sophisticated belief in that “learning depends on effort” (Mfemale=15.59) than male
students (Mmae=17.84). Lastly, male students had more naive belief in that “there is
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only one correct knowledge” (Mmae=27.74) than female students (Mfemale=26.32). In
sum, female teacher candidates had more sophisticated beliefs than males for all
three factors of the epistemological beliefs.

Differences in Epistemological Beliefs According to Teacher Candidates’ Department

One-way ANOVA was applied in order to determine whether teacher
candidates’ epistemological beliefs showed significant differences depending on the
program or department in which they were enrolled. One-way ANOVA results are
given in Table 2.

Table 2.

Comparison of Scores from the Epistemological Belief Questionnaire According to Teacher
Candidates’ Department

Significant
Belief Dept.*  n M S sd F p Difference
(Dunnett C Test)

PT 181 3019 628
Learning
Dependson EMT 173 3375 628
Effort PST 125 3149  6.67

(Factor 1)
SST 8 3008 595 563 1214 .000 2-1,2-3and2-4

PT 181 1629 487
Learning
Dependson EMT 173 17.06 456
Talent PST 125 1594 638

(Factor 2)
SST 8 1615 566 563 130 273
There is PT 181 2641 589
OnlyOne  EMT 173 2699 4.9
Correct
Knowledge ~PST 125 2721 521
(Factor 3) SST 85 2700 569 563 .64 590

*1:PT: Pre-School Teaching, 2:EMT: Elementary Mathematics Teaching, 3:PST:
Primary School Teaching, 4:SST: Social Sciences Teaching.

As seen in Table 2, the scores of teacher candidates belief that “learning depends
on effort” (F(s63=12.14, p<.05) differed according to their department or programs. To
determine the source of this difference, the Bonferroni test, which is used when
variances are the same, was calculated. According to the results, the epistemological
belief of elementary mathematics teaching students (Mewmr=33.75) were significantly
more naive in the factor “learning depends on effort” than those studying pre-school
teaching (Mpst=30.19), social sciences teaching (Mssr=30.08), and primary school
teaching (Mrr=31.49) programs. There was not any significant difference in the other
two factors of the questionnaire, “learning depends on talent” (F(s63=1.30, p>.05) and
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“there is only one correct knowledge” (Fsesy =.64, p>.05), according to teacher
candidates’ programs of study.

Differences in Epistemological Beliefs According to Grade Level

Independent samples t-test was applied to determine if there was a difference in
teacher candidates” epistemological belief according to their grade levels. The results
of the independent samples t-test are presented in Table 3.

Table 3.

Comparison of Scores from the Epistemological Belief Questionnaire Depending on Teacher
Candidates” Grade Levels

Belief Class n M S sd t p
Learning Depends on First Grade 245 30.88 6.01 562 222 .026
Effort (Factor 1) Fourth 319 3207 645

Grade
Learning Depends on First Grade 245 1642 480 562 .06 949
Talent (Factor 2) Fourth 319 1645 563

Grade
There is Only One First Grade 245 2849 527 562 652 .000
Correct — Knowledge ¢ ih 319 2559 522
(Factor 3)

Grade

According to Table 3, teacher candidates’ epistemological beliefs in learning
depends on effort dimension and differed significantly depending on their grade
level (ts6,=2.22, p<.05). Fourth grade students had a naive belief in “learning depends
on effort” (My=32.07) than first grade students (M;=30.88). Table 3 also shows that, in
the “there is only one correct knowledge” dimension, teacher candidates’ belief
differed significantly depending on their grade levels (ts62=6.52, p<.05). First grade
students had more a naive belief (M;=28.49) than fourth grade students (M;=25.59).
In the table, the scores of teacher candidates’ epistemological beliefs did not differ
significantly in “learning depends on talent” (ts62=.06, p>.05) factor according to their
grade level.

The Relation between Epistemological Belief and Success

In order to determine the direction and degree of the relations between students’
success and their scores from the sub-factors of the questionnaire, Pearson
Correlation Coefficients between variables was calculated. Since a low score from the
questionnaire indicates sophisticated epistemological belief, negative relationship
must be interpreted as a positive relationship, indicating that students who had
higher academic success had more sophisticated epistemological belief and students
having low academic success had naive epistemological belief.

As a result of the analysis, a negative, low-level significant relation was found
between students’ academic grades and the scores from the “belief that learning
depends on effort” (r=-.232, p<0.01), and the “belief that learning depends on talent”
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(r=-174, p<0.01). In other words, students who had more sophisticated
epistemological beliefs in these two factors had higher academic grades. Besides that,
no significant relation was found between students’ academic grades and the “belief
in that there is only one correct knowledge” (p>.05).

Discussion and Conclusion

This study found that female students had more sophisticated epistemological
beliefs in all three sub-dimensions. This result is similar to other studies in the
literature (Deryakulu &Buyukozturk, 2005;). Result showed that female students had
more sophisticated epistemological belief in “learning depends on effort and talent”
than male students. Male students had a stronger belief in “there is only one correct
knowledge” compared to female students.

When the areas of study were evaluated, it was observed that elementary
mathematics teaching program students (who come from the scientific branch of
high schools) had more naive epistemological belief in “learning depends on effort”
compared to social science teaching students (who come from the verbal branch of
high schools) and primary school teaching and pre-school teaching program students
(who come from the branch that holds equal weight between science and social
science). In other words, while teacher candidates enrolled in pre-school teaching,
primary school teaching and social science teaching programs believed that “learning
depends on effort” and “learning can be improved”, the ones enrolled in the
elementary mathematics teaching program believed it is a talent gained at birth. This
result was consistent with similar studies in the literature (Jehng, Johnson, &
Anderson, 1993; Enman & Lupart, 2000; Deryakulu & Buyukozturk, 2005; Arslantas,
2016). These studies showed that students who are studying in fields related to social
sciences have a more sophisticated epistemological belief than those studying in
fields related to sciences.

Regarding grade level differences in epistemological beliefs, student beliefs
changed in the “learning depends on effort” and “there is only one correct
knowledge” factors. First graders have a stronger belief in “learning depends on
effort” compared to fourth graders. Alternatively, fourth grade students have a
stronger belief in “there is only one correct knowledge”. Perry (1968, as cited in
Schommer, Crouse & Rhodes, 1992) and Eren’s (2007) studies” results confirm this
research’s findings. Perry found that students start university with the belief that
knowledge is certain, simple, and in the hands of an authority; but in the end they
start to think knowledge is complex and temporary (Schommer et al., 1992). Eren
(2007) found that university students show differences in the “learning depends on
effort” and “there is only one correct knowledge” dimensions, depending on their
grade levels. His study indicated that first year students had a stronger belief in
“learning depends on effort” and “there is only one correct knowledge” compared to
higher grade students.

The results also showed a relation between epistemological belief and academic
success. Students with sophisticated belief in “learning depends on effort” and
“learning depends on talent” have higher academic success. A similar study was
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conducted by Schommer in 1993. Schommer examined the relation between
epistemological belief and academic success in high school students. In the results of
this study, a significant relation was found between the four dimensions between
Schommer’s original questionnaire and academic success. Schommer’s study found
that learners with a high IQ level and low tendency to the “quick learning”
dimension have a higher academic success rate. It was also found that the “quick
learning” dimension was a significant factor in explaining success. Dweck and
Legget (1998) stated that if a person believes in an innate ability in learning then they
feel desperation in solving complex academic tasks. In contrast, if students believe
that learning ability can be improved then he/she makes a bigger effort, tries
different study strategies, or presents a determined approach to accomplish difficult
tasks. Arslantas (2016) also found a relationship between one sub-dimension of the
scale (belief of learning depending on talent) with teacher candidates’ Grade Point
Averages.

The epistemological beliefs of teachers affect their classroom practices. Therefore,
it is considered important to determine the epistemological beliefs of teacher
candidates. In this descriptive study, teacher candidates’ epistemological beliefs are
investigated according to their genders, grade levels, programs, and academic
successes. There is a need for experimental studies that test how the epistemological
beliefs of teachers are reflected in classroom practices. Longitudinal studies would
also show change in the epistemological beliefs of teacher candidates during their
training period.
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Ogretmen Adaylarinin Epistemolojik Inanglarinin

Cesitli Degiskenler A¢isindan Incelenmesi

Atif:
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Ozet

Problem Durumu: Bireyler agisindan merkezi 6nemde olan zihinsel yapilar
davranislarin, tutumlarin, degerlerin ve inanglarin belirleyicisi konumundadir.
Bireyler, zihinsel degerlendirmelerinin sonucu olarak kendi diinyalarmi insa
etmektedirler ve bireylerin zihinsel degerlendirmeleri yasam bicimi tizerinde
belirleyici etkiye sahiptir. Formal bir egitim siirecinde yeni davramslar kazanirken
olusan/olusturulan zihinsel yapi bireylerin,bilgiye iliskin degerlendirmelerinde,
nesnel Olgiitlere yakinliginin veya uzakligmin belirleyicisi olacaktir. Diger bir
ifadeyle bireylerin zihinsel degerlendirmelerinin sonucu olusturduklar1 bilgiye ve
bilimsel stireclere dair inanglari, onlarmn olay ve olgular1 agiklarken basvurduklar:
karar kaynaklarini, nesnel veya o6znel Oolgiitlere gore degerlendirmelerinde
davraniglarinin  yontinti  belirleyecektir. Dolayisiyla zihinsel bir degerlendirme
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stirecinin #iriinti olan bilginin felsefesi veya bizim bilgiyi nasil anladigimizi ve
bildigimizi iceren bir anlama sahip olan epistemoloji ve buna dair inanclar, bireylerin
bilgiye ve bilimsel siireclere iliskin yaklasimlarinda belirleyici konumdadir.
Epistemolojik inanclara iliskin yapilan arastirmalar bireylerin bilginin dogasina
iliskin inanglarmin bilgiyi anlamalari, sorgulamalari, yorumlamalarinda ve zor
akademik gorevleri tamamlama kararliliklarinda onemli bir faktor oldugunu
gostermektedir. Bu gercevede epistemolojik inanglar konusu 6gretim stirecine iliskin
son vyillarda yapilan arastirmalarda onemli bir yere sahiptir. Ogretmenlerin
epistemolojik inanglar1 onlarin konu alanlarma bakis acilarmi ve smf ici
uygulamalarint etkilemektedir. Bu calismanin problemi, 6gretmen adaylarinin
ogretmenlik meslegi degerlerinden biri olan bilgiye iliskin inanclarinin
(epistemolojik inang) belirlenmesidir.

Arastirmamin - Amaci: Bu arastirmanin amaci, 6gretmen adaylarimin 6gretmenlik
meslegi degerlerinden biri olan bilgiye iliskin inanglarmin (epistemolojik inang)
cesitli degiskenlerle iliskisinin incelenmesidir. Bu genel amag cercevesinde 6gretmen
adaylarinin Schommer’m Epistemolojik Inang Olgegi'nin alt faktorlerinden aldiklari
puanlarin cinsiyete, program tiirlerine, sinf diizeylerine gore anlamli diizeyde
farklilasip farklilasmadigina bakilmistir. Ayrica 6gretmen adaylarinin Schommer’in
Epistemolojik Tnang Olceginin alt faktorlerinden aldiklar1 puanlar ile akademik
basarilar1 arasinda iliski olup olmadig: da arastirilmistir.

Arastirmanmin  Yéntemi: Bu arastirma 6gretmen adaylarmin Epistemolojik Inang
Olgegi'nden aldiklart puanlarin cesitli degiskenlerle iliskisinin belirlenmesini
amagclayan betimsel bir arastirmadir. Veri toplama araci olarak Schommer tarafindan
gelistirilen ve Tiirkceye uyarlamasinin, gegerlik ve giivenirlik calismalarinin
Deryakulu ve Biiyiikoztiirk (2002) tarafindan yapildigi Epistemolojik Inanglar Olgegi
(BIO) kullanilmustir. Olgek Ogrenmenin Cabaya Bagli Olduguna Inang, Ogrenmenin
Yetenege Bagl Olduguna Inang, Tek Bir Dogrunun Var Olduguna Inang olarak tic
boyuttan olusmaktadir. Epistemolojik Inang Olgegi, bireylerin bu {ig alt boyuttaki
inanclarmi gelismis (sophisticated) ve gelismemis (naive) olarak iki ugta
olgmektedir.Olgekten alman diisiik puan gelismis epistemolojik inanci, yiiksek puan
gelismemis epistemolojik inanci gostermektedir. Arastirmanin ¢alisma grubunu,
Cumbhuriyet Universitesi Egitim Fakiiltesinde 6gretmenlik programlarina devam
eden, dort farkli programda birinci ve dordiincii sinifta 8grenim goren, 564 6gretmen
aday1 olusturmaktadir. Bu cergevede arastirma Okuloncesi Ogretmenligi, Tlkogretim
Matematik Ogretmenligi, Siif Ogretmenligi, Sosyal Bilgiler Ogretmenligi birinci ve
dordiincti sinif programlarinda 6grenim goren ogrenciler tizerinde yapilmustir.
Ogrencilerin %43,4'ti (n= 245) birinci sinifta, % 56,6's1 (n= 319) dordiinct sinifta
ogrenim gormektedir. Calisma grubunun %62,8'i kiz (n= 354), %37,2'si (n= 210)
erkektir. Ogretmen adaylarinin cinsiyetlerine ve sinif diizeylerine gre epistemolojik
inanglarindaki farkliigi belirlemek igin iliskisiz 6rneklemler t-testi uygulanmustir.
Devam edilen programa gore farkliliklarin belirlenebilmesi igin Tliskisiz Orneklemler
icin tek faktorli ANOVA kullanulmistir. Epistemolojik inang ile basari arasindaki
iliskiyi belirlemek i¢in Pearson korelasyon analizi yapilmustir.

Arastirmarmin Bulgular:: Ogretmen adaylarmin Epistemolojik Inang Olgegi’nin ¢ alt
boyutundan aldiklar1 puanlar cinsiyete gore anlamli bir fark gostermektedir.
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Arastirma kiz 6grencilerin erkek ogrencilere gore olgegin ii¢ alt faktoriine iligskin
daha gelismis epistemolojik inanglara sahip oldugunu gostermistir. Ogretmen
adaylarinin  Epistemolojik Inang Olcegi'nin birinci faktsriinden aldiklar1 puanlar
ogrenim gordiikleri boliime gore anlaml fark gostermektedir. Epistemolojik inanglar
6lgeginin birinci faktorii olan “6grenmenin ¢abaya bagli olduguna inan¢” konusunda
Sosyal Bilgiler, Okuloncesi ve Sinif 6gretmenligi programlarindaki 6grencilerin
fkogretim Matematik Ogretmenligi programindaki 6grencilere gore daha gelismis
epistemolojik inanca sahip oldugu gorillmektedir. Ogretmen adaylarinmn
Epistemolojik Inang Olgegi'nin “6grenmenin cabaya bagh olduguna inang”
faktortinden aldiklar1 puanlar smif diizeyine gore anlamli fark gostermektedir.
Birinci smif ogrencilerinin doérdiincti simif 6grencilerine goére daha gelismis
epistemolojik inanca sahip oldugu gorilmiistiir. Birinci siuf &grencilerinin
Ogrenmenin ¢abaya bagh olduguna dair inanglar1 doérdiincii smuf 6grencilerinden
daha yiiksektir. Diger taraftan “tek bir dogrunun var olduguna inan¢” konusunda
doérdincti smif 6grencilerinin daha yiiksek diizeyde bir epistemolojik inanca sahip
olduklar: gortilmiistiir. Arastirma sonugclar: epistemolojik inang ile basar1 arasinda da
iliski oldugunu gostermistir. Ogrenmenin cabaya bagl olduguna ve yetenege bagh
olduguna iliskin gelismis epistemolojik inanca sahip Ogrencilerin akademik
basarilarinin da ytiiksek oldugu gortilmiuistiir. Bunun yaninda, 6grencilerin akademik
basar1 notlar1 ile “tek bir dogrunun var olduguna inang” faktoriinden aldiklar
puanlar arasinda anlamli bir iliski bulunmamaktadir (p>.05).

Aragtirmanin Sonuglart ve Onerileri: Tarama modelindeki bu arastirmada, 6gretmen
adaylarmin cinsiyetleri, 6grenim gordiikleri simf diizeyi, programlari ve basari
diizeyleri ile epistemolojik inanglar1 arasindaki iliski incelenmistir. Epistemolojik
inanglarin bireylerin bilginin dogasimna iliskin inanglari oldugu distintildiugiinde
ogretmenin smif ici uygulamalarmi etkileyecek onemli bir degisken oldugu
varsayllmaktadir. Bu nedenle &gretmen adaylarinin epistemolojik inanglarini
belirlemek egitim-ogretim ortamlar1 agisindan 6nemli goriilmektedir. Arastirma
bulgulari, incelenen tiim degiskenler agisindan da epistemolojik inanglarin
farklilastigini ortaya koymaktadir. Epistemolojik inanglarmn 6gretmenlerin simif ici
uygulamalarina yansimasinn test edildigi deneysel calismalara ve Ogretmen
adaylarmin  yetistirilmesi stirecinde epistemolojik inanclarindaki degisimin

gozlemlendigi uzun sureli calismalara ihtiyag vardir.

Anahtar Kelimeler: Epistemoloji, epistemolojik inanglar 6lgegi, 6gretim, ogretmen
egitimi.



Eurasian Journal of Educational Research 67 (2017) 51-69

/e Eurasian Journal of Educational Research
www.ejer.com.tr

B

EJER

A Study on Basic Process Skills of Turkish Primary School Students’

Bulent AYDOGDU?

ARTICLE INFO

ABSTRACT

Article History:
Received: 16 May 2015

Purpose: The purpose of this study was to find out
primary school students’ basic process skills (BPSs) in

Received in revised form: 27 November
2016

Accepted: 22 January 2017

DOI: http://dx.doi.org/10.14689/ejer.2017.67.4

terms of select variables. In addition, this study aims
to investigate the relationship between BPSs and
academic achievement. Research Methods: The study
had a survey design and was conducted with 1272
primary school students. The study data were
obtained from the “Test of Basic Process Skills—
science process skills BAPS.” BAPS was originally developed by Padilla,
academic achievement towards science Cronin and Twiest (1985) and adapted to Turkish by
course Aydogdu and Karakus (2015). Findings: The results
indicated that the BAPS scores of primary school
students are not at a
satisfactory level. Moreover, results indicated that the BAPS scores of primary school students
were higher among the upper grades than the lower grade levels. Other results indicated that
the BAPS scores of primary school students were higher among students coming from better
socio-economic levels than those with low level socio-economic backgrounds. Furthermore,
the BAPS scores of primary school students were higher among primary school students in
urban areas than those living in rural areas. Finally, the results indicated that a positively
significant relationship was found between primary school students” basic process skills and
achievement in science courses. Implications for Research and Practice: Teachers have the
great responsibility to develop the BPSs of students. The socio-economic levels of students
must be taken into account during in-class activities that are the focus of BPSs. The results
suggest that the more BPSs primary school students acquire, the more academically successful
they will be.

Keywords
primary school students
science course

© 2017 Ani Publishing Ltd. All rights reserved

1Part of this paper was presented at the 2nd International EJER Congress.
2 Corresponding author: Afyon Kocatepe University, baydogdu@aku.edu.tr



52 | Bulent AYDOGDU / Eurasian Journal of Educational Research 67 (2017) 51-69

Introduction

Students must know how to access information. In order to do so, they are asked
to use their science process skills (SPSs) (Taconis, Ferguson-Hessler & Broekkamp,
2000). Therefore, it is essential for them to gain the required level of SPSs (Aydogdu,
2015). The acquisition of SPSs is one of the most important aims of science teaching
(Bybee & Deboer, 1993). Some studies analyzed the SPS levels of primary school
students in Turkey in accordance with certain variables (Aydogdu, 2006; Dokme &
Aydinli, 2009; Hazir & Turkmen, 2008; Tan & Temiz, 2003). However, such studies
are few and need to be increased.

The ability to use SPSs for everyday problems is important for individuals living
in a rapidly developing society. Individuals with SPSs have the ability to make a
major contribution to the improvement of society. Zeitoun and Hajo (2015) state that
using SPSs is an important indicator for problem-solving ability. Rillero (1998)
emphasizes that individuals who cannot use SPSs will have difficulty succeeding in
daily life as the development at SPSs enables students to gain the skills necessary to
solve everyday problems (Kazeni, 2005). Thus, SPSs used in science teaching are
important for primary school students.

SPSs are defined as the tools that students use to investigate the world around
them and to construct science concepts (Ostlund, 1992). SPSs make learning
permanent and make it possible for them to use the skills in daily life. Instruction of
SPSs also promotes positive attitudes toward science among students (Bilgin, 2006).
Students with such skills comprehend how to conduct a scientific study and may
solve the problems they face using the scientific method (Cepni & Cil, 2009:46).
Therefore, it is vital to offer the students a proper environment in which to acquire
these skills. For this reason, science teachers must understand how to teach SPSs.

SPSs are handled in two categories in the related literature. These categories are
basic and integrated process skills (Chiappetta & Koballa, 2002; Germann, 1994;
Martin, 2003; Saat, 2004). Generally, basic process skills (BPSs) can be acquired
beginning in the preschool period (Ergin, Sahin-Pekmez & Ongel-Erdal, 2005:7). BPSs
consist of observing, classifying, communicating, measuring, using space/time
relationships, using figures, inferring and predicting (Germann, Aram & Burke, 1996;
Padilla, 1990). The definitions and examples given below are related to the BPS
subthemes (Table 1).
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Table 1

Definitions and Examples of the BPS Subthemes

BPS subtheme

Definition and examples

Observation

Abruscato (2000:40) defines observation as the use of senses to gain
information or data about objects and events. Observation is one of the
most significant SPSs (Martin, 2003:66) because much research begins with
observations.

Classification

Events or objects can be classified based on their characteristics (Martin,
2003:74). Ostlund (1992) defines classification as categorization of objects
or events based on a schema. One of the most important features of the
classification process is that it facilitates easier understanding of events
classified (Akdeniz, 2006:116).

Communication

Communication is defined as a way or ways of better knowing the views
of others (Martin, 2003:86). Communication includes both verbal and
written modes of reporting information (Ostlund, 1992). Scientists report
their information through written and verbal communication as well as
diagrams, maps, graphics, math formulas and visuals (Abruscato,
2000:43).

Measurement

Ostund (1992) defines measurement as a comparison to standard and
nonstandard units. Without measurement, no conclusion can be reached
(Ergin et al., 2005:49). The skill of measurement requires not only the skill
to properly use measurement tools, but also the skill to make calculations
with these tools (Abruscato, 2000:42).

Using space/ time
relationships

The skill of using space/time relationships is based on the ability to define
and make distinctions about direction, space arrangements, movement,
speed, symmetry and change (Abruscato, 2000:40). Scientific activities
significantly improve the use of space and time relationships.

Using figures

Numbers are needed for manipulating measurements and organizing and
categorizing objects. The time allocated for activities is mostly dependent
on the use of numbers. Children should recognize the fact that the ability
to use numbers is a BPS (Abruscato, 2000:41) and must use numbers in
answering problems in science (Tan & Temiz, 2003).

Inference

Abruscato (2000:44) defines making inferences as the use of reasoning in
shaping the conclusions resulted from observations. The only rule for
making inferences is being rational (Ramig, Bailer, & Ramsey, 1995).
Martin (2003:114) argued that making inferences is the best prediction of
why something occurs. However, such predictions should be based on
evidence.

Prediction

Padilla (1990) defines prediction as stating the outcome of a future event
based on observations. Predictions should be based on observations;
otherwise, they would be just interpretations. Correct predictions may
result in careful observations and valuable measurements (Abruscato,
2000:43). At this step, teachers may ask students such questions as: “If...,
then what occurs?” Such questions require answers (Martin, 2003:106).
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BPSs are the basis for integrated process skills (Padilla, 1990; Rambuda & Fraser,
2004). Therefore, it is necessary to study at which level primary school students can
acquire these skills. By analyzing studies conducted in Turkey, it can be seen that
there are very few studies (Arslan, 1995; Hazir & Turkmen, 2008) on the BPS levels of
primary school students. Therefore, studies on the BPS levels of primary school
students are necessary.

The literature states that primary school students need to improve their BPSs and
that those who fail to do so will have problems in their future lives. It is especially
important to determine the BPS levels of primary school students. Consequently, the
aim of this study is to examine the BPSs of primary school students in terms of
certain variables (gender, grade level, residential area and socio-economic status of
school environments). In addition, this study aims to investigate the relationship
between BPSs and academic achievement of primary school students in science
courses.

Method
Research Design

This quantitative study was carried out as a survey, which possesses three basic
characteristics: (1) the collection of data (2) from a sample (3) by asking questions, in
order to describe its aspects (Fraenkel & Wallen, 2006).

Research Instruments and Procedures

“Test of Basic Process Skills—BAPS,” which was developed by Padilla, Cronin
and Twiest (1985) for primary students and adapted to Turkish by Aydogdu and
Karakus (2015), was used as the data collection instrument. To ensure language
validity, forward and backward translations of the original scale of the BAPS were
done, and its convergent validity was calculated as 0.92 (Aydogdu & Karakus, 2015).
The original version of BAPS consists of 36 multiple choice items, i.e. observation,
inference, prediction, measurement, communication and classification (each of six
questions). After excluding five items below the criterion level, the reliability for the
Turkish version of the BAPS with the remaining 31 items was (KR-20) 0.83. BAPS is
composed of two parts. The first part is composed of information determining
students” demographic features. The second part is composed of 31 multiple choice
items. Students were given 40 minutes to answer the BAPS.

Research Sample

The study population consisted of 1272 primary school students in the Aegean
region of Turkey. The participants were selected through stratified sampling.
Stratified sampling involves dividing the population into homogeneous groups,
wherein each group contains subjects with similar characteristics (Cohen, Manion, &
Morrison, 2007). All participants voluntarily participated in this study. Demographic
characteristics of participants are presented in more detail in Table 2.
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Table 2
Demographic Characteristics of Participants

Variables N %
Male 625 49

Gender Female 647 51
Total 1272 100

3 472 37

Grade 4 352 28
5 448 35

Total 1272 100

Socio-economic status of school
environment
Low Middle High

Village (16 villages) 312* - - 312 25

Residential Town (16 towns) - 308* - 308 24
area District (16 schools from 8 110 104 102 316 25

districts)
City (16 schools from city 114 112 110 336 26
center)

Total 536 524 212 1272 100

* All schools in the villages are assumed to have low socio-economic school environments, and
all schools in the towns are assumed to have middle socio-economic school environments.

Data Analysis

The SPSS packet program was used for the analysis of data gained after the
applications. Data analysis was done with a one-way MANOVA procedure. Prior to
the MANOVA analysis, the normality tests were conducted and the distribution of
all variables were found to be normal.

Results

This study examined in detail primary school students’ BPSs regarding six
subthemes (observation, classification, measurement, prediction, inference and
communication). Furthermore, this study examined the BPS levels of primary school
students in terms of some variables (gender, grade level, residential area and
achievement in science course) with a one-way MANOVA procedure. The scores that
primary students obtained from BAPS are presented in Table 3.
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Table 3
Scores that Primary School Students Obtained from BAPS

Test 6 Subthemes N Max. M Success SD
Score percentage

Observation 1272 5 3.11 62% 1.46

Classification 1272 5 3.27 65% 1.30

Measurement 1272 5 2.67 53% 1.30

BAPS Prediction 1272 6 418 69% 1.46

Inference 1272 5 2.00 40% 1.10

Communication 1272 5 3.01 60% 1.48

Total 1272 31 18.26 58% 6.03

In Table 3, it is seen that primary students gained the highest success percentage
in “prediction” (69%), and the list goes down with “classification” (65%),
“observation” (62%), “communication” (60%), “measurement” (53%) and “inference”
(40%). It is clearly seen from these results that the success rates of BPSs among
primary students are not at a satisfactory level. In particular, the “inference” skills of
primary students are low. The results of the one-way MANOVA test performed to
determine whether there was a difference between the BAPS scores of primary
students according to their gender are presented in Table 4.

Table 4

The Results of the One-Way MANOVA Test on Whether There Was a Difference between
the BAPS Scores of Primary Students according to Their Gender

Effect Value F Hypothesis df ~ Error df P 72
Gender  Wilks' 0.995  0.858 7 1264 0.539 0.005
Lambda

As seen Table 4, there was no significant difference between the BAPS scores of
primary students according to their gender [Wilks Lambda (a) = 0.995, E(7,
1264)=0.858, p=0.539, n2=0.005]. A one-way MANOVA analysis for the BAPS scores
of primary students according to their gender is presented in Table 5.
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Table 5
A One-Way MANOVA Analysis for the BAPS Scores of Primary Students according to
Their Gender

BAPS Gender n M SD daf F P 1

Observation Female 647 3.18 146 1270 2.542 0.111 0.002
Male 625 3.04 1.47

Female 647 3.32 1.29 1270 2.327 0.127 0.002

Classification
Male 625 3.21 1.31
Measurement Female 647 2.70 1.28 1270 0477 0.490 0.000
Male 625 2.64 1.32
Female 647 4.25 140 1270 3.506 0.061 0.003
Prediction
Male 625 4.10 152
Female 647 2.00 1.09 1270 0.006 0.938 0.000
Inference
Male 625 2.00 1.11
Female 647 3.04 1.45 1270 0.334 0.563 0.000
Communication
Male 625 2.99 1.51
Female 647 18.50 5.84 1270 2.09 0.149 0.002
Total

Male 625  18.01 6.22

As seen in Table 5, there was no significant difference between the BAPS scores of
primary students according to their gender. However, it was found that female
primary students had higher BPSs, but these differences were not statistically
significant in any of the groups. The results of the one-way MANOVA test on
whether there was a difference between the BAPS scores of primary students
according to their grade level are presented in Table 6.

Table 6

The Results of the One-Way MANOVA Test on Whether There Was a Difference between
the BAPS Scores of Primary Students according to Their Grade Level

Effect Value F Hypothesis  Error p 72
df df
Grade level Wilks’ 0.949  4.826 14 2526 0.000*  0.026
Lambda

*p<0.05

As seen in Table 6, there was a significant difference between BAPS scores of
primary students according to their grade level [Wilks Lambda (a) = 0.949, F(14,
2526)=4.826, p=0.000, n2=0.026]. A one-way MANOVA analysis for the BAPS scores
of primary students according to their grade level are presented in Table 7.



58 | Bulent AYDOGDU / Eurasian Journal of Educational Research 67 (2017) 51-69

Table 7

A One-Way MANOVA Analysis for the BAPS Scores of Primary Students according to
Their Grade Level

BAPS Grade N M SD df F p 72 Sig.
3 472 2.92 1.46
Obser. 4 352 3.11 143 1269 8.720 .000* 014 5-3
5 448 3.32 1.47
3 472 3.04 1.30
Classi. 4 352 3.21 1.27 1269 19.557 .000* .030 5-3
5 448 3.56 1.26 5-4
3 472 240 1.29 5-3
Measu. 4 352 2.64 1.27 1269 23.406 .000* .036 5-4
5 448 2.98 1.27 4-3
3 472 4.00 1.42
Predict. 4 352 421 1.43 1269 6.222 .002* 010 5-3
5 448 4.34 1.52
3 472 1.88 1.08
Inferen. 4 352 1.99 1.10 1269 6.161 .002* 010 5-3
5 448 213 1.11
3 472 2.75 1.49 5-3
Comm. 4 352 2.99 1.46 1269 16.921 .000* .026 5-4
5 448 3.31 1.44 4-3
3 472 17.00 5.70 5-3
Total 1269 23.113 .000* .035 5-4
4 352 18.17 5.88 43
5 448 19.66 6.21

As seen Table 7, there was a significant difference between the six subthemes
(observation, classification, measurement, prediction, inference and communication)
in the BAPS of primary students according to their grade level. The results of the
one-way MANOVA test on whether there was a difference between the BAPS scores
of primary students according to their residential area are presented in Table 8.

Table 8

The Results of the One-Way MANOVA Test for the BAPS Scores of Primary Students
according to Their Residential Area

Effect Value F Hypothesis Error p 72
df df
Residential ~ Wilks’ Lambda ~ 0.941  3.691 21 3624 0.000*  0.020

area

*p<0.05

As seen in Table 8, there was a significant difference between the BAPS scores of
primary students according to their residential area [Wilks Lambda (a) = 0.941, F(21,
3624)=3.837, p=0.000, n2=0.020]. A one-way MANOVA analysis for the BAPS scores
of primary students according to their residential areas are presented in Table 9.
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Table 9
A One-Way MANOVA Analysis for BAPS Scores of Primary Students according to Their
Residential Area
BAPS Resident. n M SD df F p /d Sig.
area
1Village 312 277 144
2.Town 308 3.02 1.49
Obser  3.District 316 3.31 141 1268 10.213
4CityC.. 33 332 146
1.Village 312 311 1.37
Class 2. Town 308 3.19 131
3.District 316 3.30 1.24 1268

.000* .024 3-1
4-1.

4.353 .005* .010 4-1.

4CityC.. 336 346 126 42

LVillage 312 243 13

2.Town 308 2.70 1.33 2-1
Meas o pictrict 316 270 126 1268 o5 00013 o

4CityC. 3% 28 124 41

Lvillage 312 409 147

2.Town 308 4.01 1.57

Predi 3.District 316 4.25 1.39 1268 5.228 .001* .012 4-2
4.City C.. 336 4.34 141
1.Village 312 1.78 1.07

2. Town 308 2.06 1.13 . 2-1
Infer 3.District 316 2.08 1.07 1268 3.308 020 008 3-1
4.City C.. 336 2.06 1.11 4-1
1.Village 312 2.80 1.47 31
2.Town 308 2.75 1.51 41
Com 3.District 316 3.14 1.44 1268 11.082 -000* 026 3.2
4.City C.. 336 3.32 1.43 4-2
1.Village 312 17.00 5.87 a1
Total 2. Town 308 17.77 6.40
3.District 316 18.81 5.70 1268 9.924 .000* .023 i:;

4CityC.. 336 1935 591

As seen in Table 9, there was a significant difference between the six subthemes
in the BAPS of primary students according to their residential area. In terms of
residential areas, there were significant differences in the BAPS scores, with higher
scores among primary students in the city center or a district than in a village or
town.

The results of the one-way MANOVA test on whether there was a difference
between the BAPS scores of primary students according to the socio-economic status
of school environments are presented in Table 10.

Table 10
The Results of the One-Way MANOVA Test for the BAPS Scores of Primary Students
according to the Socio-Economic Status of School Environments

Effect Value F Hypothesis df  Error df p 72

Socio-economic Wilks’ 0945 5.143 14.000 2524.000 0.000 0.028
status Lambda
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As seen in Table 10, there was a significant difference between the BAPS scores of
primary students according to the socio-economic status of school environments
[Wilks Lambda (a) = 0.945, F(14, 2524)=5.143, p=0.000, n2=0.028].

A one-way MANOVA analysis for the BAPS scores of primary students
according to their socio-economic school environment are presented in Table 11.

Table 11
A One-Way MANOVA Analysis for the BAPS Scores of Primary Students according to
Their Socio-Economic School Environment

BAPS Socio N M SD Df F p n? Differ.
econ.
T.Low 536 282 1.50 32,
Obser  2Middle 524 3.3 139 1269 21886  0.000*  0.033 31
3.High 212 354 1.40 21
T.Low 536 3.08 1.40 32
Class  2Middle 524 3.36 123 1269 10574 0000+  0.016 31
3.High 212 351 112 21
T.Low 536 245 135 "
Meas  2Middle 524 283 126 1269 13198 0000  0.020 o
3.High 212 283 1.19
T.Low 536 3.95 1.56
Predi  2Middle 524 429 142 1269 12321 0000+  0.019 ;i
3.High 212 447 1.23
T.Low 536 178 .10 21
Infer  2Middle 524 2.09 108 1269 20339  0.000*  0.031 31
3.High 212 230 1.05
T.Low 536 281 1.50 o
Com  2Middle 524 3.12 148 1269 9061 0000  0.014 >
3.High 212 3.4 137
T.Low 536 1692 6.29 21
Total  2Middle 524 1896 573 1269 25509  0.000*  0.039 31
3.High 212 1991 5.41
*p<0.05

As seen in Table 11, there was a significant difference between the six subthemes
(observation, classification, measurement, prediction, inference and communication)
in the BAPS of primary students according to their socio-economic school
environment. These differences in BAPS scores were higher among primary school
students from better socio-economic school environments compared with the
students from low-level socio-economic school environments.

The relationship between primary students’” BPSs and their achievement in the
course are presented in Table 12.

Table 12
Relationship between Primary Students BPSs and Their Achievement in the Course
Academic achievement in science course

Pearson correlation 0.598**
BPSs Sig. (2-tailed) 0.000
N 1272

“*p<0.01
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The coefficient of correlation in Table 8 shows that there exists a positive and
significant relationship (r = .598) between BPSs and Academic Achievement in the
science course.

Discussion and Conclusion

The results of the study showed that the BPSs of primary school students are not
at a satisfactory level. In particular, the BPS subcategory of “inference” (40 %) among
primary school students is at a low level. Similarly, in a study done by Ozturk, Tezel
and Acat (2010), it was found that the inference skills (31%) of 7th-grade students are
too low. Furthermore, a study done by Rabacal (2016), found that the inference skills
(39%) of biology students were low. In addition, a study done by Chabalengula,
Mumba and Mbewe (2012), found that pre-service teachers’ conceptual
understanding of inference skills (25%) were too low. TIMSS-1999, TIMSS-2007 and
TIMSS-2011 results indicate that in Turkey primary students” knowledge of SPSs is
low (NCES, 1999; 2007; 2011). Similar findings were observed in some studies of
primary students” knowledge of SPSs in Turkey (Aydogdu, 2006; Dokme & Aydinli,
2009; Hazir & Turkmen, 2008; Saban, 2015; Senturk, 2012; Tan & Temiz, 2003).
Teachers have a great responsibility to develop the BPSs of primary school students.
For this reason, teachers should develop students’ BPSs by requiring the active use of
these skills in the classroom. Furthermore, course contents should be organized with
the aim of improving the BPSs of primary school students.

The results of the study revealed that there was no significant difference between
the BAPS scores of primary school students according to their gender. Yet it was
found that female primary school students had higher BPSs; however, these
differences were not statistically significant in any of the groups. In some studies, it
was reported that there was no significant difference between the SPS scores of
primary school students according to their gender (Arslan, 1995; Hazir & Turkmen,
2008; Ong, Ramiah, Ruthven, Salleh, Yusuff & Mokhsein, 2015; Rabacal, 2016;
Senturk, 2012). Similar findings were observed in other studies of elementary school
students (Aydogdu, 2006; Ozturk, 2008). Nonetheless, in studies of secondary school
students, results showed that there was a significant difference favoring female
students according to their gender (Dokme & Aydinli, 2009; Zeidan & Jayosi, 2015;
Zorlu, Zorlu & Sezek, 2013). It is seen in the studies conducted on BPSs that gender
has an impact on some of the studies and not on others. According to a recent study,
gender does not have an impact on BPSs. The reason for that is that female students
who have a particular ability in BPSs might also have a strong ability in self-
regulation.

The results of the study revealed that there was a significant difference between
the BPSs of primary school students according to their grade level. In terms of grade
level, significant differences in the BPS scores showed higher scores in the 5th grade
than in the 3rd and 4th grades, and higher scores in the 4th grade than in the 3rd
grade. In a study done by Arslan (1995), it was found that significant differences in
SPSs showed higher scores in 5th grade students compared to 4th grade students.
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Similarly, in a study done by Ong et al. (2015), it is found that significant differences
in BPSs showed higher scores among 6th-grade students than among 4th-grade
students. Furthermore, in a study done by Ozgelen (2012), it was found that
significant differences in SPSs showed higher scores among 7th-grade students than
6th-grade students. Ozgelen (2012) stated that SPSs are related to cognitive
development. These significant differences in the current study can be explained by
primary school students’ cognitive development levels according to Piagetian theory.
Piaget claimed a positive correlation between children’s mental capacity and their
grade level.

Other results revealed that there was a significant difference between the BPSs of
primary school students according to their residential area. These differences in BPSs
showed higher scores in primary school students in urban areas than in rural areas.
In a study done by Mohamad and Ong (2013) it was found that those primary
students” BPSs in urban areas were significantly higher than students in the rural
regions. Similarly, in a study done by Ong et al. (2015), it was found that urban
students” achievements were significantly higher than rural students when it came to
the acquisition of BPSs. Furthermore, in another study done by Raj and Devi (2014),
it was found that significant differences in SPSs showed higher scores among high
school students in urban areas compared to those in rural areas. But, in a study done
by Zeidan and Jayosi (2015), it was found that there were significant differences in
SPSs showing higher scores among secondary school students in villages than those
in city centers. Consequently, these studies indicated that residential area is an
effective variable on students’” SPSs. In the present study, the reason for the low
percentage in the BPSs of students living in rural areas might be their socio-economic
level. As is known, the socio-economic level of students in rural areas in Turkey is
lower.

Furthermore, the results in the current study revealed that there was a significant
difference between the BPSs of primary school students according to the socio-
economic status of school environments. These differences in BPSs showed higher
scores among primary school students from better socio-economic school
environments than students from low-level socio-economic school environments.
Some researchers indicated that students from better socio-economic school
environments have significantly higher SPS capacity than students from low-level
socio-economic school environments (Hazir & Turkmen, 2008; Saracoglu, Boyuk &
Tanik, 2012). Hereafter, the socio-economic levels of students must be taken into
account during in-class activities focus on BPSs.

Finally, the results indicated that a positively significant relationship (r=0.598)
was found between primary school students” BPSs and their achievement in the
science course. Some researchers found that there were positive and significant
correlations between students” SPSs and their academic achievement (Aydogdu,
2006; German, 1994; Ozturk, 2008; Sittirug, 1997). Guevara (2015) reported that the
acquisition of SPSs can have a profound impact on student success in science classes.
Opverall, the results suggest that the more BPSs primary school students acquire, the
more academically successful they will be. Therefore, we can conclude that having a



Bulent AYDOGDU / Eurasian Journal of Educational Research 67 (2017) 51-69 | 63

high-level BPS/socio-economic background has a significant effect on acquiring
knowledge. Consequently, primary school students need assistance in acquiring
BPSs. Furthermore, they must be provided with an opportunity to use these skills in
a teaching and learning environment.

Based on all these results, the reason why the BPSs of primary students are not at
a satisfactory level might be examined in a further study. In addition, any variables
that may have an impact on the development of BPSs might be studied. The reason
behind the higher BPS scores of female primary students should also be analyzed in
a more detailed way in a further study. The BPS levels of primary students regarding
both grade level and residential area should be studied further and in more detail.
The effect on acquiring academic achievement from BPSs should be analyzed in more
detail in a further study. Studies analyzing the BPSs of primary school students
might be more deeply studied through larger sample groups and different data-
gathering tools (observation, interview, survey, etc.). In future studies, materials
might be prepared for instructors about how to prepare activities to improve the
BPSs of students as well as how to effectively use their BPSs in a class environment.
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Ozet

Problem durumu: Bilimsel siire¢ becerileri, 8grenmenin kalic1 ve yasamda kullanilir
olmasmi saglar. Bilimsel siire¢ becerilerini kazanan o6grenciler bilimsel bir
arastirmanin nasil yapildigimi anlar ve karsilastiklart sorunlari bilimsel yontemler
kullanarak ¢ozebilirler. Bu nedenle, 6grencilere bilimsel siire¢ becerilerini
kazandiracak ortamlarin sunulmasi son derece 6nemlidir. Temel beceriler {ist diizey
becerilerin temelini olusturmaktadir. Bagka bir ifadeyle; temel becerilerin 8grenilmesi
tist diizey bilimsel stire¢ becerilerinin gelistirilmesi i¢in 6n kosuldur. Bu nedenle,
temel becerilerin 6grencilere kazandirilmas: son derece ¢nemlidir. Bu becerilerin
ilkogretim 6grencilerine hangi diizeyde kazandirildig1 ve bu beceriler tizerinde hangi
degiskenlerin etkili oldugu, arastirilmasi gereken konular arasinda yer alir.

Arastirmanmin Amaci: Bu ¢alismanin amacy, 3., 4. ve 5. stnuf 6grencilerinin temel beceri
diizeylerini belirlemek ve bu beceri diizeylerini 6grencilerin cinsiyetine, smuf
diizeyine, yasadiklari yere ve okulun bulundugu sosyo-ekonomik cevreye gore
incelemektir. Ayrica, 6grencilerin temel beceri diizeyleri ile fene yonelik basari
puanlari arasindaki iliskiyi belirlemektir.

Arastirmamin Yontemi: Calisma tarama modeline gore tasarlanmistir. Calismaya 3., 4.,
ve 5. siif diizeyinden toplam 1272 ilkogretim dgrencisi katilmistir. Calismaya katilan
ogrencilerin demografik 6zellikleri incelendiginde, 3.smiftan 472 6grenci, 4. siniftan
352 odgrenci ve 5. smiftan 448 6grenci olmak tizere toplamda 625 erkek ve 647 kiz
ogrenciden olustugu gortilmektedir. Ayrica, calismaya katilan 6grencilerin, 16 farkl
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koyde yer alan 16 okuldan 312 6grenci, 16 farkli kasabada yer alan 16 farkl: okuldan
308 vgrenci, 6 farkli ilgede yer alan 16 farkl: okuldan 318 6grenci ve sehir merkezinde
yer alan 16 farkli okuldan 336 6grenci olacak sekilde dagilmasi saglanmistir.
Buradaki amag, 6grencilerin temel beceri puanlari tizerinde kirsal ve merkezin
etkisini daha net gorebilmek icindir. Ayrica, 6grencilerin 6rnekleme seciminde
okullarin bulundugu sosyo-ekonomik diizeyin az, orta ve yiiksek seklinde cesitli
diizeylerde olmasina dikkat edilmistir. Calismada veri toplama araci olarak “Temel
Beceri Olgegi (Test of Basic Process Skills-BAPS)” kullanilmistir. Temel Beceri Olcegi,
Padilla, Cronin ve Twiest (1985) tarafindan gelistirilmis ve Tiirkceye Aydogdu ve
Karakus (2015) tarafindan uyarlanmistir. Temel Beceri Olgegi, gozlem, simiflama,
¢ikarim yapma, 6lgme, tahmin ve iletisim kurma becerilerinin her birine yonelik
altisar sorudan ve toplamda 31 sorudan olusan ¢oktan se¢meli bir dlgektir. Aydogdu
ve Karakus (2015) Temel Beceri Olgeginin uyarlanmasi calismasinda, dil gecerligi igin
oncelikle olcegi uzmanlar tarafindan Tiirkceye cevrildigini belirtmislerdir.
Arastirmacilar, {ic uzman cevirisinin ortak noktalar1 dikkate alarak ortaya cikan
Tiirkce taslak o©lcekte yer alan maddelerin bir dil uzman tarafindan tekrar
Ingilizceye cevrildigini belirtmislerdir. Sonug olarak arastirmacilar dlgegin orijinali
ile ingilizceye tekrar cevrilmis halini karsilastirilarak 6lcege son halini verilmislerdir.
Arastirmacilar, olgegin orijinali ile Ingilizceye tekrar cevrilmis hali arasindaki
uyusum yiizdesinin 0.92 oldugunu belirtmislerdir. Arastirmacilar, temel beceri
olgeginin baslangicta 36 maddeden olustugunu gecerlik ve giivenirlik analizleri
sonucunda 31 maddeye distigiini belirtmislerdir. 31 maddelik temel beceri
olgeginin besi gozlem, besi smniflama, besi 6lgme, altis1 tahmin, besi ¢ikarim yapma ve
besi iletisim yapma olmak tizere dagilmistir. 31 maddelik temel beceri 6lgeginin KR-
20 degeri 0.83 olarak hesaplanmuistir.

Aragtirmarmin Bulgulari: Arastirma bulgulari, ilkdgretim &grencilerinin temel beceri
diizeylerinin istenen diizeyde olmadigim gostermistir. Ayrica bulgular, ilkdgretim
ogrencilerinin temel becerilerinin cinsiyetlerine gore anlaml farklilasmadigimi ancak
kiz 6grencilerin daha yiiksek aritmetik ortalamalara sahip oldugunu gostermistir. Bir
diger bulgu ise, ilkdgretim 6grencilerinin temel becerilerinin siuf diizeylerine gore
anlamli farklilastigidir. Bu anlamli farkliliklarin ise genelde iist siniflar lehine oldugu
gortilmistur. Bunlarin yani sira, elde edilen bulgular incelendiginde daha st diizey
sosyo-ekonomik okul ¢evresinden gelen 6grencilerinin diisiik sosyo-ekonomik okul
cevresinden gelen 6grencilere gore istatistiksel olarak anlamli olacak sekilde daha
yiiksek temel beceri diizeylerine sahip olduklari goriilmiistiir. Bir diger bulguda ise,
merkezdeki 6grencilerin kirsaldaki 6grencilere gore istatistiksel olarak anlamli
olacak sekilde yiiksek temel beceri puanlarina sahip olduklarini gostermistir.
Bunlara ilaveten, ilkogretim 6grencilerinin temel beceri diizeyleri ile fene yonelik
akademik bagar1 puanlar1 arasinda orta diizey pozitif bir iliskinin (r = 0.598) oldugu
belirlenmistir.

Arastirmamin  Sonuclart ve Onerileri: Arastirma  sonuclarina gore, ilkdgretim
ogrencilerinin temel beceri diizeylerinin istenen diizeyde olmadig gorilmiistiir.
[lkokul 6grencilerinin temel becerilerini istenen diizeye getirebilmede gretmenlerin
biiytiik rolii vardir. Bu anlamda 6gretmenlere daha fazla gorev diismektedir. Ayrica
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elde edilen sonuglardan, ilkogretim dgrencilerinin temel becerilerinin cinsiyetlerine
gore anlamli farklilasmadigimi ancak kiz &grencilerin daha yiiksek aritmetik
ortalamalara sahip oldugu goriilmistir. Bir diger sonug ise, ilkogretim
ogrencilerinin temel becerilerinin sinif diizeylerine gore anlaml farklilagtigidir. Bu
anlamli farkliliklarin ise genelde tist siniflar lehine oldugu goriilmiistiir. Bu anlamli
farkliliklar ise dgrencilerin bilissel gelisimden kaynaklanmis olabilir. Bunlarin yani
sira, elde edilen sonuglar incelendiginde daha tist diizey sosyo-ekonomik okul
cevresinden gelen 6grencilerinin diisiik sosyo-ekonomik okul ¢evresinden gelen
ogrencilere gore istatistiksel olarak anlamli olacak sekilde daha yiiksek temel beceri
diizeylerine sahip olduklar1 gortilmiistiir. Bu durumda o6zellikle diisiik sosyo-
ekonomik diizeydeki okullarin 6zellikle 6grencilerin temel becerilerini gelistirecek
sekilde daha c¢ok desteklenmesi gerektigi diistintilmektedir. Bir diger sonug ise,
merkezdeki Ogrencilerin kirsaldaki ogrencilere gore istatistiksel olarak anlaml
olacak sekilde yiiksek temel beceri puanlarma sahip olmalaridir. Bu sonuca dayali
olarak ozellikle kirsaldaki okullarin fizik durumlarinin (fen laboratuvari, ders arag-
gerecleri vb.) daha iyi desteklenmesi saglanabilir. Bunlara ilaveten, ilkogretim
ogrencilerinin temel beceri diizeyleri ile fene yonelik akademik basari puanlar:
arasinda orta diizey pozitif bir iligkinin (r = 0.598) oldugu belirlenmistir. Bu
sonuclara dayali olarak ilkogretim 6grencileri ne kadar cok temel beceri diizeyine
sahip olurlarsa o kadar fene yonelik olarak akademik basarilarmin artacagt
soylenebilir.

Anahtar Sozciikler: ilkogretim 6grencileri, fen bilimleri dersi, bilimsel stire¢ becerileri,
fene yonelik akademik basar.
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Introduction

There are three basic restrictions in the experiences of visually impaired students.
The first restriction is the control over the environment in one’s relationship with it.
The second restriction is mobility. The third restriction is the limitation of concepts
and their varieties. Visually impaired students’ performance of orientation and
mobility skills depends on whether they have mastered these concepts. Therefore, it
is vital to determine their performance in regard to concepts related to orientation
and mobility skills.

Concepts are one of the most important structures that help people interpret the
world and integrate with the environment during their lifetime. Concepts, in
addition to their broad meaning, express the words or phrases that people use in
order to interpret themselves and their environment (Koksal, 2006). Concept
development includes the views of the individual regarding himself/herself, other
people, objects and the environment. People use thousands of concepts to distinguish
and to communicate during the day (Jonassen, 2006). Concept development is an
infinite process that lasts a lifetime, and it is different for each child based on
physical and environmental factors.

Audio-visual clues are very important as the source of stimuli for the concept
development of all children. Sighted children are interested in observing, researching
and discovering their environment (Ceylan, Gozun Kahraman & Ulker, 2015).
Therefore, it is possible for them to gain various concepts as a result of their
observations and research. Concepts begin to be created through the senses. While
the senses are independent from each other at the beginning (infancy), they start to
make sense by being organized, correlated with one another and compared to
previous experiences (Sucuoglu, Buyukozturk & Unsal, 2008). Eyesight has an
integrative role that gains a broad meaning to different information separately
provided by each sense (Harley, Truan & Sanford, 1997). Hence, eyesight, which
involves various elements and functions, is a sense that plays an important role in
cognitive, emotional and motor development (Aki & Sag, 2016). Visual impairment
introduces many developmental problems.

Visually impaired children are developmentally disadvantaged as they have to
rely on their senses other than eyesight. The lack of visual stimulus negatively affects
various (physical, cognitive and language) developmental areas in children (Tuncer,
2004). Usually, there may be delays in their concept development (Budd, 1998).
Concept development is an important tool for the overall development of sighted or
visually impaired children in addition to efficient teaching and learning (Olayi &
Ewa, 2014). Visually impaired children need to learn how to integrate their sensory
impressions by touching, smelling, tasting and using their remaining eyesight
(Harley et al., 1997). Early concept development in visually impaired children
underlies their subsequent developments.

Visually impaired people are low in terms of learning words and concepts by
hearing them and experiencing the world with their bodies. The hypothesis that
visually impaired children are incapable of concept development is supported by a
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few older studies by Hill and Balsch (1980). In these studies, Garry and Accarelli
(1960) stated that the visually impaired had difficulty in understanding and using
spatial concepts, Hapeman (1967) stated that they had less tangible data regarding
their surroundings, Kephart, Kephart and Schwarz (1974) stated that children
comprehended the concepts in bits as a result of their way of processing the data
regarding themselves and their environment, and Hartlage (1968) stated that there
was a significant difference between the performances of blind and sighted children
regarding questions about spatial concepts (Hill & Blasch, 1980). Correct and
functional concept development is an important milestone for mobility.

Orientation and mobility without eyesight require certain basic concepts to be
learned. Basic concepts related to orientation and mobility are physical awareness
that includes body diagram, body concept, body image, the body plane and its
sections, right-left sides, directions, spatial position, shape, size, and environmental
(corner, street, etc.) concepts (Pogrund et al., 1998). Other concepts are needed for
distance and time, following a sequence of fixed objects, moving against the moving
objects, and efficient mobility (Olayi & Ewa, 2014). Information regarding the
environment and spatial concepts are the main factor behind orientation and
mobility for visually impaired people (Budd & LaGrow, 2000). Learning the concepts
is required for understanding the structure of the objects and using them as a clue or
cue. For example, a student who understands the concept of a door and has counting
skills will be able to find the door of the cafeteria, which is the fifth one, by counting
the doors.

One of the important prerequisite concepts for a visually impaired person to have
mobility is the bodily concept. The concept of body image includes information
about the body parts, the relative positions of the body and how much space it takes
up. Body image makes it easier for the child to perceive the body plane and to
understand simple spatial concepts (opposite, next to, between). If the student has an
inadequate body image, he/she will have problems with understanding the world
surrounding him/her (Altunay, 2003). After mastering the concept of body image, it
is necessary to develop a functional use of the bodily right/left concepts. A visually
impaired child cannot see how things around him/her move when he/she moves or
turns (Ozyurek, 1995). It is necessary to help the student learn the relativity of the
positions, in other words, how the things change their positions when he/she moves
so that the child can utilize his/her surroundings in a safe and fast way.

It is not enough for visually impaired people to only learn the bodily concepts in
order to have an efficient orientation and mobility. Environmental concepts like
traffic concepts are vital to safely utilize the surroundings. When people move, they
may encounter risky situations, such as crossing the street, where the possibility of
death or injury is high. Crossing the street is easily learned through the visual
systems. In visual impairment, this becomes difficult (Geruschat, Hassan, Turano,
Quigley & Congdon, 2006). It is reported that the number of accidents in Turkey
between 2010 and 2012 is 3,631,763 (Trafik kazalari ve sonuclari/Traffic accidents
and their consequences, n.d.). There is no data regarding the accidents that visually
impaired people have. People usually feel that they are not safe in traffic and avoid
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the situations that they sense as dangerous. These results regarding limited
accessibility are not only valid for the traffic environment, but also for other
environments outside the home (Magnusson & Rassmus-Grohn, 2005). This leads to
the dependency of people on others when moving around.

Visually impaired people have to be in traffic without depending on other people
during their lifetime. That he/she can go to school and work, visit his/her neighbors
or friends and engage in social activities depends on whether he/she has the traffic
concepts along the route. Traffic concepts are crossroads, pavement, pedestrian
crossing, subway, overpass, traffic light, road, etc. In order to include people with
reduced mobility in the traffic system, it is necessary to inform users about all the
facilities surrounding them and to provide accessibility (Periga, Perakovi¢ & Sari¢,
2014). It is crucial for visually impaired people to have these traffic concepts at first,
so that they can get this information and have access. In a study by Wright (2010), the
participants were evaluated in terms of whether they had the travel concepts related
to crossing the street, such as right, left and position concepts. It was observed that
verbal clues and guided applications for crossing the street were effective in visually
impaired children. There are studies conducted for developing environmental
concepts in visually impaired people and maintaining their safety in traffic. In a
study by Budd and LaGrow (2000), a three-dimensional interactive model was used
to teach environmental concepts to four visually impaired children aged between 7
and 11. The model was considered efficient in teaching these concepts. For visually
impaired pedestrians, crossing the street in uncontrolled traffic is a very significant
problem. Visually impaired pedestrians have to use their sense of hearing in order to
identify the spacings and approaching vehicles. In a study conducted by Emerson
and Sauerburger (2008) on 17 visually impaired females and six visually impaired
males aged between 24 and 67, their performance of sensing the approaching
vehicles in uncontrolled traffic was evaluated. In the interviews conducted by
Altunay Arslantekin and Ekinci (2014) on four visually impaired undergraduates in
our country, it was stated that they did not have any traffic education. One of the
students said, “We were told to use the curbsides, not to walk on the road, and to
keep our walking stick in contact with the curbside all the time; we were not
provided with applied training in traffic lights.” Furthermore, they stated that they
were not provided with any training regarding the encountered objects/concepts. It
is observed that systematic activities for teaching traffic concepts are not available in
our country.

A structured presentation is required in order to help visually impaired people
properly develop these concepts. As disabled students have problems with gaining
some concepts through their observations and experiences, the teaching of concepts
has become an important element of the special education curriculum (Prater, 1993).
In the literature, there are various scientifically proven studies on concept teaching in
Turkey. In Turkey, these studies for mentally handicapped students mostly cover the
staggered methods of Merill and Tennyson as well as the natural language method of
Gagné. The researches that compare the teaching of color and shape concepts to
mentally retarded students through the Gagné model of natural language (Kircaali-
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Iftar, Birkan & Uysal, 1998) as well as the efficiency of the Gagné model and the
Merrill and Tennyson models (Guzel Ozmen & Unal, 2008) can serve as examples of
these studies. The studies conducted with visually impaired students on concept
evaluation and teaching are quite few in number. It was discovered by Horzum
(2016) that visually impaired students often used the concept images and misused
the triangle definitions, and in a research by Altunay Arslantekin and Sener Akin
(2017), it was discovered that teaching based on the Direct Instruction Model was
effective in helping students gain and maintain their knowledge of geometric figures.

Mobility experts must help visually impaired students master these concepts as
well as sighted people do. Before proceeding with the teaching of the concepts,
evaluations must be conducted to reveal the concept development levels of visually
impaired individuals (Hill & Blasch, 1980). In Turkey, there are no countrywide data
that present the conceptual performance levels of students and that can be used in
scientific publications. Assessing the existing concept levels is crucial in order to
develop supportive activities and programs. The purpose of this study is to
determine the level of the prerequisite concepts (body plane and traffic) that visually
impaired students throughout the country need to master in order to utilize their
orientation and mobility skills. The study is the first and most comprehensive
research on this subject conducted with tactile visually impaired students.

Method

The “Development of Orientation and Mobility Skill Assessment Tool (OMSAT)
for Visually Impaired Students” Project was conducted between 2014 and 2016. The
project team consisted of one project coordinator, one special education instructor,
one ergotherapy instructor, and one instructor from an assessment and evaluation
department. Furthermore, five research assistants and two teachers (graduate
students) for the visually impaired worked on the project.

During the process of developing the assessment tool, the purpose of the scale,
the properties to be surveyed and the items of the tool were written. An item pool
consisting of 84 people including non-governmental organization members, teachers
and academics was formed. The relevance of the items for surveying purpose and
their comprehensibility in terms of language were analyzed by three education and
three assessment and evaluation specialists, one project coordinator, three
researchers, one special education research assistant and one assessment and
evaluation research assistant. In accordance with the pre-pilot study, some changes
were made to the assessment tool, and a pilot study was conducted. Validity and
reliability analyses were conducted based on the norm sample data in the subscales
of orientation and mobility skills of the assessment tool. The purpose of the
prerequisite skills and concepts sections of the OMSAT is to determine the existing
performance levels of students. Scoring total points in these sections is not the aim.

Research Design

The purpose of the study is to determine the performance levels of visually
impaired students for performing body plane and traffic concepts. The study is a
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descriptive-level survey that aims to present the existing situation. Studies that aim
to collect data in order to determine the specific features of a group are called survey
studies (Buyukozturk, Kilic Cakmak, Aygun, Karadeniz & Demirel, 2012).

Research Sample

A total of 402 visually impaired students from 16 schools for the visually
impaired (n=320) and among the inclusion students in the immediate surroundings
(n=82) studying during the 2015-2016 academic year participated in our research. Of
these students, 183 were female and 219 were male. The required permissions for the
students to participate in the research were obtained from the Ministry of National
Education. Moreover, the school principals were informed about the research, and
their written approval was obtained. The data were collected by the research
assistant in the special education department. The sections of the OMSAT where
body plane concepts and traffic concepts were evaluated were applied in an empty
room.

Research Instrument and Procedure

The OMSAT was developed with the “Development of Orientation and Mobility
Skill Assessment Tool for Visually Impaired Students” Project no. 113K557
supported by TUBITAK (Scientific and Technological Research Council of Turkey).
The OMSAT is a standard assessment tool that can objectively evaluate the
performance levels of students in terms of their orientation and mobility skills. At the
beginning of the OMSAT, there is a student data sheet. The first section consists of
questions that aim to identify the visually impaired students' past experiences
regarding their orientation and mobility skills. In the second section, the prerequisite
skills are defined, and in the third section, the prerequisite concepts are defined. In
the fourth section, the basic mobility skills (following the wall/object by hand,
guided walking skills and walking stick skills) are included. The fifth section consists
of items related to orientation skills. The sixth section is related to mobility on routes.
Finally, the seventh section consists of items regarding the students' use of mobility
skills in interior/exterior arrangements.

There is an explanation about implementation at the beginning of the third
section. In that section, there are columns for behaviors/instructions, a “+/-" area for
marking and a “remarks” area for descriptions of the concept performance of the
students. Furthermore, as different environments were used in the study, the
environment was specified next to the remarks column for the ease of
implementation.

The implementers conducted a one-to-one study according to the name list of the
tactile students. The instructions in the OMSAT were provided, and markings were
performed. The steps properly carried out by the students were marked as “+”, and
the steps incorrectly carried out or not carried out by the students were marked as “-
” under the +/- column opposite the respective step of the assessment tool. The
true/false answers of the student were reacted neutrally.
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Validity and Reliability

For the validity, the assessment tool's (instrument’s) relevance to the study’s
purpose was reviewed by three experts. Application booklets were prepared so that
the assessment tool could be used in the same way by all implementers. Project
coordinator provided the implementers with training. In order to collect the
interrater reliability data (20% of the students), two research assistants marked the
OMSET independently. The interrater reliability data were found to be 100%.

Data Analysis

In the research, the assessments regarding the tactile students' mastery of the
prerequisite (body plane and traffic) concepts were reviewed. Data was analyzed
with SPSS and descriptive statistics regarding prerequisite concepts of students were
determined. After the data input of the research was completed, the assessments
tools were secured in a cabinet in the room of the project coordinator.

Results

In the research, the visually impaired students' percentage of implementing body
plane and traffic concepts was reviewed. Body plane concepts were approached in
three sections as body planes, position relationships based on the body and relativity
of the positions. The students' percentage of implementing body plane concepts is
given in Table 1.

Table 1
The Frequency and Percentage Distribution of Implementing Body Plane Concepts

Body Plane Concepts Yes No

Body Planes (Sides, Front, Back) f % f %

1. Showing right side 374 93.0 28 7.0

2. Showing left side 375 93.3 27 6.7

3. Showing front 390 97.0 12 3.0

4. Showing back 391 97.3 11 2.7

Position Relationships Based on Body f % f %

5. Telling the object to the front 379 94.3 23 5.7

6. Telling the object on the right 354 88.1 48 11.9

7. Telling the object on the left 355 88.3 47 11.7

8. Telling the object to the back 373 92.8 29 7.2

Relativity of the Positions f % f %

9. Telling the object to the front when 307 76.4 95 23.6
the position is changed

10. Telling the object on the right when 287 71.4 115 28.6
the position is changed

11. Telling the object on the left when 274 68.2 128 31.8
the position is changed

12. Telling the object to the back when 291 72.4 111 27.6

the position is changed
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Looking at the percentage of implemented body plane concepts in Table 1, it is
observed that the rate varies between 93% and 97.3%. It is seen that the students have
mostly mastered the right, left, front, and back concepts. Looking at the data related
to the position relationships based on the body, it is observed that it varies between
88.1% and 94.3%. It can be stated that their level of telling the objects to the front, on
the right, on the left and to the back is high. It is seen that their percentage of
implementation regarding the relativity of the positions varies between 68.2% and
76.4%. As a result of the findings, it is observed that although the visually impaired
students have mastered the concepts of body surface and position relationships
among body plane concepts, their level of mastery regarding the relativity of
positions (marking the object to the front, on the right, on the left, to the back when
the position changes) is relatively lower.

The levels of the students regarding traffic concepts consist of three steps. These
include marking the crossroad and the road and a question about where to cross
safely. The visually impaired students' frequency and percentage distribution of
implementing the traffic concepts is given in Table 2.

Table 2

The Frequency and Percentage Distribution of Marking the Traffic Concepts

Yes No
Traffic Concepts f % f %
1. Marking the crossroad on the model 7 177 131 83
2. Marking the one-way/two-way road 62 154 340 846
3. Telling where to walk across the 143 5.6 259 64

street safely in traffic (pedestrian
crossing, overpass, subway)

As is seen in Table 2, looking at the students' percentage of marking the traffic
concepts, it is observed that their success varies between 15.4% and 35.6%. While
17.7% of the students marked the crossroad, 62% marked the one-way/two-way
road and 35.6% of them identified where to walk across the street safely in traffic.
Looking at the data, it is observed that the visually impaired students' percentage of
marking the traffic concepts that they need to use in their daily life and to walk
across the road safely is very low.

Discussion and Conclusion

Concept development is an important tool for overall development and efficient
teaching in students. A sighted person directly collects sensory information about a
distant object and processes this information rapidly (Hill & Blasch, 1980). Visually
impaired people cannot collect information about the objects that they cannot touch;
therefore, they may have problems with concepts.
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Social environment restricts the occurrence of various concepts in visually
impaired children. These restrictions may arise from the excessive protective attitude
of the family and teacher. This attitude will prevent students from obtaining new
concepts and experiencing other stimuli (Olayi & Ewa, 2014). However, the more
concepts the students know, the easier and quicker they can learn other new concepts
(Pendarvis & Howley, 1988). Inadequate concept development in children causes
them to have difficulties in interacting and learning what is going on in their
immediate surroundings.

A factor that helps visually impaired people utilize their surroundings efficiently
is concepts. A student without concepts will not be able to identify the position of
things and will have problems moving along a described road and identifying
his/her position when changing direction. In a preliminary study by Wright (2010), it
was determined whether students had mastered the concepts of walking across the
street and traveling. As traffic concepts such as crossroad, one-way/two-way road,
etc. are visual, the lack of such activities will affect the students' interpretation and
use of traffic.

Teachers must have the ability to understand how visual impairment affects the
development of concepts and how problems arise. Hill and Blasch (1980) and
Zebehazy, Zimmerman and Fox (2005) emphasize that the mobility expert needs to
know the assessment tools and determine the person's level of concept development
for the purpose of beginning to teach at a suitable level. In the study by Altunay
Arslantekin (2015) that reviewed students’” mobility skills, it was determined that the
students did not have some environmental concepts. The studies support our
research results.

In Turkey, there are no countrywide data that present the conceptual
performance levels of students and that can be used in scientific publications. The
OMSAT is the first study to present the existing performance of visually impaired
students in terms of concepts. Teaching methods that will contribute to the
development of the prerequisite concepts, which are crucial for the orientation and
mobility of visually impaired students, are needed. In the curriculum, there are some
objectives related to academic skills, but there are not any objectives related to the
teaching of such concepts. On the other hand, the concepts that need to be taught
were included in the Orientation and Mobility Teachers' National Occupational
Standard published in the official gazette (Gorme Engelliler Yonelim ve Bagimsiz
Hareket Egitmeni (Seviye 5) Ulusal Meslek Standardi/National Occupational
Standard of the Orientation and Mobility Teachers' for the Visually Impaired [Level
5], 2013). The project coordinator contacted the Ministry of National Education and
informed the heads of the department of MNE about the existing performance levels
of the studied visually impaired students. Preparatory work for a program that
supports the mobility of students will start with the partnership between Gazi
University and MNE, and concept teaching study will be included as well.
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Recommendations

The research results will constitute a basis for various studies to be conducted.
The assessment tool within the study can be used for the Individualized Education
Plans (IEP) of the students in mainstream classrooms, at the schools for the visually
impaired, and at Counseling and Research Centers (CRC). The research was limited
to primary school and secondary school students as well as to prerequisite concepts
of mobility. In future research, assessment tools that will measure the preschoolers',
high school students' and undergraduates' mastery of concepts can be developed,
and their performance levels can be determined. Especially when visually impaired
people get older, they need to use more concepts to safely move around. After
determining the students' performance levels in the concepts, studies on the
efficiency of teaching methods addressing these concepts can be conducted.
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Tiirkiye’deki Gorme Engelli Ogrencilerin Bagimsiz Hareket Onkosul
Kavramlarindaki (Beden Diizlemi/Trafik) Diizeylerinin
Degerlendirilmesi

Atf:

Altunay Arslantekin, B. (2017). Evaluation of the level of the visual impaired
students in Turkey in terms of the concepts of mobility prerequisite (body
plane/traffic). Eurasian  Journal of Educational Research, 67, 71-85
http:/ /dx.doi.org/10.14689/ ejer.2017.67.5

Ozet

Problem  Durumu: Kavramlar, insanlarin yasamlar1 boyunca diinyay1
anlamlandirabilmesini ve cevresiyle bittinlesmesini saglayan en onemli
yapilardandir. insanlar giin icinde kavramlarin binlercesini ayirt etme ve iletisimde
kullanir (Jonassen, 2006). Kavram gelisimi, yasam boyunca devam eden sonsuz bir
stirectir ve fiziksel, cevresel faktorlere bagli olarak her ¢ocukta farkli sekilde gelisir.
Gorsel uyaric1 yoklugu, cocuklarin cesitli gelisim alanlarini (bedensel, bilissel ve dil
gelisimi) olumsuz yonde etkiledigi icin (Tuncer, 2004), gérme engelli ¢ocuklarin
kavram gelisiminde genellikle gecikmeler yasanabilir (Budd, 1998). Gorme
yetersizligi olan cocuklarin kavram gelisiminde problem yasadigi, Hill ve Balsch
tarafindan (1980) belirtilen calismalarla da desteklenmektedir.

Kavramlar, yonelim ve bagimsiz hareket icin son derece énemli kilometre taslaridir.
Gorme yetersizligi olan kisilerin yonelim ve bagimsiz hareketle iligkili, sahip olmasi
gereken temel kavramlar; beden semasi, beden kavrami ve beden imajimni igeren
bedensel farkindalik, beden diizlemi ve boltimleri, sag-sol taraflar (yanlar), yonler,
uzaysal (pozisyon, sekil, biiyiiklitk vb.) ve cevresel (kose, cadde vb.) kavramlardir
(Pogrund ve dig., 1998). Beden imgesi kavrami; beden béliimleri, bedenin goreceli
pozisyonlar1 ve ne kadar yer kapladigma yonelik bilgileri igermektedir. Beden
imgesi, cocugun viicut diizlemini algilamasini, basit uzaysal kavramlar: (karsisinda,
yaninda, arasinda) anlamasini kolaylagtirmaktadir. Ogrenci yetersiz bir beden
imgesine sahipse, kendi ¢evresini olusturan diinyay: anlamakta giiclitk yasayacaktir
(Altunay, 2003). Beden imgesi kavramindan sonra, bedeniyle gerceklestirecegi
sag/sol kavramlarinin fonksiyonel kullanimini gelistirmek gerekmektedir. Gérme
yetersizligi olan cocuk ¢evresindeki esyalarin, kendisi hareket ettigi ya da dondiigi
zaman nasil yer degistirdigini goremez (Ozytirek, 1995). Cevresindeki uyaranlar:
glivenli ve hizli sekilde kullanabilmesi igin pozisyonlarin goreceliligi kavraminin
ogrenciye kazandirilmasi son derece dnemlidir.

Trafik kavramlart gibi cevresel kavramlar da, cevrenin giivenli sekilde
kullanilabilmesinde 6nemli bir rol oynar. Goérme yetersizligi olan kisiler hareket
ederken cadde ge¢me gibi 6liim ya da yaralanma ihtimalinin yiiksek oldugu riskli
durumlarla karsilasabilir. Cadde ge¢me bilgisi en ¢ok gorsel sistemler yoluyla
kolayca elde edilir. Gorme yetersizligi oldugu zaman giicliikler artar (Geruschat,
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Hassan, Turano, Quigley ve Congdon, 2006). Bu nedenle trafik kavramlarinin
ogretilmesi ve giivenli gecis icin trafikte uygulamalarin yapilmasi son derece
onemlidir. Fakat Ulkemizde Altunay Arslantekin ve Ekinci tarafindan (2014)
calismada, gorme yetersizligi olan tniversite 6grencilerinin 6grenim hayatlar:
boyunca trafik kavramlari ve trafigin kullanimina yonelik 6gretim yapilmadigt
belirlenmistir.

Ulkemizde yonelim ve bagmsiz hareket igin 6gretilmesi gereken &nkogul
kavramlarla ilgili 6grencilerin performans diizeylerini ortaya koyan herhangi bir
calisma bulunmamaktadir. Arastirmayla, 6grencilerin var olan kavram diizeylerinin
ortaya koyulmasinin, bu kavramlara yonelik &gretim uygulamalarinin
gerceklestirilmesini saglayabilecegi diistintilmektedir.

Arastirmanmin Amaci: TUBITAK tarafindan desteklenen, “Gérme Engelli Ogrenciler
Icin Yonelim ve Bagimsiz Hareket Becerileri Degerlendirme Aracinin Gelistirilmesi
Projesinde (YOBDA)” standardize edilmis degerlendirme araci gelistirilmesi
stirecinde, Tiirkiye'deki gorme yetersizliginden etkilenmis 6grencilerin yonelim ve
bagimsiz hareket becerilerini kullanabilmeleri i¢in sahip olmalar1 gereken 6n kosul
kavramlara (beden diizlemi ve trafik kavramlarr) ne olciide sahip olduklarnin da
belirlenmesi amaglanmuistir.

Aragtirmamn Yontemi: Arastirmanin 6rneklemini, 2015-2016 6gretim yilinda 6grenim
goren, toplam 16 gorme engelliler okulu (n=320) ve yakin bolgelerdeki kaynastirma
ogrencilerinden (n= 82), toplam 402 dokunsal 6grenci olusturmustur. Bu 6grencilerin
183’1 kiz, 219t erkektir. Ogrencilerin arastirmaya katilmalar1 igin gereken izinler,
Milli Egitim Bakanligi'ndan alinmistir. Ayrica okul miidiirleri arastirma hakkinda
bilgilendirilmis ve yazili onaylar1 alinmistir. Calisma, var olan durumunu ortaya
koymaya calisan betimsel diizeyde tarama g¢alismasidir. Uygulamacilar, dokunsal
ogrenci isim listesine gore, birebir olarak calisma yapmustir. YOBDA'daki yonergeler
verilmis ve isaretlemeler yapilmustir. Ogrencilerin uygun sekilde gerceklestirdigi
basamaklar, degerlendirme aracinin ilgili basamaginin karsisindaki, +/- stitununun
altina “+”, 6grencinin uygun gerceklestiremedigi ya da hatali yaptig1 basamaklar, “-”
olarak isaretlenmistir. Ogrencinin dogru/yanhs tepkilerine nétr kalinmustir.
Arastirmada dokunsal olan 6grencilerin 6n kosul kavramlari (beden diizlemi ve
trafik kavramlari) gerceklestirmelerine yonelik degerlendirmeler incelenmistir.
Calismadan elde edilen sonuglarin frekans ve yiizdeleri belirlenmistir.
Degerlendirme aract uygulanmadan o©nce, {i¢ uzman tarafindan aracin amaca
uygunlugu degerlendirilmistir. Degerlendirme aracinin biitin  uygulamacilar
tarafindan giivenilir sekilde uygulanabilmesi i¢in, uygulama kitapciklart hazirlanmis
ve Proje koordinatorii tarafindan bursiyerlere egitim verilmistir. Degerlendirmeciler
arast gilivenirlik verilerinin toplanmasi igin, ikiarastirma gorevlisi, 6grencilerin
%20’si icin YOBDA’y1 bagimsiz olarak isaretlemistir. Degerlendirmeciler arast
gtvenirlik verileri %100 olarak bulunmustur.

Arastirmamin Bulgulari: Arastirmada gorme yetersizligi olan 8grencilerin beden
diizlemiyle iligkili ve trafik kavramlarini gerceklestirme ytizdeleri incelenmistir.
Beden ytizeyleriyle ilgili kavramlar1 gerceklestirme ytizdeleri incelendiginde, %93 ile
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%97.3 arasinda degistigi goriilmektedir. Ogrencilerin, sag, sol, 6n, arka kavramlarina
biiytik olctide sahip olduklar1 gortilmektedir. Bedenine gore pozisyon iliskilerine
yonelik veriler incelendiginde, %88.1 ile %94.3 arasinda degistigi gortilmektedir.
Oniinde, saginda, solunda, arkasinda olan nesneleri séyleme diizeylerinin yiiksek
oldugu soylenebilir. Pozisyonlarin goreceliligi ile ilgili olarak gerceklestirme
ylizdelerinin ise, %68.2 ile %76.4 arasinda oldugu goriilmektedir. Elde edilen
bulgular sonucunda, gérme yetersizligi olan &grencilerin beden diizlemiyle ilgili
kavramlardan, beden ytizeyi ve pozisyon iligkilerine yonelik kavramlara sahipken,
pozisyonlarin goreceliligi (yonii degistirildiginde oniinde-saginda-solunda-arkasinda
olan nesneyi etiketleme) diizeylerinin gorece daha diistik oldugu gortilmektedir.
Ogrencilerin trafik kavramlarini etiketleme yiizdeleri incelendiginde, %15.4 ile %35.6
arasinda degistigi goriilmektedir. Ogrencilerden %17.7’si kavsag: etiketlerken, %62’si
tek yonlii-cift yonlii yolu etiketlemis, %35.6's1 ise trafikte giivenli sekilde karsidan
karsiya gecebilmek igin nereden gecmesi gerektigini sdylemistir. Veriler
incelendiginde, gorme yetersizligi olan ogrencilerin karsidan karsiya gecerken
giivenli sekilde gecebilmesi icin sahip olmas: gereken trafik kavramlarini etiketleme
yiizdelerinin oldukca diistik oldugu gortilmektedir.

Aragtirmann Sonuglart ve Onerileri: Ulkemizde dgrencilerin ydnelim ve bagmmsiz
hareketle ilgili kavramlarla ilgili performans diizeylerini ortaya koyan, Tiirkiye
capinda uygulanmis ve bilimsel yayinlarda kullanilabilecek herhangi bir veri
bulunmamaktadir. Arastirma, dokunsal gorme engelli 6grencilerle gerceklestirilen,
bu konudaki ilk ve en genis kapsamli ¢alismadir. Arastirma sonucunda, gérme
engelliler okullarinda ve kaynastirmada 6grenim goren 6grencilerin yonelim ve
bagimsiz hareket igin gerekli oldugu belirlenen trafik kavramlarindaki diizeylerinin
¢ok diisiik, beden diizlemleriyle ilgili kavramlar: gerceklestirme diizeylerinin gorece
daha yiiksek oldugu belirlenmistir. Ogrencilerin beden diizlemleriyle iligkili
kavramlar1 gerceklestirme diizeylerinin gorece daha yiiksek olmasinin, bebeklik
déneminden itibaren 6zbakim, giinliik yasam becerileri ve 6gretim etkinlikleri
sirasinda beden kavramlarmin kullanilmasiyla agiklanabilir. Kavsak, tek yonli- ¢ift
yonlii yol gibi trafik kavramlar: gorsel unsurlara dayalidir. Bu nedenle kavramlarin
gorme engelli kisilere kazandirilmasi i¢in, dokunsal materyallerle yapilacak
ogretimlere ihtiya¢ vardir. Arastirma sonucunun, Ogretim programlarinin
gelistirilmesine ve bu konuda alanda yapilacak diger arastirmalara zemin
hazirlayacagr diisiintilmektedir. Arastirma ilk, ortaokul diizeyindeki ¢ocuklarla ve
bagimsiz hareket 6nkosul kavramlariyla smirhidir. Tleriki arastirmalarda okul éncesi,
lise ve {tiniversite diizeylerindeki kisilerin yonelim ve bagimsiz hareket 6énkosul
kavramlarindaki performanslarimi ortaya koyacak ¢alismalar yapilabilir. Ayrica farkl
yas gruplarindaki ogrencilerle, 6nkosul kavramlara yonelik ogretim etkinlikleri
gerceklestirilecegi duistintilmektedir.

Anahtar Sozciikler: Yonelim ve bagimsiz hareket, degerlendirme araci, trafik
kavramlari, beden diizlemi kavramlari.
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Introduction

Efficient performance of the teaching profession requires a successful
occupational socialization process. Occupational socialization is a process by which
individuals internalize occupational culture. This process is, at the same time,
important for acquisition of occupational skills and values.

Occupational socialization has been defined similarly by different authors: Moore
(1970) defined occupational socialization as a process by which a member of a
qualified occupation internalizes typical occupational attributes and norms, acquires
necessary knowledge, skills, and occupational identity collectively. Cohen (1981)
referred to socialization as a process in which the value and norms of a given
occupation group are incorporated into individual behaviors and self; the individual
adopts the behavioral patterns of the members of the occupation, abandoning the
social patterns dominant in the culture. Burgaz, Kocak, and Buyukgoze (2013)
defined occupational socialization as a process in which the individual conceives the
technicalities of an occupation by adaptation to the occupation and becomes a part of
the required change and development by making such an adaptation permanent.
Harichandan and Pandya (2012), on the other hand, defined occupational
socialization as a process by which the individual learns the roles and responsibilities
with respect to his or her duty. Therefore, based on the above-stated definitions,
occupational socialization can be briefly defined as coalescence with an occupation
and accepting the values, norms, and behaviors as adopted by the members of said
occupation as prioritized, and maintaining change and development in line with
occupational requirements.

Teachers undergo a long pre- and post-service occupational socialization process.
Lacey (1988) described the occupational socialization process of teachers as becoming
members to the occupation of teaching, and internalizing occupational roles about
teaching. After commencement of service, teachers must acquire new skills in
addition to their previous education and accept the values and norms of the school.
Teachers learn the current social construct of the school, consolidate issues related to
education, and participate in application and sharing activities due to occupational
socialization (Kartal, 2009). Nevertheless, such in-service knowledge, skills, and
values constitute only a part of the occupational socialization process of teachers.

Schempp and Graber (1992) described the four periods of occupational
socialization of teachers as pre-training period, pre-service period, field experiences
period, and induction.

The pre-training socialization period covers the period before commencement of
university education. This period starts before one becomes a teacher or even enters
into a higher education program (Lawson 1983a, 1983b; Lortie, 1975). Most of the
teacher candidates start to establish social expectations with regard to teaching and
clarify their attitudes towards teaching once they are included in state school
systems. These attitudes may involve dreaming about becoming a teacher or
deciding not to be a teacher at all. Furthermore, parents, siblings, and other people
important in the life of the individuals may affect the perception of the candidates
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and their beliefs about the teaching profession (Schempp & Graber, 1992). This
period affects the direction of the attitudes and values towards the occupation.

The pre-service socialization period is a process that starts when teachers are
involved in a higher education program. When a student decides to become a
teacher, the first step towards formal preparation is to be selected for a teacher
education program and ultimately enroll. These individuals are expected to ensure
the adaptation targeted by the program after their involvement in such programs
(Schempp & Graber, 1992). In this period, university departments and faculty staff
influence the professional perspective of the teacher candidates.

The field experiences period is composed of training applications during
university education. This period provides preliminary work of the process towards
becoming a teacher (Yesilyurt & Semerci, 2011), and the candidates acquire the
genuine experiences about the activities of a teacher. Teachers are introduced to
professional life and culture. Traditionally, it is believed that the most important
aspect of field experiences is the lecturing activities (Dodds, 1989). Knowledge and
experience for the teaching profession as acquired in this period influence the
occupational socialization of teacher candidates during the induction period.

Teachers at the induction period start to acquire skills and habits that will form
the foundation of their future success. Development of a positive perspective
towards the teaching profession and work environment is dependent upon the social
interaction with colleagues and school environment, and especially with the school
administrators (Ekinci, 2010). Communication with colleagues and support of
colleagues is especially important for the occupational socialization process to
proceed more conveniently and effectively.

The occupational socialization process is not limited to the formal education
period. This process involves in-service training, pre-service training, and school and
family experiences prior to pre-service training (Ozbek, 2012). A substantial part of
occupational socialization takes place before a structured training and could be both
formal and informal (Pooley, 1972).

Tastekin (2014) emphasized that adapting to a new organization or environment
is not achieved in the short term and, thus, a part of the occupational socialization
process should be completed before induction. Kartal (2009) expressed in a study
titled “Occupational socialization of newly inducted teachers” that many young
teachers experienced contradictions after induction, since the pre-service training
(university education) was theoretical; additionally, the audit and administrative
organs failed to provide necessary support and perform guidance duties, and even
led to frustration. In other words, the teaching education provided in university and
the candidate education during the induction period were not supplementary
regarding occupational socialization of teachers, if said periods were considered as a
whole.

While successful occupational socialization of teacher candidates has a positive
impact on work commitment, adaptation, and success, an unsuccessful occupational
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socialization process has the opposite effect. Consequently, success of occupational
socialization process is not only important for the teacher, but also for the
educational institution and students.

Purpose of the Study:

Purpose of the study is to determine the perception of classroom teachers with
respect to the efficiency of their occupational socialization periods and occupational
socialization levels, and to describe the views and perceptions by sex and seniority
variables.

Answers to the following questions were sought in accordance with the general
purpose provided above:

1. How are the perceptions of classroom teachers regarding the efficiency of
their occupational socialization period?

2. Do the perceptions of classroom teachers regarding the efficiency of their
occupational socialization periods vary by sex and seniority variables?

3. How are the perceptions of classroom teachers regarding the level of their
occupational socialization?

4. Do the perceptions of classroom teachers regarding the level of their
occupation socialization vary by sex and seniority variables?

5. Do the perceptions of classroom teachers regarding the efficiency of their
occupational socialization period constitute a significant predictor for their
occupational socialization levels?

Method

Research Design

A survey model was used in the research. The research population consisted of
16,418 classroom teachers serving at 698 states primary school residing in Ankara
province during the 2013-2014 educational year.

Research Sample

The sample of the research consisted of 608 teachers determined by a layered
sampling method. Each town of Ankara province was considered to be a layer in the
study, and the number of teachers in each town was projected to the research
sample pro rata its ratio to the total.

Research Instrument and Procedure

The “Occupational Socialization Period Efficiency Scale” and the “Occupational
Socialization Level Scale” were developed as data collection tools by the researcher.
"Occupational Socialization Period Efficiency Scale" includes 15 items and 4
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dimensions. Even after the 15th item rotation, it appeared to be loaded in three
factors and was removed from the scale. Because the CFI, NFI and IFI compliance
indices are greater than 0.90, the four-factor model has been fit to the data.
Confirmatory factor analysis results provide full compliance with four subscale
models. “Occupational Socialization Level Scale” includes 10 items and 3
dimensions. Items 1 and 8 were subtracted from the scale because the factor loads
were below 0.30. The CFI, NFI, GFI, and IFI compliance indices were found to be
greater than 0.80, thus fitting into the three factor model. As a result of the factor
analysis, " Occupational Socialization Period Efficiency Scale" 14 items and four
dimensions; “Occupational Socialization Level Scale” was 8 items and three
dimensional structure. Cronbach's Alpha reliability coefficients for the “Occupational
Socialization Period Efficiency Scale” and the “Occupational Socialization Level
Scale” were computed as 0.869 and 0.75, respectively. Five-point Likert type scales
were used, in which phrases were numbered from 1 to 5.

Data Analysis

Mean and standard deviation values were computed to determine the
perceptions of the classroom teachers about the efficiency of their occupational
socialization periods and occupational socialization levels. During the analyses,
parametric tests, such as t-tests and ANOVA, were used in the case of normal
distribution. The meaningful difference between the groups in the meaningful
ANOVA analysis results was examined by the Tukey test. Significant t-test and
ANOVA results were interpreted taking into account the effect size (n?). Non-
parametric tests, such as the Mann Whitney U and Kruskal Wallis tests, were use
where there was no normal distribution for the subdomains of the “Occupational
Socialization Period Efficiency Scale” and the “Occupational Socialization Level
Scale.” Benforroni correction was used to determine which groups were significant
differences in the Kruskal Wallis analysis. The effect size was calculated using the
Z/VN formula for the analysis results that have significance in the nonparametric
tests and interpreted according to Cohen's effect size criterion (0.1-small effect, 0.3-
medium effect, 0.5 large effect).

Results

The first sub-problem of the research was “How are the perceptions of classroom
teachers regarding the efficiency of their occupational socialization period?” Findings
for the perception of the classroom teachers regarding the efficiency of their
occupational socialization periods were provided in Table 1.

Table 1

Arithmetic Mean and Standard Deviation Levels Regarding the Perception Levels of
Classroom Teachers Regarding the Efficiency of Their Occupational Socialization Periods
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Dimension n M S

Pre-training 608 3.47 091
Pre-service 608 3.58 0.87
Field experiences 607 3.32 0.99
Induction 608 3.18 0.80
General 608 3.35 0.68

A review of Table 1 revealed that, with respect to the efficiency of the
occupational socialization periods, the classroom teachers perceived the pre-service
period as mostly efficient (M=3.58), which was perceived as the most efficient period
compared to the other occupational socialization periods. This finding suggested that
the faculty education period was the most efficient period in occupational
socialization of the classroom teachers, whereas, the least important period for
occupational socialization was the induction period (M=3,18).

The second sub-problem of the research was, “Do the perceptions of classroom
teachers regarding the efficiency of their occupation socialization periods vary by sex
and seniority variables?” First, the normality of the distribution was checked in order
to determine whether the perception of classroom teachers with regards to the
efficiency of their occupational socialization period varied by sex and seniority
variables. Since the normality assumption was met for the pre-training, pre-service,
and field experiences periods, a parametric test, i.e., t-test, was applied, the results of
which are provided in Table 2. Nevertheless, since the normality assumption was not
met for the induction subdomain, the Mann Whitney U test was applied, the results
of which are presented in Table 3.

Table 2

t-Test Results on the Perception of Classroom Teachers Regarding the Efficiency of Their
Occupational Socialization Period by Sex

Domain Sex n M S t P

Pre-training I;/‘;;rl‘:le 382 g:g? 8:2; 0.773 0.440
Pre-service i/[e;?jle ‘2183 ;:g? 8:2; 0.290 0.772
Ef}:l:iriences i/?:llj ° 38; 35;3(7) (1)32 0843 0.399

The t-test results on whether the perception of classroom teachers with respect to
the efficiency of their occupational socialization varied by sex are provided in Table
2. According to the table, there was no significant difference between the pre-
training, pre-service, and field experiences subdomains in the perception of the
teachers with regards to the efficiency of occupational socialization periods (p>0.05).
Therefore, it could be concluded that the sex variable was not associated with any
significant effect on the perceptions with respect to the efficiency of socialization in
pre-training, pre-service, and field experiences periods.
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Table 3
U-Test Results on the Perception of Classroom Teachers Regarding the Efficiency of Their
Occupational Socialization Periods by Sex

Domain Sex n Mean Rank Sum Z P
Rank
. Female 406 29191 118517.00 .
Induction 0 202 329.80 66619.00 -2513 0012
*p <0.05

Table 3 revealed that there was a significant difference in the perception of
classroom teachers as regards the efficiency of occupational socialization during the
induction period by sex (p<0.05). Mean ranks suggested that such a difference was in
favor of the male teachers. In other words, male teachers perceived the induction
period as more efficient for occupational socialization compared to female teachers.
As the classroom teachers' occupational socialization process differed according to
the sex, the effect size value was examined and it was determined that there was a
small effect as -0.10.

Normality of the distribution was tested first in order to see whether the
perception of the classroom teachers as regards the efficiency of the occupational
socialization periods varied by seniority. Since the normality assumption was met in
the pre-training, pre-service, and field experiences subdomains were met, a
parametric test, i.e., ANOVA, was applied, the results of which are presented in
Table 4. However, since the normality assumption was not met in the induction
subdomain, the Kruskal Wallis non-parametric test was used, the results of which are
presented in Table 5.

Table 4
ANOVA Results on the Comparison of Classroom Teachers’ Perception as Regards the
Efficiency of the Occupational Socialization Periods by Professional Seniority

. Professional Difference
Domain Seniority n M 5 F P (Tukey)
(1) 5years and below 46 354 0.69 273 0.028 2-5
(2) 6-10 years 98 329 092 2 *
Pre- (3) 11-15 years 116 3.89 0.88
training (4) 16-20 years 127 341 097
(®) 21 years and 221 3.61 091
above
(1) 5yearsand below 46 3.69 0.65 1.06 0.375
(2) 6-10 years 98 355 08 1
Pre-service (3) 11-15 years 116 3.65 0.95
(4) 16-20 years 127 346 0.88
(®5) 21 years and 221 3.60 0.88

Field (1) 5years and below 46 3.00 0.89  6.05 0.000 1-5
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Experiences  (2) 6-10 years 98 307 099 5 * 2-5
(3) 11-15 years 116 321 1.03 3-5
(4) 16-20 years 127 3.37 1.02
®) 21 years and 220 3.54 0.93
above

*p <0.05

Table 4 suggested that there was a significant difference in the perception of
classroom teachers as regards the efficiency of their occupational socialization for the
pre-training and field experiences periods by professional seniority (p<0.05). The
Tukey test from the binary comparison tests was used to determine which groups
were significantly different. Upon binary comparisons, it was found that there was a
significant difference between the scale scores for perception regarding the efficiency
of occupational socialization of those with professional seniority of 21 years and
above and the rest. Accordingly, it was possible to conclude that the level of
perception with respect to the efficiency of socialization in pre-training and field
experiences periods increased as the professional seniority of the teachers increased.
In other words, the teachers with professional seniority of 21 years and above
disagreed with the general opinion that the pre-service period was the most efficient
period in the socialization process. When the effect size values were examined, the
seniority variable explained %2(n? = 0,02) of the variance in the socialization process
in the pre-training period; 4% (n% = 0,04) of the variance in the socialization process
in the field experience.

Table 5

Comparison of Perceptions of Classroom Teachers Regarding the Efficiency of the
Occupational Socialization Periods, by Professional Seniority, Kruskal Wallis Test Result

. Professional Mean Difference difference
Domain Senjz('ority " Rank 5d X P (j]rj\[/fﬂ”" ﬁ(mt
Whitney U) p

(1) 5 years 46 29791 4 18490 0.001* 2-3 0.004**
and below 2-4 0.001**
(2) 6-10 years 98  237.70 25 0.000**
(3) 11-15 116  307.63

Induction  years
(4) 16-20 127  317.98
years
(5) 21 years 221 326.10
and above

*p <0.05; **p<0.005

Table 5 provided that there was a significant difference between the professional
seniority of classroom teachers and their perception regarding the efficiency of the



Canan KUCUKBAYRAM - Ayse OTTEKIN DEMIRBOLAT / 95
Eurasian Journal of Educational Research 67 (2017) 87-105

occupational socialization in the induction period (p<0.05). The Mann Whitney U test
was used to determine between which groups (seniority levels) such a difference
occurred. The Bonferroni adjustment technique was used for the purpose of the
aforementioned comparison. Upon binary comparisons, it was found that there was
a significant difference between the scale scores for perception, as regards the
efficiency of occupational socialization in the induction period, of those with
professional seniority of 6-10 years and those with 11-15 years, 16-20 years, and 21
years and above. Accordingly, it was possible to conclude that the level of perception
as regards the efficiency of socialization in the induction period increased as the
professional seniority of the teachers increased. In other words, the teachers with
professional seniority of 21 years and above disagreed with the general opinion that
the pre-service period was the most efficient period in the socialization process. As
the socialization process in the induction period of the classroom teachers differed
according to the seniority, the effect size value was examined and found to be a great
effect as 0.75.

The third sub-problem of the research was “How are the perceptions of
classroom teachers regarding the level of their occupational socialization?” Findings
for the perception levels of classroom teachers as regards their occupational
socialization levels are provided in Table 6.

Table 6

Arithmetic Mean and Standard Deviation Values for the Perception of Classroom Teachers
Regarding Their Occupational Socialization Levels

Domain n M S

Satisfactory 608 4.20 0.57
Moderately Satisfactory 608 4.08 0.61
Unsatisfactory 608 3.98 0.65
General 608 4.06 0.49

A review of the perception levels of the teachers enrolled in the study with respect
to occupational socialization levels, as provided in Table 6, showed that the
satisfactory perception was “always,” (M=4.20), and moderately satisfactory and
unsatisfactory perception was “mostly” (M=4.08-3.98). In general, teachers’
perception of satisfaction with regards to occupational socialization levels was
“mostly” (M=4.06). These data suggested that the level of perception of classroom
teachers concerning the occupational socialization levels was high.

The fourth sub-problem of the study was, “Do the perceptions of classroom
teachers regarding the level of their occupation socialization vary by sex and
seniority variables?” Normality of the distribution was tested first in order to see
whether the perception of the classroom teachers with respect to occupational
socialization levels significantly varied by sex. The Mann Whitney U test was used
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since there was no normal distribution, the results of which are presented in Table 7.
Whenever any samples exceeded 20, approximately normal distributed Z statistics
were used.

Table 7

U-Test Results on the Perception of Classroom Teachers Regarding the Occupational
Socialization Levels by Sex

Gender N Mean Rank Rank Sum V4 [4
Female 406 316.12 128344.50 -2.32 0.02*
Male 202 281.15 56791.50

*p<0.05

The Mann Whitney U test results on whether the perception of classroom
teachers regarding the occupational socialization levels varied by sex were presented
in Table 7. The table suggested that there was a significant difference between the
perceptions of classroom teachers with respect to occupational socialization levels by
sex (Z=-2.32; p<0.05). Taking into consideration the mean ranks, such a difference
was in favor of the female teachers. In other words, the perception female teachers
exhibited towards the perception regarding occupational socialization levels was
more positive compared to the male teachers. As the level of occupational
socialization of class teachers differed by sex, the effect size value was examined and
it was determined that there was a small effect as -0.09.

Normality of the distribution was tested first in order to see whether the
perception of the classroom teachers concerning the occupational socialization levels
significantly varied by professional seniority. The Kruskal Wallis non-parametric test
was used since the normality assumption was not met in the subdomains, the results
of which are presented in Table 8.

Table 8

Comparison of Classroom Teachers’ Perception Regarding Occupational Socialization Levels
by Professional Seniority, Kruskal Wallis Test Result

= Plrofession D;ﬁ‘erence difference

S a Mean X Mann p

§ Seniority " Rank af square P Whitney

(Years) u)

> 1) 0-5 46 328.27

28 (2) 6-10 98 280.47

é (3) 11-15 116 299.76 4 3.754  0.440 -

z (4) 16-20 127 301.96

LBy 21+ 221 314.15
P (1) 0-5 46 21752 0.000 1-4 0.000**
2. (9610 98 271.21 4 24.015 " 1-5 0.000**
© & (3) 11-15 116  295.75 2-5 0.004**
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(4) 16-20 127 324.75

()21 + 21 33032
1) 0-5 46
329.54
2 (2610 98
g 311.45
G 3)11-15 116 0.1
i © 31894 6.637 56
5 @)1620 127
317.70
()21 + 221
281.04
* p<0.05; **p<0.005

Table 8 provided that there was a significant difference in the moderately
satisfactory domain between the perceptions of the classroom teachers regarding the
occupational socialization level by professional seniority (p<0.05). The Mann
Whitney U test was used to determine between which groups (seniority levels) such
a difference occurred. The Bonferroni adjustment technique was used for the purpose
of the aforementioned comparison. Upon binary comparisons, it was found that
there was a significant difference between the scale scores for perception, with
respect to the occupational socialization level, of those with professional seniority of
0-5 years and those with 16-20 years and 21 years and above, as well as between
those with 6-10 years of seniority and 21 years and above seniority. It was especially
noted that the teachers with seniority of 21 years and above had a moderately
satisfactory perception with regards to occupational socialization levels. As it was
observed that there was a difference in middle level proficiency dimension of the
level of occupational socialization according to seniority, the effect size value was
examined and found to be a great effect as 0.97.

The fifth sub-problem of the research was, “Do the perceptions of classroom
teachers regarding the efficiency of their occupational socialization period constitute
a significant predictor for their occupational socialization levels?” The findings are
presented in Table 9.
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Table 9

Multiple Regression Results on Whether the Efficiency of Their Occupational Socialization
Period Constituted a Significant Predictor for Their Occupational Socialization Levels

Unstandardized Unstandardized
Variables Coefficients Coefficients

B STD. B t P
Error
Fixed 2.993 0.101 29.601 0.000*
Pre-training 0.082 0.031 0.128 2.656 0.008*
socialization
Pre-service 0.052 0.024 0.107 2.145 0.032*
socialization
Socialization during 0.153 0.022 0.282 6.925 0.000*
Field Experiences
Socialization during 0.023 0.025 0.041 0.907 0.365

Induction

R=0.419 R2=0.175 Adjusted R2=0.170 F=32.072 p=0.000 Durbin Watson
statistics=1.735 *p<0.05

Perceptions of classroom teachers with respect to the efficiency of their
occupational socialization period predicted their occupational socialization levels
significantly at a ratio of 17%. The multiple regression coefficient was 0.419, which
revealed a moderate association between the pre-training, pre-service, field
experiences socialization periods and occupational socialization levels. The
regression model was significant (F=32.072, p=0.000). In other words, the model
based on occupational socialization level as the dependent variable and socialization
during pre-training, pre-service, field experiences, and induction periods as
independent variables as assumed to have predicted the dependent variable was
valid.

A separate review of the periods provided that the first three periods significantly
predicted the occupational socialization levels of teachers (p<0.05), where the
induction period was not associated with any significant effect on the occupational
socialization levels of teachers (p>0.05).

Discussion and Conclusion

The perception level of classroom teachers as regards the efficiency of
occupational socialization periods was “mostly” for the pre-service period, which
was the highest compared to the other occupational socialization periods. This result
supported the opinion by Hoy and Wolfolk (1990) that “teacher candidates
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developed their emotions, attitudes, and ideal opinions towards the occupation
mostly during the faculty education process.” Furthermore, the results were also in
line with the statement that “occupational socialization process of teachers mostly
occur during the pre-service (university) period,” as suggested by Kartal (2007) in a
study titled “Organizational socialization in education.”

A significant difference was found in the classroom teachers’ perception as
regards the efficiency of the induction period in occupational socialization by the sex
variable, which suggested that male teachers had a higher perception with respect to
the efficiency of the induction period compared to the female teachers. This result
did not support the suggestion by Waugaman and Lohrer (2000) that age and sex
had no fixed effect on the occupational socialization processes of teachers. This can
be explained by the cultural differences of the societies in which the studies have
been conducted.

The perception of classroom teachers with seniority of 21 years and above with
respect to the efficiency of pre-training, field experiences, and induction periods was
higher compared to the other seniority groups. This results supported the suggestion
by Demirbolat (2011) in “Bureaucratic Socialization Levels of Teachers” that “the
tendency of teachers with seniority of 21 years and above to act in line with
institutional values and rules was higher than that of the teachers with less
seniority.”

The classroom teacher generally had higher perceptions with regards to
occupational socialization levels, which was supported by certain studies in the
literature. Classroom teachers generally consider themselves professionally adequate
(Yasar et al., 2006; Aydin et al., 2010). A review of the association between their
perception concerning occupational socialization levels and sex revealed that there
was a significant difference in favor of female teachers. This result supported the
findings of the study by Shinyashiki et al. (2006), “Professional socialization:
Students becoming nurses.” The similarity of the results should be noted taking into
consideration, especially the fact that both professions are identified with females.
Furthermore, Karp, Williamson, and Shifflett (1994) suggested in their study, which
grouped the factors affecting occupational socialization and stated that progress in
career steps was associated with the sex factor (Karp, Williamson, & Shifflett, 1994, as
cited in Thomas & Anderson, 2006).

There was a significant difference in the moderately satisfactory domain of the
perceptions of teachers with respect to their occupational socialization levels by
professional seniority. It was noted especially that teachers with seniority of 21 years
and above perceived their occupational socialization levels at moderate level. This
result can be explained by the fact that teachers with seniority of 21 years and above
had a delayed encounter with computer technologies.
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This result seemed to be in discordance with the suggestion in “Organizational
socialization levels of primary school administrators and teachers” by Kartal (2003)
that “teachers with less superiority socialize by less commitment compared to the
others.” The foregoing discordance can be explained by the 12-year interval between
the two studies and the changes experienced within said interval.

As a result of the multiple regression analysis, it was seen that the induction
period had no significant effect on the occupational socialization levels of the
teachers. The second sub-problem of the research sought an answer to whether there
was a significant difference between the perception as regards of the efficiency of the
occupational socialization periods by sex. Accordingly, it was seen that male teachers
had a higher perception of efficiency with respect to the induction period compared
to female teachers. This result suggested that female teachers began socialization
earlier, prior to the induction period, and that male teachers began to socialize only
during the compulsory process when they faced the profession alone.

The pre-service period is considered to be the most effective occupational
socialization period by the classroom teachers. However, it was seen that the male
teachers had a far higher perception of efficiency in the induction period compared
to the female teachers. Moreover, the perception of efficiency of teachers with
seniority of 21 years and above for the pre-service, field experiences, and induction
periods was higher than that of the other seniority groups.

It was seen that classroom teachers had higher perception rates with respect to
occupational socialization levels, and that female teachers had higher positive
perception rates as regards the occupational socialization levels compared to male
teachers. There was a significant difference in the moderately satisfactory domain
between the professional seniority of classroom teachers and their perception as
regards occupational socialization. It was noted, however, that the teachers with
seniority of 21 years and above particularly perceived occupational socialization
levels as moderately satisfactory.

As a result of the multiple regression analysis, it was seen that the induction
period had no significant effect on the occupational socialization levels of the
classroom teachers. Nevertheless, in the second sub-problem of the research, it was
seen that male teachers had a more positive perception with respect to the efficiency
of the induction period compared to female teachers.

As the teacher group with seniority of 21 years and above was at a moderate
level, contrary to expectations, periodical requirement analyses should be conducted
with all teachers, and in-service training programs should be introduced pursuant to
the results of the said analyses. In particular, the fact that the perception of the male
teachers with respect to occupational socialization levels was lower compared to that
of the female teachers, and that they perceived the induction period, i.e., the last
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phase of the occupational socialization period, as the most effective period of the
occupational socialization process suggested that male teachers began the
socialization process quite late and in a compulsory period, and that a discriminative
sexual perception with regards to the profession influences male teachers. The
reasons behind intersexual professional perception differences should be studied and
precautions should be taken via activities at the faculty education level.

Further research may be conducted through interviews with classroom teachers,
in other words, by employing a qualitative research method. As such, the perception
of teachers towards the profession and occupational socialization could be
investigated in more detail. Views with respect to the efficiency of occupational
socialization periods could be investigated in a comparative study involving in
different branches and different school types.
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Sinif Ogretmenlerinin Mesleki Sosyallesme Siirecleri
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Ozet

Problem Durumu: Ogretmenlerin meslegi etkili bir sekilde yapabilmeleri basarilt bir
mesleki sosyallesme siirecini 6ncelikli kilmaktadir. Mesleki sosyallesme, bireyin
meslek kiilttirtint igsellestirdigi bir siirectir. Ayn1 zamanda bu stireg, mesleki beceri
ve degerlerin de edinilmesi bakimindan 6nemlidir. Bu ¢alismada egitim ©ncesi
donem, hizmet 6ncesi donem, alan deneyimleri dénemi ve ise baslama donemi
olmak tizere dort mesleki sosyallesme donemi iizerinde durulmakta ve smif
ogretmenlerinin bu donemlerin etkililigine ve mesleki sosyallesme diizeylerine
yonelik algilar1 tespit edilmek istenmektedir.

Arastirmamin Amaci: Arastirmanin amaci, simnif 6gretmenlerinin mesleki sosyallesme
donemlerinin etkililigine ve mesleki sosyallesme diizeylerine yonelik algilarini tespit
etmek, cinsiyet ve kidem degiskenine gore gortis ve algilar1 betimlemektir.

Yukarida verilen genel amag dogrultusunda asagidaki sorulara cevap aranmustir:

1. Siuf 6gretmenlerinin mesleki sosyallesme donemlerinin etkililigine yonelik
algilar1 nasildir?

2. Simuf 6gretmenlerinin mesleki sosyallesme dénemlerinin etkililigine yonelik
algilari cinsiyet ve kidem degiskenlerine gore farklilasmakta midir?
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3. Simuf Ogretmenlerinin mesleki sosyallesme diizeylerine yonelik algilar:
nasildir?

4. Smif oOgretmenlerinin mesleki sosyallesme diizeylerine yonelik algilar:
cinsiyet ve kidem degiskenlerine gore farklilasmakta midir?

5. Siif 6gretmenlerinin mesleki sosyallesme dénemlerinin etkililiine yonelik
algilari, mesleki sosyallesme diizeylerinin anlamli bir yordayicis1 midir?

Aragtirmanmin Yontemi: Aragtirma tarama modelindedir. Arastirmanin evrenini; 2013-
2014 egitim-6gretim yilinda Ankara ili simrlan igerisinde yer alan 698 resmi
ilkokulda goérev yapan toplam 16418 sinif 6gretmeni olusturmaktadir. Arastirmanin
orneklemi, tabakali 6rnekleme yontemi ile belirlenen 608 smif 6gretmeninden
olusmaktadir. Arastirmada, Ankara’ya baglh ilcelerin her biri, bir tabaka olarak
diisiiniilmiis ve her bir ilcede yer alan 6gretmen sayisi, toplam icindeki oranina gore

arastirma orneklemine yansitilmistir.

Veri toplama aract olarak arastirmaci tarafindan ‘Mesleki Sosyallesme Donemi
Etkililik Olgegi’ ve ‘Mesleki Sosyallesme Diizeyi Olgegi’ gelistirilmistir. Mesleki
Sosyallesme Donemi Etkililik Ol(;eginin Cronbach Alpha giivenirlik katsayis1 0,869,
Mesleki Sosyallesme Diizeyi Olceginin ise 0,75 olarak hesaplanmustir.

Simif 6gretmenlerinin mesleki sosyallesme donemlerinin etkililigine ve mesleki
sosyallesme diizeylerine yonelik algilarini belirlemede ortalama ve standart sapma
degerleri hesaplanmistir. Yapilan analizlerde “Mesleki Sosyallesme Dénemi Etkililik
Olgegi’ ve ‘Mesleki Sosyallesme Diizeyi’ olgeklerine ait alt boyutlarda normal
dagilimin goriildigti durumlarda parametrik testlerden t-testi ve ANOVA, normal
dagilimin goriilmedigi durumlarda ise non-parametrik testlerden Mann Whitney U
ve Kruskal Wallis testleri kullanilmistir.

Arastirmamn  Bulgulari: Sif o6gretmenlerinin  mesleki sosyallesme donemlerinin
etkililigine yonelik alg1 diizeyleri hizmet 6ncesi dénem i¢in ‘cogu zaman’ diizeyinde
olup diger mesleki sosyallesme dénemlerine gore en etkili algilanan dénemdir. Sif
Ogretmenlerinin ise baslama doneminde sosyallesme asamasmin etkililigine yonelik
algilar1 ile cinsiyet degiskeni arasinda anlamli farklilik tespit edilmistir. Fark erkek
Ogretmenlerin ise baglama doneminin etkililigine yonelik algilarimin  kadin
ogretmenlere gore daha yiiksek oldugunu gostermektedir. Kidemi 21 yil ve tizeri olan
stif ogretmenlerinin egitim oncesi, alan deneyimleri ve ise baslama dénemlerinin
etkililigi ile ilgili algilar1 da diger kidem gruplarina gore daha yiiksek bulunmustur.
Smif 6gretmenlerinin genel olarak mesleki sosyallesme diizeylerine yonelik algilar
yiiksek diizeyde bulunmustur. Smif 6gretmenlerinin mesleki sosyallesme diizeyleri ile
ilgili algilarinin cinsiyetle iligkisi incelendiginde anlamli farklilik oldugu ve bu farkin
kadin 6gretmenler lehine oldugu gortilmusttir. Sif 6gretmenlerinin mesleki kidemi ile
mesleki sosyallesme diizeylerine yonelik algilari arasinda orta diizeyde yeterlilik
boyutunda anlamli farklilik goriilmiistiir. Coklu regresyon analizi sonucuna gore ise,
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ise baglama doneminin smif dgretmenlerinin mesleki sosyallesme diizeyleri tizerinde
anlaml bir etkiye sahip olmadig1 gorilmistiir.

Aragtirmanin Sonuglart ve Onerileri: Hizmet o6ncesi donem, smif 6gretmenleri
tarafindan en etkili mesleki sosyallesme donemi olarak algilanmaktadir. Ancak ise
baslama doneminin etkililigine yonelik erkek 6gretmen algilarmin kadmn dgretmen
algilarina gore daha yiiksek diizeyde oldugu goriilmusttir. Kidemi 21 yil ve tizeri
olan simf ogretmenlerinin egitim oOncesi, alan deneyimleri ve ise baslama
donemlerinin etkililigi ile ilgili algilar1 da diger kidem gruplarina gore daha yiiksek
diizeyde bulunmustur. Sinif 6gretmenlerinin mesleki sosyallesme diizeyleri ile ilgili
algilarinin ytiksek diizeyde oldugu ve kadin 6gretmenlerin erkek 6gretmenlere gore
mesleki sosyallesme diizeylerine yonelik algillarinin  daha olumlu oldugu
goriilmistiir. Sinif 6gretmenlerinin  mesleki kidemi ile mesleki sosyallesme
diizeylerine yonelik algilari arasinda orta diizeyde yeterlilik boyutunda anlaml
farkliik goriilmiistiir. Coklu regresyon analizi sonucuna gore ise, ise baslama
doneminin sinif 6gretmenlerinin mesleki sosyallesme diizeyleri tizerinde anlamli bir
etkiye sahip olmadig1 goriilmustiir. Fakat arastirmanin ikinci alt probleminde erkek
Ogretmenlerin ise baslama doneminin etkililigine yonelik algillariin  kadin
ogretmenlere gore daha ytiksek oldugu gortilmiisti.

Kidemi 21 yil ve tizeri olan 6gretmen grubunun mesleki sosyallesme diizeylerinin
beklenenin tersine orta derecede bulunma nedenleri arastirilmali, belli periyotlarda
tum ogretmenlerle ihtiya¢ analiz calismalar1 yapilmali ve sonuglar dogrultusunda
hizmet ici egitim programlart diizenlenmelidir. Ozellikle erkek &gretmenlerin
mesleki sosyallesme diizey algilarinin kadin 6gretmenlere gore daha duisiik diizeyde
olmas1 ve mesleki sosyallesme donemlerinin son asamasi olan ise baslama dénemini
mesleki sosyallesme siirecinin en etkili donemi olarak algilamalari, erkek
Ogretmenlerin sosyallesme siirecine oldukca ge¢ ve zorunlu bir dénemde basliyor
olduklarmi ve 6gretmenlik meslegi ile ilgili ayrimci bir cinsiyet algisiin erkek
ogretmenler tizerindeki etki giictinii diistindiirmektedir. Cinsiyetler aras1 meslekle
ilgili algt farkliligimin nedenlerinin arastirilmas: ve fakiilte egitimi diizeyinde
calismalarla énlemlerin alinmasi énerilebilir.

Anahtar Kelimeler: Ogretmen egitimi, mesleki sosyallesme dénemleri.
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Introduction

In Turkey, pre-service music teachers are trained in faculties of education at
universities. The predominant part of pre-service music teachers’ curricula is
composed of field education. Instrument training is the main focus of field education.
This is because an instrument is the basic material of a music teacher. Pre-service
teachers who are virtuoso players of their instruments will have fulfilling careers,
and they will in turn raise even more people who are interested in art by inspiring
their students to want to be like them. As Ucan (1996) says, people who are
interested in art will be sensitive to their environment and society, able to satisfy and
develop their aesthetic needs, fulfil their desire for artistic interpretation and express
themselves. In other words, people with an interest in art will be intellectual and
sophisticated. A society of intellectual and sophisticated individuals will develop.
Considering this social reflection, it can be argued that improving the quality of
instrument education in the training of pre-service music teachers is a pivotal issue.
In the process of improving the quality of instrument education in pre-service music
teachers' training, the problems encountered and their causes should be identified.
Performance is the primary factor that should be examined in an analysis of the
problems encountered in instrument education, since performance is the main
reflection of self-improvement and self-knowledge in music education, as it is in
other fields of pedagogy.It is the sole concrete indicator of the process. Sezer (2005)
describes performance as, "individuals' way of expressing what they can do with
their existing knowledge."

A review of the relevant literature indicates a holistic perspective on
performance. There are two expressions for it in the foreign literature: "music
performance" (Gabrielsson, 2003; Kenny, Fortune and Ackermann, 2013; Wrigley and
Emmerson, 2013; Lamont, 2012; Hewitt, 2011), and"musical performance"
(McCormick and McPherson, 2003; Preti and Welch, 2013; Ryan, 2004; Mills, 2003;
Delagu and Belardinelli, 2003). On the other hand, studies in this field written in
Turkish are limited (Ozevin Tokinan, 2013). The researcher used the term "music
performance" since it is also the term used in the relevant resources. Music
performance can be described as, "a person's or group's consciously displaying music
for an audience" (Sloboda, 1985:67). Again, a holistic perspective is dominant in
music literature. However, performance-based fields of music education have
specific branches such as instrument education and vocal training. Each of these
fields consists of different psychological and cognitive dynamics in themselves.
Furthermore, they can be performed individually or as a group.When they are
performed individually or as a group, their psychological, physiological and
cognitive elements growmore diverse.Hence, a general approach to music
performance might not be sufficient for music research directed toward
professionals. The studies in the literature indicate that some researchers have noted
this fact and performed studies of specific musical fields such as solo vocal
performance (Howard, 2012), piano performance (Wapnick et al., 2009) and cello
performance (Hong, 2003). Another remarkable point about the literature is that
there are a large number of studies on music performance. This is an indicator of the
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subject’s popularity and its importance. Gabrielsson's (2003) study suggests that
research on music performance can be classified into these topics: planning,
deciphering, improvising, feedback, motor skills, performance models, measuring
performance, physical factors, psychological and sociological factors and
performance evaluation. However, Gabrielsson also states that the majority of these
studies focus on performance measurement, and that there are also a considerable
number of studies of motor skills. This might be due to the fact that music
performance includes a variety of capabilities: motor skills, coordination, attention,
memory, aesthetic sense and interpretation, so researchers are focused on these
points. Studies of psychological factors are also very common in music performance
research. This indicates that the quality of a performance results from the experience
level of the performer and having enough preparation for the performance, along
with psychological factors such as sense of self, self-efficacy belief and performance
anxiety (Papageorgi et al., 2011). In the literature, there are many studies of
performance anxiety (Allen, 2013; Thomas and Nettelbeck, 2014). However, it is
notable that there are few studies on the correlation between the sense of self, self-
efficacy and performance (McCormick and McPherson, 2003), although self-efficacy
is one of the basic motivational structures of individuals' actions. As Bandura (1986;
391) states, self-efficacy belief is a "person’s main judgements about their capacities to
carry out the actions required to perform and organize these actions." As in other
disciplines, there are many studies of self-efficacy belief in the musical field
(Ozmentes, 2014; Afacan, 2008). This may be due to the fact that music researchers
noticed the positive effects of self-efficacy in education. As Bandura (1993) says,
individuals with a weak self-efficacy belief cannot fully focus on the teaching
process. They do not have much desire to learn. They neither want nor try overcome
the problems they encounter. People with strong self-efficacy belief try more and
work harder to achieve their goals than people with weak self-efficacy belief
(Schunk, 1989). Individuals with strong self-efficacy belief try harder because of the
positive correlation between self-efficacy and motivation, according to the research
of Schunk (1995) and Yusuf (2011). The positive correlation of self-efficacy concept
with motivation brings about achievement. Therefore, strong self-efficacy belief,
together with motivation, will lead to achievement in instrument education as in
other disciplines. Achievement will increase the quality of instrument education, and
it will be reflected in the professional lives of pre-service teachers and their students.
In other words, qualified pre-service music teachers will be satisfied with their
professional lives, increasing the number of people who are interested in art by
creating a driving force in their students, and thus serving the development of
society. This indicates that research on self-efficacy belief in instrument performance
is necessary. Researchers have determined that people's motivation, excitement, level
of anxiety, thoughts and belief—in other words, individual traits—influence their
performance (Stacho et al.,, 2013; Zijl and Slobada, 2011). The concept of personality
includes most of these traits. Yelboga (2006) says that personality covers an
individual's entire set of biological and psychological, hereditary and acquired
abilities, motivation, emotions, desires, habits and all behaviors. For these reasons,
personality traits were selected as the second variable in this study. The purpose of
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this study is to determine the correlation between pre-service music teachers' self-
efficacy belief regarding their musical instrument performance and their personality
traits. The study is significant because it will contribute to the enhancement of
instrument education in pre-service music teacher education and the creation of
brand new methods, approaches and measurements.

Method
Research Design

The correlative survey method was used in this study. Karasar (2002: 81) says
correlative survey models are research models aimed at determining the existence of
a simultaneous change between two or more variables and the levels of such change.

Research Sample

For this study, the researcher cooperated with 250 pre-service music teachers
enrolled in the first, second, third and fourth years in Adnan Menderes University
and Balikesir University’s Faculty of Educational Sciences in their Music Education
Programs during the 2013-2014 academic year in Turkey. The population of the
study includes students enrolled in the faculty of educational sciences in their music
education programs in Turkey. The sample group of the study consisted of students
enrolled in Adnan Menderes University and Balikesir University’s Faculty of
Educational Sciences in their Music Education Programs.The simple random
sampling technique was used to determine the sample group of the study. The
principle of “the sample size between 30 and 500 is enough,” which is widely
accepted by scholars, was taken into account (Altunisik, Coskun, Bayraktaroglu and
Yildirim, 2012). Of the pre-service teachers participating in this study, 60% were male
and 40% were female. Of them, 22.8% were enrolled in their first year, 20.8% in their
second year, 28.8% in their third year and 27.6% in their fourth.

Research Instrument and Procedure

The Hacettepe Personality Inventory. This study used the "Hacettepe Personality
Inventory" developed by Ozguven (1992) to determine the personality traits of pre-
service music teachers. The Hacettepe Personality Inventory was created by
improving upon the pilot version prepared in 1976, and through further revision in
1978. The inventory was revised for the second time in 1982, when it took on its
current form. The scale consists of eight sub-scales: four for "personal adaptation"
and four for "social adaptation." The sub-dimensions of personal adaptation are:
"Self-realization," "Emotional Determination," "Neurotic Tendencies," and "Psychotic
Symptoms." The sub-dimensions of social adaptation are: "Family Relationships,”
Social Relationships,” Social Norms,” and "Antisocial Tendencies.” The entire scale
includes 168 items. Each sub-dimension consists of20 items. Eight additional items
are used to provide clues about the validity of the responses. The items solicit "Yes"
or "No” responses, and the scale is scored with "1" point given for each correct
answer and "0" points for each incorrect answer. So, the maximum score of the scale
is 160 points, and the minimum score is 0 points. The maximum score of the sub-
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dimensions of the scale is 20 points, and the minimum score is 0 points. The height of
the score indicates being "healthy" or "adaptable." The scores on the scale are
interpreted using the percentages determined by Ozguven. Validity tests were
performed by Ozguven (1976-1982), using the distributed practice method on a
variety of groups. The lowest reliability coefficients were found in the social norms
sub-dimension (58), and the highest were the reliability scores of the entire scale (92).
The average reliability score was 82.

The Musical Instrument Performance Self-efficacy Belief Scale. This study used the
"Musical Instrument Performance Self-efficacy Belief Scale" developed by the
researcher to measure the musical instrument performance self-efficacy belief levels
of pre-service music teachers. The scale was prepared using a 5-point Likert type
scale, consisting of three sub-dimensions, which are "Self-efficacy,” "Self-inefficacy,"
and "Psychological indicators." The entire scale’s Cronbach's Alpha coefficient is .72.
The Cronbach's Alpha coefficients for the sub-dimensions of the scale are: .74 for
"Self-efficacy,”.76 for "Self-inefficacy," and 61 for "Psychological indicators." On the
scale, 1="disagree" and 5="strongly agree." The scale consists of 20 items, so the
maximum score is 100 points, and the minimum score is 20 points. The "Self-efficacy
" sub-dimension consists of 10 items. “Self-inefficacy” has 5 items, and "Psychological
indicators" consists of 5 items. The maximum score on the sub-dimension “Self-
efficacy” is 50 points, and the minimum score on this sub-dimension is 10 points. The
maximum score on “Self-inefficacy” is 25 points, and the minimum is 5 points. The
maximum score on "Psychological indicators" is 25 points, and the minimum is 5
points. The points for some items onthe scale were calculated in reverse.

Data Analysis

The study demonstrates the arithmetic average and standard deviation as the
descriptive statistics of pre-service music teachers' scores regarding their personality
traits and self-efficacy belief in their instrument performance. A correlation analysis
was performed to determine the correlation between self-efficacy belief in instrument
performance and personality traits. The reliability level was found to be .05.
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Results
Findings Regarding the Descriptive Statistics

Table 1 shows the findings related to the descriptive statistics from the "Musical
Instrument Performance Self-efficacy Belief Scale" and the "Hacettepe Personality
Inventory.”

Table 1
Descriptive Statistics Results for Hacettepe Personality Inventory and Musical
Instrument Performance Self-efficacy Scale (N=250)

Minimum  Maximum M SD Skewness  Kurtosis
Self- 1.0 14. 00 8. 20 2.87 -. 347 -. 356
realization
Fmotional 2.00 18.00  10.94 3.28  -.157 -.439
Determination
[} .
g Neurotic 1. 00 19.00  11.04 3.50  -.268 .030
Sp) Tendencies
g Psychotic
2 2.00 18.00 11.13 3.17 -. 149 .105
s Symptoms
2 Personal 10.
(=R -
= ke Adaptation 11. 00 64. 00 41.32 2 . 343 .311
= o .
=9 Family )
£ 5 Relationships .00 16. 00 7.74  3.81 .032 . 748
57 Social 00 16.00  7.65 3.38  -106 - 642
% Relationships ' ' ' ’ ’ '
@” Social Norms 2.00 16. 00 8.95 2.68 .032 -. 167
g Antisocial 2.00 17.00 9.61 3.09 -190 -.387
T Tendency
Social
Adaptation 8.00 54.00 3396 9.04 -.443 -. 235
General
Personality 27.00 113. 00 7528 16.61 -.566 .224
Traits
o Self-efficacy 10. 00 50. 00 3038 8.11 -.138 -. 0215
"5 § Self-inefficacy 5.00 25.00 16.80 4.43 -.215 -. 434
£ £ g Psychological 5.00 25.00 1451 3.8  .216 - 054
B4 8 Indicators
é 3R ,-é Musical 23,00 97.00 61.70 12.82 - 112 .572
g é’, & Instrument
§ g .2 Performance
S g @  Self-efficacy
“‘5 Belief
oo

As Table 1 shows, the highest average on the sub-scales of the "Musical
Instrument Performance Self-efficacy Belief Scale" was on the "Self-efficacy”sub-
dimension (M=30.38), and the lowest average was on the "Psychological Indicators"
sub-dimension (M= 14.51). On the "Hacettepe Personality Inventory," the highest
average was on the "Psychotic Symptoms" sub-dimension (M=11.13), and the lowest
was on the "Family Relationships" sub-dimension (M=7.74).
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Findings of the Correlation Analysis

Table 2 shows the findings of the correlation analysis of the "Musical Instrument
Performance Self-efficacy Belief Scale" and the "Hacettepe Personality Inventory."
According to Buyukozturk (2006), in the correlation analysis, correlation coefficient
between 0.00 and 0.30 is regarded as a low-level correlation. Between 0.30 and 0.70 is
considered a medium-level correlation, and between 0.70 and 1.00 is regarded as a
high-level correlation.

As Table 2 shows, there was a low correlation between the "Musical Instrument
Performance Self-efficacy Belief Scale" and the "Hacettepe Personal Inventory." The
highest correlation among the sub-dimensions of the " Musical Instrument
Performance Self-efficacy Belief Scale" was between the "Musical instrument
performance self-efficacy belief " and "Self-efficacy " (r=.846; p<.01). The highest
correlation among the sub-dimensions of the "Hacettepe Personality Inventory" was
between "General personality traits" and "Personal adaptation" (r=.879; p<.01). The
highest correlations between "Musical Instrument Performance Self-efficacy Belief
Scale" and "Hacettepe Personal Inventory" were between “Psychological indicators”
and “Neurotic Tendencies” (r=-240; p<.01) ; “Psychological indicators” and
“Personal adaptation” (r=-.223; p<.01) ; “Self-inefficacy” and “General personality
traits” (r=-.196; p<.01); “Self-inefficacy”and “Social adaptation” (r=-.184; p<.01);
“Self-inefficacy” and “Self-realization” (r=-.181; p<.01); “Psychological indicators”
and “Emotional determination” (r=-174; p<.01); “Self-inefficacy” and “Family
relationships” (r=-.171; p<.01); “Psychological indicators” and “General personality
traits” sub-dimensions (r=.-163; p<.01).

Discussion and Conclusion

This study aims to determine the correlation between pre-service music teachers’
musical instrument performance self-efficacy belief and their personality traits. The
research results indicate that there is a low correlation between pre-service music
teachers' instrument performance self-efficacy belief and their personality traits. In
the relevant literature, there are no studies similar to this one; however, Schyns and
Collani (2010) found a positive and significant correlation between self-efficacy belief
and personality traits in their study on the correlations between self-efficacy,
personality traits and organizational variables. Thoms, Moore and Scott (1998) did
research on the correlation between self-efficacy and personality traits in
autonomous study groups. They found that self-efficacy and personality traits are
related. These studies support the outcome of this study. A high level of performance
on an instrument will bring about self-efficacy belief, motivation and achievement.
This will cause pre-service music teachers to increase their professionalism, find
professional satisfaction, inspire their students and increase the numbers of people
who are interested in art; thus, serving for the development of the society.



Demet GIRGIN / Eurasian Journal of Educational Research 67 (2017) 107-123

114

60 >dx10">dxs

L0967 .GPL’ .88G - V0~ 650~ OI0“ 990 TI0* . €CC~.GST"~.0VC - . PLT- .IET- .91 " s10yedIpU] [eI30[OYDAS] -GT
«CI87 w99%" LFBL- 840" €I1~ .LEL™~ . TZL-.991"- TOL™ .€61™~ G80 "~ .ISL "~ “.96L " Adeoygour-y[ag -H1
LI¥8° €40 850" 160"~ 90 6€0“- ¥S0- S0~ L0~ 010~ LOL-  €L0- Aoeoyggo-g[eg -¢ 1

48

FOUTY BUEIIITYIOS

LVCL- ¢80 690~ V0L~ 880"~ .99l ™~ 860 - .c¥l- 880" .IZL™- .€91™- OUBULIONID ] JUSWINISU] [EJSNIA -7 T

689" .STY LF8Y LPIL LFSF L6PE LOEE .69T .8T9°  .EPE’ uoneidepy [erog -1
W68C° L0ET WOV L06S° BTG .09V LEFF LCSE .8l Aouspus, [epOSHUY -0T
FIE WF9T FET 60T 020" ZI0Y .0TE €T SWLION] [E1205 -6
L9C€ LI9T 9T 9IT° 90T .88%  .£eg’ sdysuoneoy [e105 -g
WSFPE LE6T 98T WELT LF9Y .8TY sdysuoneoy Aqruef -/
WFE8Y P8 0P8 WP 648 uoneydepy [euosiad -9
-89 609" .0V’ .0/ swopdwdg onoydAsd -g
099" LL¥E’ LTOL SIUIPUL [, SHOINBN -
<1287 799 UON}RUIULIdd(] [eUOIOWH-¢
882’ uoneZI[edl-§[95-g
N
Fo) AR A 4 ] 6 8 L 9 S i € T [euosiag
[eruan) -1

21v2§ Aaojuaau] Apgpuosiag adapasvE ayy puv ajpas fanjag hovoyffa-f1og aouviuiofiag juatuniisuy ayj Jo SuoisuauiIp-qng aiyj 40f SuovaLI0D)

[4SICLAR



Demet GIRGIN / Eurasian Journal of Educational Research 67 (2017) 107-123 | 115

For the aforementioned reasons, the other psychological and musical factors in
instrument performance and self-efficacy belief need to be researched. According to
the results, educators can develop the necessary measurements and take the required
precautions for negative situations in education process. Researchers could also
study the other factors —both affective and psychological —that contribute to the
instrumental training of pre-service music teachers. Regarding the outcomes of this
research, certain measurements could be developed for use in the aptitude tests used
for entrance into music departments and for choosing an instrument. It is known that
students who have not received education in any of the instruments taught as majors
in music departments determine their principal instrument after joining the
department. However, only their physical appropriateness is taken into account.
There is no psychological or affective evaluation. There is a need for the tests that
will determine which instrument suits students psychologically and emotionally.
This type of research might contribute to the development of these measurements.
Accordingly, these approaches could contribute to enhancing the quality of
instrument education.

Another outcome indicated in the Findings section of the study is that the highest
correlations between the scores of pre-service teachers on the "Musical Instrument
Performance Self-efficacy Belief Scale" and the "Hacettepe Personal Inventory" were:
(r=-.240; p<.01) between “Psychological indicators” and “Neurotic tendencies;” (r=-
.223; p<.01) between “Psychological indicators” and “Personal adaptation;” (r=-.196;
p<.01) between “Self-inefficacy” and “General personality traits;” (r=-. 184; p<.01)
between “Self-inefficay” and “Social adaptation;” (r=-.181; p<.01) between “Self-
inefficacy” and “Self-realization;” (r=-.174; p<.01) between “Psychological indicators”
and “Emotional determination;” (r=-.171; p<.01) between “Self-inefficacy” and
“Family relationships;” (r=.-163; p<.01) between “Psychological indicators” and
“General personality traits.” The negative correlation between "Psychological
indicators" and "Neurotic tendencies" may be due to the perfectionist attitude of
people with neurotic tendencies. Perfectionism characterizes individuals who set
excessively high standards for themselves and for the others (Holender, 1965).
Hamachek (1978) discussed two kinds of perfectionism: normal and neurotic.
Kottman (2000) claimed that positive perfectionists are not intensely worried about
reaching high standards, and they are not discouraged when they fail to reach their
goals. However, negative perfectionists are extremely worried and feel devastated
when they can not reach perfection. The sub-dimension "Psychological indicators"
on the musical instrument performance self-efficacy belief scale consists of these
items: "I get very excited during my performance since I am afraid to fail," "I am
afraid of making small mistakes during my performance," "l feel nervous and tense
before a performance," "I immediately get intimidated when I encounter a negative
situation during my performance" and "I make a comparison between my
instrumental performance with others at my level of ability." It is obvious that the
items in the "Psychological indicators" sub-dimension relate to worries, anxieties and
being demotivated. This context makes it evident that the contents of the
"Psychological indicators" and "Neurotic tendencies" sub-dimensions match. Pre-
service teachers with low scores on the "Neurotic tendencies" sub-dimension are
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negative perfectionists. Yondem (2012) did a qualitative study with 17 music majors
entitled, "Physical, Behavioral and Cognitive Features of Perceived Performance
Anxiety." He explained the pre-performance anxiety of students with certain
personality traits, e.g., excitability, insecurity and pessimism. These findings are
consistent with Smith and Rickard's (2004) findings, which correlate performance
anxiety and continuous anxiety or neuroticism. On the other hand, Yondem (2012)
determined in his study that negative thinking, fear of not being appreciated and
perfectionism are the thought contents of musicians who define their anxiety levels
as high. This study determined that perfectionism is more rare than other thoughts.
In another study, Yondem (2007) found that there was no significant correlation
between music majors' anxiety and their perfectionist thoughts. These results
contradict the argument that pre-service teachers who obtain low scores on the
"Neurotic tendencies" sub-dimension are negative perfectionists. Depending on these
results, researchers could perform studies to determine which neurotic tendencies
are related to psychological indicators such as anxiety or excitement. Sumi and
Kanda (2002) did not find a correlation between neurotic perfectionism and anxiety
in their study of 138 Japanese students. This situation raises the question: "Does the
correlation between neurotic perfectionism and anxiety vary depending on culture,
gender and field?" A review of the relevant literature does not indicate any findings
on this subject. Researchers should find answers to this question. The correlation
between "Personal adaptation" and "Psychological indicators" become clear when the
features of "Personal adaptation" sub-dimension are analysed. "Personal adaptation"
consists of these sub-dimensions: "Self-realization," "Emotional determination",
"Neurotic tendencies" and "Psychotic symptoms." The "Self-realization" score is
correlated with these traits of self-realizing people: self-confidence, being aware of
their abilities, being able to take decisions on their own, being able to express things
that they are sure to be true, feeling that they are accepted and not useless. The
"Emotional determination" score is correlated with these traits: self-confidence, rarely
getting upset, not being offensive, and the "Psychotic symptoms" score is associated
with being offensive and extremely emotional (Ozguven, 1992). If an individual
obtains high scores on these traits, it indicates that the individual has a healthy
personality. People who are healthy in terms of the traits in question get low scores
on the '"Psychological indicators" sub-dimension of the Musical Instrument
Performance Self-efficacy Belief Scale. This may be due to the fact that individuals
with healthy personalities feel less excitement and anxiety. Dundar, Yapici and
Topcu (2008) performed a survey of university students’ exam anxiety and
personality traits. They determined that there was a negative correlation between
"General personality traits" scores and exam anxiety. The studies by Dundar, Yapici
and Topcu (2008) support the outcomes of this research. Another outcome of the
study is that there is a negative correlation between the score obtained on the entire
"Hacettepe Personality Inventory" and "Self -inefficacy ". This might be a result of the
fact that people who are healthy personalities are more likely to be successful due to
their self-confidence. Otacioglu (2008) performed a study with 92 pre-service music
teachers entitled, "A comparison of Pre-service Music Teachers' Problem Solving
Abilities and Self-confidence Levels with Their Achievements on Instruments." This
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study supports the correlation between self-confidence and success. The correlation
between "Self-inefficacy " and "Social adaptation" may be due to the fact that people
who have antisocial tendencies in their family and social relationships— the sub-
dimensions of "Social adaptation"—are less likely to be successful since they are
hard, full of anger, wanting to hurt others and be aggressive. The other correlations
in this research are between "Self-inefficacy " and "Self-realisation," and between
"Psychological indicators" and "Emotional determination." Self-realising individuals
are also self-confident. Since they trust themselves, they are likely to achieve their
goals and be successful. Emotionally determined people are also self-confident, not
offensive and rarely get upset. These traits may help emotionally-determined
individuals to avoid excitement or anxiety during their instrumental performances.
The study also found a negative correlation between “Self-inefficacy” and "Family
relationships." This proves that healthy family relationships influence individuals'
self-efficacy beliefs in instrument education as in other fields. This outcome of the
study is consistent with the research of Ikiz and Yoruk (2013). Ikiz and Yoruk (2013)
found that pre-service teachers' self-efficacy belief levels increased as their family
relationships improved. Lian and Linn's (2010) opinions are the same. Another
outcome of the study is that there is a positive correlation between the "Psychological
indicators" and "General personality traits" sub-dimensions. This may be due to the
self-confidence and social adaptation of emotionally-determined individuals. It is
possible that emotionally-determined and socially adaptable individuals do not feel
excitement or anxiety during their instrumental performance. These research
outcomes require a focus on self-confidence and anxiety. Researchers could study the
factors that influence their self-confidence and the correlation between their
personality traits and anxiety levels.

This study also found that the highest average score among the sub-dimensions
of "Musical Instrument Performance Self-efficacy Belief Scale" was M=30.38 on the
"Self-efficacy” sub-dimension. The lowest was M=14.51 on the "Psychological
indicators" sub-dimension. The highest average score among the sub-dimensions of
"Hacettepe Personality Inventory" was M= 11.13 on the "Psychotic symptoms" sub-
dimension. The lowest average score was M=7.74 on the "Family Relationships" sub-
dimension. These results point to the fact that a majority of pre-service music
teachers regard themselves as efficacious in their instrumental performance.
However, they have a low average in terms of family relationships. As Ozguven
(1992) states, a university student is neither a child nor an adult. University students
are going through difficulties in their transition to adulthood and are supposed to
find an identity, adapt to the rules of society and reach social maturity. In the social
adaptation process, groups of friends are also very important, as the family becomes
less influential and the individual’s value systems become more influential in
governing behavior. Moreover, most parents in our country failed to attain the same
education level as their children, and so they lose some of their power to influence
them. Thus, children become more influential in family decisions. This can cause
family disagreements. A review of the relevant literature does not indicate any
surveys supporting this case. Researchers could study the family relationships of
university students and the factors affecting these relationships.
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Miizik Ogretmeni Adaylarinin Calg: Performansi Ozyeterlik inanglar1 ve
Kisilik Ozellikleri Arasindaki Iliski

Atif:

Girgin, D. (2017). The relationship between pre-service teachers self-efficacy belief in
musical mstrument performance and personality traits. Eurasian Journal of
Educational Research, 67, 107-123, http:/ /dx.doi.org/10.14689/ ejer.2017.67.7

Ozet

Problem Durumu: Ozyeterlik inanct diisiik olan bireyler, 6gretim siirecine kendilerini
tam olarak vermezler, 6grenme istekleri azdir, zorluklarla karsilastiklarinda ytizlesmek
istemezler ve bu durumun iistesinden gelmek igin caba sarf etmezler. Ozyeterlik inanc
yiiksek olanlar ise bir isi basarmada 6zyeterlik inanc1 duisiik olanlara gore daha ¢ok
caba gostermekte ve daha uzun siireli calismaktadirlar. Ozyeterlik algis: yiisek olan
bireylerin diisiik olanlara gore daha ¢ok caba gostermelerinin nedenine gelindiginde
bu durum, ozyeterlik ve motivasyon arasindaki pozitif iliski olarak agiklanabilir.
Ozyeterlik kavraminin motivasyonla olan bu porzitif iliskisi beraberinde basariy1
getirmektedir. Dolayisiyla diger disiplinlerde oldugu gibi calg: egitiminde de yiiksek
bir 6zyeterlik inanc1 motivasyonla beraber basariy: getirecektir. Bagar1 ¢alg: egitiminde
niteligi artiracak, dolayli olarak 6gretmen adaylarimin meslek yasamlarma ve
ogrencilerine yansiyacaktir. Bir bagka ifadeyle nitelikli miizik 6gretmeni adaylar:
meslek yasamlarinda doyuma ulasacak, ogrencilerinde itici gii¢ olusturarak sanatla
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ilgilenen bireylerin artmasina oOnciiliik ederek toplumlarin kalkinmasma hizmet
edeceklerdir. Soz edilen nedenlerle miizik 6gretmeni adaylarinin ¢algr performanst
ozyeterlik inancini etkileyen faktorlerle ilgili arastirmalarin yapilmast Snemlidir.
Arastirmacilarca da belirlendigi gibi insanlarin gitidiileri, heyecanlari, kayg: diizeyleri
ve diistince ve inanglar1 diger bir deyisle bireysel 6zellikleri performanslar1 tizerinde
etkilidir. Kisilik, bu ozelliklerin bir ¢ogunu biinyesinde barindirmaktadir. Kisilik,
bireyin biyolojik ve psikolojik, kalitsal ve edinilmis biitiin yeteneklerini, giidiilerini,
duygularini, isteklerini, aliskanliklarii ve biittin davranislarini igine alir. S6z edilen
nedenlerle kisilik 6zellikleri arastrmanin diger degiskeni olarak belirlenmistir.

Arastirmamin Amaci: Bu calismada miizik 6gretmeni adaylarinin galgi performansi
ozyeterlik inanclarinin kisilik 6zellikleri ile iliskili olup olmadiginin ortaya konmast
amaclanmustir.

Arastirmamn Yontemi:liskisel tarama modelindeki bu arastirma, 2013-2014 egitim-
ogretim yilinda, Adnan Menderes Universitesi ve Balikesir Universitesi Egitim
Fakiiltesi Miuizik Egitimi Anabilim Dallar’'nda 6grenim goren ve arastirmaya goniillii
olarak katihm gosteren 1., 2., 3., ve 4. smuflarda egitim goren 250 miizik 6gretmeni
aday1 ile gerceklestirilmistir. Arastirmanin evrenini Tiirkiye'de egitim fakiiltelerine
bagh biitiin miizik egitimi boliimleri dgrencileri olusturmaktadir. Orneklemini ise
Adnan Menderes Universitesi ve Balikesir Universitesi miizik ogretmenligi
boltimlerindeki 6grenciler olusturmaktadir. Arastirmanin 6rneklemi belirlenirken basit
tesadiifi 6rnekleme teknigi kullanilmustir. Arastirmaya katilan 6gretmenlerin % 60° 1
erkek, % 40’1 kadindir. Ayrica arastirmaya katilan 6gretmenlerin % 22, 81 1. siif, % 20,
81 2. smuf, % 28, 81 3. smuf, % 27, 6's1 4. siuf 6grencisidir. Arastirmada veri toplama
aract olarak Calgi Performansi Ozyeterlik inanc1 Olcegi ve Hacettepe Kisilik Envanteri
kullanilmustir. Arastirmada miizik ogretmeni adaylarimin kisilik 6zelliklerini
belirlemek amaciyla Ozgiiven (1992) tarafindan gelistirilmis olan “Hacettepe Kisilik
Envanteri ” kullanilmigtir. Olgek “Kisisel uyum” icin dort ve “Sosyal uyum” icin de
dort olmak tizere sekiz alt 6lgekten olusmustur. Kissel uyuma ait alt boyutlar; “Kendini
gerceklestirme”, “Duygusal kararlilik”, “Nevrotik egilimler”, “Psikotik belirtiler” ,
sosyal uyuma ait alt boyutlar ise; “Aile iliskileri”, “Sosyal iliskiler”, “Sosyal normlar”,
“Antisosyal egilimler” olarak adlandrilmstir. Olgegin tamami 168 maddeden
olusmaktadir. Alt boyutlar 20 maddeden olusmaktadir. 8 madde cevaplandirmanin
gecerligi hakkinda ipucu vermesi amaciyla kullanilmaktadir. Olcek evet-hayir seklinde
yanitlanmaktadir. Olgegin degerlendirilmesi cevap anahtarina gore yapilmaktadir.
Olgekte her dogru cevap igin 1, yanlis cevap igin ise 0 puan verilmektedir. Dolayistyla
olgegin tamamindan en yiiksek 160, en diisitk 0 puan alinabilmektedir. Olgegin alt
boyutlarindan en yiiksek 20, en diistik 0 puan alinabilmektedir. Puanlarin yiiksek
olusu “saglikli” veya “uyumlu” olusu ifade etmektedir. Olgekten alman puanlar
Ozgiiven tarafindan belirlenmis yiizdelik degerlere gore yorumlanmaktadir. Olgegin
Ozgiiven (1976-1982) tarafindan, gesitli gruplar tizerinde aralikli tekrar yontemi ile
gtivenirlik calismalar1 yapilmistir. Ortalama giivenirlik .82" dir. Arastirmada miizik
Ogretmeni adaylarimin calgr performans: 6zyeterlik inang diizeylerini 6lgmek amaciyla
arastirmaci tarafindan gelistirilmis olan “Calg1 Performansi Ozyeterlik Inanct (")lgegi"
kullanilmustir. Besli likert tipinde hazirlanmis olan olcek “Kendini yeterli gorme” ,
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“Kendini yetersiz gorme” ve “Psikolojik gostergeler” olmak tizere ti¢ alt boyuttan
olusmaktadir. Olgegin biitiinii icin Cronbach Alpha degeri .72° dir. Olcegin alt
boyutlarmin Cronbach Alpha degerleri; “kendini yeterli gorme” .74, “kendini yetersiz
gorme” .76, “psikolojik gostergeler” . 61" dir. Olgekte, 1= “hi¢ katlmiyorum”, 5=
tamamen katiltyorum olarak belirlenmistir. Olgek 20 maddeden olugmaktadir.
Dolayistyla dlgegin tamamindan en yiiksek 100, en diisiik 20 puan almabilmektedir.
Olgegin alt boyutlarindan kendini yeterli gérme boyutu 10 , kendini yetersiz gérme 5,
psikolojik gostergeler 5 maddeden olusmaktadir. Kendini yeterli gorme boyutundan en
yiiksek 50, en diistik 10; kendini yetersiz gérme boyutundan en yiiksek 25 en diisiik 5;
psikolojik gostergeler boyutundan en yiiksek 25 en diisiik 5 puan alinabilmektedir.
Olgekte ters puanlanan maddelerde bulunmaktadir. Olgegin tamamindan ve alt
boyutlarindan almacak yiiksek puan miizik 6gretmeni adaylarmin bireysel calgilarina
yonelik calgt performanst 6zyeterlik inanglarmin yiiksek diizeyde oldugunu
gostermektedir. Ogretmen adaylarmin, calgt performanst dzyeterlik inanglar ve kisilik
ozellikleri arasindaki iliskinin belirlenmesinde korelasyon analizinden yararlanilmustir.

“

Arastirmamm Bulgulari: Arastirma bulgularma gore “ Calgi Performanst Ozyeterlik
Inanc1 Olgegi” nin alt boyutlarinin ortalamalarinda en yiiksek ortalama (M=30.38) ile “
Kendini yeterli gorme” alt boyutunda, en diisiik ortalama (M=14.51) ile “ Psikolojik
gostergeler” alt boyutundadir. “Hacettepe Kisilik Envanteri” nin alt boyutlarmin
ortalamalarinda ise en yiiksek ortalama (M= 11.13) ile “Psikotik belirtiler” alt
boyutunda, en diisiik ortalama (M= 7. 74) ile “Aile iligkileri” alt boyutundadir. Yine
arastirma bulgularma gore, “Calgi Performanst Ozyeterlik Inanci Olgegi” ve
“Hacettepe Kisilik Envanteri” arasinda diisiik diizeyde bir korelasyon vardir . “Calgt
Performanst Ozyeterlik Inanci Olgegi” ile alt boyutlari arasinda en yiiksek
korelasyon (r=.846; p<.01) ile “Genel calg1 performansi dzyeterlik inanc1” ve “Kendini
yeterli gérme” arasmndadir. “Hacettepe Kisilik Envanteri” ile alt boyutlar1 arasindaki
iliskide en yiiksek korelasyon (r=.879; p<.01) ile “Genel kisilik o6zellikleri” ve
“Kisisel uyum” arasmndadir. Calgi Performansi Ozyeterlik Inanci ()lgegi" ile
“Hacettepe Kisilik Envanteri” puanlar1 arasnda en yiiksek korelasyonlar (r=-.240;
p<.01) ile “Psikolojik gostergeler” ve “ Nevrotik egilimler”; (r=-223; p<.0l) ile
“Psikolojik gostergeler” ve “Kisisel uyum”; (r=-196; p<.01) ile “Kendini yetersiz
gorme” ve “Genel kisilik 6zellikleri”; (r=-.184; p<.01) ile “Kendini yetersiz gorme” ve
“Sosyal uyum”; (r=-181; p<.0l) ile “Kendini yetersiz gorme” ve “Kendini
gerceklestirme”; (r=-.174; p<.01) ile “Psikolojik gostergeler” ve “Duygusal
kararlihk”; (r=-.171; p<.01) ile “Kendini yetersiz gérme” ve “Aile iligkileri” ; (r=.-163;
p<.01) ile “Psikolojik gostergeler” ve “Genel kisilik 6zellikleri”  boyutlar: arasindadir.

Aragtirmanin Sonuglart ve Onerileri: Bu arastirmada 6gretmen adaylarmin calgi
performansi 6zyeterlik inanglari ile kisilik 6zellikleri arasindaki iliski incelenmistir.
Arastirmada miizik 6gretmeni adaylarinin calg1 performans: 6zyeterlik inanglar: ile
kisilik ozellikleri arasinda dustik diizeyde bir korelasyon c¢ikmustir.Diger
arastirmacilarca calgi performansi 6zyeterlik inancini etkileyen diger degiskenlerin
neler oldugu belirlenebilir.

Anahtar Kelimeler: Ogretmen egitimi, miizik egitimi, ¢alg: egitimi, miizik psikolojisi.
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Introduction

Recently, the term socialization, which includes acquisition of moral norms,
behaviors, attitudes, values, roles, and symbols ensuring the continuity of cultures
and societies, has also come to cover the emotions, which is described as “emotion
socialization”. Emotion socialization behaviors are not addressed completely
separately from child-raising behaviors. Parents” emotion socialization behaviors are
defined as parents’ reactions to their children’s emotions and the dialogue they
engage in when their children experience negative emotions (Altan, Yagmurlu &
Altan, 2010; Corapci, 2012; Eisenberg et al., 1998; Yagmurlu & Yavuz, 2013). In the
literature, the emotion socialization process is mostly considered as emotional
socialization behaviors.

Emotion socialization behaviors are discussed as the process by which children
are taught when and how to express their emotions, causes of emotions, and the
consequences that emotional reactions may have (Eisenberg, Cumberland & Spinrad,
1998; Southam-Gerow, 2014). Over the course of this process, when socializing their
children’s emotions, parents aim to regulate their children’s emotions in a socio-
culturally proper manner. Mothers produce supportive and unsupportive reactions
to their children during the process of emotion socialization. Mothers’ supportive
reactions (reactions that are problem-focused, encouraging the expression of
emotion, or emotion-focused) to their children’s negative emotions have a positive
impact, whereas unsupportive reactions (punitive and minimization reactions, or
distress in parents) have a negative impact on children’s emotional status and social
competence (Eisenberg et al., 1998; McElwain, Halberstadt & Volling, 2007; Guven &
Erden, 2013). One of the most important contributions to the child’s social
development is positive self-perception.

Studies investigating maternal emotion socialization have shown that there is a
positive relationship between mothers” supportive emotional reactions and
children’s social competence (Blair et al., 2014; Eisenberg, Fabes & Murphy, 1996;
Fabes et al., 2001; McElwain et al., 2007; Garner et al., 2008; Root & Stifter, 2010, Secer
& Karabulut, 2016). Also, in the literature, children’s positive social behaviors and
positive self-perceptions are addressed as significant indicators of their social
competence.

The development of the self is a dynamic process, which is shaped by the way
individuals perceive themselves and their interactions with others in their immediate
environment. Parents play a crucial role in a child’s positive self-perception. Mothers’
specific features, such as having strong communication skills, addressing situations
positively, discussing negative emotions with their children and producing solutions
have a key role on children’s personality traits. The relationships that parents
establish with their children, children’s interpersonal relationships and interactions
with others have a profound impact on children’s developing a negative or a positive
self-perception (Kagitcibasi, 2010; Gungor, 2011; Berk, 2013). Children who have
positive self perception are also socially successful.
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On the other hand, social problem-solving, which is essential for children’s social
development, refers to a cognitive, behavioral, and emotional process in which
individuals evaluate effective solution options and choose the best alternative to
handle difficult situations they encounter in their daily lives (Nezu, D'Zurilla &
Nezu, 2012). Social problem-solving skills, that are applied to find the most effective
solution; involve particular steps. These steps include determining a difficulty in a
social environment and identifying the problem, producing alternative solutions to
the problem by brainstorming, evaluating the possible outcomes of these
alternatives, going over the solution alternatives and choosing the best one,
implementing the best solution, reviewing how the solution is achieved, and carrying
out a final assessment (Forgan, 2003; Elias & Tobias, 2005). When children follow
these steps appropriately, they can solve the problems they face, be accepted by
others, and reach the end of this process with useful experiences (Berk, 2013). It is
also stressed that children’s ability to deal with their negative emotions has great
importance during an effective social problem-solving process. This is because the
process also involves emotions. Children’s emotions can generate positive behaviors
and be constructive for the problem-solving process, as they can also cause
aggressive behaviors and may be dysfunctional in this process (Cekici & Gucray,
2012). Parents producing supportive reactions to their children’s negative emotions
promote both the social and emotional development of their children.

Children need to have positive, well-regulated, and calm emotions to handle
social problems that involve interaction with their peers and building friendships or
other relationships with them in early childhood, during which children begin to
participate in the social environment. Moreover, it is suggested that positive parental
emotion socialization contributes to such competence in children, while negative
emotion socialization is associated with children’s social adaptation problems
(Dowling, 2008; Zahn-Waxler, 2010; Berk, 2013). This is because emotionally healthy
children build positive relationships more easily with their peers and with adults and
they hold positive self-views.

As a result, parents’ reactions to their children when they experience negative
emotions, such as fear, worry, anxiety, and sadness, how parents interpret their
children’s emotions, the appropriateness of parents’ reactions to these emotions, the
level of parents’ sensitivity or negligence towards their children’s emotions affect
children’s development. Even though a number of studies have been conducted on
emotion all socialization behaviors, researchers have just started to carry out such
studies in Turkey, and there have been no studies discussing both children’s self-
perceptions and social problem-solving skills (Atay, 2009; Yagmurlu & Altan, 2010;
Kilic, 2012; Altan et al.,, 2013; Guven & Erden, 2013; Okur & Corapci, 2016). In
addition, the present study is important as it investigates this subject in preschool
children in Turkey, contributes to the literature, and enlightens other researchers for
future studies. In this regard, the problem of this current study consists of maternal
emotion socialization behaviors and 5--6 year--old children’s self-perceptions and
social problem-solving skills. In accordance with this objective, answers were sought
for the following questions:
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1. Do mothers’ supportive and unsupportive emotion socialization behaviors
vary by;

a) children’s gender?

b) mothers’ education level?

2.  To what extent can mothers’ supportive and unsupportive emotion
socialization behaviors explain;

a)  children’s self-perception levels?

b) children’s social problem solving skills?

3. Is there an association between children’s self-perceptions and social
problem solving skills?

Method
Research Design

This is a quantitative research study using a relational screening model and
examines maternal emotion socialization behaviors, 5-6 year-old preschool children’s
self-perception levels, and their social problem solving skills (Buyukozturk et al.,
2013).

Research Sample

The study group was composed of 109 children (47 girls, 62 boys, aged 5-6 years)
who attended a preschool in Kirklareli city center during the 2014-2015 school year
and their mothers. Convenience sampling was used as a non-random sampling
method for creating the study group. As the study group consisted of children who
were available, accessible, and willing to participate in the study, convenience
sampling was used as a non-random sampling method (Creswell, 2014). Of all
children included in the study, 43.2% (n=47) were girls and 56.8% (n=62) were boys.
According to the distribution of the mothers” education level, it was reported that
21.1% (n=23) graduated from elementary school or less, 10.1% (n=11) graduated from
middle school, 39.4% (n=43) graduated from high school, and 29.4% (n=32)
graduated from the university.

Research Instrumentations and Procedures

In this current study, data was collected by using the “Coping with Children's
Negative Emotions Scale (CCNES),”; “Demoulin Self Perception Test for Children,”;
and “Wally Social Problem-Solving Test (WSPST)”. In order to conduct the study,
written permission was obtained from the Kirklareli Provincial Directorate of
National Education, from the school administration, and from parents/guardians of
participating children. These children were also asked for permission to ensure a
voluntary participation. The scales used to collect data from the children were
applied to each child individually, separate from the group and in a quiet and
convenient place in their school. The “Coping with Children's Negative Emotions
Scale, on the other hand, was applied when the mothers came to school to pick up
their children. The mothers were provided with necessary information in advance
about how to fill out these scales. A brief explanation on data collection tools was
also given.
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The Coping with Children's Negative Emotions Scale (CCNES). The Coping with
Children's Negative Emotions Scale, which was developed by Fabes, Eisenberg and
Bernzweig (1990) to measure parents’ behaviors when dealing with their children’s
negative emotions, consisted of 12 scenarios involving different emotions that
children experience, such as anger, fear, sadness, anxiety, shame, and
disappointment. Six types of reactions were established according to the scenarios.
This scale was adapted to Turkish by Olgek, Yagmurlu and Altan (2010) and its
internal consistency was determined by Cronbach’s alpha coefficient. These internal
consistency coefficients ranged between .54 and .88 (Altan et al., 2013; Yagmurlu &
Altan, 2010).

The Demoulin Self Concept Test. The Demoulin Self Concept Test, an assessment
instrument providing a systematic and comparable analysis of children’s individual
self-concept, was developed by Donal Demoulin between 1995-1998. Turasli (2014)
adapted the Demoulin Self Concept Test to Turkish and also carried out validity and
reliability studies. This scale was adapted to Turkish with 29 items in total, 14 for
self-efficacy and 15 for self-esteem. The maximum reliability was achieved (0.88) by
Cronbach'’s alpha and Spearman methods, whereas the Guttman method produced
the minimum reliability (0.88). The test-retest reliability coefficient was found
significant at levels of .607 and .01.

Wally Social Problem-Solving Test (WSPST). The Wally Social Problem-Solving Test
was developed by combining Spivak and Shure’s (1985) Preschool Problem-Solving
Test and Rubin and Krasnor’s (1986) Child Social Problem-Solving Test to measure
children’s social problem-solving skills both qualitatively and quantitatively. In this
scale, peer problems (peer relations) and adult problems (object acquisition) were
addressed as sub-scales (Dereli, 2008). Validity and reliability studies of the Turkish
version of the Wally Social Problem-Solving Test were conducted by Yilmaz and
Tepeli (2013). The items’ internal consistency reliability was calculated by using the
KR 20 method and the reliability coefficient was found to be .79. Another indicator of
the test’s reliability was that it was analyzed with the test-retest reliability method.
The scores between two scales were assessed by the pearson product moment
correlation coefficient and the correlation between two measurements was detected
as .96.

Personal information form. This form, created to determine the children’s
demographic characteristics, is composed of questions on the children’s age, gender,
and their mothers” education level.

Data Analysis

In this study, the collected data were analyzed through the SPSS 20.0 package
program. When analyzing the differences in mothers’ supportive and unsupportive
emotional reactions by different variables, Kolmogorov-Smirnova and Shapiro-Wilk
tests were performed to assess the homogeneity of distribution. Because the variables
were not normally distributed, Mann-Whitney U and Kruskal Wallis-H tests were
performed during an assessment of differences between the groups. In categorical
variables, gender status was analyzed by t-test as it had only two categories. Multiple
regression analysis was performed to determine to what extent mothers” supportive
and unsupportive emotional reactions explained their children’s self-perception
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levels and social problem-solving skills. On the other hand, the pearson product
moment correlation coefficient analysis was carried out to find the associations
between children’s self-perception levels and social problem-solving skills
(Buyukozturk et al., 2013).

Results

An unrelated t-test and Mann-Whitney U test were conducted to determine
whether maternal emotion socialization behaviors varied by child’s gender. The
results are presented in Table 1.

Table 1

Unrelated T-Test of Mothers” Supportive and Unsupportive Emotion Socialization
Behaviors by Children’s Gender and the Results of the Mann-Whitney U-Test

Mothers” Supportive Reactions

Gender n M S sd t p
Female 47 143.50 13.207 1133 0.260
Male 62 146.58 14.513 106
Mothers” Unsupportive Reactions
Gender n Mean Total u p
Ranks Ranks
Female 47 57.16 2629.50
Male 62 52.52 3256.50 1303.50 446
*p<0.05

According to Table 1, it was found that mothers” supportive [t(106)= -1.133,
p>0.05] and unsupportive reactions to their children’s negative emotions did not
show any significant difference by children’s gender [U=1303.50, p>0.05].

The results of the Kruskal Wallis H test which was performed to analyse whether
maternal emotion socialization behaviors varied by mothers’ education level are
demonstrated in Table 2.

Table 2
Kruskal Wallis H- Test’s Results of Maternal Emotion Socialization Behaviors According
to Mothers” Education Level

Education Level n  Mean Ranks  sd X? p
, Elementary School or less 23 49.13
Mothers'  Middle School 11 569
upportive .
Reactions High School 43 57.13 3 1.04 790
University 32 55.69
Elementary School or less 23 65.89
Mothers”  Middle School 11 49.82
Unsupporti  Hioh School 43 56.23
;Jieeuctions University 32 47.30 i 9

*<0.05
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Table 2 shows that mothers’ supportive [X2? (sd=3, n=109)= 1.04, p>0.05] and
unsupportive reactions to their children’s negative emotions do not show any
difference by the level of education [X? (sd=3, n=109)= 4.99, p>0.05].

A multiple regression analysis was carried out to determine to what extent
mothers’ supportive and unsupportive emotional reactions indicated their children’s
self-perception levels and the results are demonstrated in Table 3.

Table 3

A Multiple Regression Analysis of Children’s Self-Perception Levels According to
Mothers” Supportive and Unsupportive Reactions to Children’s Negative Emotions

Binary Partial

Variables B B t p - .

Mothers” Supportive -.020 -.038 -.396 -.039 -.038
: .693

Reactions

Mothers” Unsupportive -.075 -.148 -1.546 -.149 -.148
: 125

Reactions

Constant 79.887 9.882 .000

R=0.153 R2 =0.023

F (2.106) = 1.277 p=0.283

As seen from Table 3, mothers’ supportive and unsupportive emotional reactions
cannot explain their children’s self-perception levels in a statistically significant
manner. In addition, correlations showed that there was no statistical relationship
between mothers’ supportive/unsupportive emotional reactions and their children’s
self-perception scores (p>0.05).

A multiple regression analysis was performed to determine to what extent
mothers’ supportive and unsupportive emotional reactions explained their children’s
social problem-solving skills and the results are presented in Table 4.

Table 4

A Multiple Regression Analysis of Children’s Social Problem-Solving Skills According to
Mothers” Supportive and Unsupportive Reactions to Children’s Negative Emotions

Bingry Partial

Variables B p t p ,
’

Mothers” Supportive .003 .019 .196 .845 .018 019
Reactions

Mothers” Unsupportive -.015 -.099 -1.021 310 -.099 -.099
Reactions

Constant 11.502

R=0.100 R2=0.010
F (2.106) =539 p=0.585
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Table 4 demonstrates that mothers’ supportive and unsupportive emotional
reactions cannot offer a statistically significant explanation for their children’s social
problem-solving skills. Moreover, correlations showed no statistical relationship
between mothers’ supportive/unsupportive emotional reactions and their children’s
total social problem-solving skill scores and sub-scale scores (p>0.05).

As the variables showed normal distribution, correlations between the variables
were analyzed with the pearson product moment correlation coefficient to find an
association of children’s self-esteem, self-efficacy and total self-perception scores
with their social problem-solving skills and sub-scales (peer-related and adult-related
social problem-solving skills). The results of the analysis are shown in Table 5.

Table 5

Pearson  Product Moment Correlation Coefficient Analysis of the Relationship of
Children’s Total Social Problem Solving Skill Scores and Its Sub-Scales with Their Total
Self-Perception Scores and Its Sub-Scales

Self- Self-Esteem Peer-  Adult-related Total Social Total Self-
Efficacy Scores related Social Problem- Perception
Scores Social ~ Problem- Solving Scores
Problem-Solving Scores
Solving
Self-Efficacy 1 *
Scores
Self-Esteem 744~ 1
Scores
Peer-related .611™ .616™ 1
social problem-
solving
Adult-related .395™ 467 .375™ 1
social problem-
solving
Total Social .635™ 6677 .935™ .680™ 1
Problem-Solving
Scores
Total Self- 943~ 924~ 657 459~ .695™ 1
Perception Scores
*p<0.05

Table 5 shows that there is a positive and high relationship between children’s
total self-perception scores and social problem-solving skills (p<0.05). Also,
correlations between variables indicate a moderate, positive, and statistically
significant relationship of children’s self-efficacy and self-esteem with their peer-
related and adult-related social problem-solving skills (p<0.05).
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Discussion and Conclusion

This part discusses the findings of the current study and presents the results and
recommendations. The first finding of the study revealed that mothers’ supportive
and unsupportive reactions to their children’s negative emotions showed no
significant difference by children’s gender. In view of this finding, it can be
suggested that children’s gender has no impact on maternal emotion socialization
behaviors. Studies conducted by Fabes et al. (2001) and McElwain et al. (2007)
concluded that mothers” supportive emotional reactions did not show a significant
difference according to children’s gender. Another study by Kilic (2012) and
Yagmurlu and Altan (2010) investigating emotion socialization behaviors of
preschoolers” mothers also found that maternal emotion socialization behaviors did
not differ by children’s gender. These results share similarity with the finding
mentioned above. In addition, this research indicates that mothers” supportive and
unsupportive reactions to their children’s negative emotions do not show a
significant difference by their education level. Kilic (2012) found that maternal
emotion socialization behaviors showed no difference by mothers’ education level.
On the other hand, a study carried out by Atay (2009) to investigate emotion
socialization behaviors in Turkish culture, concluded that there was no association
between demographic variables, such as mothers’ education level, income level of
the family, and any one set of emotion socialization reactions. In view of these
results, it can be suggested that mothers” education level has no effect on maternal
emotion socialization behaviors.

Another result of the present study found that mothers’ supportive and
unsupportive emotional reactions did not represent their children’s self-perception
levels. This is similar to what Eisenberg, Liew and Piada (2001) found in their studies,
concluding that no significant relationship existed between mothers’” emotion
expression patterns and their children’s self-regulations. In the literature, findings
related to parental emotion socialization behaviors and children’s social and emotional
features have been obtained from correlational studies that do not allow for drawing
conclusions based on reasons (Corapci, 2012). Keller, Voelker and Yovsi (2005)
underline that socio-emotional development should be considered together with the
environment a child lives in, and that sociocultural norms and values shape parental
behaviors, the child’s self-concept development, and socio-emotional skills. In the
literature, it is suggested that the process of emotion socialization varies by culture and
environment. The fact that this study found no significant relationship between
mothers” supportive/unsupportive reactions and children’s self-perception scores
might be due to excluding the variables “culture” and “environment” that children
lived in (Altan vd., 2013; Eisenberg et al., 1998; Fabes et al., 2001; Guven & Erden, 2013).

The current study also revealed that mothers’ supportive and unsupportive
emotional reactions could not explain their children’s social problem-solving skills in
a significant manner. Garner et al. (2008) and McElwain et al. (2007) found a positive
and significant relationship between mothers’ supportive reactions to their children’s
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emotions and children’s positive social behaviors. Furthermore, relevant studies also
suggest that there is a positive association between mothers’ unsupportive reactions
to their children and children’s problem behaviors towards their peers (Blair et al.,
2014; Fabes et al., 2001; Garner et al., 2008; Root & Stifter, 2010). The fact that this
study found no significant relationship between mothers’ supportive/unsupportive
reactions and children's social problem-solving skills might result from its excluding
one variable, children’s temperament, which affects parental emotion socialization
behaviors and is considered an important factor in this process. This is supported by
an argument presented by Zahn-Waxler (2010); suggesting that the reason children
are easygoing in their social relationships and display positive social behaviors may
be due to other positive personality traits, such as having an easy temperament,
rather than a positive emotion socialization process.

In this study, it was also determined that there was a significant relationship
between children’s self-perceptions and social problem-solving skills. A study
performed by Hamarta (2009) found a positive and significant association between
children’s social problem-solving skills and high level of self-perception. Kumru,
Sayil & Yagmurlu, (2011) conclude that a child’s self-perception indicates positive
peer management and positive social behaviors, rather than maternal emotion
socialization goals. These studies mentioned above support the result of this
research. D'Zurilla, Cahng & Sanna (2003) also suggest that there is a significant
relationship between aggression, social problem-solving skills, and self-esteem, that
low self-esteem affects the process of finding effective methods to deal with
problems, and that individuals” positive approach to the problem is associated with
their self-efficacy.

To conclude, the present study shows that there is a statistically significant
association between children’s social problem-solving skills and their self-
perceptions, and that social problem-solving skills are essential for children to build
healthy relationships in their social lives. In this respect, by following effective
strategies, children’s ability to solve problems with their peers or with other people
in their immediate environment may enable them to develop a positive self-
perception. Additionally, this study found no quantitative relationship between
maternal emotion socialization behaviors, children’s self-perceptions and social
problem-solving skills. This result proves that understanding the effect of emotion
socialization behaviors fully can only be possible with comprehensive studies that
measure parents’ and children’s reactions multiple times, investigate the changes
takinge place over time, and determine who influences whom and how. In light of
these results, educators in preschools can organize family activities that create an
opportunity for parents to discuss negative emotions with their children and to
explain expression patterns of negative emotions with informative techniques, which
enable them to be positive models for their children. In addition, future studies on
the process of emotion socialization can contribute to the literature by examining the
variables, such as children’s temperament, social context and the culture in which
they live, and the socio-economic structure of the family.
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Annelerin Duygu Sosyallestirme Davranislari ile Cocuklarin Benlik
Algis1 ve Sosyal Problem Cozme Becerilerinin Incelenmesi
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Ozet

Problem  Durumu: Duygu sosyallestirme davramiglar1 cocuk  yetistirme
davranislarindan ayri1 olmamakla beraber ¢ocuklarin olumsuz duygular yasadiklar:
durumlarda, anne ve babalarin cocuklarinin duygularina verdikleri tepkiler ve
kurduklan iletisim olarak tanimlanmaktadir. Korku, kaygi, endise ve tizlintli gibi
olumsuz duygular yasanilan anlarda anne-babalarin ¢ocuklarimin duygularin nasil
anlamlandirdiklari, tepkilerinin uygunlugu, duygularina duyarliklar1 ve ihmalleri
cocuklarin gelisimini etkilemektedir. Duygu sosyallestirme stirecinde anneler
¢ocuklarma destekleyici ve destekleyici olmayan tepkiler gosterirler. Annelerin
¢ocuklarmin olumsuz duygulart karsisinda gosterdikleri destekleyici tepkilerinin
(probleme odakli, duygu ifadesini cesaretlendirici, duygu odakli tepkiler) cocugun
duygusal durumu ve sosyal yeterlilikleri tizerinde olumlu etkileri, destekleyici
olmayan tepkilerinin (cezalandirici, kiicimseyici tepkiler, ebeveynde sikinti)
olumsuz etkileri vardir. Alan yazmi incelendiginde, ¢ocugun olumlu sosyal
davraniglarinin ve olumlu benlik algisinin sosyal yeterliligin 6nemli gostergeleri
olarak ele alindig1 ve cocuklarinin sosyallesme siirecinde annelerin sosyal dedektif
gorevi yaptigr belirtilmektedir. Cocuklarin benlik algilar1 ve sosyal problem ¢6zme
becerilerinin sosyal gelisimleri ile baglantili oldugu distintildiigtinde, annelerin
duygu sosyallestirme davrarnslar1 ile iliskilerinin belirlenme gerekliligi ortaya
cikmaktadir.

Aragtirmamin Amaci: Arastirmada, annelerin duygu sosyallestirme davranislar: ile
cocuklarin benlik algisi ve sosyal problem ¢6zme becerilerinin incelenmesi
amaglanmistir. Ayrica arastirmada; cocuklarin benlik algisi diizeyleri ile sosyal
problem ¢tzme beceri diizeyleri arasindaki iligski betimlenmistir.

Arastirmanmin Yontemi: Bu arastirma, nicel modelde olup iliskisel desende tasarlanmis
bir ¢alismadir. Arastirmanin ¢alisma grubunu, Kirklareli il merkezinde 2014-2015
egitim-6gretim yilinda okul 6ncesi egitim kurumuna devam eden bes-alt1 yas grubu
47’si kiz 62’si erkek olmak tizere 109 ¢ocuk ve anneleri olusturmaktadir. Veri toplama
araci olarak “Cocuklarin Olumsuz Duygulariyla Bag Etme Olgegi (CODBEO)”,
“Demoulin Cocuklar icin Benlik Algis1 Testi”, “Wally Sosyal Problem Ctzme Testi
(WSPCT)” ve Kisisel Bilgi Formu kullanilmstir. Elde edilen veriler SPSS 20.0
istatistik paket programi kullanilarak analiz edilmistir. Annelerin destekleyici ve
destekleyici olmayan duygu tepkilerinin ¢ocuklarin cinsiyetine ve annelerin 6grenim
durumuna gore farklilig1 incelenirken normallik testi sonucuna gore iliskisiz t-Testi,
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Mann Whitney U Testi ve Kruskal Wallis H-Testi kullanilmistir. Cocuklarin benlik
algilar1 diizeyini ve sosyal problem ¢6zme becerilerini annelerinin destekleyici ve
destekleyici olmayan duygu tepkilerinin ne derece agikladigini belirlemek {izere
¢oklu regresyon analizi kullanilmustir. Cocuklarin benlik algis1 diizeyleri ve sosyal
problem ¢ozme becerileri arasindaki iligkileri belirlemek igin Pearson Momentler
Carpimi Korelasyon Katsayisi analizi yapilmustir.

Arastirmamin  Bulgulari:  Arastirma sonucunda, cocuklarin benlik algis1 toplam
puanlart ile sosyal problem ¢ézme beceri toplam puanlar: arasinda pozitif yénde
yiiksek diizeye yakin bir iliski bulunmustur. Ayrica degiskenler arasi iliskilere
bakildiginda, cocuklarin hem akranlara hem de yetiskinlere yonelik sosyal problem
¢ozme beceri puanlari ile 6z saygt ve 6z yeterlilik puanlar1 arasinda pozitif yonde,
orta diizeyde, istatistiksel olarak anlaml iliskiler oldugu tespit edilmistir. Aragtirma
sonucunda, annelerinin destekleyici olan ve destekleyici olmayan duygu tepkilerinin
istatistiksel olarak cocuklarin benlik algisini ve sosyal problem c¢6zme becerilerini
aciklayamadig1 bulgusuna ulasilmistir. Annelerin ¢ocuklarinin olumsuz duygulara
yonelik destekleyici olan ve olmayan tepkilerinin ise 6grenim durumlarma ve
¢ocuklarmin cinsiyetine gore anlamli bir farklilik gostermedigi bulunmustur.

Arastirmanmin Sonug ve Onerileri: Aragtirma sonucunda, annelerin destekleyici ve
destekleyici olmayan duygu tepkileri ile cocuklarin sosyal problem ¢dzme ve benlik
puanlar1 arasinda istatistiksel olarak anlamli derecede farklilik goriilmezken,
cocuklarin sosyal problem ¢ozme ve benlik puanlar1 arasinda istatistiksel olarak
anlamlt derecede iliski bulunmustur. Arastirmadan elde edilen sonuglar
dogrultusunda, ¢ocuklarin arkadaslariyla ya da cevrelerinde kendisine yakin
bireylerle yasadiklar1 problemleri uygun stratejiler kullanarak ¢oztimlemeleri, benlik
algilarina yonelik olumlu tutum gelistirmelerini saglar. Bu calisma nicel modelde
yirtitildagii icin gelecekte daha kapsamli bilgilere ulasmak amaciyla nitel ve nicel
yontemlerin bir arada alindig1 calismalar planlanabilir. Bununla birlikte, duygu
sosyallestirme stireci ile ilgili yapilacak ¢alismalarda ¢ocugun mizaci, i¢inde yasadigt
sosyal baglam, kiiltirel ozellikler ve ailenin sosyo-ekonomik yapisi gibi
degiskenlerin de incelenmesi alan yazina katki saglayabilir.

Anahtar Kelimeler: Duygu sosyallestirme, benlik, okul 6ncesi dénem, sosyal gelisim.
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Introduction

Thinking is one of the most significant features of mankind and an inherent part
of our daily lives. Complex problems which we encounter throughout our lives
necessitate higher order thinking skills. One such skill, critical thinking, is vital to
adapt to a complex world. It is a strategy for active and systematic questioning and
problem solving and enables us to understand, evaluate and investigate facts, to
solve existing problems and to make a particular decision. Levy (2010) has pointed
out some principles of critical thinking skills, such as realizing relations among ideas,
comprehending poorly-stated ideas, reasoning, understanding guidance through
expressions and being objective and open-minded.

Critical thinking has three dimensions, comprising analytic evaluating and
creative components. Critical thinkers analyze thoughts in order to evaluate, and
they evaluate them in order to improve (Paul & Elder, 2006). It is a way of thinking
through analyzing, evaluating and reconstructing matter, content or a problem. It is a
process in which an individual guides, disciplines, observes and corrects his own
thinking. Briefly, critical thinking is self-directed, self-disciplined, self-monitored and
self-regulated thinking (Paul & Elder, 2002). While plausibility, clarity, depth, and
intentionality are the main features of critical thinking; analyzing, interpretation,
inference, self-confidence, problem solving, decision making, and effective
communication emerge as the required skills (Ennis, 1989; Facione, 1990; McKnown,
1997; Halpern, 2002; Paul & Elder, 2006; Fisher, 2007; Nosich, 2012). Critical thinkers
accept that it is not the only true way to understand an argument (Mayer &
Goodchild, 1990). People who use critical thinking skills effectively try to truly
understand situations and demonstrate them clearly; they also consider different
opinions while doing so. They have the skills to explain an opinion with its bases, ask
appropriate questions and evaluate it; and to make logical interferences and to create
assumptions on dissertation bases. Moreover, they create all dissertations fast,
efficiently, responsively and in a convincing manner (Ennis, 2011). The definition by
Ennis (2011) contains the most important characteristics of critical thinking.
According to Browne & Keeley (2010), it is necessary for critical thinker to possess
values such as autonomy, curiosity, and lowliness in addition to respecting others’
thoughts.

The ability to think critically has been identified as one of the most important
competencies of the 21st century (Voogt & Roblin, 2012). Especially in recent years,
studies on critical thinking have increased (e.g., the research of Cakmak & Civelek
(2013), Emir (2013), Gedik (2013), Kucuk & Uzun (2013), Turan, Aydin, & Ugulu
(2013), Alkin-Sahin, Tunca & Ulubey (2014), Borhaug (2014), Condon & Valverde
(2014), Demir & Kaya (2015), Kocak, Kurtlu, Ulas & Epcacan (2015), Kucukali &
Akbas (2015), Sahin, Cakmak & Hacimustafaoglu (2015), Atabaki, Keshtiaray &
Yarmohammadian (2015), Cai & Sankaran (2015), Gupta, Burke, Mehta & Greenbowe
(2015), Aybek & Aslan (2016), Tekin, Aslan, & Yagiz (2016), Ulger (2016), etc.).

It is important to analyze dissertations to provide guidance to new research.
Determining how broad critical thinking skills are dealt with and how thoroughly
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they need to be studied is significant for further research to progress cumulatively.
Analyzing the scientific dissertations in a field of study will provide information
about how deep and extensive it is and reveals a general view of the field in
question. Trends and findings of studies in the field of education play a significant
role in guiding researchers who want to carry out study on related fields. This study,
designed in the light of the needs mentioned, has been conducted in order to
systematically examine the graduate dissertations concerning critical thinking skills
in educational sciences and present a general overview of the scientific studies, such
as graduate dissertations, about critical thinking skills in Turkey. Given the trend of
dissertations conducted on critical thinking skills, this study, therefore, contributes to
the literature. A literature review shows that there are not any studies regarding
analysis of graduate dissertations on critical thinking skills. It is believed that the
results of this study will help new researchers to extend the scope of the academic
studies which they will do in the future and to make relevant decisions.

Sub-problems of the research are defined as follows. Concerning graduate
dissertations on critical thinking in educational sciences, how are they distributed in
terms of:

1.  Years and levels

2. Research methods (designs)
3. Data collection methods
4. Characteristics of samples
5. Data collection tools
6.  Distribution of studies carried out in an experimental method
A. In terms of experimental designs
B. In terms of subject areas/courses in which research is conducted
Method
Research Design

This study has been constructed using qualitative research methods and
techniques. Qualitative research provides conclusions to be presented based on codes
and categories by reading data one after the other (Merriam, 1998, p.58). Document
review was used to gather data in the study. Document review includes the analysis
of written materials comprising information about cases to be studied (Yildirim &
Simsek, 2011).

Research Sample

The dissertations analyzed in this study are limited to those accessible as full PDF
files or abstracts through the National Dissertations Center in Higher Education
Council since March 1, 2015. For that reason, no sampling method has been used in
this study. Two hundred thirteen registered dissertations have been accessed
through the Council by scanning the key term “critical thinking.”One hundred fifty-
three dissertations were at a Master’s degree level and sixty of them were doctoral
theses. In addition, 173 of the dissertations were fully accessible whereas 40
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dissertations were restricted. The information needed for the restricted dissertations
was supplied by means of abstracts through the National Dissertations Center. Of all
the papers analyzed, 191 were written in Turkish and 22 were written in English. Of
the 213 dissertations, 80 were from the Educational Sciences Institute, 13 from the
Institute of Science, 16 from the Health Institute and 104 from the Institute of Social
Sciences. After a general overview, 27 of the dissertations were omitted due to
methodological differences and the lack of a clear basis for the information needed;
thus, content analysis was carried out with 186 dissertations.

Research Instruments and Procedures

In order to analyze graduate dissertations concerning critical thinking skills in
terms of specific variables, a thesis analysis form, developed by the researchers, was
used as the data collection tool. This form consists of sections for release years, levels,
research methods, data collection methods, characteristics of sample/study group, data
collection tools, designs used for experimental studies and subject areas/courses in
which the research was performed. In addition, in order to separately analyze the
dissertations using descriptive and experimental models, categories were formed by
determining features and sizes of the dissertations using two distinctive methods.
Afterwards, each thesis was analyzed by coding with this form and the data was saved.

Validity and Reliability

For internal validity of this research, conceptual framework was used as a guide
in the process of preparing data collecting tools and collecting data. In order to
increase external validity, which is related to generalizability of the results, it was
briefly explained how data were collected and which methods were followed in the
data analysis process for all information related to how the research was conducted.
Concerning internal reliability, research questions were stated obviously and
presented as consistent with other steps of the research. Additionally, analysis was
examined independently by two researchers and comparisons of results of analysis
were done for reliability of data analysis. As a result of comparisons, it was
determined which analysis results were close and a consensus was reached
regarding categories and sub-categories. Necessary arrangements were completed
for external reliability in regard to data collecting tools and data obtained and
findings from the results of the data collection were determined by expert opinions.

Data Analysis

Content analysis was used to analyze the collected data. Content analysis is
defined as a general title for some text analysis that includes comparisons, contrasts,
and categorization of data in order to test the given hypothesis. Raw materials for
content analysis could be any documents or communication media (Gall, Gall &
Borg, 2007). In other words, content analysis is a kind of scanning conducted to
reveal some features of a particular text, book, or document by digitizing those
features.

In this process, digitizing scales must be developed in advance (Karasar, 2009).
Dissertations classified by the researchers were discussed in the group and conflicts
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about the classifications were resolved in order to increase the reliability of the data.
Data collected with thesis classification forms have been saved in a database. Data
from this database was then analyzed with SPSS 16.0 and the results were presented
descriptively after being transformed into frequency and percentage tables.

Results

Distribution of Graduate Dissertations Concerning Critical Thinking in Terms of Release
Years and Levels

First of all, in this research graduate dissertations concerning critical thinking
were analyzed in terms of their release year and level. The results showed that
graduate dissertations included Master’s and Ph.D. dissertations, and the release
years spanned the period from 1999 to 2014. Table 1 shows the descriptive statistics
about Master’s and Ph.D. dissertations concerning critical thinking in terms of their
release years.

Table 1

Distribution of Graduate Dissertations Concerning Critical Thinking in Terms of Years and
Levels

- = S = o [se) < [Te) N3 [y ®© =) > — ~ ] < =

s =N S < =3 1= S S S I =3 S — — — - - =
° ; =) S S = = S S S S =] > > = I > 1= )
5‘ — ISERY] Q Q Q Q Q Q Q Q Q Q Q Q Q =

f 1 0 1 3 2 2 6 3 6 12 18 17 21 15 15 9 131
2 % 05 0 05 1.6 1.1 .1 32 1.6 32 65 9.7 9.1 113 8.1 81 48 70.4
=

f 0 0 2 0 0 2 2 4 7 3 4 4 7 5 10 5 55
i: % 0 0 Il 0 0 1.1 L1 22 38 1.6 2.2 22 3.8 2.7 54 27 29.6
=

f 1 0 3 3 2 4 8 7 13 15 22 21 28 20 25 14 186
E % 0.5 0 1.6 16 1.1 22 43 38 70 81 11.8 11.3 15.1 10.8 134 75 100

As Table 1 indicates, the fewest number of dissertations were in 1999 (f=1) and
the greatest number of dissertations were in 2011 (f=28). It is seen in the table that
from the year 1999 to 2014, the number of dissertations about critical thinking
gradually increased, whereas in 2014, the number dropped to 14. However, this
decrease is thought to be caused by a delay in transferring dissertations to the digital
platform. Thus, considering the distribution of studies in terms of years, it can be
said that there is an ongoing interest for researchers in critical thinking. In addition,
out of a total number of 186 dissertations, 131 were for master’s degrees (70.4%) and
55 were for doctoral degrees (29.6%). This indicates that more doctoral studies are
conducted on the topic of critical thinking.

Distribution of Graduate Dissertations Concerning Critical Thinking in Terms of Research
Methods
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The dissertations analyzed in this study are generally classified descriptive and
experimental categories in terms of research methods. One scale development study
is presented separately, as it could not be classified in either category. The
distribution of graduate dissertations concerning critical thinking in terms of
research methods is given in Table 2.

Table 2

Distribution of Graduate Dissertations Concerning Critical Thinking in Terms of Research
Methods

Research Method f %

Descriptive 109 58.6
Experimental 76 40.9
Scale Development 1 0.5
Total 186 100

Table 2 indicates that 109 studies (58.6%) were conducted using a descriptive
method while 76 studies (40.9%) used an experimental method. There is one
dissertation that used scale development concerning critical thinking. It is apparent
that the number of descriptive studies is much greater than the other methods.

Distribution of Graduate Dissertations Concerning Critical Thinking in Terms of Data
Collection Methods

The methods of the studies analyzed are categorized in different ways.
Dissertation studies are analyzed in three categories in terms of data collection,
namely qualitative method (observation, interview and document review),
quantitative methods (some statistical techniques applied), and mixed methods (both
qualitative and quantitative). Distribution of graduate dissertations concerning
critical thinking in terms of data collection methods is given in Table 3.

Table 3

Distribution of Graduate Dissertations Concerning Critical Thinking in Terms of Data
Collection Methods

Data Collection Method f %

Quantitative 123 66.1
Qualitative 11 5.9
Mixed 51 274
Unspecified 1 0.5
Total 186 100

Table 3 indicates that 123 studies (66.1%) used a quantitative data collection
technique, 11 studies (5.9%) used a qualitative data collection technique, and 51
studies (27.4%) used a mixed method in which both qualitative and quantitative
methods are taken into consideration. In one study the data collection method was
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unspecified. Quantitative data collection methods provide research with the
opportunity to reach more generalizable but more superficial data, whereas
qualitative data has low generalizability but presents deeper data. In the
dissertations analyzed in this study, it is clear that quantitative data was preferred.
This is followed by the dissertations in which a mixed method was used and the
number of studies with qualitative method was relatively small. This indicates that
more studies carried out with qualitative or mixed methods are needed.

Distribution of Graduate Dissertations Concerning Critical Thinking in Terms of Sample
Characteristics

Descriptive and experimental studies were analyzed in terms of sample/study
group characteristics. The results of this analysis show that the research related to
critical thinking was carried out with varying participants. Distribution of
participants as the sample group of graduate dissertations concerning critical
thinking is given in Table 4.

Table 4

Distribution of Graduate Dissertation Concerning Critical Thinking in Terms of Sample
Characteristics

. Descriptive Experimental Total
Participants P % ¢ % £ %
. Teacher 28 257 21 276 49 263
University candidates
Students Students of. 33 6 79 15 81
other faculties
Primary school students
. 21 27. 27 14.
(1st, 2nd, 3rd, 4th grades) 6 55 6 >
Secondary school students
15 13.8 17 22.4 32 17.2
(5th, 6th, 7th, and 8th grades)
Teachers 26 23.9 1 1.3 27 14.5
High school Students 10 9.2 10 13.2 21 11.3
Administrators 2 1.8 0 0 2 1.1
Various 6 55 0 0 6 3.2
Lecturers 1 0.9 0 0 1 0.5
*Others 6 5.5 0 0 6 3.2
Total 109 100 76 100 185* 100

*6 studies are under “others” category as they are document review studies.
**1 study is excluded as it was a scale development study.

As Table 4 demonstrates, the studies generally consisted of university students
(34.4%) and primary/secondary school students (31.7%). In addition, after a close
look, 49 of the university students (26.3%) were teacher candidates and the
remaining 15 studies (8.1%) deal with students from other faculties. It is surprising
that there were relatively few studies with administrators (1.1%), important
participants in the education process, and lecturers (0.6%). It can be said that
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researchers preferred to work with university students because the sample is easy to
access. In six of the studies mentioned, data have been gathered from various
participant categories, such as students at different grades, teachers and students,
lecturers and university students. It is thought that gathering data from various
sample groups will enrich study results. Six other studies in the research had no
participants since they were document analyses.

When samples from descriptive and experimental studies are examined in detail,
it is clear that studies with teacher candidates outnumbered other studies. Teachers
were preferred in descriptive studies and primary school students were preferred in
experimental studies. In addition, there seems to be only one study with teachers in
experimental studies, but there are no studies with administrators or lecturers.

Distribution of Graduate Dissertations Concerning Critical Thinking in Terms of Data
Collection Tools

When data collection tools used in dissertations concerning critical thinking are
examined, it is seen that more than one tool could be used in a single study and
scales are mostly used (f=147) as data gathering tools in dissertations. Interview
forms (f=32) and document review (f=20) are the most commonly preferred data
collection tools after scales. It is also revealed that some previously-developed scales
to assess critical thinking skills were selected in the dissertations. Scales for critical
thinking used in the dissertations (f=147) were thoroughly examined and the results
are presented in Table 5.

Table 5
Distribution of Graduate Dissertations Concerning Critical Thinking in Terms of Scales
Applied

Scale Applied f

California Critical Thinking Disposition Inventory (Facione, Facione &

Giancarlo, 1998) 52
Cornell Critical Thinking Test (Ennis & Millman, 1985) 28
Watson- Glaser Critical Thinking Appraisals (1937) 18

Critical Thinking Scale (Demir, 2006) 7
The Ennis-Weir Critical Thinking Essay Test (Ennis & Weir, 1985) 3
Critical Thinking Scale (Semerci, 2000) 2
Holistic Critical Thinking Scoring Rubric (Facione & Facione, 1994) 2
Critical Thinking Tendency Scale (Ricketts & Rudd, 2005) 1
Critical Thinking Skills Scale (Ozdemir, 2005) 1
Critical Thinking Scale (Derelioglu, 2004) 1
Others 32

Total 147

Table 5 reveals that the scale developed by Facione, Facione and Giancarlo (1998)
and adapted to Turkish by some researchers was more frequently used (f=52) than
other scales in the studies about critical thinking. The Cornell Critical Thinking Test
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(f=28) and Watson-Glaser Critical Thinking Appraisals (f=19) were also adapted to
Turkish by the researchers and are the most preferred scales to profound critical
thinking competency. The Critical Thinking Scale by Demir (2006) in the Turkish
language (f=7) was also used by various researchers. Finally, scales developed and
used by researchers for their own studies are classified under the “others” category.

Distribution of Graduate Dissertations with Experimental Methods

Distribution in terms of experimental designs used. Some types of experimental
designs such as pretest-posttest control group experimental designs, are stronger or
have higher scientific value than others, such as one-group experimental designs
(Karasar, 2009). Therefore, dissertations were examined in terms of experimental
designs. The distribution of experimental dissertations concerning critical thinking in
terms of their designs is given in Table 6.

Table 6

Distribution of Experimental Dissertations Concerning Critical Thinking in Terms of
Experimental Designs Used

Experimental Design f %

Pretest-Posttest Control Group Experimental Design 64 84.2
The One-Group Pretest-Posttest Quasi-Experimental 3 3.9
The One-Group Repeated Measures Design 1 1.3
Unspecified 8 10.5
Total 76 100

Table 6 indicates that experimental dissertations are generally conducted using a
pretest-posttest control group experimental design (f=64). Although there are
different types of experimental designs in the literature, the dissertations analyzed in
this research focused generally on three types of experimental designs. Also the
designs of experimental dissertations were not clearly explained.

Distribution in terms of fields or subjects in which research is conducted. Experimental
dissertations are analyzed according to the subject areas in which they are conducted
and the sample from which they are carried out. Results reveal that experimental
studies were carried out with university students in their courses of English (2),
Classroom Management (2), Science History (1), Principles and Methods of Teaching
(2), Plant Physiology (1), General Physics Lab (1), General Biology (1), Science Lab
Applications (1), Physics (1), General Biology Lab (1), Infectious Diseases and
Clinical Microbiology (1), Development and Learning (1), Assessment and
Evaluation (2), Teaching Technologies and Material Development (1). The findings
prove that experimental studies are generally carried out with students from
departments of education. In the studies with primary and secondary school
students, it is clear that there are studies conducted mostly in Social Science (12) and
Science (11) classes, with other studies in Information Technologies (1), English (1),
Social Studies (2), Turkish (5), Computer Programming (1) and Math (4) classes. In
studies with high school students, there is not a particular subject, but rather there
are experimental studies in Biology (2), Chemistry (2), Physics (1), Analytical
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Geometry (1), English (1), and Geography of Turkey(1) classes. In addition, it was
also revealed that some specific classes, outside the curriculum, were arranged to
develop critical thinking for teachers, university, and high school students, and then
experimental studies were carried out. In four studies, it is not clear what class the
study was conducted in.

Discussion and Conclusion

In this study, a total number of 186 graduate dissertations in the National
Dissertations Center in Higher Education Council have been analyzed. It is
confirmed that there has been an ongoing interest in studies concerning critical
thinking since the first study in 1999 (e.g., the research of Akbiyik (2002), Irfaner
(2002), Ay (2005), Guzel (2005), Aybek (2006), Karadeniz (2006), Erus (2007), Unal
(2007), Kalkan (2008), Zayif (2008), Sahin (2009), Yoldas (2009), Celik (2010),
Demirhan (2010), Ozensoy (2011), Dilek-Eren (2011), Ayaz (2012), Turan (2012), Cam-
Aktas (2013), Selcuk (2013), Turan (2014), Topuz (2014), etc.). The analysis has
revealed that the Master’s dissertations about critical thinking outnumber the
doctoral theses and the maximum number of studies conducted was in the year 2011.

It is also seen that descriptive studies are preferred over experimental studies
when studies about critical thinking are concerned. Similarly, Arik & Turkmen
(2009), Erdem (2011), Fazliogullari & Kurul (2012), Gomleksiz & Bozpolat (2013),
Kucukoglu & Ozan (2013), Hazir Bikmaz, Aksoy, Tatar & Atak Altinyuzuk (2013),
Ozan & Kose (2014), Kurt & Erdogan (2015), Koc (2015), and Kozikoglu & Senemoglu
(2015) point out that descriptive method and quantitative data collection method are
primarily used in studies. As for data collection methods, studies with quantitative
data collection methods are mostly preferred followed by studies with a mixed
method and there are a small number of studies that use the qualitative method.
Fazliogullari & Kurul (2012) also emphasized that theses done in the field of
educational science had a positivist paradigm. Arik & Turkmen (2009) indicated in
their study that studies with qualitative method are not favored since they require a
longer time to conduct. In this regard, it can be said that researchers opt for
quantitative studies, which are concluded in a relatively short time compared to
qualitative method.

It is clear that scales as data collection tools stand out as quantitative method is
mainly favored in critical thinking studies. Therefore, it is thought that more studies
with qualitative and mixed methods in which data collection tools, such as
interviews and observations, are used to collect detailed information about critical
thinking. In order to obtain detailed information about critical thinking, Kurt &
Erdogan (2015), in their research about the studies in curriculum evaluation in
Turkey, Selcuk & Palanci (2014), in their analytical research about the studies
published in Education and Science, Goktas et al. (2012), and Fazliogullari & Kurul
(2012) in their research about the studies in educational sciences in Turkey, have
concluded that quantitative studies are published more and scales such as attitude,
perception and personality tests, and surveys are used more than other kinds of data
collection tools. Gomleksiz & Bozpolat (2013) indicated in their research that scales
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and surveys are mainly used in the studies they have analyzed. The main reason
why scales and surveys are mostly preferred in studies concerning critical thinking
may be that they can reach more people and it is more economical to gather data
with dissertation tools in terms of time and cost. However Sert, Kurtoglu, Akinci, &
Seferoglu (2012) stated that collecting reliable and realistic data should be focused
prior to collecting more data in the research. Sozbilir & Kutu (2008) also expressed
that using multiple methods and data collecting tools will positively affect the
validity and reliability of results of research. Within this scope, it can be expressed
that using various measurement tools and qualitative and quantitative data
collecting methods together in the research enable researchers to determine more
powerful information in terms of validity and reliability.

Critical thinking studies involve mostly university students. Within dissertation
studies, the ones with pre-service teachers are predominant, whereas there are not
sufficient numbers of studies with students from other schools. It is also note worthy
that the number of studies with administrators and lecturers are scarce. Similarly, in
many studies analyzing educational research conducted in Turkey, the participants
are mainly university students (Arik & Turkmen, 2009; Fazliogullari & Kurul, 2012;
Selcuk & Palanci, 2014; Ozan & Kose, 2014). Also Goktas, et al. (2012), Hazir Bikmaz,
et al. (2013), and Selcuk & Palanci (2014) have concluded in their studies that research
at an undergraduate level is mostly conducted with students from the faculty of
education. Therefore, the findings in this study show parallelism with the findings of
the studies in literature.

In the dissertations concerning critical thinking it is clear that scales are mainly
preferred as data collection tools and the California Critical Thinking Disposition
Inventory, which has been adapted in Turkish, is primarily used. Similarly Aybek,
Aslan, Dincer, & Coskun-Arisoy (2015) pointed out that the California Critical
Thinking Disposition Inventory was mostly used in order to determine the critical
thinking skills of preservice teachers. The Cornell Critical Thinking Test and the
Watson-Glaser Critical Thinking Appraisals are among the scales mostly chosen to
reveal critical thinking competence. The Critical Thinking Tendency Scale was
developed for university and high school students (Aybek & Celik, 2007). It has a
higher reliability coefficient (Emir, 2013) and researchers prefer to study mostly with
university students, which might account for the reason why this scale is widely
used.

It was determined that studies conducted using an experimental method are
generally designed with a pretest-posttest control group experimental design like the
studies of Kutlu and Schreglmann (2011) and Turan, Aydin, and Ugulu (2013). In
studies with experimental methods, it was observed that significant results are
generally obtained in favor of the experimental group. In addition, the findings about
which sample group is studied in which course/class revealed that the studies are
carried out in large fields of study. While the studies in primary and secondary
schools concentrate on social science and science classes, there is not a piling-up in
any particular field of study in other samples. In this regard, it is thought that
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experimental studies of critical thinking levels in other fields of study rather than
social Science and science in primary and secondary schools will enrich the literature.

In conclusion, this study provides information about the tendencies in graduate
dissertations regarding researchers’ focuses concerning critical thinking in Turkey. In
other words, this study is informative for who intend to study critical thinking skills
in the field of educational sciences. It revealed which dissertations were studied in
Turkey most in terms of research designs, data gathering methods, sample/study
group characteristics, data collection tools, experimental patterns used for applied
studies and subjects in which research is performed concerning critical thinking. In
this study in which 186 dissertations were analyzed, it is seen that the number of
dissertations about critical thinking has gradually increased since the first
dissertation was done in 1999, reaching a maximum number of dissertations done in
2011. Additionally, the descriptive method has been widely preferred compared to
the experimental method and qualitative research. The dissertations examined
generally were carried out with university students. Also, scales were mostly used as
data gathering tools and the California Critical Thinking Disposition Inventory,
which is adapted in Turkish, is primarily used in dissertations. Additionally, the
studies conducted using an experimental method are generally designed with a
pretest-posttest control group, and significant results of these studies are generally
obtained in favor of the experimental group.

New researchers may examine this thinking skill using different methods,
samples, designs, or different data collection tools. In other words, new research
about critical thinking should focus on experimental designs, in-depth analysis of
critical thinking through the qualitative method, other university students rather
than pre-service teachers, and other graders rather than university students. Also,
analyzing the articles published and dissertations written abroad, comparing the
results of national and international studies, and conducting similar studies about
other thinking skills can contribute to literature and further studies.
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Elestirel Diisiinme Becerileri Konusunda Yapilan Lisansiistii Tezlerin
Incelenmesi: Tiirkiye Ornegi

Ataf:

Demirel, M., Derman, I, & Can Aran, O.(2017). Examining graduate dissertations in
the field of critical thinking: A case from Turkey. Eurasian Journal of
Educational Research, 67, 141-159, http:/ /dx.doi.org/10.14689/ ejer.2017.67.9

Ozet

Problem Durumu: Diisinme insanoglunun en 6nemli 6zelliklerinden biri ve giinliik
hayattimizin ayrilmaz bir parcasidir. Elestirel diisiinme olaylar1 anlamak,
degerlendirmek, incelemek, var olan bir problemi ¢6zmek i¢in veya bir konuda karar
vermek icin gerceklestirilen aktif ve sistematik bir sorgulama ve problem ¢ozme
stratejisidir. Ozellikle son yillarda Tiirkiye'de elestirel diisinmeye iligkin
arastirmalar artis gostermistir. Bu arastirmalarin analiz edilerek yeni yapilacak
aragtirmalara yol gostermesi 6nemli goriilmektedir. Elestirel diistinme becerilerinin
siklikla hangi boyutlariyla ele alindiginin, hangi boyutlar bakimindan incelenmeye
ihtiyac duyuldugunun ortaya konulmas: arastirmalarin birikimli ilerlemesi
bakimindan oldukca 6nemlidir. Bunun yani sira bir alanla ilgili yapilmis bilimsel
tezlerin analiz edilmesi, o konunun derinligi ve yayginlig1 hakkinda bilgiler verebilir
ve incelenen alanin genel goriintimiinii ortaya cikarabilir.

Aragtirmamn Amaci: Bu calismanin amaci elestirel diistinme becerileri ile ilgili olarak
Tirkiye'de egitim bilimleri alaninda yapilmis olan lisansiistii tezlerin igerik analizini
yapmak ve tezlerdeki genel egilimleri belirlemektir.

Arastirmamin Yontemi: Calisma nitel arastirma yontem ve teknikleri kullanilarak
yapilandirilmistir.  Verilerin toplanmasinda dokiiman incelemesi yonteminden
yararlamlmigtir. Arastirmada YOK Ulusal Tez Merkezi’de bulunan 186 tez yaym
yili, diizeyi, arastirma yontemi, veri toplama yontemi, orneklem o&zellikleri,
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kullanilan veri toplama araclari, deneysel calismalar icin kullanilan deney deseni ve
uygulamanin yapildig1 dersler boyutlarinda analiz edilmistir.

Arastirmanmin Bulgulari: Elde edilen verilere dayali olarak, elestirel diistinmenin 1999
yilindan itibaren calisilmaya baslandigi ve konuyla ilgili tezlerin 6nemli bir
bolumiiniin ytiksek lisans diizeyinde yapildig1 ve betimsel arastirmalarin deneysel
arastirmalara gore daha ¢ok tercih edildigi goriilmiistiir. Yapilan tezlerde nicel veri
toplama yontemiyle yturitiilen calismalarin tercih edildigi; bunu karma yontemin
takip ettigi ve nitel yontemde yapilan ¢alismalarin oranmin diistik oldugu ortaya
konmustur. Tezlerde daha ¢ok tiniversite 6grencileriyle calisildi1 ve veri toplama
aract olarak siklikla 6lgeklerin kullanildig1 saptanmustir. Bunlar arasinda “Kaliforniya
Elestirel Diisiinme Egilimleri Olgegi” en sik kullanilan &lgektir. Deneysel yontemle
yapilan ¢alismalarin genellikle kontrol gruplu 6n test-son test deneysel desene gore
tasarlanmis oldugu ve bu tiir calismalarin ¢ogunlukla Sosyal Bilgiler ve Fen Bilimleri
derslerinde ytrtitiildtigii belirlenmistir.

Arastirmamin Sonuclart ve Onerileri: Bu arastirmada elestirel diisiinme becerileri ile
ilgili olarak YOK Ulusal Tez Tarama Merkezindeki toplam 186 lisansiistii diizeyde
tez incelenmistir. 1999 yilinda yapilan ilk calismadan giintimiize kadar elestirel
diistinme ile ilgili calismalara olan ilginin stirdtigi, konunun en fazla 2011 yilinda
calisildigr saptanmistir. Yapilan incelemelerde elestirel diistinme ile ilgili olarak
yiiksek lisans tezlerinin doktora tezlerine gore sayica daha fazla oldugu ve betimsel
arastirmalarin deneysel arastirmalara gore daha cok tercih edildigi belirlenmistir.
Veri toplama yontemi bakimindan ise daha c¢ok nicel veri toplama yontemiyle
yiiriitiilen ¢alismalarin tercih edildigi; bunu karma yontemin takip ettigi ve nitel
yontemde yapilan ¢alismalarin oraninin diisiik oldugu ortaya konmustur. Elestirel
diisiinme ile ilgili calismalarda nicel arastirmalarin daha fazla tercih edilmesine bagl
olarak veri toplama araglarinda olgeklerin 6n plana ciktigi goriilmektedir. Bu
baglamda elestirel duisinme konusuna iliskin daha derinlemesine bilgilerin
edinilebilmesi amaciyla goriisme, gozlem gibi veri toplama yontemlerinin
kullanildigi daha fazla sayida nitel ve karma arastirmaya ihtiya¢ oldugu
diistintilmektedir. Elestirel diistinme ile ilgili calismalarda dlgek ve anketlerin daha
¢ok tercih edilmesinin temel nedeni olarak, bu araclarin daha ¢ok kisiye ulasabilme
olanag tanimasi ve bu araglarla veri toplama stirecinin zaman ve maliyet a¢isindan
daha ekonomik olmasi gosterilebilir. Incelenen tezlerde calisma
grubunun/drneklemin ¢ogunlukla tiniversite 6grencilerinden olustugu gorulmiistiir.
Bunlar arasinda da Ogretmen adaylar1 ile yapilan c¢alismalara agirlik verildigi
gozlenmistir. Ayrica yonetici ve Ogretim elemanlar1 ile de oldukca az sayida
arastirma yirttilmiis olmast dikkat gekici bulunmustur. Benzer sekilde Tiirkiye'de
gerceklesen  egitim  arastrmalarinin  incelendigi  bircok  ¢alismada da
orneklemin/katilimeilarin = ¢ogunlukla  tiniversite  6grencilerinden  olustugu
goriilmektedir. Elestirel diistinme ile ilgili olarak yapilan tezlerde veri toplama aract
olarak daha cok olceklerin tercih edildigi ve agirlikli olarak Tiirkceye uyarlamasi
yapilan “Kaliforniya Elestirel Diigiinme Egilimleri Olgegi”'nin kullarldig
goriilmektedir. “Cornell Elestirel Diistinme Olgegi”i ve “Watson-Glaser Elestirel Akil
Yirtitme Giicii Testi” de elestirel diistinme gtictinii ortaya koymak amaciyla siklikla
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tercih edilen &lgeklerdir. Deneysel yontemle yapilan calismalarin genellikle kontrol
gruplu on test-son test deneysel desene gore tasarlandifi saptanmistir. Deneysel
yontemle yapilan arastirmalarda genellikle deney grubu lehine anlamli sonuglar elde
edildigi gozlenmistir. Ayrica arastirmalarin segilen 6rneklem gruplariyla hangi
derslerde/konu alanlarinda yiritiildiiklerine iliskin elde edilen bulgular,
calismalarin ¢ok cesitli konu alanlarinda yapildigimi gostermistir. Hkbgretim birinci
ve ikinci kademede yapilan arastirmalar en ¢ok Sosyal Bilgiler ve Fen Bilimleri
derslerinde yogunlasirken, diger 6rneklem gruplarinda 6zel olarak bir konu alaminda
yigilma olmadig1 gorilmektedir. Bu bakimdan ilkégretim diizeyinde yurttiilecek
calismalarda, Sosyal Bilgiler ve Fen Bilimleri disindaki derslerde calisilmasiin ilgili
alan yazma zenginlik katacagi dustintilmektedir. Elestirel diistinme becerilerinin
karsilastig1 olaylart sorgulayan ve problemleri rahatlikla ¢zebilen bireyler yetistirme
konusundaki ©6nemi, bu konuda yapilacak c¢alismalarin degerini daha da
arttirmaktadir. Bu calisma, elestirel diistinme ile ilgili yontem, 6rneklem ve konu
alan1 acisindan az galisilmis arastirmalara yonelik bilgi vermektedir. Bu bakiminda
yeni arastirmacilara 1sik tutacagi dustintilmektedir. Yeni yapilacak arastirmalarda,
elestirel diistinme becerileri ile ilgili yayimmlanmis makalelerin ve yurt disinda
yapimis tezlerin incelenmesinin, yurt i¢i ve yurt disinda yapilmis arastirma
sonuglarimin karsilastirilmasinin ve benzeri calismalarin diger diistinme becerileri ile
ilgili yapilmasinin alan yazina katki saglayacag: diistintilmektedir.

Anahtar Kelimeler: Ust diizey diistinme becerileri, yiiksek lisans tezi, doktora tezi,
dokiiman incelemesi, icerik analizi.
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Introduction

Geometry is a field of mathematics which is encountered by almost every
individual during their educational life. This scientific field, an inseparable part of
curricula, gives us information about how the students should reason spatial
concepts. Considering the origin of word, geometry comes from Greek, and it is
regarded as a scientific field which analyzes the sizes and forms of objects. However,
various technological advancements and academic studies show parallelism in
furtherance of the era; thus, this definition is not adequate. A more general definition
that belongs to German Mathematician Klein (1849-1925), and has been adopted by
most mathematicians, is as below:

“When 'S’ is a set, and ‘G’ is a group consisted of the transformations that turn 'S” into ‘G’;
analysis of the features of °S” set that remain unchanged (invariant) under the transformations

which are the elements of G, is called as geometry. (Kaya, 2005, 11).”

This statement by Klein can be explained based on his definition, “the study of the
features of space that remain invariant under the transformations of a given group”
(Tuluk, 2014). This definition might be interpreted as it expresses geometry by a group
of transformations by wuniting it around an algebraic definition, and these
transformations are created with the help of the points, which are not geometrical
concepts. One of the principles and standards of National Council of Teachers of
Mathematics (NCTM) (2000) concerning school mathematics is geometry. Geometry is
also present in the origin of spatial intelligence that helps to deeply analyze and
interpret events that are occurring around us. In this context, correcting mistakes in
geometry learning is of vital importance, especially in terms of developing
studentthinking systems. This scientific field plays an effective role in the development
of conceptual and intellectual skills by making progress in association with the figures
and their features. Hizarci, Kaplan, Ipek and Isik (2004) consider geometry as an
independent scientific field that brings a view to the individual, makes thinking easier,
and fosters the ability to come to a solution by visualizing figures.

Problem Status

Through associating and transferring concepts to operations,permanent learning
will result. This knowledge will also increase problem-solving skills. In general, there
are three main factors in solving a problem: mistakes, errors, and misconceptions.
Misconceptions are conceptual errors that occur systematically (Oliver, 1986). Among
these three factors, the most dangerous is undoubtedly misconceptions, as they are
both systematic and permanent. In addition, they are obstacles that stand before
further learning.

In order to discover the reasons behind these misconceptions and correct
them,various studies worldwide have been executed. While focusing on specific
quadrilaterals, De Villiers (1994) and Turnuklu & Aktas (2013)pointed out that, in
order to find a solution for these misconceptions, it was crucial to provide
explanations by means of a hierarchal classification method. Okazaki & Fujita (2008)
and Fujita (2012) expressed that prototype samples may cause misconceptions. In
addition, Ubuz and Ustun (2003) concluded that, depending on academic success,
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students used the samples that they were given first. It was observed that students
had difficulties with respect to the semantic relations of words and figures (Robert,
1995), and that they fell into misconceptions because they were not able to establish
conceptual relationships, even when using analogies (Fonseca & Cunha, 2011). In
studies carried out about concave and convex polygons (Ward, 2004; Lipovec, 2009),
geometrical objects (Incikabi& Kilic, 2013), parallelograms and trapezoids (Aktasé&
Aktas, 2012), misconceptions about geometry were analyzed. In a study Cutugnol &
Spagnolo (2002) executed about the concept of a triangle, they explained the
necessity of frequently acquainting the students with such concepts in daily life. On
the other hand, Edward and Ward (2004) pointed out that figures should be
provided systematically during lessons. Elements of polygons are also among
subjects that have been investigated (Heinze, 2002; Sandt & Nieuwouldt,2003;
Gutierrez, Pegg & Lawrie, 2004; Picreign, 2007).

When analyzing the literature, one can see that the concepts of angles, triangles,
and quadrilaterals have been widely analyzed. Furthermore, geometrical figures
such as trapezoids, squares, rectangles, and parallelograms have also been analyzed
separately or in groups. However, in a hierarchal figure, the concept of polygons and
specific quadrilaterals are not taken into great consideration. This study will find out
the misconceptions students have towards geometrical figures, particularly polygons
and quadrilaterals. Thus, it will offer an insight into teaching these concepts.

The objective of this study, the question of “What are the misconceptions of 7th
grade students on polygons and quadrilaterals?” constitutes the problem sentence of
the research. In order to realize the objective of this study, the answers for sub-
problems below have been investigated.

1. What are the misconceptions of 7th grade students on polygons (concave and
convex, diagonals, and angles)?

2. What are the misconceptions of 7th grade students on specific quadrilaterals
(main characteristics, parallelism, height, and area)?

3. Is there a significant difference among the misconceptions of students, according
to academic success?

The Importance of Research

In order to provide effective learning, teachers must reinforce the mathematical
relations that the students possess. In this respect, each concept has a separate
significance, as the clarity and diversity of concepts playa great role in enabling
meaningful learning for students. (Fidan, 1996; 192). Otherwise, in an educational
climate in which conceptual mistakes and errors are not corrected, effective learning
might not be realized. If these mistakes are not discovered and corrected, we might
encounter these as permanent failures in the system. Therefore, teachers must
determine such mistakes and misconceptions and remove the situations that might
constitute an impediment for further learning. At the same time, when teachers
notice what kind of difficulties with which the students are struggling, they can find
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opportunities to analyze both their own teaching methods-techniques and the
process itself. Thus, research might help teachers in the further teaching process.

A result analysis of the examinations held in accordance with world standards
reveal that Turkish students are not successful, on average,in the field of geometry.
In all subjects, Turkey is below the world average. The country also has the lowest
averages in subjects such as geometrical figures and measures, as mathematics is the
most problematic field for Turkey. This situation requires a review of mathematics
curricula, particularly of geometry dimensions and geometry teaching (Yucel,
Karadag and Turan, 2013; 31).

Although there are geometrical acquisitions in each stage of primary education,
the stage in which polygons and quadrilaterals are a primary focusis the seventh
grade. At this level, besides their main characteristics, the perimeter, domain, and
problems of polygons and specific quadrilaterals are also available. In other words,
basic information about polygonsis provided at this stage.

This research will determine whether concepts related to geometry education
included in the mathematics curriculum of 7th grade studentshave been learned.
Thus, misconceptions of students will be discovered, and a substructure for the
necessary measures will be set up. It is expected that findings will guide teachers,
subject experts, academics, and program development specialists on the issue of
mathematics and concept teaching.

Method

Research Design

This research is a study of descriptive survey model that was carried out in order
to determine the misconceptions of 7th grade students on polygons and specific
quadrilaterals during the education term of 2013-2014.

Research Sample
Numerical distribution of the report card scores of the students participating in the

research is given in Table 1.

Table 1
Numerical Distribution of Academic Success Rate of Students (Report card scores for
mathematics)

Score Received Number of People (n) Number of People (%)
1 12 52
2 37 16.2
3 87 38
4 50 21.8
5 43 18.8
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In Table 1, numerical distribution of the academic success rate of students is
given. While the report card score for 38% of the participants was a three, it was one
for 5.2% of the students.

Research Instrument and Procedure

The data of this research was collected by means of a “Diagnostic Test” (See.
Supplement 1). While preparing the diagnostic test, learning fields, sub-learning
fields, and acquisitions about “Polygons and Quadrilaterals” included in the 2013-
2014 seventh-grade mathematics course book were analyzed. A table of specifications
was created basing upon these acquisitions. The distribution was created in the
manner that it would be completely in parallel with the steps of the table of
specifications. In this direction, concepts acquired and possible mistakes were
determined. In order to prevent complications, and due to confidentiality, a coding
system, i.e., K1, K2, K3...K229, was applied on the diagnostic test answered by the
students, taking the order of application into consideration. As a result of the
diagnosis, mistakes that students might have made are given in Supplement 2. (See.
Supplement 2).

Validity and Reliability

In the analysis of quantitative data, descriptive statistics, t-tests and one-sided
ANOVA tests were applied by means of SPSS 17.0. In addition, in order to determine
the mistake types and misconceptions, a descriptive analysis was carried out by
using the relevant literature (Ubuz,1999; Akuysal, 2007; Aktas ve Aktas, 2012;
Karatas, O.Kose, & Costu, 2003). The ordering was carried out through the
misconceptions exhibited towards the analysis of questions, and the items were
inserted into the diagnostic test, accordingly.

While classifying the academic success of students, their math score was based on
the report card from the first term. Depending on the score on the report card, coding
was applied aslow, for the students withscores of 1 and 2 (L); intermediate, for the
students withscores of 3 (I); and high, for the students withscores of 4 and 5.

In order to increase the reliability of research, the data obtained from Diagnostic
Test were analyzed by another specialist in the field of mathematics. As a result of a
calculation using the Consensus formula (Consensus + Dissensus) X 100 suggested
by Miles andHuberman (1994), consent rate among the coders was determined as 92.

Results
Findings Related to the First Sub-goal

Percentage values and frequencies related to the answers given by the seventh-
grade students to the questions on the concepts of concave, convex, diagonal, edge,
perimeter, and angle in polygons, and the percentage values and frequencies of
student misconceptions are given in Table 2. From this point of view, an answer was
sought out for this question “What are the misconceptions of 7th grade students on
the polygons (concave and convex, diagonal, and angle)?”.
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Table 2
Misconceptions and Descriptive Statistical Results of the Answers Given by the Students on
Polygons (Concave, Convex, Diagonal and Angle)

Quest  Correct Wrong Blank Misconception C ;
ion  f % f % f % f % oneepts
1 188 82.1 33 14.4 8 3.5 33 Concave
144
Convex
77 33.6 Diagonal
51 Drawing A
22. i
2 130 568 8 38 12 52 3 Single
Diagonal
42 i i
183 Dlag.onal in
A Triangle
6 26 Edge
7. 137 . 2.
3 86 37.6 3 59.3 6 6 138 60.3 Total
53. 63 275 143 624 23 10 143 62.4 Diagonal
4 42 18.3 70 30.6 117 51.1 70 30.6 The Number
61 129 563 19 83 8 354 19 83 of Total
7.4. 119 52 64 27.9 46 20.1 64 27.9 Tri 1
191 42 183 61 266 126 55 62 riangies
271 Constituted
by a Polygon
7.1. 172 75.1 25 10.9 32 14 25 10.9 Perimeter
5.1. 137 59.8 72 31.4 20 8.7 73 Interior
31.9
Angle
6.2. ;0 445 51 223 76 33.2 51 93
7.2. 10 459 75 328 49 214 75 Interior
5 32.8
Angle
17 41 179 44 192 144 62.9 44 19.2
5.2. 11 511 75 328 37 16.2 74 Exterior
7 32.3
Angle
6.3. 13 60.3 17 74 74 32.3 17
8 7.4
7.3. ;0 47.6 65 284 54 23.6 67 293
18 73 319 40 175 116 50.7 40 175

In Table 2, the distributions of the answers given by the students on the relevant
questions are shown. Furthermore, percentages and frequencies of the
misconceptions of students about polygons and specific quadrilaterals are given. The
students had misconceptions on the concepts of concave and convex (14.4%),
diagonal (33.6%), total diagonal (60.3%), the number of triangles created in one
polygon (27.1%), perimeter (10.9%), interior angle (22.3%), and exterior angle (17.5%).
The examples of students” misconceptions are given in Figure 1.
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Convex
becauseitis
outward

(K133) (K5) (K132)
Figure 1. Examples of Misconception on the Concepts of Concave-Convex and Diagonal

In Figure 1, the student with code no. K5 limited the expression of convex with
only stepping out. The student with code no. K132 was asked to draw the diagonals
of a given figure, and the student tried to create a diagonal by evaluating the concept
of edge differently. The same student made a drawing that accepted that the
diagonals were located only in the interior part of the polygonal region. In addition
to these, the student with code no.K133 confused the concepts of diagonal and edge,
and tried to create a diagonal in a triangle.

In Table 2, when looking at four questions, Question4, Question6.1, Question7.4,
and Question19.1, that are related to each other, students were asked to determine
and describe the total number of triangles created by a diagonal in a polygon. In the
fourth question, when asked what (n-2) stands for in the formula of (n-2).180°, 51.1%
of the students left it blank and 30.6% fell into misconceptions. The students with
misconceptions expressed the statement of (n-2) algebraically.

Findings Related to the Second Sub-goal

Regarding the second sub-goal of this study, the results of the diagnostic test for
the question of “What are the misconceptions of 7th grade students on the specific
quadrilaterals (main characteristics, parallelism, height and area)?” are indicated in
Table 3.
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Table 3
Misconceptions and Descriptive Statistic Results of the Answers given by 7th Grade
Students to the Question on Specific Quadrilaterals

S estio Correct Wrong Blank Misconceptio

Concepts
f % f % f % f %

8.1 196 85.6 21 9.2 12 5.2 19 8.3 Square

21 112 48.9 26 114 91 39.7 25 10.9

9 29 12.7 159 69.4 41 17.9 159 69.4 Square
(Area)

11.1 193 84.3 9 39 27 11.8 9 3.9 Square

20.4 80 34.9 78 34.1 71 31 78 34.1 (Parallelism)

8.2 179 78.2 38 16.6 12 5.2 37 12.6 Rectangle

10.1 192 83.8 5 2.2 32 14 5 2.2

10.2 187 81.7 8 35 34 14.8 8 35

10.3 174 76 16 7 39 17 16 7 Rectangle

113 198 86.5 6 26 25 109 6 26 (Parallelism)

20.3 100 43.7 60 26.2 69 30.1 60 26.2

104 174 76 14 6.1 41 17.9 14 6.1 Rectangle
(Diagonal)

8.3 160 69.9 56 24.5 13 5.7 55 24 Trapezoid

11.2 145 63.3 51 22.3 33 144 51 22.3 Trapezoid

20.2 113 493 47 20.5 69 301 47 20.5 (Parallelism)

14 32 14 80 34.9 117 511 80 34.9 Trapezoid
(Area)

15.2 133 58.1 30 13.1 66 28.8 30 13.1 Trapezoid

16 85 37.1 35 15.3 109 476 35 15.3 (Height)

8.4 170 74.2 49 214 10 44 49 21.4 Parallelogra
m

12.2 23 10 143 62.4 63 275 143 62.4 Parallelogra

15.1 133 58.1 31 135 65 284 31 13.5 m (Height)

20.1 138 60.3 20 8.7 71 31 20 8.7 Parallelogra

20.5 149 65.1 11 4.8 69 301 11 4.8 m
(Parallelism)

121 65 28.4 89 38.9 75 328 89 38.9 Parallelogra
m (Area)

8.5 186 81.2 25 109 18 7.9 24 10.5 Equilateral
Quadrangle

153 59 25.8 99 43.2 71 31 99 43.2 Equilateral
Quadrangle
Height

11.4 155 67.7 34 14.8 40 175 34 14.8 Equilateral
Quadrangle
(Parallelism)

13 40 17.5 80 34.9 109 476 80 34.9 Equilateral

22 43 18.8 72 314 114 498 71 31 Quadrangle
(Area)

When Table 3 is analyzed, it can be observed that the subject on which the
misconception was lowest is specific quadrilateral rectangles. On average, 8.6% of the
students exhibited misconceptions towards the subject of rectangles. The specific
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rectangle on which the misconception was highest is the equilateral quadrangle. On
average, 26.8% of the students exhibited misconceptions about the equilateral
quadrangle. Student misconceptions about the subject of squares, parallelograms,
and trapezoids are given in Table 3.

Regarding Table 3, examples of student misconceptions are expressed below.

21-) How can we transform a rectangle into a sguare? Explain.

Answer: We divide the rectangle into two.

Figure 2. Misconception example related to the concept of squares(K163)

The 21th question was addressed to the students for the determination of a
conceptual error about the main characteristics of squares. The misconception of the
student with code no.K163 was tha the/she regarded the square as a half rectangle,
depending on the figure.

When Table 3 is analyzed, it can be seen that the students expressed
misconceptions on the ninth question. For the ninth question, the students were
asked to answer, “Which one is the regular polygon with the largest area that can be drawn
into the figure below? Calculate the area of this polygon.” In other words, the students
were asked to draw a regular polygon with the largest area, inside the unit squares,
within the specified domain. As a result, 69.4% of the students exhibited
misconceptionson the ninth question. In Figure 3, geometrical figures drawn by the
students with code numbers K25, K83 and K199 regarding the ninth question are
expressed.

— - \ ban e e T ] e

A e 74 rms B tiee
SNHA )

9 Units Q Units 9 Units

(K25) (K83)  (K199)
Figure 3. Misconception example related to the concept of area in squares

When Figure 3 is analyzed, it can be observed that the students tried to create
different figures. Furthermore, the students were not able to insert the expression of
“regular” into the figure, and that they tried to expand the area by increasing the
number of edges of the polygon. In Figure 3, the student with code no. K25 drew a
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hexagon, the student with code no. K83 drew a parallelogram, and the student with
code n0.K199 drew a rectangle.

In Table 3, it is indicated that students displayed misconceptions regarding
parallelism in squares. In Questionll, students were asked to describe and draw
figures that have parallel edges. Overall, 3.9% of the students expressed
misconceptions on the concept of parallelism in squares. In Question20.4, the
students were given ready figures and were asked to describe which were parallels;
34.1% of the students expressed misconceptions. In Figure 4, the answers provided
by the student with code no. K53 to Question 11.1 and Question20.4 are given.

TRl

|
—

SQUARE ﬁ

apn B4

Not Parallel ogram
> e
(Question 11.1) (Question 20.4)

Figure 4. Sample answer regarding the concept of parallelism in squares

In Figure 4, the answers given by the student with code no.K53 to
Question11.1 and Question20.4are indicated. When the student was asked to draw a
square in Question11.1, he drew it correctly and expressed the parallelism accurately.
However, in Figure 4, it is indicated that the same student failed to expressed the
parallelism of a square given in Question20.4. In other words, the student knew the
definition, but applied it incorrectly.

When Table 3 is analyzed, it can be seen that 13.1% of the students exhibited
misconceptions regarding height in trapezoids. In Question15.2, students were given
a trapezoid figiire and asked to draw the height that is required for the area, from a
constant a point. In Figure 5, the answers of the students with code numbers K112,
K133 K180 and K194are given.

A 7 A A
& W
(K112) (K180) (K194)

Figure 5. Misconception example regarding the concept of height in trapezoid

In Figure 5, different answers given to Question15.2 by the students with code
numbers K112, K180 and K194 are indicated. The student with code no.K112 drew
the height as a diagonal. The student with code no.K180 lowered the height to a
different edge. The student with code no.K194 expressed misconceptions on the
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place that he/she took down the height, even though the edge of height he/she drew
was correct.

In Table 3, 8.7% of the students fell into misconception on Question20.1, and 4.8%
of the students on Question 20.5 when they were asked about the concept of
parallelism in parallelograms. The answers given to Question 20.1 and Question 20.5
by the student with code no. K31 regarding differently placed parallelograms are

k

indicated in Figure 6.
. -‘:"J-’\h.
\)r —_—y _.x

Mot Parallelogram Parallelogram

(Question20.1)  (Question20.5)
Figure 6. Sample answer regarding the concept of parallelism in parallelograms

Two parallelograms, as seen in Figure 6, were provided to the students. The
placement of the figure in Question20.1was different than the placement in
Question20.5. The student with code no. K31 answered Question 20.1 as “it is not a
parallelogram,” and answered Question 20.5 as “it is a parallelogram.” Here, it can
be observed that the student does not understand parallelograms conceptually.

When Table 3 is analyzed, 62.4% of the students exhibited misconceptions on
Question12.2, and 13.5% exhibited misconceptions on Question15.1. In Question12.2,
the concept of height was given within the problem, and students were asked to
calculate the area. Students who displayed misconceptions were not able to lower the
height to an edge in this question. Similarly, in Question 15.1, a ready parallelogram
figure and a constant A point were given. The students were asked to draw the
heights that belong to the A side. In Table 3, when the analyses of Question12.1 were
taken into consideration regarding the concept of area in parallelograms, it was
observed that 38.9% of the students displayed misconceptions. Below in Figure 7, the
answers given by the students with code numbers K86, K180, and K133 are provided.
In Figure 10, the answers given by the students with code numbers K5 and K46 are
indicated.



172 | Mustafa OZKAN - Ayten Pinar BAL / Eurasian Journal of Educational Research 67 (2017) 161-182

For ABCD parallelogram given on the
left, [AD]=12cm [DC]= 8 cm and the
height of DCis 9em.

+ Thearea of varallelogram is:

' Whatisthe height of
BC?
Answer: 9 cm

(I'/Q6)
For ABCD parallelogram given on the

left, [AD]= 12 cm [DC]= 8cm and the 4\
height of DCis 9 cm. F

* The area of parallelogram is:
o9X8=72

. jWhatis the height of BC?

-

-

(K180) (K133)
(Question15.1)
Figure 7. Misconception example regarding the concept of height in parallelograms

In Figure 7, the student with code no.K86, knew the concept of area, but
displayed misconceptions regarding the edge to which the height belongs. The
student with code no.K180 lowered the height to the correct edge. However, the
student did not apply the height that he/she took down from the A side on the IDCI
line, but used this height in the interior part of the parallelogram. In Question15.1, it
can be seen that when the student with code no.K133 was asked to draw a height for
a constant A point in a parallelogram, he/she drew the concept of height as a
diagonal.

For ABCD parallelogram given on the
left [AD]=12cm [DC]= 8cm and the ] For ABCD parallelogram given on
height of DCis 9 em. theleft, [AD]=12 em [DC]= 8em
and the height of DCis 9 cm.
° Th f parallel
P A s . The area of parallelogram ist

Area
1L o 7 Y g
* Whatisthe height of BC? : = e
Base X Height Answer: 9 cm T ¢ ¥hatis the hesghtaf
BCT
Answer; B cm
(K5) (K46)

Figure 8. Misconception example regarding the concept of area in parallelograms

The misconception of students with code numbers K5 and K46 regarding the
concept of area is given in Figure 8. The student took the half of base and height and
calculated the area accordingly. Moreover, while the student with code no.K5 used
the concept of height, the student with code no.K46 did not use this concept and,
instead, multiplied the edge with anotherand took its half.
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15- Draw the heights that can be drawn starting from point A, (Figure heights that are required to

] calculate the areal
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Figure 9. Sample answer of the student with code no.K70 regarding the concept of height

In Figure 9, the student with code no.K70 combined the figures and created a
rectangle in order to calculate the height of these three geometrical figures. In the
operation of finding the height, creating a rectangle will give correct results for
parallelograms and trapezoids. Contrary to these to figures, it was expressed as a
misconception in the equilateral quadrang]le.

Findings related to third sub-goal

In order to analyze whether there was a significant difference between academic
success levels and misconceptions of the students, the question, “Is there a significant
difference among the misconceptions of students according to academic success?”
was asked as the fourth sub-goal, and the relevant results are given in Tables 4 and 5.

Table 4

Descriptive Statistic Results of Academic Success Rates

Academic Success Status n M SS
Low (L) 49 211 1.15
Intermediate (I) 87 2.34 1.28
High (H) 93 1.55 0.09

In order to determine whether there was a significant difference between
academic success and misconceptions of the students with different academic success
levels, a one-sided variance analysis was carried out, with a significance level of
p=<0.01. According to the results of this variance analysis, the average of low
academic success levels (N= 49) was determined to be 2.11; the average of
intermediate academic success levels (N=87) was determined to be 2.34, and the
average of high academic success levels (N=93) was determined as 1.55.

Table 5

Variance Analysis Results of the Misconception in Accordance with Academic Success Rates

Source of Sum of sd  Mean F p Significant
Variance Squares Squares Difference
Inter-group 28.749 2 14.374 11.371 .000 L-H,I-H
Intra-group 285.684 226 1.264

Total 314.432 228
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According to Table 5, there is a significant difference between academic success
and misconceptions. F(2, 226)=11.37, p<.0l. The results of Tukey’s multiple
comparison test point out that, as success in mathematics increases, the risk of
misconception decreases. In other words, the students included in the high grouphad
fewer misconceptions when compared to the students in the low and intermediate
groups.

Discussion and Conclusion

Various students displayed misconceptions when questions about the concept of
diagonals were addressed to them. In particular, when they were asked to draw
diagonals located inside a polygon, most of the students created wrong or
incomplete drawings. Similarly, in the qualitative research Owens (2005) carried out,
he found out that the students expressed difficulties in creating diagonals.
Accordingly, diagonals that needed to be drawn on an edge were usually ended after
one or two diagonal(s).

In addition, in relation to the concept of diagonals, it was found out that the
students confused the concept of diagonals with the concepts of edge or height. The
students believed that the presence of a diagonal was inside a triangle, and searched
for a diagonal inside the triangle in the questions asked. Similarly, when the
literature is analyzed, findings that are in parallel with these results have been found
(Sandt and Nieuwouldt, 2003; Gutierrez, Pegg and Lawrie,2004; Pickreign, 2007;
Basisik, 2010). However, in a study Basisik (2010) carried out, he reached the
conclusion that students believed the diagonals were not constituted by the lines that
combine the consecutive edges. The reason for this might be explained asthe study
was at the fifth grade level, or the students’ oral skills were not entirely developed.

The participant students were asked what (n-2) stood for in the formula of
(n-2).1800. However, the students displayed misconceptions on the concept of a
triangle constituted by diagonals coming out of an edge inside the polygon (30.6%).
Similarly, as expressed by King and Schattschneider (1997), drawing a relevant object
when revealing an invisible relationindicates a significant potential (Tutak, 2008). It
can be said that the students were not able to use this potential, and their
visualization skills were not entirely developed.

Concerning polygons, the students displayed misconceptions partially on the
concepts of concave and convex (14.4%). When looking at the diagnostic test, it was
observed that the students either confused the concept due to the origin of the word,
or they misperceived the concepts of concave and convex. This is because the
students had a basis on incurvating or indenting. Similar to this result, Lipovec
(2009) also analyzed the definition of concave and convex polygons. Even though the
reasons behind misconceptions were not the focus of this work, it was discovered
that the students confused the concepts of concave and convex.

We revealed misconceptions in rectangles (26.2%) and squares (34.1%) on the
concept of parallelism. First, the students were asked to draw a square and
rectangle.Then, they were asked about the parallelism of the opposing edges. In
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general, prototype figures were drawn. Even though most of the students expressed
the concept of parallelism in these figures drawn parallel to the raw line, they did not
mention parallelism in a given figure. This outcome shows parallelism along with the
findings of Fujita and Jones (2007). However, Van Hiele pointed out that students at
the fifth-grade level did not express a misconception of this kind (Brumbaugh&Rock,
2006). However, as this study was carried out on seventh grade students, it can be
said that they have not yet reached that level. There is a presence of misconceptions.
Hershkowitz (1990) revealed that students had a tendency to make generalizations.
Similarly, Turnuklu and Berkun (2013) observed thatstudents believed that squares
and rectangles were not parallel because their edges were not inclined. Another
misconception was that students expressed a rectangle as a figure constituted by the
combination of two squares, or by two short and two long edges, making four in
total. In parallel with these findings, similar studies were carried out by Heinze
(2002), Ubuz and Ustun (2004), Akuysal (2007), Pickreign (2007), Okazaki and Fujita
(2007), Basisik (2010), and Berkun (2011).

According to the research results, the students had misconceptions about the
concept of trapezoids. One such misconception is the status of being parallel. In relation
to this feature, the students could draw the prototype figures they were given, but they
were not able to show parallelism, or showed it incorrectly. In a similar study carried
out by Dogan et al. (2012), they discovered that students knew basic trapezoid figures
in general, but they also called a figure a trapezoid that did not have parallel edges. In
another study, Nakahara (1995) reached the conclusion that the students were unable
to establish the connection between parallelogram and trapezoid.

In addition, while the students stated that the expression of height should be
included in the formula to calculate the area of the trapezoid,in another question that
required an operation, they were not able to express the height. Here, the students
found it easier to express themselves through the figures drawn in parallel with the
top and lower base row. However, when a question that included a rotation was
asked to the students, that they had misconceptions when creating a figure,
expressing the height and, accordingly, perceiving the parallelograms. In parallel
with these findings, similar studies in the literature have been carried out by Fujita
and Jones (2007), Okazaki and Fujita (2007), Basisik (2010), Berkun (2011), Dogan et
al.(2012), and Turnuklu, Gundogdu-Alayli and Akkas and Akkas (2013). There might
be many reasons for misconceptions regarding trapezoids. The reason behind
misconceptions on this subject might be that the students think of the word
“trapezoid” as an object that does not have certain rules in daily use. Furthermore, in
a study carried out by Turnuklu, Gundogdu-Alayli and Akkas (2013), they expressed
that the semiotic structure of the word of trapezoid might be a research subject. In
the studies carried out by Dickson, Brown and Gibson (1984), they realized that the
presence of the same features is not mentioned in a different stance of a given figure.
Moreover, in a study carried out by Schafer and Atebe (2008), they observed that
teaching geometrical figures with vague terminology caused some misconceptions.
As it can be understood from here, different stances and states of trapezoids might
cause misconceptions.
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Concerning equilateral quadrangles, student misconceptions were discovered.
Most students matched the equilateral quadrangle with only the feature of being
“equilateral” on all the edges. Accordingly, there are misconceptions stemmed from
this. Among these misconceptions, the feature of being parallel is neglected. Basisik
(2010) also reached similar results. Students displayed misconceptions especially
when they were asked about different formats of equilateral quadrangle. In a study
carried out by Pickreign (2007) along with candidate teachers, participants focused
on seeing the equilateral quadrangle as a lateral figure. In this study, a square figure
was rotated. It was evaluated as a way of perception that the candidate teachers
called this newly created figure anequilateral quadrangle.

When the relationship between misconceptions and academic success was
analyzed, it was observed that the students with high math scores had displayed
fewer misconceptions than the students with intermediate and low success. A similar
study that was executed in light of the information obtained from the personal
details section of the diagnostic testwas conducted by Ubuz (1999), who expressed
that there may have been a parallel increase with the students” level of geometry
knowledge.

In diagnostic test results, the outcome that the intermediate-level students had
more misconceptions compared to low-level students might be because the low-level
students left more questions blank. As the conclusion that there was a misconception
was taken under evaluation in terms of the mistakes, the questions that were left
blank were not considered as misconceptions. Furthermore, the tendency of the
intermediate-level students to answer the questions was more than that of the low-
level students, which increases the risk of making mistakes.

Students misperceived the concept of diagonals in polygons, and accordingly,
they mostly confused diagonals with edges. In addition, misconceptions were
discovered in determining the number of total diagonals. The students had
misconceptions on the concept of a triangle constituted by diagonals coming out of
an edge inside the polygon. Moreover, various students left the questions on this
subject blank.

The students were unable to realize that the polygon that had the largest area
which could be placed into a certain domain was a square. When the students were
asked to draw squares, rectangles, trapezoids, and equilateral quadrangles, almost all
the participants drew prototype figures. In addition to this, although they showed
the parallel edges correctly for the squares and rectangles, they exhibited
misconceptions on the concept of parallelism for trapezoids and equilateral
quadrangles. Furthermore, students had misconceptions that figures such as
rectangles, squares, and trapezoid were not parallelograms. In addition, as the level
of academic success increased, the risk of misconception decreased in return.

This study was carried out at the seventh grade level. In other studies, it is
possible to analyze the presence-absence of misconception on polygons and specific
quadrilaterals at different educational stages. By means of conducting qualitative
studies, it is possible to find out the thoughts that cause misconceptions. Moreover,
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by conducting comparative studies, the way misconceptions affect further learning
can be examined.

In the lesson content, permanent formula and prototype figures should be
avoided. Instead, the lesson should be taught in the manner that reflects actuality
and that expresses the core of the perceived subject. It is important that curricula and
source books are prepared in this direction. Furthermore, teachers can be
recommended to request students to construct classification practices about
polygons. Aside from certain prototypes, when different stances of the same figure
are taught, learning will be more permanent for the students.
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7. Smif Ogrencilerinin Cokgenlerde Ve Ozel Dértgenlerde Yaptiklari

Kavram Yamilgilarinin Incelenmesi

Ataif:

Ozkan, M. & Bal, A. P. (2017). Analysis of the misconceptions of 7th grade students
on polygons and specific quadrilaterals. Eurasian Journal of Educational
Research, 67, 161-182, http:/ / dx.doi.org/10.14689/ ejer.2017.67.10

Ozet

Problem Durumu: Kavramlarin islemlerle iliskilendirilmesi ve aktarim saglanilmasi
sonucunda kalici 6grenmeler olacaktir. Bu da beraberinde problem ¢dzme
becerilerini arttiracaktir. Genel olarak da bir problemi ¢ozmede ti¢ temel faktor
vardir. Hata, yanilg: ve yanlis kavramlar. Yanlis kavramlar, sistematik olarak ortaya
¢ikan kavram hatalaridir (Oliver, 1986). Bir diger ifadeyle kavram yamilgilaridir. Bu
ti¢ faktor icerisinde en tehlikeli olan1 elbette ki kavram yanilgilaridir. Ciinkii kavram
yanilgilar1 hem sistematik hem de kalicidir. Ayrica sonraki 6grenmelerin 6ntindeki
bir settir.

Kavram yanilgilarinin tespiti, nedenleri ve giderilmesi icin hem ulusal hem de
uluslar aras1 bir¢ok calisma yapilmustir. De Villiers (1994) ve Turniiklii & Aktas
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(2013) yaptiklar: ¢calismalarda 6zel dortgenler tizerinde durmus ve bu yanilgilarin
¢oziimii icin hiyerarsik bir siiflama yontemleriyle anlatim yapma gerekliligini
ortaya koymuslardir. Okazaki & Fujita (2008) ve Fujita (2012), prototip drneklerin
kavram yanilgist olusturdugunu ifade etmiglerdir. Bunun yani sira; Ubuz ve Ustiin
(2003) de yaptiklar: calismada akademik basarty1 temel almak suretiyle, 6grencilerin
ilk verilen &rnekleri kullandiklari sonucuna ulagmistir. Ogrencilerin kelimelerin
anlamsal iliskilere ve sekil goriintiilerine takildiklar1 (Robert, 1995) ve analoji
yapmalarina ragmen kavramsal iliskiyi kuramadiklar: (Fonseca & Cunha, 2011) i¢in
kavram yanilgis1 yaptiklarr gortilmustiir. Elbette ki genel manada bu calismalarin
yani sira Ozele inilerek yapilan calismalar da mevcuttur. Konkav ve konveks
cokgenler (Ward, 2004 ve Lipovec, 2009), geometrik cisimler (incikabi &Kilig, 2013),
paralelkenar ve yamuk (Aktas & Aktas, 2012) gibi calismalarda geometride yapilan
kavram yanilgilar1 arastirilmistir. Cutugnol & Spagnolo (2002), tiggen kavrami
tizerine yaptiklar1 calismada ogrencilerin giinlik hayatta kavramlarla sikca
karsilastirilmas1 gerektigini belirtmistir. Aksine Edward ve Ward (2004) ise;
sistematik olarak sekillerin ders igerisinde verilmesi gerektigi vurgusunu
yapmaktadir. Cokgenlerin elemanlar1 da (Heinze, 2002; Sandt & Nieuwouldt,2003;
Gutierrez, Pegg & Lawrie, 2004; Picreign, 2007) yine arastirilan konular arasindadir.

Aragtirmamn Amact: Literattir incelendiginde, aci, ticgen ve dortgen kavramlarmin
¢okca incelendigi goriilmektedir. Bunun yami sira yamuk, kare, dikdortgen ve
paralelkenar gibi geometrik sekillerin ayr1 ayri veya gruplar halinde incelendigi de
mevcuttur. Ancak hiyerarsik bir sekilde ¢okgen kavrami ve 6zel dortgenler biitiinciil
olarak ele almmamistir. Bu calisma geometrik sekiller tizerinde ozellikle de
cokgenlerde ve 6zel dortgenlerde dgrencilerin yapmis olduklar1 kavram yanilgilar:
tespit edilerek, bu kavramlarin 6gretilmesine 1s1k tutacaktir.

Bu calismanin amact “7. smif 6grencilerinin ¢okgenler ve 6zel dortgenler ile ilgili
kavram yamnilgillar1 nelerdir?” sorusu, arastirmanin  problem ctimlesini
olusturmaktadir. Bu c¢alismanin amacmi gerceklestirebilmek icin asagidaki alt
problemlere yamt aranmaktadar.

1. 7. Simuf 6grencilerinin ¢cokgenlerle ilgili (i¢ biikey ve dis biikey, kosegen ve
ac1) kavram yanilgilar: nelerdir?

2. 7. Smuf dgrencilerinin 6zel dortgenlerle ilgili (temel ozellikleri, paralellik,
yiikseklik ve alan) kavram yarnilgilari nelerdir?

Akademik basariya gore dgrencilerin kavram yanilgilar: arasinda anlamli bir
farklilik var midir?

Arastirmamin Yontemi: Bu arastirma 2013-2014 ogretim doneminde yedinci siuf
ogrencilerinin ¢okgenler ve 6zel dortgenler ile ilgili kavram yanilgilarini belirlemek
amaciyla yapilan bir ¢alismadir. Bu amag dogrultusunda nicel veriler kullanilmistir.
Bu arastirmanin evrenini Gaziantep ilinde bulunan 6grenciler olusturmaktadir.
Calisma evreni olusturulurken oranli kiime 6rnekleme yontemi secilmistir. Oranlt
kiime orneklemi yapmak igin, evren, oénce arastirma bulgular1 agisindan Snemli
farkliliklar getirebilecegi diistintilen alt evrenlere ayrilmistir. Boylelikle aymi ttirden
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gelebilecek bulgular sansa birakilmamustir. Bu sekilde evrenin, daha temsili oldugu
ifade edilebilir. Gaziantep’te bulunan farkli sosyo-ekonomik diizeyde bulunan
toplam bes okuldaki 229 adet 7.siuif 6grencileriyle gerceklesmistir. Nicel verilerin
analizinde betimsel istatistikler, t testi ve tek yonlit ANOVA testi SPSS 17.0 paket
programiyla uygulanmustir. Ayrica hata tiirlerinin ve kavram yanilgilarinin
belirlenmesi, ilgili literatiirden yararlanilarak betimsel analiz uygulanmistir.
Arastirmanin  giivenirligini artirmak igin Teshis Testi’den elde edilen veriler
matematik egitimi alaminda bir bagka uzman tarafindan da analiz edilmistir.
Kodlayicilar arasindaki uyusma orani .92 olarak hesaplanmuistir.

Arastirmanin Bulgulari: Ogrencilerin; ig biikey ve dis biikey, kdsegen, toplam kogegen,
bir ¢okgen icerisinde olusan ticgen sayis, gevre, i¢ ag1 ve dis ac1 kavramlarinda farkl
oranlarla yanilgiya distiikleri gortilmektedir. Ogrencilerden bir cokgende bir
kosegenin olusturdugu toplam {icgen sayisini belirlemeleri ve betimlemeleri
istenmektedir. Bu bilginin tespiti icin (n-2).180° formiiltindeki (n-2) ‘nin ne anlama
geldigi soruldugunda, dgrencilerin %51.1'i bos birakmis ve %30.6'sinda da kavram
yanilgist yapmustir. Genel olarak en az kavram yanilgisinin yapildig1 6zel dortgen de
dikdortgendir. Eskenar dortgen ve paralelkenarda ytikseklik kavrami verilmis ve
alan hesaplanmas1 istenmistir. Kavram yarnilgisi yapan ogrenciler, bu soruda
yiiksekligi, ait oldugu kenara indirememislerdir. F(2, 226)=11.37, p<.01 . Tukey
¢oklu karsilastirma testi sonuglari, Matematik basarisi arttikca kavram yanilgisina
diisme oraninin azaldigini ortaya koymaktadir. Bir baska ifadeyle; akademik
basaris1 yiiksek grupta bulunan ogrencilerin, orta ve diisiik grupta bulunan
ogrencilerden daha az kavram yanilgisina duistigii goriilmektedir.

Arastirmann Sonuglar ve Onerileri: Arastirmada, kosegen kavramu ile ilgili sorulara
cevap alindiginda ogrencilerin bazi kavram yanilgilarmin oldugu gorilmistiir.
Ayrica, teshis testi sonuglarinda, orta seviye ogrencilerin disiik seviyedeki
ogrencilere kiyasla daha fazla yanilgiya sahip olduklar1 sonucu, diisiik seviyedeki
ogrencilerin daha fazla soruyu bos birakmasi neden olabilir. Ciinkii kavram
yanulgilarinin tespiti icin cevaplanan sorular degerlendirilmeye alinmis ancak bos
birakilan sorular hatalar baglaminda degerlendirilmemistir.

Bu calisma yedinci sinif diizeyinde gerceklestirilmistir. Diger ¢alismalarda, farkl
egitim kademelerinde ¢okgenler ve 6zel dortgenlerde kavram yanilgisinin olma-
olmama ve neden oldugu durumlar: incelenebilir. Nitel calismalar yapilmak
suretiyle, yanilgiya sebebiyet veren diisiinceler tespit edilebilir. Ayrica karsilastirmali
calismalar yapilarak; kavram yanilgilarinin sonraki 6grenmeleri nasil etkiledigi
aragtirilabilir. Ogretmenlere hiyerarsik anlatimi  ve 6grencilerine gokgenler
arasindaki siniflama ¢alismalar: yapmalar: onerilebilir. Belirli prototiplerden baska;
aym seklin farklt duruslari, 6grencilere gosterildiginde 6grenmenin daha kalic
olacag: duistintilmektedir.

Anahtar Kelimeler: Kavram yanilgisi, 6zel dortgenler, cokgenler, akademik basari,
geometri.
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Introduction

Considerable technological, economic, social and moral changes in the 21st century
have required new skills in the world of work. Given those transformations,
adaptability has become a lifelong skill that helps individuals to navigate today’s
careers (Savickas, 1997) and master challenging professional circumstances (Hirschi,
2012).

From a traditional perspective, high-school years correspond to an exploration
stage of career development (Niles & Harris-Bowlsbey, 2009) at which adolescents
are expected to establish vocational identity (Erikson, 1968) by exploring possible
careers, generating professional alternatives, and crystalizing their vocational choices
(Porfeli & Lee, 2012). Considering salient characteristics of the stage, the need to
foster career preparation and improve the decision-making skills of adolescents has
come to the fore (Skorikov, 2007). Hirschi (2009) has described career adaptability as
a fundamental skill for career development and the professional preparation of
adolescents that encompasses behaviors such as planning, exploring oneself and
one’s environment, and making decisions (cf. Savickas, 1997).

Savickas (2005) has defined career adaptability as “the attitudes, competencies,
and behaviors that individuals use in fitting themselves to work that suits them” (p.
45). Multidimensional and hierarchical, the skill of career adaptability includes four
components, as outlined by Savickas and Porfeli (2012): concern (i.e., looking ahead
and preparing for the future), control (i.e., having decision-making skills), curiosity
(i.e., being inquisitive about oneself and occupational options), and confidence (i.e.,
believing in one’s ability to overcome obstacles). Those components serve as
psychosocial resources or abilities that facilitate adjustment to various tasks or
environments. Career adaptability interrelates with both the development of self and
the interaction of the self with the world (Angel, 2012). Thus, career adaptability
enables individuals to cope with vocational developmental tasks and work trauma
(Savickas, 2005).

Literature on the topic has underlined the impact of career adaptability on
improving career development, career preparation, career decision making, and life
satisfaction among adolescents (Hirschi, 2009; Soresi, Nota, & Ferrari, 2012). In
particular, the optimism that reflects a positive outlook and orientation toward the
future (Carver, Scheier, & Segerstrom, 2010) seems to be a pivotal factor in adapting
to transitions (Stanojevié, Krsti¢, Jaredi¢, & Dimitrijevi¢, 2014). Earlier studies
indicated the predictive power of optimism over career adaptability (Buyukgoze-
Kavas, 2014, 2016; Rottinghaus, Day, & Borgen, 2005), and Ochoa (2011) and
Prokopcédkova (2015) have characterized higher optimism and higher self-efficacy as
positive resources for acting in flexible ways.

As an external resource, perceived social support— that is, perceptions of a range
of support such as being valued and getting care from parents, friends or significant
others (Sarason, Levine, Basham, & Sarason, 1983) — provides a buffer in response to
all stressful conditions (Zimet, Dahlem, Zimet, & Farley, 1988), transitions, and
challenges in life (Arce, 1996). In particular, social support strengthens adaptive skills
for overcoming career-related issues (Kenny & Bledsoe, 2005) and positively
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influences the formation of career adaptabilities (Ebenehi, Rashid, Bakar, & Asimiran
2016). Several studies in the past decade have stressed that role of social support; for
instance, Hirschi, Niles, and Akos (2011) found that as perceived social support
increases, so does engagement in active career preparation. Wang and Fu (2015) also
found that social support enhanced career adaptability as well as mediated the role
of career self-efficacy between social support and career adaptability.

Generalized self-efficacy, based upon Bandura’s (1995) construct of self-efficacy,
connotes beliefs in one’s capability in terms of personal competence to overcome
challenging circumstances and stressful events (Schwarzer, Mueller, & Greenglass,
1999). Self-efficacy is also regarded as a predictor of career adaptability (Bartley &
Robitschek, 2000), and research has shown its influence on career development (e.g.,
Fouad & Smith, 1996; Panagos & DuBois, 1999). All of the abovementioned
relationships underscore that optimists generally perceive themselves to have greater
social support (Brissette, Scheier, & Carver, 2002), which affects their perceived self-
efficacy (Magaletta & Oliver, 1999; Prokop¢akova, 2015; Schwarzer et al., 1999).

In Turkey, high-school students focus on studying for the nationwide university
entrance examination instead of exploring themselves and possible occupations
(Yesilyaprak, 2012). The Turkish educational system comprises two major school
types — private and public—which differ according to physical conditions, the variety
of education materials, the qualifications of the teachers, the number of students in
classrooms (Altun & Canca, 2011), the rate of success on the university entrance
examination (Uygun, 2003), access to counselling and support services (Karakucuk,
2010), and the socioeconomic levels of parents (Altun & Canca, 2011; Uygun, 2003).
By taking into account those differences in school types, this study proposed a model
to investigate whether and to what extent optimism, perceived social support, and
general self-efficacy predict career adaptability among high-school students in
different types of schools in Turkey (Figure 1).

Method

Research Design

A correlational study was used to investigate the nature and magnitude of
associations among perceived social support, optimism, general self-efficacy, and
career adaptability of high-school students.

Research Sample

The sample consisted of 1,610 students in 9th, 10th, and 11th grades, all recruited by
convenience sampling, at six public (53.5%) and six private (46.5%) high schools in
Ankara.

Instruments

Life Orientation Test: Life Orientation Test: Revised (LOT-R). The LOT-R (Scheier &
Carver, 1985) includes 10 items, consisting of positive items (Items 1, 4, and 10),
negative items (Items 3, 7, and 9), and filler items (Items 2, 5, 6, 8), all responded to on a
5-point Likert-type scale. An adaptation of the LOT, whose first form included 12
items, to Turkish (Aydin & Tezer, 1991) ensured a two-factorial structure and adequate
internal reliability (.72). Confirmatory factor analysis (CFA) showed that the factor
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structure of the LOT-R comprised two dimensions: optimism and pessimism (y? (7) =
37.045, 2/ df = 4.63, CFI = .98, SRMR = .03, RMSEA = .05). Cronbach’s alpha coefficient
was .67 for the total sample, and composite reliability (CR) was .78.

Multidimensional Scale of Perceived Social Support (MSPSS). The MSPSS (Zimet et
al., 1988) consists of 12 items and three subscales —namely, perceived social support
from family (Items 3, 4, 8, and 11), friends (Items 6, 7, 9, and 12), and significant
others (Items 1, 2, 5, and 10)—responded to on a 7-point Likert-type scale. The
adaptation of the MSPSS to Turkish (Eker & Arkar, 1995) confirmed a three-factor
structure and internal reliability, while CFA verified the three dimensions [y? (47) =
134.707, y2/df = 2.87, CFI = .99, SRMR = .02, RMSEA=.03]. Cronbach’s alpha was .85
for the total scale, .87 for the family subscale, .88 for the friends subscale, and .91 for
the significant others subscale for the entire sample.

General Self-Efficacy Scale (GSE). The GSE (Schwarzer & Jerusalem, 1995) consists
of 10 items as a global dimension responded to on a 4-point Likert-type scale. The
Turkish adaptation of the instrument yielded two factors, an internal reliability of
.83, and a test-retest reliability of .80 (Aypay, 2007). CFA confirmed one dimension
[ (31) = 81.136, y2/df = 2.61, CFI = .99, SRMR = .02, RMSEA = .03,] and a high
internal reliability of .86.

Career Adapt-Abilities Scale (CAAS). The CAAS (Savickas & Porfeli, 2012) consists
of 24 items in four dimensions—concern (Items 1-6), control (Items 7-12), curiosity
(Items 13-18), and confidence (Items 19 and 20) —responded to on a 5-point Likert-
type scale. The CAAS: Turkish High School Form (Karacan-Ozdemir, 2016) includes
four subscales [y? (245) = 730.085, x2/df = 2.98; CFI = .90, SRMR = .05, RMSEA = .05]
with internal reliability. Cronbach’s alpha coefficients for the scales were .73, .70, .81,
and .80, respectively.

Data Analysis

A multi-group structural equation modeling (SEM) by using the maximum
likelihood (ML) was employed to evaluate group differences. Given a finding of
model invariance, a single-group SEM was run.

Results

Prior to analysis, necessary assumption checks ensured no violation. The
strongest and weakest correlations ranged from .49 to .28. Table 1 presents the
means, standard deviations, and intercorrelations among study variables.

Table 1
Means, Standard Deviations, and Intercorrelations Among Study Variables
M SD 1 2 3 4
1. LOT-R 12.85 4.46 -
2. MSPSS 60.14 14.37 28"
3. GSE 31.28 5.33 30" 28"
4. CAAS 90.44 14.72 .34 .34 49~

Note. N = 1135. LOT-R = Life Orientation Test-Revised; MSPSS = Multi-
Dimensional Perceived Social Support; GSE = General Self-Efficacy; CAAS = Career
Adapt-Abilities Scale. **p < .01, two-tailed
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The results of independent sample ¢-tests indicated significant differences among
levels of optimism [t (1608) = -2.84, p = .01], perceived social support [t (1608) = -
10.87, p = .00], general self-efficacy [t (1608) = -4.34, p = .00], and career adaptability [t
(1608) = -3.53, p = .00] among public and private high-school students.

Measurement Model

As a precondition for group comparisons in SEM, measurement equivalence was
assessed (Drasgow & Kanfer, 1985). First, a preliminary single-group CFA was
computed for the entire dataset and for public and private school groups
individually to ensure loose cross-validation (Brown, 2006). After slight modification,
the fit indices indicated a measurement model fit (Table 2) that confirmed the
suggested relationships among variables in all groups.

Multigroup CFA (MG-CFA) was run to gauge configural and metric invariance
(Chen, 2008). By comparing the unconstrained model with the constrained one,
configural invariance yielded adequate fit (Table 2), meaning that latent variables
were similar in both groups. In turn, a chi-square (y?) difference test revealed a
nonsignificant value (p = .07) by showing metric invariance that reflected the
equivalence of indicator loadings and their corresponding factors across groups. The
results appear in Table 2. Model validation was supported by standardized residual
covariances without any exceptional cases beyond +4.00 (Field, 2009) and parameter
estimates with standardized regression weights around .50 and squared multiple
correlations between 11% and 77%. In sum, the equivalent latent constructs and their
factor loadings were confirmed across the groups.

Table 2.
Results of Measurement Model Testing and Measurement Equivalence

% df  x3/df CFI  TLI  SRMR RMSEA ¢
Optimal <502 >900 >90¢  <.08¢ <.06¢
value
Single-group CFA
Total 578239 142 407 95 94 .04 04
sample
Publichigh 553 003 140 249 95 94 04 04
school
Privatehigh 110955 140 203 94 93 04 05
school
Multigroup CFA
Configural /09160 284 271 95 93 04 03
nvariance
Metric 797953 303 2.63 .94 94 04 .03 07
invariance

Note. a.b.c Schumacker and Lomax (2004); ¢ ¢ Hu and Bentler (1999)
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Correspondingly, single-group SEM was used on the entire dataset to test the
proposed structural model by taking into account invariance across the public and
private high-school groups. Results appear in Table 3.

Structural Model

The structural invariance test was used to test the equivalence of all paths across
school types as a prior step (Byrne & van de Vijver, 2010). In a comparison of the
unconstrained structural model (y? (286) = 785.774, y?/df = 2.75, CFI = .94, SRMR =
.04, RMSEA = .03) and fully constrained model (y? (306) = 823.721, y?/df = 2.69, CFI =
.94, SRMR = .04, RMSEA = .03), the comparative fit indices difference test (ACFI) did
not reveal group difference (ACFI = .002) since it was smaller than .01 (Cheung &
Rensvold, 2002).

Table 3.
Summary of Model Fit Statistics for Hypothesized Model

Goodness-of-fit indices

% df  yYdf CFI TLI  SRMR RMSEA

Proposed model  578.24 142 4.07 .95 94 .04 .04

As Table 3 shows, although the chi-square value was significant (y? (142) = 578.24,
(p < .001), the fit indices implied the model’s goodness-of-fit (CFI = .95, TLI= .94,
SRMR = .04, RMSEA = .03). In support, the normed chi-square value was within an
acceptable range: 4.07 (<5.00).

Squared multiple correlation coefficients (R?) indicated that optimism and
perceived social support accounted for 27% of the variance in general self-efficacy. In
addition, the overall model explained 46% of the variance in career adaptability.

Hypothesis Testing

According to results, all direct and indirect paths examined by bootstrapping (set
at 1,000) and bias corrected bootstrap 95% confidence intervals were statistically
significant. Regression coefficients were between .20 and .39 and from small to
medium in effect size. Moreover, the relationship between optimism and perceived
social support was significantly positive (r = .56, n = 1,610, p < .01). Figure 1 displays
the standardized parameter estimates.
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Figure 1. The hypothesized model

Regarding direct effects, optimism (f = .24, p < .05) and perceived social support
(B = .20, p < .05) related significantly to career adaptability. Similarly, significant
direct effects of optimism (8 = .37, p < .05) and perceived social support (f = .21, p <
.05) on general self-efficacy as a mediator variable emerged. More precisely,
optimists had higher career adaptability. Similarly, the more social support that high-
school students perceived from parents, friends, and significant others, the more
career adaptability they had. In turn, perceived social support and optimism
influenced general self-efficacy as a mediator variable. Lastly, data suggested how
general self-efficacy affected career adaptability (8 = .39, p <.05).

As for the indirect effects, optimism (ff = .15, p < .05) and perceived social support
(B = .08, p <.05) contributed to career adaptability as an endogenous variable through
general self-efficacy. That is, high-school students who are optimistic and perceive
more social support had greater general self-efficacy and career adaptability. In light
of those results, all hypotheses were adjusted.

Discussion and Conclusion

The model of career adaptability exploring contributing factors did not differ
across school types. For both private and public high-school students, all model
variables interacted similarly, possibly because the education system in Turkey
requires all high-school students regardless of school type to take the university
entrance examination and make vocational choices based on their scores. In other
words, the university exam requirement for all students might have acted as an
environmental factor that resulted in similar interactions among model variables.
However, that tentative assumption needs to be further assessed in future studies.
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The first hypothesis confirmed the positive association between optimism and
perceived social support, which was consistent with previous studies showing that
optimists perceive greater social support (e.g., Dougall, Hyman, Hayward, McFeeley,
& Baum, 2001) or are perceived as socially more attractive, hence their greater social
networks (e.g., Vollmann, Renner, & Weber, 2007).

Regarding direct relationships, the proposed paths from optimism and perceived
social support to general self-efficacy were also confirmed. By conceiving of a social
network as a source of positive self-perspective, an individual could enhance his or
her self-efficacy beliefs (Bandura, 1994). Subsequently, optimists believe in their
potential to go further and overcome obstacles (Prokopc¢dkova, 2015). As a
supportive continuation of the literature, the results of this study indicate that high-
school students with perceived social support are more optimistic (e.g., Luszczynska,
Gutiérrez-Don, & Schwarzer, 2005) and evaluate themselves more efficaciously.

Accordingly, optimism was associated positively and directly with students’
career adaptability, as reported in earlier studies (Buyukgoze-Kavas, 2016; Santilli,
Marcionetti, Rochat, Rossier, & Nota, 2016). As for environmental factors, the
positive impact of perceived social support on career adaptability meant that high-
school students who perceived more support from their parents, peers, or significant
others had a higher level of career adaptability. That result was somewhat consistent
with other findings (Ulas & Yildirim, 2015; Wang & Fu, 2015), but not with all
(Yousefi, Abedi, Baghban, Eatemadi, & Abedi, 2011). Such results suggest that
providing high-school students with positive future orientation may improve their
career adaptability before they transition from high school to university or work. In
particular, considering the relationship between social support and career
adaptability, school counselors should focus on identifying students with low social
support from their peers, parents, and teachers.

Results also indicated a strong relationship between general self-efficacy and
career adaptability, which extends the findings of related research. Although
efficacious students can be expected to be more adaptive (Morton, Mergler, &
Boman, 2014), which supports the finding of the present study, research on the
association of general self-efficacy with career adaptability (e.g., Hirschi, 2009; Oncel,
2014) remains limited.

Concerning indirect relationships, results indicated the influences of optimism
and social support on career adaptability via general self-efficacy. Optimistic high-
school students who perceive more social support have greater general self-efficacy
beliefs and, in turn, greater career adaptability. Previous research has provided
somewhat congruent results by showing that self-efficacy beliefs mediated the
relationships of personal and environmental variables such as optimism (Nauta,
2004) and social support (Keller & Whiston, 2008; Wang & Fu, 2015) with career-
related variables such as adaptability. Such a finding of the mediator role of general
self-efficacy contributes to research on the topic of career adaptability.

Of course, researchers should pay attention to the limitations of this study. First,
12th-grade students could not be included in the sample since they were preparing
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for the university entrance examination and were absent from school during the
study period. That exclusion might limit the generalization of the findings to high-
school students at all grade levels. Second, the private and public schools in the
study were selected from Ankara. To investigate differences in school type,
researchers could incorporate students from a wide range of public and private
schools in other cities. Third, a variety of exogenous variables such as personality,
hope, career optimism, and socioeconomic status, as well as other mediators such as
career decision-making self-efficacy and self-regulation, might be included in the
model in future studies.

Career adaptability is a critical psychosocial resource for the career development
of adolescents in order to manage requirements and challenges of the 21st century
(Patton & Creed, 2007). The above findings have underscored the contributions of
personal and environmental variables —namely, optimism, perceived social support,
and general self-efficacy—to the career adaptability of high-school students
regardless of school type, which extends literature on career adaptability in light of
career construction theory. Apart from the direct influences of optimism and
perceived social support on career adaptability, general self-efficacy mediates their
relationships. Thus, a deeper understanding of factors contributing to the career
adaptability of adolescents can help school counselors to design career counseling
and development programs accordingly.
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Lise Ogrencilerinin Kariyer Uyum Yeteneklerini Yordayan Faktorler

Atif:

Karacan-Ozdemir, N., & Yerin Guneri, O. (2017). The factors contribute to career
adaptability of high school students. Eurasian Journal of Educational Research,
67,183-198. http:/ / dx.doi.org/10.14689/ ejer.2017.67.11

Ozet

Problem Durumu: 21. ytizyil ile gelen sosyal, teknolojik, ekonomik ve ahlaki
degisimler kisilerin is diinyasinda birden fazla isle mesgul olabilme, kendilerini
yenileyebilme ve degisen kosullara uyum saglayabilme becerilerine sahip olmalarini
gerekli kilmaktadir. Ayrica “garanti is” kavraminin yerini proje bazli calismalara ve
mobil ¢alisanlara birakmas: ve sinirlart olmayan organizasyonlarin bigimlenmeye
baslamasi is gecisleri ve degisimlerin siklasmasi gercegini dogurmustur. Bu noktada
kisilerin bu degisimler karsisinda kendini merkezde tutarak kariyeri ile kisisel
yasamini uyumlastirmast ve yeniden yapilandirmasi, bu dogrultuda da uyum
yeteneklerini artirmasi onemli hale gelmistir. Lise yillar1 ilk mesleki secimlerin
yapilmas: ve okuldan is hayat1 ya da tiniversiteye gecis gibi bazi énemli degisimleri
icermesi agisindan odaklanilmasi gereken bir dénemdir. Bu dénemde ergenlerin
yasam boyu ihtiya¢ duyacaklar: kariyer uyum becerileri acisindan desteklenebilmesi
onem tasimaktadir. Bu nedenle kariyer uyum yeteneklerini etkileyen degiskenlerin
belirlenmesi ortadgretim diizeyinde verilecek kariyer damismanligi ve mesleki
rehberlik calismalarinin  bigimlendirilmesinde ¢nemli katki saglayacaktir. Ote
yandan, Tirkiye'deki egitim sistemi icinde aileler imkanlar1 dogrultusunda
¢ocuklarmin daha iyi egitim firsatlarindan yararlanabilmesi icin 6zel okullara
gondermeyi tercih edebilmektedir. Ozel okul ve devlet okullar arasindaki farklhiliklar
goz ontinde bulundurularak 6grencilerin kariyer uyum yeteneklerini etkileyen
unsurlarin degisecegi varsayilabilir. Bu farkliliklarin arastirilmasi ve onerilen model
dogrultusunda ortaya konulmasi kariyer damismanhigi calismalarinin okul tiirtine
gore yapilandirilabilmesine 1s1k tutacaktir.

Arastirmamin Amacr: Bu arastrmanin temel amacy; yapilandirmact kariyer kurami
cercevesinde lise ogrencilerinin kariyer uyum yetenegini yordayan bazi olas:
faktorleri belirlemeye c¢alismaktir. Bu dogrultuda, kariyer uyum yetenegi ile
algilanan sosyal destek, iyimserlik ve genel ©6z-yeterlik degiskenleri arasindaki
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yapisal iliski ve bu degiskenlerin kariyer uyum yetenegine katkilar1 aragtirilmistir.
Ayrica, arastirilan modelin okul tiirtine gore farklilasip farklilasmadigt incelenmistir.

Aragtirmamn  Yontemi: Arastirma, iliskisel bir arastirma desenine sahiptir. Bu
arastirmanin 6rneklemini Ankara’daki 6 devlet ve 6 6zel liseden kolay ulasilabilirlik
yontemiyle secilmis 1610 (862 devlet, okulu 748 6zel okul) lise ogrencisi
olusturmustur. Devlet okullar1 Mamak, Keciéren, Sincan ve Etimesgut ilcelerinden
secilirken, 6zel okullar Cankaya bolgesinden alinmistir. Universite smavina
hazirlandiklar: gerekgesiyle okullarda bulunmayan 12. sinif 6grencileri arastirmada
yer alamamis, bu nedenle veriler 9, 10 ve 11. siif 6grencilerinden toplanmustir. Bu
calismada, Cok Boyutlu Algilanan Sosyal Destek Olgegi (CBASDO; Zimet ve ark.,
1988), Gozden gecirilmis Yasam Yonelimi Testi (YYT-R, Scheiver ve Carver, 1985),
Genel Oz-yeterlik Olgegi (GOYO; Schwarzer ve Jerusalem, 1995) ve Kariyer Uyum
Yetenekleri C)lgegi (KUY; Porfeli ve Savickas, 2012) veri toplama aract olarak
kullanilmustir. Coklu grup yapisal esitlik modellemesi (YEM) kullanularak 6nerilen
modelin veriye uygunlugu test edilmis, ancak sonuclarmn okul tiiriine gore (6zel-
devlet) fark gostermemesi {izerine, model, tek 6rneklemli YEM ile biitiin katihmcilar
tizerinde sinanmugtr.

Aragtirmarmin Bulgulari: Devlet okulu, 6zel okul ve biitiin grup tizerinde ayri ayr
uygulanan tek 6rneklemli Dogrulayic1 Faktor Analizi (DFA) sonuglarina gore lciim
modelini onaylanmustir. Ayrica, modelin okul tiirtine gore incelenebilirligi clcim
modeli karsilastirmalari ile kanitlanmstir. Ote yandan, ¢ok 6rneklemli yapisal esitlik
modellemesi modelin okul tiirtine gore farklilasmadigmi ortaya koymustur. Bu
nedenle tek 6rneklemli YEM analizi uygulanmis ve ki-kare/serbestlik derecesi 2.78,
CFI degeri .96, SRMR degeri .03 ve RMSEA degeri .04 olarak bulunmustur. Kabul
edilebilir uyum indeksleri igerisinde yer alan bu sonuglara gore, modelin veriye
uyum sagladigini goriilmiistiir. Modelde kariyer uyum yeteneklerini yordayabilecegi
diisiiniilen yollarin hepsi istatistiksel olarak anlaml1 ¢ikmis, bu degiskenler arasinda
en yiiksek iligski genel 6z-yeterlik ile kariyer uyum yetenegi arasinda, en diistik iliski
ise algilanan sosyal destek ile kariyer uyum yetenegi arasinda bulunmustur. R?
(¢oklu korelasyon katsayisinin karesi) degerlerine gore, algilanan sosyal destek ve
iyimserlik genel 6z-yeterlik tizerindeki varyansin %27’sini aciklarken, hepsi birlikte
kariyer uyum yetenegi tizerindeki varyansin %46’sin1 agiklamustir.

Aragtirmanin Sonug ve Onerileri: Modelin okul tiiriine gore farklilk gostermemesi
Turkiye'deki egitim sistemi iginde ister 6zel okul ister devlet okulu olsun biitiin
Ogrencilerin aymi smav sistemine tabi olmasi ile aciklanabilir. Ayrica, kisinin
mesleginin bir kimlik gostergesi olarak goriilmesi ve bu nedenle okul tiirii ne olursa
olsun biitiin 6grencilerin kariyer gelisimini dnemsemeleri, bu durumun da kariyer
uyum yeteneklerinin okul tiiriine gore farklilik géstermemesine yol agmis olabilecegi
seklinde agiklanabilir. Ote yandan aragtirma sonuglari, genel 6z-yeterlik, iyimserlik
ve algilanan sosyal destegin ergenlerin kariyer uyum yetenekleri {izerindeki roluinii
ortaya koymustur. Bu baglamda arastirma bulgulari, okullarda yapilacak kariyer
danismanligt ¢alismalarimin yapilandirilmasinda 6nemli dogurgular tasimaktadir.
Kariyer uyum yetenekleri Tiirkiye’de yeni ¢alisiimaya baglanmis bir konudur. Lise
ogrencilerine yonelik yapilacak mesleki rehberlik calismalarinin  6grencilerin
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ozellikleri ile mesleklerin ozelliklerini eslestirmeye dayali calismalarin oGtesinde
beceri gelisimine dayal1 kariyer yapilandirmasi ve egitimine yonelik programlari
icermesinin gerekliligi vurgulanabilir. Bu nedenle gelecek calismalar icin, kariyer
uyum yeteneklerini etkileyen unsurlarin daha derinlemesine incelenmesi, daha farkl
degiskenleri iceren yeni modellerin test edilmesi, farkli okul tiirlerinin (Giizel
Sanatlar Lisesi, Fen Lisesi, Temel Lise vb.) de dahil edilerek 6rneklem grubunun
genisletilmesi ve kariyer uyum yetenekleri yiiksek ve diisiik olan 6grencilerin
boylamsal olarak incelenmesi 6nerilebilir.

Anahtar Kelimeler: Kariyer uyum yetenegi, sosyal destek, iyimserlik, genel 6zyeterlik,
¢oklu grup yapisal esitlik modellemesi.
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Introduction

The extent to which individuals in a society can be creative is the one of the
leading societal questions of the 21st century. Individual creativity, that is, the ability
to create original ideas, is the key to contributing to the development of society and
increasing its welfare (Davies et al., 2013). While brilliant ideas can mean effective
solutions for complex problems, they also have the potential to be transformed into a
product with good market share. Promoting creativity and, thus, its quality, is
connected to the field of "education" and points to "creativity training," whereby
quality is valued rather than giving importance to solely theoretical knowledge and
meeting standards.

While Torrance (1968) defined the concept of creativity, which has been
investigated by many international researchers for years as being sensitive to
disorders and disharmony, determining difficulties, searching for solutions, making
predictions, and forming or retesting hypotheses about the deficiencies (as cited in
Sungur, 1997), Kirisoglu (2002) regarded it as the product of a multi-dimensional
thinking mind. Bentley (1999) regarded creativity as a process through which
information is received, shaped, and reshaped until a new product or idea is formed.
In addition, creativity is not only producing an original work, but also constructing
new syntheses from existing knowledge and, thus, producing different solutions to
problems (Koray, 2003). Creativity, which has been regarded as a multi-dimensional
concept, is also conceptualized as divergent thinking and creative expert
performance (An, Song and Carr, 2016). Creativity is not a property that only artists
and scientists can achieve. Although it is unclear whether creativity is innate or
acquired, everybody possesses this trait to some extent. It is acknowledged that
creativity exists in both cases. Throughout history, many people have had the
combination of high intelligence and superior creativity. It has been observed that,
with a set objective and enough motivation, these individuals created many
innovations that facilitated human lives (Koray, 2003). The first examples that come
to mind include Avicenna, Ibn Khaldun, Al-Farabi, Edison, Maxvell, and Einstein,
who had superior creativity and intelligence.

While it is commonly agreed that the creative ability is innate, it has also been
discovered that it can be improved. Creative development can be achieved by both
formal and informal education. In addition, creativity training can be employed in a
variety of fields, such as science, education, art, business, and engineering (Conner,
1998; Thsen, 1998). It has been demonstrated that, given the opportunity to exploit
and process creativity through programs to develop the creative potential in almost
every field, promising results can be achieved in an individual’s development and
ability to create a product (Atkinci, 2001; Dinc, 2000). Creativity and creative thinking
has become a significant skill in terms of keeping up with the changing world. Many
countries strive to increase the number of creative individuals in their societies and
exploit them by incorporating them into the system. Studies on creativity training
have played a key role in such enterprises. The use of practices such as the creative
reversal act, which is the primary concern of this study, and investigating the effects
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of such techniques on promoting creativity has the potential to increase the number
of creative individuals.

The creative reversal act (CREACT), which was developed by Sak (2014) in line
with the Janusian thinking process, was put forward by Rothenberg and requires
construction, differentiation, opposition, combination, and elaboration, respectively.
As for the Janusian thinking process, it is based on the deliberate determination or
development of opposing ideas or propositions in the thought process, followed by
the production of new ideas, concepts, theories, and innovations through the
combination of these oppositions (Sak, 2009). Janusian thinking centers on the
following propositions (Sak, 2009): Existing thought is correct; the opposite of the
existing idea is as correct as this thought; oppositions exist simultaneously to form
contradictions; opposites are like the east and the west, and this polarity explains the
idea in all aspects. It has been suggested that geniuses like Einstein have used this
thinking process. The creative reversal act (CREACT), whose theoretical background
rests on the Janusian thinking process, comprises five stages. These stages and
related details are presented in Table 1.

Table 1

CREACT Discussion and Thinking Form.

Cognitive Task / Student

Stage Discussion and Thinking questions Task
- What do we know about this Discover the concept,
g 8| concept, idea, or theory? theory, or idea from
RS What are the advantages of using  different aspects.
~ = .
S this?
SR . .
S E % How do you define this concept
RO~ or phenomenon?
= What are some of the Determine the basic
2o -“é‘ components, elements, or aspects ~ components and
RS 2 of this concept? differentiates between
S S What comprises this concept? them.
[%Y S . .
S 8 & Why isitacomponent?
"S S = s
3 A8 3
§ - What are the subcomponents, Determine and
= § B '§ components, or elements of this differentiates between
3§ P o = £ concept? the subcomponents or
§_ 2 = £ 2  What comprises these elements.
SRS s 8 §. components?
(SIS s S ..
S8 3 s § Why is it a component?
8 o83
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Table 1 Continue

3. Opposition

(Simultaneous Opposition

or Antithesis)

What is the opposite of this component that
is as accurate or valid as itself?

Is this opposition that you selected in order
to explain the concept, as correct or valid as
its opposite?

In what aspects do these oppositions oppose
themselves? (category, dimension, quantity,
space, scale, etc.)

How do you define this concept using the
opposing components so as to create a
contradiction?

What kind of a relationship does the new
definition contain?

In what aspects does the new definition
explain the concept?

Determine the opposite
of each element.
Determine whether the
opposites are as correct
and valid as their
opposites.

Determine the
dimensions of
opposition.

Determine two
opposing elements in
order to form a new
definition.

Evaluate the
contradictory state of
the new definition.

Determine in what
aspects the new
definition explains the

Discovery, or Experiment)

concept.
How would you like to make the new Reorganize the
definition more contradictory or elaborate? definition
If necessary, add new
contradictions.

4. Combination
Elaboration (Construction of the Theory,

o)
Source: Sak (2014)

As can be seen in Table 1, the CREACT technique comprises five components:
construction, decomposition, opposition, combination, and elaboration. In the
construction stage, the student explains what s/he knows about a concept, idea, or
theory. Discover a concept, theory or idea from differing aspects. Determine the basic
components of the concept, theory, or ideas which s/he discovered in the
decomposition stage. Determine the opposites of the components, which are as
correct and valid as the original components determined in the opposition stage.
Form new definitions and explanations using two opposing components in the
combination stage Reorganize the formed definitions in the elaboration process,
which is the final stage. After all of these stages have been completed, the learner can
start from scratch and arrive at a completely different conclusion (Sak, 2014). On
these grounds, the CREACT thinking process follows a spiral process.

An analysis of the related literature points to previous studies on creativity training.
In a study by Ritter and Mostert (2016), it was found that Cognitive-Based Creativity
Training increased creativity in university students and, thus, developed the creative
problem-solving skills of learners who used divergent and convergent thinking
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processes in line with increased cognitive flexibility. In another study, it was found
that the use of natural elements related to living things among young children
increased visual creativity (Studente, Seppala and Sadowska, 2016). In a study on the
use of creative thinking techniques in science classes, sixth, seventh, and eighth
graders stated that it triggered thinking about the techniques and improved
creativity and problem solving (Koray, 2005). With regard to the creative reversal act,
which is the primary concern of the current study, Sak and Oz (2010) documented
that the practice of the creative reversal act improved creative thinking skills in
students. Another study by Akar and Sengil Akar (2013) revealed that the use of
creative reversal act technique in art classes increased creative thinking skills in fifth
graders. In a later study, Eker and Sak (2016) found that the creative reversal act
technique is favored by middle school students and thought to be effective in
thinking training. Similar results have been obtained in studies on the effectiveness
of creativity practices (Shaklee and Amos, 1985; Szecsi, 2008; Hendrix, Eick, and
Shannon, 2012; Almutairi, 2015). As can be seen, the literature hosts studies in which
various creativity training programs have been tested. However, the most crucial
part of creative thinking training is the customization of programs for every age,
profession, and even subject, if necessary. The testing of the effectiveness of these
programs, which are expected to have certain common features with respect to
creativity criteria, will only be possible through scientific research. Further studies on
creativity instruction and the interpretation of the findings may facilitate increasing
the quality and prevalence of such programs. The aim of the present study is to
examine the practice of the creative reversal act (CREACT) technique and analyze its
effectiveness concerning the level of creativity of middle school students. It is
assumed that the present study will contribute to the literature of experimental
research on creativity training and the CREACT technique.

In line with the research objectives, three research questions were formulated:

1. Is there a significant difference in the creativity levels of the experimental group,
which performed creative reversal act (CREACT) practices, and the control group,
which followed traditional instruction in line with the curriculum?

a. Is there a significant difference between the experimental group, which
underwent creative reversal act (CREACT) practices, and the control group, which
received instruction in line with curriculum, in terms of the subcomponents of
creativity (fluency, flexibility, originality, elaboration)?

2. Is there a significant difference between the creativity pre- and post-test scores of
the experimental group, which underwent creative reversal act (CREACT) practices?

a. Is there a significant difference between the creativity subcomponent
(fluency, flexibility, originality, elaboration) pre- and post-test scores of the
experimental group, which underwent creative reversal act (CREACT) practices?
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3. Is there a significant difference between the creativity pre- and post-test scores of
the control group, which underwent traditional instruction?

a. Is there a significant difference between the creativity subcomponent
(fluency, flexibility, originality, elaboration) pre- and post- test scores of the control
group, which underwent curriculum-based instruction?

Method
Research Design

The experimental method was employed in the present study. The experimental
method is a research design through which the cause-effect relationship between the
variables and the factors affecting them are examined by creating an artificial
situation (Cepni, 2012). In order to investigate the research questions, the quasi-
experimental method and pre-test/post-test design with control groups were
employed. The independent variable was the "creative reversal act based practices"
while the dependent variable was "creativity."

Research Sample

The research was carried out at a state middle school in Kdz. Eregli in Zonguldak
province during the 2015-2016 academic year. The sample comprised 39 seventh
grade students. There were two groups: the experimental group (19 students), which
underwent CREACT-based training, and the control group (20 students), which
underwent traditional curriculum-based training. The control group comprised 12
girls and 8 boys, and the experimental group comprised 11 girls and 8 boys.

Research Procedure

The study covered the "Human and the Environment," "Biological Diversity," and
"Environmental Problems" units of the seventh grade Science curriculum. CREACT-
based activities were devised by the researchers, and it was ensured that the
activities addressed the gains required by the topics and the properties of the
techniques. The practices included five activities: The first activity was related to the
concept of "biological diversity." Students were asked to redefine this concept in their
own words using the CREACT technique. By combining the components related to
biological diversity with the opposites of such components, and using them in the
same sentence, a new biological diversity definition was created. The second and
third activities based on the CREACT technique were about "factors threatening
biological diversity." In the second activity, the "pollution" concept was divided into
its components (i.e., soil, air, water, noise). The subcomponents of these components
were formed, and the students were asked to write a poem on the components and
their opposites. The poem had at least four lines. In the third activity, the answers to
the question, "What are the environmental problems affecting biological diversity?"
were listed. Within the scope of this question, slogans were written in relation to air
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and water pollution, population density, soil erosion, deforestation, and threats to
sea life. The fourth and fifth activities were on "endangered living things and respect
to nature.” In the fourth activity, a news title creation activity was carried out, related
to factors causing endangerment of species and the opposites of these factors.
Newspaper clips were prepared in order to increase awareness into this topic. In the
fifth activity, concepts and their opposing concepts related to "animal and plant love"
were determined, and a poem writing activity was organized. The CREACT practices
lasted for four weeks and including the TTCD pre- and post-tests, a total of six
weeks.

Data Collection Instrument

Figural Form A of the Torrance Tests of Creative Thinking (TTCT) was used in data
collection. The TTCT Figural Form test comprised three activities: forming pictures,
picture completion, and parallel lines (repeated lines). TTCT yields the fluency,
flexibility, originality, and elaboration subcomponents of creativity scores and the
creativity total score. TTCT Figural Form A was rated by two raters and the inter-
rater reliability coefficient was found to be .75. The subdimensions of creativity were:
fluency, the ability to create various oral or written ideas in response to an open-
ended question; flexibility, the ability to develop different approaches to a problem;
elaboration, the ability to detail the proposed idea; and finally, originality, creative
thinking skills related to originality in thought and act.

Data Analysis
The data collected were analyzed in SPSS using dependent and independent t-tests.
Results

In this section, the findings related to the research questions are presented. Data
related to research question 1 are presented in Tables 2 and 3:

Table 2

Results of the Independent Samples t-test between the Experimental and Control Group
Creativity Post-test Scores

Variable Group N M S af T 4

Creativity Experimental 19  63.57 6.66
37 3.9 .000**
Control 20 53.55 9.13

According to Table 2, there is a significant difference between the experimental and
control group creativity post-test scores (t37=3.9, p<.01). The mean post-test scores of
the experimental group (M=63.57) was higher than that of the control group
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(M=53.55). The experimental group had a higher arithmetic mean than that of the
control group.

Table 3

Results of the Independent Samples t-test between the Experimental and Control Group
Creativity Subcomponents (Fluency, Flexibility, Originality, Elaboration)

Variables Group N M S af t p
Fluency Experimental 19  22.52 1.42 "
Control 20 21.05 2.74 37 209 043
Flexibility Experimental 19  15.26 2.44 -
Control 20 1195 2.70 37 4006000
Originality Experimental 19  14.21 2.85 o
Control 20 1145 2.72 37 3,08 004
Elaboration Experimental 19  11.57 2.38
Control 20 9.10 2.63 37 3.07 .004*

An analysis of Table 3 shows that there is a significant difference between the
experimental and control groups in terms of fluency post-test scores (tzz =2.09,
p<.05). The experimental group (M=22.52) had higher fluency post-test scores than
the control group (M=21.05). The experimental and control group also significantly
differed in terms of their flexibility post-test scores (t37=4.006, p<.01). The
experimental group had higher mean flexibility post-test scores (M=15.26) than that
of the control group (M=11.95). Similarly, there was a significant between groups
difference in terms of originality and elaboration post-test scores (t;7=3,08, p<.01)
(t37=3.07, p<.01). The experimental group (M=14.21) had higher post-test scores than
the control group (M=11.45) in the originality test. In the same way, the experimental
group had higher elaboration post-test scores (M=11.57) than the control group
(M=09.10). On the basis of these results, it could be argued that the experimental
group was more successful than the control group in terms of the originality and
elaboration subcomponents. Data related to research question 2 are presented in
Tables 4 and 5:

Table 4

Results of the Dependent Samples t-test between Experimental Group Creativity Pre- and
Post-test Scores

Variable Measurement N M S daf t p

Creativity Pre-test 19 5436 12.55 18
Post-test 19  63.57 6.66 373 .002**
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Table 4 demonstrates a significant difference between the creativity pre- and
post-test scores of the experimental group (tus=3.73, p<.01). The experimental group
creativity post-test scores (M=63.57) were found to be higher than their pre-test
scores (M=54.36).

Table 5

Results of the Dependent Samples t-test between the Experimental Group Pre- and Post-test
Creativity Subcomponent (Fluency, Flexibility, Originality, Elaboration) Scores

Variables Measurement N M S df t p
Fluency Pre-test 19 2152 3.93
18 1,06  .303
Post-test 19 2252 1.42
Flexibility Pre-test 19  10.36 3.11 18
7.25  .000**
Post-test 19 1526 2.44
Originality Pre-test 19  12.00 3.49 18
261  .018*
Post-test 19 1421 2.85
Elaboration Pre-test 19 1047 3.48 18
1.69  .108
Post-test 19 1157 2.38

Table 5 shows that there is no significant difference between the fluency pre- and
post-test scores (t1s=1.06, p>.05) of the experimental group, which underwent
CREACT practices. However, the experimental group fluency post-test scores
(M=22.52) were higher than their pre-test scores (M=21.52). A significant difference
was also found between the experimental group flexibility pre- and post-test scores
(tas)=7.25, p<.01). The experimental group flexibility post-test scores (M=15.26) were
higher than that of their pre-test scores (M=10.36). With regard to the experimental
group originality pre- and post-test scores, a significance difference was found
(tns)=2.61, p<.05). The experimental group originality post-test scores (M=14.21) were
found to be higher than that of their pre-test scores (M=12.00). No significant
difference was found between the experimental group elaboration pre- and post-test
scores (tas=1.69, p>.05). However, the experimental group elaboration post-test
scores (M=11.57) were found to be higher than their pre-test scores (M=10.47)

Data related to research question 3 are presented in Tables 6 and 7.
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Table 6

Results of the Dependent Samples t-test between Control Group Creativity Pre- and Post-test
Scores

Variables Measurement N M S df t p

Creativity Pre-test 20 48.20 9.27
19 1.96 .064
Post-test 20 53.55 9.13

According to Table 6, there is no significance difference between the control
group creativity pre- and post-test scores (ta9= 1.96, p>.05). However, the control
group creativity post-test scores (M=53.55) were found to be higher than that of their
pre-test scores (M=48.20).

Table 7

Results of the Dependent Samples t-test between the Control Group Creativity
Subcomponent (Fluency, Flexibility, Originality, Elaboration) Pre- and Post-test Scores

Variables Measurement N M S af t p
Fluency Pre-test 20 15.10 3.43
19 5,54 .000**
Post-test 20 21.05 274
Flexibility Pre-test 20 10.80 2.70
19 1.47 158
Post-test 20 11.95 2.70
Originality Pre-test 20 1220 2.70
19 1.05 304
Post-test 20 11.45 272
Elaboration Pre-test 20 10.10 217
19 1.42 171
Post-test 20 9.10 2.63

Table 7 demonstrates a significant difference between the control group fluency
pre- and post-test scores (t19y=5.54, p<.01). The control group fluency post-test scores
(M=21,.05) were higher than their pre-test scores (M=15.10). No significant difference
was found between the control group pre- and post-tests of flexibility (tn9=1.47,
p>.05), originality (ta9= 1,05, p>.05), and elaboration (tu9)= 1.42, p>.05).
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Discussion and Conclusion

The following were concluded on the basis of the present study: There was a
significant difference between the experimental group, which underwent creative
reversal act (CREACT) training, and the control group, which underwent
curriculum-based training in terms of creativity scores. The experimental group had
higher scores than the control group. There was a significant difference between the
two groups in terms of the subcomponents of creativity (fluency, flexibility,
originality, and elaboration). The experimental group was more successful in terms
of fluency, flexibility, originality, and elaboration. There was a significant difference
between the creativity pre- and post-test scores of the experimental group, which
underwent creative reversal act (CREACT) practices, with higher scores on the post-
test. There was a significant difference between the experimental group pre- and
post-test scores in terms of the subcomponents of flexibility and originality, with
higher scores on the post-test. No significant difference was found between the pre-
and post-test creativity scores of the control group, which underwent curriculum-
based training. Of the subcomponents of creativity, there was a significant difference
only between the fluency pre- and post-test scores, with higher scores on the post-
test. The results have revealed that the practice of creative reversal act (CREACT)
technique in the teaching of a science subject (ecosystem) promoted the creativity
level of seventh grade students. The results of such programs whose effectiveness
have been tested with regard to creativity training demonstrate that student
creativity can be improved.

An analysis of the reported results in the related literature supports the findings of
the present study. In a study by Sak and Oz (2010), it was found that the practice of
creative reversal act techniques improved creative thinking skills in students.
Another study by Akar and Sengil Akar (2013) illustrated that the use of the creative
reversal act technique in art classes increased creative thinking skills in fifth graders.
In an experimental study on creativity, it was understood that the use of live plants
and natural elements in the classroom increased visual creativity skills in students
(Studente, Seppala and Sadowska, 2016). Another research by Shaklee and Amos
(1985) demonstrated that there was an increase in the problem-solving skills of
students who utilized CREACT techniques during the process. Many studies on the
effectiveness of the creativity practices have yielded similar results (Szecsi, 2008;
Hendrix, Eick, and Shannon, 2012; Almutairi, 2015). In addition, it has been argued
that classroom environments that promote creativity give students the freedom to
make choices, put forward different ideas, and accept different ideas, which increase
their self-confidence. On the other hand, in classroom environments that are not
creative, student ideas are not taken into consideration and the authority of the
teacher is noticeable (De Souza Fleith, 2000). Creating classroom environments in
which creativity is highlighted and used is important in terms of increasing the
quality of education. Conducting experimental studies on the effectiveness of
creativity training and the interpretation of the obtained data may increase the
quality and prevalence of such programs. Both CREACT techniques and other
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creativity trainings will contribute to practitioners who will perform related
activities. However, instead of working with few participants, which is a limitation of
the present study, more individuals should be included in such studies.

The following recommendations can be made on the basis of the present research:

It is presumed that the utilization of the creative reversal act (CREACT) and related
programs in Science and Technology, Social Sciences, Turkish, Mathematics, Art,
Music, etc. classrooms will increase student creativity and other high-order thinking
skills and academic success. In education programs in Turkey, creative thinking is
one of the basic principles within the framework of the constructivist approach. For
these reasons, creative reversal act practices should be given more importance at
different stages of formal education. In this respect, students can be given in-service
training seminars on how to use the technique in science and other appropriate
classes In addition, sample practices related to how this program can be applied as
well as theoretical information should be provided to pre-service teachers. Further
studies might test the effectiveness of the CREACT technique in different courses and
samples. Qualitative or mixed-design studies can be designed in order to understand
whether the technique is practical.
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Fen Ogretiminde Yaratic1 Zit Diigiinme Tekniginin Uygulanmasinin
Ortaokul Ogrencilerinin Yaraticilik Diizeylerine Etkisi

Ataf:

Karaca, T., & Koray, O. (2017). Fen 6gretiminde yaratict zit diistinme
tekniginin uygulanmasmin ortaokul 0Ogrencilerinin yaraticilik
diizeylerine etkisi. Euraisan Journal of Educational Research. 67, 199-214.
http:/ /dx.doi.org/10.14689/ ejer.2017.67.12

Ozet

Problem Durumu: 21. ytizyilda biitin toplumlarin en 6nem verdigi konularin basinda,
toplum bireylerinin ne derece yaratici olabilecegi olgusu gelmektedir. Ciinkii
bireylerin yaraticihigi yani 6zgitin fikirler tiretebilmeleri, bulunduklar: toplumun
kalkinmasini saglayacak ve refah diizeyini yiikseltebilecek anahtar bir role sahiptir.
Iyi fikirler karmastk yapili problemler icin etkili ¢ziimler anlamina gelebilecegi gibi,
pazar pay1 yiiksek olan her tiirli trtine dontisme ozelligi de tasir. Bireylerin
yaraticiligini dolayistyla niteligini arttirmak “egitim” alani ile iliskili olup, salt teorik
bilginin 6nemsendigi ve standartlarin yerine getirildigi bir anlayistan ziyade,
egitimde kalitenin 6n planda tutuldugu “yaraticiik egitimini” isaret etmektedir.
Yaraticilik ve yaratici diistinme, degisen diinyaya uyum saglamada ¢ok 6nemli bir
beceri olarak degerlendirilmektedir. Pek cok tiilke kendi toplumlarindaki yaratict
bireylerin sayilarini arttrmak ve de sistemin igerisine dahil ederek onlardan
faydalanmak adina girisimlerde bulunmaktadir. Yaraticilik egitimi {izerine yapilan
¢alismalar biitiin bu girisimler icin anahtar role sahiptir. Bu ¢alismanin da konusunu
olusturan yaratic1 zit distinme teknigi gibi pek ¢ok uygulamanin yaraticilik egitimi
baglamimnda kullamilmasi ve bu tiir tekniklerin bireylerin yaraticiliklarim
gelistirmedeki etkilerinin incelenmesi yaratici bireylerin sayisimi arttirabilecek bir
potansiyele sahiptir.

Aragtirmamn Amaci: Bu calismanin amaci, ekosistem konusu tizerine yaratici zit
diisinme tekniginin (YAZID) uygulanmasinin ortaokul 8grencilerinin yaraticilik
diizeylerine etkisini incelemektir. “Yaraticilik” bagimli degiskeni tizerindeki etkisi
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incelenen bagimsiz degisken “yaratici zit diistinme teknigine dayali uygulamalar”
dir. Arastirmanin amacit dogrultusunda belirlenen sorular su sekildedir:

1. Yaratic1 zit diistinme (YAZID) teknigi uygulamalariin yapildig: deney grubu ile
miifredata uygun 6gretimin yapildigi kontrol grubu arasinda yaraticilik diizeyi
agisindan anlamli bir farklilik var midir?

a. Yaratict zit diistinme (YAZID) teknigi uygulamalarinin yapildigi deney
grubu ile miifredata uygun dgretimin yapildig1 kontrol grubu arasinda yaraticiligin
alt boyutlar (akicilik, esneklik, orijinallik, ayrintililik) agisindan anlamli bir farklilik
var midir?

2. Yaratict zit diistinme (YAZID) teknigi uygulamalarmin yapildigi deney grubu
ogrencilerinin yaraticilik 6n test ve son test puanlar1 arasinda anlamli bir farklilik var
midir?

a. Yaraticr zit diistinme (YAZID) teknigi uygulamalarinin yapildigi deney
grubu Ogrencilerinin yaraticihigm alt boyutlar1 (akicilik, esneklik, orijinallik,
ayrmtililik) 6n test ve son test puanlar1 arasinda anlamli bir farklilik var midir?

3. Miifredata dayali uygulamanin yapildigi kontrol grubu 6grencilerinin yaraticilik
On test ve son test puanlar: arasinda anlamli bir farklilik var midir?

a. Miifredata dayali uygulamanin yapildig1 kontrol grubu &grencilerinin
yaraticili§in alt boyutlar: (akicilik, esneklik, orijinallik, ayrintililik) 6n test ve son test
puanlar1 arasinda anlamli bir farklilik var midir?

Arastirmamin - Yontemi: Arastirmada deneysel yontem kullanilmustir. Arastirma
problemlerini incelemek icin, deneysel yontemler icerisinden yar1 deneysel yontem
ve oOntest-sontest kontrol gruplu desen kullanilmistir. Arastirmanin yontemine
uygun olarak c¢alisma grubunu, bu okulda 6grenim goren 39 7. Siuf 6grencisi
olusturmaktadir. Arastirma verilerini toplamak i¢in Torrance Yaratict Diistinme Testi
(TYDT) Sekilsel A formu kullamilmistir. Arastirma kapsaminda elde edilen veriler
SPSS paket programinda bulunan bagimlhi ve bagimsiz gruplar igin t-testi
yontemlerine gore analiz edilmis ve arastirma bulgularina ulasilmustir.

Arastirmarmin Bulgulari: Yaratic1 zit diistinme (YAZID) tekniginin uygulandig1 deney
grubu ile miifredata uygun 6gretimin yapildigr kontrol grubu arasinda yaraticilik
puant acisindan deney grubu lehine anlamli bir farklilik vardir. (t3)=3,9, p<.01).
Yaraticithi$in alt boyutlar1 akicilik (t@z) =2,09, p<.05), esneklik (tz7=4,006, p<.01),
orjinallik (t37=3,08, p<.01) ve ayrintiilik (t37=3,07, p<.01) acisindan her iki grup
arasinda anlaml farklilik tespit edilmis olup, farklilik deney grubu lehinedir. Yaratici
zit disiinme (YAZID) teknigi uygulamalarinin yapildigt deney grubu 6grencilerinin
yaraticilik 6n test ve son test puanlar1 arasinda anlamli bir farklilik vardir (tas=3,73,
p<.01). Farkliik deney grubunun sontest puanlari lehinedir. Yaraticihgin alt
boyutlarindan esneklik (tus=7,25, p<.01) ve orjinallik (tus=2,61, p<.05). agisindan
deney grubunun ontest ve sontest puanlar: arasinda, sontest puanlar1 lehine anlaml1
bir farkliik vardir. Miifredata dayali uygulamanin yapildigi kontrol grubu
ogrencilerinin yaraticilik toplam 6n test ve son test puanlar1 arasinda anlamli bir
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farklilik yoktur (tqag= 1,96, p>.05). Yaraticilik boyutlarindan sadece akicilik agisindan
kontrol grubunun o6ntest ve sontest puanlari arasinda anlaml bir farklilik vardir
(ta9)=5,54, p<.01). Bu boyut acisindan farklilik kontrol grubunun sontest puanlar
lehinedir.

Aragtirmanin Sonuglart ve Onerileri: Arastirma sonuglarma gore; bir fen konusu
(ekosistem) {izerine yaratict zit diistinme tekniginin (YAZID) uygulanmasinin
ortaokul 7. Simif 6grencilerinin yaraticilik ditizeylerini gelistirdigi tespit edilmistir.
Yaraticilik egitimi baglaminda etkisi sinanan bu tiir programlarin ortaya koydugu
sonuglar, dgrencilerin yaraticiliklarinin gelistirilebilecegini gostermektedir. Ayrica
Ogretmenler tarafindan yaraticiligin 6n plana alindigi ve kullamildigr smuf
ortamlarinin hazirlanmasi, okullarda verilen egitimin kalitesini arttirma adina da
onemlidir. Ogretmenlerin Fen Bilimleri dersi ve Sosyal Bilgiler, Tiirkce, Matematik,
Resim, Miizik vb. gibi diger derslerde yaratici zit diistinme (YAZID) ve benzeri
programlar1 kullanmalar1 dnerilmektedir. Ctinki bu tiir programlarin yaraticiligin
yani sira diger iist diizey diistinme becerilerini de arttiracagi ongoriilmektedir.
Ayrica hizmet i¢indeki gretmenlere teknigin fen derslerinde ve uygun olan diger
derslerde nasil uygulanacagmma yonelik hizmet i¢i egitim seminerleri verilebilir.
Ogretmen adaylarma da teorik bilginin yani sira yontemin nasil uygulanacagina
iliskin 8rnek uygulamalar lisans 8grenimleri boyunca gosterilmelidir.

Anahtar Kelimeler: Janusian diistinme stireci, Torrance yaratict diisiinme testi, insan
ve gevre iinitesi, deneysel ¢alisma.
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Introduction

The quality of teacher-student relations is a basic factor that affects learning.
Making learning easier, fun and providing that children can perform efficiently at the
maximum level mostly depends on the quality of teacher-student interaction. The
acceptability range regarding student behaviours differs in relation to teachers’
knowledge, experience, perspective or even current mood. A design practice is
needed in schools that is learning centred, gives opportunity for development with
an integral approach and allows the discovery of different aspects of individuals so
that knowledge, skills and values can be gained with integrity.

Knowing the student, effective use of non-verbal messages and positive skills to
cope with misbehaviours have come into prominence in student teachers’
suggestions for communication strategies to establish a positive classroom
atmosphere. As for the student teachers’ points of view about positive classroom
atmosphere and 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 (B. Ozsezer & 1. Saban, 2016). These
qualities show the importance of determining relations among certain affective
qualities of teachers during their education in addition to others that they need as
they play a role in building the society of the future. Studies in the field show that
students are affected by teachers’ attitudes and behaviours during the learning
process. The fact that teachers can leave a positive or a negative impression on
students with their attitudes, movements, characters and many other qualities is
closely related with their belief and attitude regarding values of society besides field
knowledge and pedagogical formation (Yazici, 2006).

Elements —including the personality traits of teachers, various problems they face
in their professional lives, their relations with their colleagues and managers,
characteristics of the work environment, and student and parent profiles—are
associated with how teachers perceive these factors and their affective qualities as well
as their cognitive and behavioural endeavours to reduce or control stress created by
the stimuli they face (Folkman & Lazarus, 1980). Their identity characteristics and
emotional intelligence levels, which are individual characteristics, play a great role in
determining their strategies for dealing with the problems teacher candidates face.
People who have higher emotional and social capacities —in other words, people who
know their emotions and can control them and understand other people’s emotions
and manage them skilfully—are more advantaged both in their private and
professional lives. In this sense, emotional intelligence, a series of talents in individual
and interpersonal relations, for an individual to perceive hisor her own emotions and
others” emotions correctly and to evaluate and express these emotions is as important
as IQ in determining an individual’s success not only in hisor her private life, but also
in his or her professional life (Bar-On, 1997, as cited by Acar, 2002).

Emotional intelligence skill enables an individual to identify emotions that make it
easier to deal with himself or herself and others and to understand these emotions
and use them efficiently. In other words, it is a competence required for
understanding people’s expectations and needs and their strong and weak aspects



Fiisun YILDIZBAS / Eurasian Journal of Educational Research 67 (2017) 215-231 | 217

through emotions, and for being strong in stressful situations and being someone
who people would like to be around (Baltas, 2006). It is possible to identify
individuals with emotional intelligence as successful, healthy and happy individuals
since they can be aware of their own emotions and those of the people around them
and take healthy steps based on this awareness (Gocet, 2006). However, while doing
this, first of all, an individual should understand and control his or her own
emotions and should not lose his or her motivation until his or her wishes are
fulfilled and he or she is able to understand others and establish solid relationships
with them (Eymen, 2007). Our emotions determine how we can raise our children,
how they can be successful at school and how we can be successful in our career and
in our relations with other people. In other words, it determines how we can be
“happy” as individuals, and more importantly, as a society (Beceren, 2002).
Therefore, the importance of using emotional intelligence in a suitable and efficient
way in private life and social life should not be disregarded.

Trained manpower, which directly related to teachers and the teaching profession,
is made up the basis of technological development and economic development in
countries. One of the primary duties of countries according to the education field is
to train teachers according to the requirements of the age. These trained teachers in
turn can train students in accordance with the values of the current time and equip
them to access information by utilizing information technologies and processing the
acquired information. Teachers need to create a supportive and healthy learning
environment for students. For this purpose, teachers should be good role models and
should reflect their qualities to the class. It should be known that abilities such as
being comfortable in the classroom, having a friendly approach, developing a
democratic affective aspect, exhibiting kindness and respect, seeing students as
individuals and taking their personalities into consideration constitute the basic
principles of effective education. Also, showing these qualities in the class affect
students’ interactions with each other positively and improve democratic class
environment (Giiven & Demirhan, 2006).

Teachers who are leaders in the education process have unique leadership styles
in terms of their knowledge, skill, attitude and behaviours. According to their
leadership styles, some teachers teach lessons through authoritarian and oppressor-
passive learning activities and some teachers teach lessons through democratic and
participant-active learning activities. The type of classroom activity is directly related
to the leadership style of teachers. Teachers’ perspectives, values, attitudes,
knowledge and experiences their students during the education process affect the
teachers’ leadership styles. Leadership styles have been explained according to
leadership theories since the 1960s. According to McGregor’s X and Y approaches,
the human behaviours of leaders can be gathered in a structure that includes two
opposite ideas (Deniz & Hasangebioglu, 2003). Leaders who believe in X approach
show more authoritative behaviour, whereas leaders who believe in Y show more
democratic behaviour.

Pursuant to McGregor’s X and Y approaches, it is seen that a teacher who
evaluates his or her students according to approach X presents an oppressive or
autocratic leadership style, and a teacher who evaluated his or her students
according to approach Y presents a democratic or participant approach. In the
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oppressive or autocratic leadership style, only teachers make decisions, and the
method and activity applied are determined by teachers. Teachers determine who
does what and when, expect everyone to obey them and do not act objectively while
praising and criticizing students. A teacher with an authoritative attitude mostly
threatens with low marks, by referring to a disciplinary committee and beating. In
this leadership style, it is difficult for students to gain self-control. Since everything
depends on the teacher, there is uncertainty. Also, since teachers do not accept any
objection or suggestion in any subjects and do not see discussions as necessary, they
are seen by students as subjective (not objective) and unfair. For teachers to make a
decision on their own may cause students to be passive and to dislike the class. On
the other hand, if students are active in the class, if they discuss and ask questions,
they learn better during education (Tugsavul, 2006).

In the authoritative attitude, which has a teacher-centred education method and
classroom management, students always feel under pressure and some unwanted
situations just as hostility and aggression appear (flgar, 2000). In the classroom where
democratic/ participant leadership style is dominant, decisions are mostly made by
students. The teachers” role is to inform students of methods and activities to be
applied and develop alternatives. Suggestions are made regarding teacher-student
collaboration, and suitable ideas are accepted (Tugsavul, 2006).

Teachers are objective while evaluating their students, and each student is equal
for teachers. In this kind of leadership style, freeness does not mean idleness.
Teachers are still the managers. They can make decisions on some subjects if needed
(figar, 2000). According to these descriptions, it is important for teachers’ leadership
styles to be known since teachers are the leaders of the education environment and
affect the people in that environment through establishing human relations in ways
suitable to the purposes of the class, school and education program (Deniz &
Hasangebioglu, 2003).

Existing studies only emphasize the fact that cognitive intelligence does not
guarantee success in life and does not make a strong contribution to an individual’s
success on its own. The point that should be focused on is that cognitive intelligence
and emotional intelligence are not alternatives to one another, but complete each
other. The important thing—that should be done—is to realize the importance and
value of these two intelligences and benefit from both of them in the necessary
amount (Yilmaz, 2007). That is why it is important to determine the emotional
intelligence levels and teacher leadership styles of teacher candidates.

The fundamental purpose of education activities is to provide the desired changes
in students” behaviour. Thus, the focal point of these activities is the students.
Therefore, it is important to establish what amount of behaviour changes are realized
in students in terms of educational purposes and what the fundamental elements
that affect student success are. When studies of IQ concept in general, academic
success or mental developments of students are considered, a relation between IQ
and academic success is emphasised by many studies. In this context, other factors or
elements related to success should also be presented (Erdogan & Kenarli, 2008).

According to Wolman (1973), the concept of success is “an improvement in terms
of reaching the desired result.” Even though success is defined on a large scale, when
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success in education is considered, “academic success” is usually implied, and it is
the expression of skills determined or information acquired through points or test
scores or both given by teachers and developed in classes provided in school (Carter
& Good, 1973; as cited by Erdogan & Kenarli, 2008). An academic final grade can be
used as an information tool to the related people (parents, teachers, etc.) in terms of
the state and development of the students in class, and it can also be used as criteria
that constitute a basis for various decisions made about students (Kog, 1981). In this
context, presenting the relation between emotional intelligence and academic success
and taking precautions or making regulations in education to develop individuals’
emotional intelligence, if there is a high-level relation between emotional intelligence
and academic success, are important (Furnham, A & Petrides, K.V; as cited by
Erdogan & Kenarli, 2008).

There is a social perception among societies that it is the responsibility of
universities to supplement individual research qualifications. However, acquisition
of research qualifications should not be limited to and put on the shoulders of higher
education institutions; this should also be expanded to primary and secondary
education institutions, at least for basic skills (Y. Konokman, Yelken & Yokus, 2015).
Teacher candidates who will soon be responsible for educating future generations
should possess certain characteristics. Especially the following characteristics should
be taken into consideration: pre-school and primary teacher candidates should be
role models for younger students; psychological counseling and guidance teacher
candidates should guide students in terms of choice of profession and provide
counseling in case of problems (Aydin, 2015).

In studies conducted in accordance with this information, it is seen that emotional
intelligence levels and teacher leadership styles of teacher candidates are approached
separately and through different variables. There are no studies regarding teacher
candidates who participate in pedagogical teacher education programs (which have
increased in number in recent years) and are in the process of becoming teachers.
Teacher candidates that earned the right to a teaching profession by participating in a
pedagogical teacher education program and graduated from a Faculty of Science and
Letters are thought to be more successful in KPSS and have higher assignment
opportunities compared to teacher candidates that graduated from the Faculty of
Education. Therefore, the purpose of this study is to analyse the relation in terms of
emotional intelligence levels, teacher leadership styles and academic success of
teacher candidates who receive education in a Private University Pedagogical
Teacher Education Program in the 2014-2015 school year. According to this general
purpose, the following questions are attempted to be answered:

1. Is there a significant relation between the emotional intelligence levels and
teacher leadership styles of teacher candidates?

2. Is there a significant relation between the emotional intelligence levels and
academic success of teacher candidates?

3. Is there a significant relation between the teacher leadership styles and
academic success of teacher candidates?

4. Is the academic success of teacher candidates a significant predictor for their
emotional intelligence levels and teacher leadership styles?
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Method
Research Design

The relational survey model is used in this study. The relational survey model is a
general survey method. General survey models are screening arrangements realized
on a group of examples or samples taken from the whole population or a group of
the population after reaching a general conclusion regarding the population in terms
of a population consisting of many factors (Karasar, 2009).

Participants

The participants of this study consisted of 80 teacher candidates determined by
the random sampling method among teacher candidates who were studying during
the fall semester of the 2014-2015 academic year in the pedagogical teacher education
program at one of the private universities in stanbul, Turkey (Karasar, 2009).

Research Instrument and Procedure

As the data collection tool of the study, the survey form, which included questions
regarding the demographic information and academic success of teacher candidates,
was used to determine specific elements as follows: the “Emotional Intelligence
Scale” was used to determine emotional intelligence levels, and the “Teacher
Leadership Styles Scale” was used to determine teacher leadership styles.

Emotional Intelligence Scale: the Emotional Intelligence Scale (EIS) was developed
by Schutte & et.al (1998), modified by Austin et al. (2004) and adapted to Turkish by
Goget (2006). The Goget (2006) version is used in this study. The EIS is analysed in
terms of structure, concept validity and security and has become applicable. The EIS
consists of 41 articles in total, of which 20 are positive and 21 are negative; it has a
five-point Likert scale rating system, which consists of (1) strongly disagree, (2)
disagree, (3) neutral, (4) agree, (5) strongly agree. The scale also consists of three
factors as Optimism or Mood Regulation, Utilisation of Emotions and Appraisal
and Expression of Emotions.

It measures general emotional intelligence in its totality along with these three
factors. Cronbach’s alpha (a) coefficient of Emotional Intelligence Scale was found to
be 0.81 for the whole scale.

Teacher Leadership Styles Scale: the “Teacher Leadership Styles Scale” developed
by Deniz & Hasangebioglu (2003) was used as the data collection tool to determine
the leadership styles of teacher candidates. The scale is uni-dimensional and consists
of 17 articles prepared on the basis of McGregor’s X and Y theory. The internal
reliability coefficient (Cronbach’s coefficient) of the scale was found to be 0.88.
Answering options for the scale were prepared in accordance with the five-point
Likert scale. Rating points consisted of “1- Strongly Disagree, 2- Disagree, 3- Neutral,
4- Agree, 5- Strongly Agree.” Since there were reversed expressions in articles 5, 6,
12, 13, 14, 16 and 17, these articles were coded in reverse order (5, 4, 3, 2, 1). The
lowest score on the scale was 17 and the highest score was 85. The evaluation style of
scores in the scale was described as (1) scores 17-64: Autocratic or Oppressive, (2)
scores 65-76: Half-Democratic, and (3) scores 77-85: Democratic or Participant.
Grade point average received in formation education in a Private University was
used as the measure of academic success.
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Data Analysis

The analysis of data acquired in this study was performed in terms of the relational
screening model, whether there is a relation between emotional intelligence levels,
teacher leadership styles and academic success grades of teacher candidates who
participate to the study; and if such a relation was found, the quality of these
relations were analysed by calculating the Pearson correlation coefficient. Before
correlation analysis, the normal distribution range was analysed as a result of
descriptive statistics and the Pearson correlation tests were applied in order to
determine relations between variables after determining that the data of 74 teacher
candidates present a normal distribution. A multiple linear regression test was used
to determine the effects of emotional intelligence levels and academic success of
teacher candidates on the leadership behaviours of those teacher candidates (Seger,
2015).

Results

The Emotional Intelligence Scale sub-dimensions of teacher candidates and average
and standard deviation numeric values of total scores are presented in Table 1.

Table 1
Emotional Intelligence Scale Sub-Dimension of Teacher Candidates and Average and
Standard Deviation Results of Total Scores

Emotional N Min Max M s
Intelligence

Optimism 74 47 83 65.31  6.358
Utilisation of 74 9 23 15.35 2911
Emotions

Expression of 74 25 54 38.40 6.248
Emotions

EIS Total 74 96 141 119.06 6.893

When Table 1 is analysed, it is possible to say that the point average teacher
candidates receive in terms of emotional intelligence sub-dimensions is M=65.31 in
the Optimism sub-dimension, M=15.35 in the Ultilisation of Emotions sub-dimension,
M=38.40 in the Expression of Emotions sub-dimension and M= 119.06 in the EIS
Total. It is possible to say that the highest average of teacher candidates among the
emotional intelligence sub-dimensions is in the optimism sub-dimension. Statistical
values regarding frequency, percentage and average of points of the Teacher
Leadership Styles Scale of teacher candidates are presented in Table 2.
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Table 2
Frequency and Percentage Value Distribution of the Teacher Leadership Styles Scale of
Teacher Candidates

Teacher Leadership Styles N % M
Autocratic (17-64 points) 23 31 52.43
Half-Democratic (65-76 points) 43 59 71.74
Democratic (77-85 points) 8 10 82.37

Total 74 100

When Table 2 is analysed, it is understood according to the points teachers
received from the Teacher Leadership Styles Scale that 31% of them have an
autocratic teacher leadership style, 59% have a half-autocratic teacher leadership
style and 10% have a democratic teacher leadership style. Most of the teacher
candidates who have participated in the study adopted a half-autocratic teacher
leadership style. Pearson correlation analysis was used to determine the relation
between EIS sub-dimensions and the teacher leadership styles of teacher candidates,
and the findings are in Table 3.

Table 3
Results of Pearson Multiplication Moment Correlation Analysis of EIS Scores, EIS Sub-
Dimension Scores and Teacher Leadership Styles Scores of Teacher Candidates

EIS sub-dimensions Teacher Leadership Styles
Optimism r= 381" p =.001
Utilisation of Emotions =-.150 p=.202
Expression of Emotions r=-327" p =.005
Emotional Intelligence Total r=.008 p =944

When the relation between the Emotional Intelligence and Teacher Leadership
Styles of teacher candidates in Table 3 is analysed, it is seen that there is a positive,
medium-level significant relation in Optimism level (r=,381**, p=,001), there is a
negative, medium-level significant relation in Expression of Emotions (r=-,327**,
p=,005) and there is no statistically significant relation between Utilisation of
Emotions and Emotional Intelligence total points. This finding generally shows that
some of the emotional intelligence sub-dimensions and some of the teacher
leadership styles sub-dimensions involve the same abilities and some involve some
different abilities. The multiple linear regression test was used to determine the
effects of emotional intelligence dimensions on teacher leadership behaviours, and
general averages of leadership behaviours are included in the test as the dependent
variable and the dimensions of emotional intelligence are included in the test as
independent variable The stepwise method was used in the multiple linear
regression test to determine the pure effects of independent variants and in order
that the dependant variant was not affected by the correlation among independent
variants. The statistical values acquired are summarised in Table 4.
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Table 4
Effects of Emotional Intelligence Levels on Teacher Leadership Styles
Variant Standard Beta t 14
B Error

Fixed -.209 714 316 - 771

Optimism .031 011 292 .006
2.822

N=74

As a result of the multiple linear regression analysis, it was determined that only
the optimism sub-dimension, of the dimensions of emotional intelligence, has a
statistically-low significant effect (R=.316, R2=.10, p<.01) on leadership styles. It
defines 10% of total variance in optimism leadership styles. Distributions of teacher
candidates according to academic success are presented in Table 5.

Table 5
Distribution of Teacher Candidates according to Academic Success

Academic Success

(Academic Average) N %
2-25 15 18.8
2.6-3 30 374
3.1-35 20 25
3.6 and higher 15 18.8

When Table 5 is analysed, it is seen that academic success of 37.4% of the teacher
candidates are between a point range of 2.6-3 and 18.8% of them are between a point
range of 2-2.5 and 3.6. According to the results of the Pearson correlation analysis
conducted to determine the relation among EIS sub-dimensions, EIS total scores,
teacher leadership styles and academic success, there is a significant relation. It is
possible to explain this finding by stating that even though there is a relation
between the intelligence coefficient (IQ) and academic success, the contribution of 1Q
in terms of success in life is not higher than 10%, but emotional intelligence skills
include the utilisation of competence in two hemispheres of the brain in
collaboration.

Discussion and Conclusion

In the development of a country, training a qualified work force is of great
importance, and the basic purpose of a country’s education system is to provide
necessary citizenship education. Teachers are the most fundamental elements of the
education system, and they play an important role in providing comfort and social
peace in society, socializing individuals and preparing them for social life,
transferring cultures and values of society to young generations. The emotional
intelligence levels and teacher leadership styles of teacher qualities are among the
elements that affect education directly or indirectly.
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According to the results of this study, in which the relations of points of
emotional intelligence levels, teacher leadership styles and academic success of
teacher candidates are studied;

= It is seen that the average points that teacher candidates received from the
emotional intelligence sub-dimensions is x=65.31 in the Optimism sub-
dimension, x=15.35 in the Utilisation of Emotions sub-dimension, x=38.40 in the
Expression of Emotions sub-dimension and x= 119.06 in the EIS Total.
According to the points that teacher candidates receive on the Teacher
Leadership Styles Scale, 31% of them have an autocratic teacher leadership
style, 59% of them have a half-autocratic teacher leadership style and 10% of
them have a democratic teacher leadership style.

*  When the relation between Emotional Intelligence and Teacher Leadership
Styles of teacher candidates is analysed, it is seen that there is a positive,
medium-level significant relation in the optimism dimension of the Emotional
Intelligence sub-dimension; a negative, medium-level significant relation in the
Expression of Emotions dimension and no statistically significant relation
between the Utilisation of Emotions and Emotional Intelligence total points.

When similar studies in the body of literature are examined, it is seen that there
are positive relations between emotional intelligence and social skills, life satisfaction
and academic success (Dagli, 2006). In the study by Giilli & Arslan (2009) to
determine the leadership styles of physical education teachers, it was found that P.E.
teachers show a “Half-Democratic Leadership Style.” There is no significant
difference among leadership styles according to teacher genders, service years,
education levels, school levels and student levels in schools, but there is a significant
difference among leadership styles according to the locations of schools in which
teachers work. In the study by Ekinci (2010), in which the relation between emotional
intelligence levels and problem solving abilities of preschool teacher candidates were
analysed, it was found that total emotional intelligence points and problem solving
ability points were higher than the average and there was only a positive and
significant relation between problem solving points and the emotional intelligence
scale and compatibility sub-dimension. In the study by Erdem, flgan & Celik (2013),
in which the relation between emotional intelligence levels and critical thinking
tendencies of high school teachers was analysed, it was found that there is a positive,
significant relation between all sub-dimensions of emotional intelligence and all sub-
dimensions of the critical thinking tendencies scale.

These study results are partially in parallel with the finding that the optimism
dimension of emotional intelligence found in this study has a statistically low
significance on leadership styles. In the study by Giirsimsek, Vural & Demirsoz
(2008) with Faculty of Education classroom teaching and preschool teaching
students, it was seen that their total emotional intelligence points were higher than
the average. Also, in the study by Erdogdu (2008) with college students studying in
different faculties, it was seen that Faculty of Education students and Department of
Fine Art students have the highest average of emotional intelligence. It is thought
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that the reason for this situation is the fact that the target population of the study
consists of graduates or students of Faculty of Science and Letters.

It is possible to say that the high number of recently opened pedagogical teacher
education programs should be developed in terms of training teachers with higher
emotional intelligence, ability to understand people’s emotions, expressing their own
emotions, just like graduates or teacher candidates from a Faculty of Education, and
it is possible to foresee that this will have positive results on our education system.
According to other results of the study:

*  The multi-linear regression test was used to determine the effects of emotional
intelligence levels on teacher leadership behaviours, and according to the
analysis result, it was determined that only the optimism sub-dimension of the
three dimensions of emotional intelligence have a statistically low significant
effect on leadership styles and total variance of optimism dimension of
emotional intelligence on leadership styles was 10%.

*  Pearson correlation analysis was used to determine the relation between EIS
sub-dimensions, EIS total scores and teacher leadership styles and the
Academic Success Situations of teacher candidates participating in the study;
and according to the analysis results, there is no statistically significant relation.

When the body of literature related to these results were analysed, similar studies
were found in the worldwide, even though there was no study focusing on the
relation between emotional intelligence scale points and academic success in Turkey.
When these study results on emotional intelligence and academic success are
considered, it is seen that many different results are reached.

According to a study in England, there is a low, but significant relation between
emotional intelligence and academic success (Petrides & et al.,, 2004; as cited by
Erdogan & Kenarli, 2008). Jaeger (2003) analysed the relation between the emotional
intelligence and emotional ability and academic performance of graduate students.
According to the study’s findings, emotional intelligence is related to academic
success. All sub-scales of emotional intelligence and total emotional intelligence scale
points have a positive relation with reference to the study results.

According to a study in the USA by Thi Lam & Kirby (2002), it is seen that people
with higher emotional intelligence have better cognitive performance measurement
and that emotional intelligence and individual performance are related. According to
Barchard & Hakstian (2004), there is significant relation between social
understanding (intellect) of emotional intelligence scale sub-tests and academic
success. According to another study by Parker et al. (2004), there is a significant
relation between results acquired from emotional intelligence sub-scales and
academic success. Newsome, Day & Catano (2000) also analysed the relation between
emotional intelligence, personality and cognitive abilities in Canada. According to
the study results, there is a relation between cognitive ability, personality traits and
academic success. There is no significant relation between sub-dimensions of the
emotional intelligence scale and total emotional scale points and academic success.
According to the results of the study by Wells et al. (2000), there is no significant
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relation between Emotional Intelligence Scale points and student scores (as cited by
Erdogan & Kenarli, 2008).

As is seen in these studies, there are different results in terms of relations between
emotional intelligence and academic success. The results of this study differ from the
results of the study by Uzel & Hangiil (2012), which state that “There is a positive,
significant relation between emotional intelligence levels and their success in
mathematic of second-grade students in elementary school,” and show similarities
with the results of the study by Eskici (2009), which states that “There is no
significant relation between emotional intelligence and success in mathematic class
and academic success of students in Vocational School.”

In the study by Dogutas (2016), teacher candidates, who were considered the
customers of education programs and the ones who will teach future generations,
were asked whether they thought that the instructors and the education they
received were effective. Overall, they were unhappy with their educational programs
and critical of the quality of instructors. Therefore, university administrators should
work to improve the quality of instructors and education programs at their schools.

Data acquired from the study is restricted to Private University. Similar studies
will enable generalization of the data acquired. In this context, the education process
of teacher candidates dedicated to developing their personality traits to assist them
in serving as role models to students, in addition to gaining professional
competencies during the pre-service education process, will be analysed and
recorded in accordance with the study’s results. Also, it would be useful to carry out
similar studies regarding teacher candidates’ teachers.
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Ogretmen Adaylarinin Duygusal Zeka Diizeyleri, Ogretmen Liderlik
Stilleri ve Akademik Basarilar1 Arasindaki iliski
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Ozet
Problem Durumu: Bir ulkenin egitilmis insan gucu, teknolojik gelisiminin ve
ekonomik kalkinmasimin temelini olusturur. Ogretmenler ve ogretmenlik meslegi,
egitilmis insan gucunun yetistirilmesi ile dogrudan iliskilidir. Son yillarda ogretmen
nitelikleri ile ilgili arastirmalar incelendiginde, ogretmen-ogrenci iliskisinin
niteliginin ogrencilerin ogrenmesini etkileyen en onemli faktor oldugu ortaya
¢ikmustir. Ogrenci davranislarinda istendik degisimlerin olusmasinda, ogretmenlerin
mesleki yeterlikleri kadar kisisel nitelikleri de onem arz etmektedir. Ogrenmenin,
ogrencilerin bireysel farkliliklarin1 goz onunde bulundurarak uygun ve eglenceli hale
getirilmesinde, ogrencinin performansini en ust seviyede etkin kullanmasmin
saglanmasinda ogretmen ile ogrenci arasindaki etkilesimin niteligi buyuk bir oneme
sahiptir ve ogrenmeyi etkileyen temel etkendir. Ogrenci davramslarinin istendik
yonde olma durumu; ogretmenlerin meslek bilgi ve yeterligi, deneyimi, bakis acis1
hatta ogretmenin smif ortamindaki anlik duygusal durumu ile baglantih olarak
degisiklik gosterebilmektedir. Ogretmenlerin, ogrencilerine destekleyici ve saglikli
bir ogrenme ortami1 olusturmalari icin iyi bir rol model olmalar1 ve bu ozelliklerini
smifa yansitabilmeleri gerekmektedir. Sinifta ogrencileri kisilik ozelliklerini dikkate
alarak birey olarak gorulmesi, demokratik tutum ve yaklasima sahip olunmasi,
nezaket, saygi, gibi ozelliklerin etkili ogretimin temel ilkelerinden oldugu
ogretmenler tarafindan bilinmeli, bu ozellikler sinif icinde sergilenmelidir. Boylece,
ogrencilerin birbirleriyle olan etkilesiminin olumlu yonde gelismesi ve demokratik
smif ortami olusturulmasma katki saglanacaktir. Bireylerin farkli yonlerinin
oldugunu kesfeden, gelisimine butunsel yaklasimla firsat saglayan bir ogrenme
merkezi olarak okullarda; bilgi, beceri ve degerlerin bir butunluk icinde kazanilacagt
bir egitim modelinin uygulamasina ihtiyac duyulmaktadir. Bu ozellikler, gelecegin
toplumunu insa etme rolunu ustlenen ogretmenlerin, ogretmenlik egitimi sirasimndaki
mesleki ozellikleri yaninda duyussal bazi ozellikleri belirlenmesinin ve bunlar
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arasindaki iliskilerin incelenmesinin onemini ortaya koymaktadir. Bu baglamda,
konu ile ilgili yapilan arastirmalarda, genel olarak ogretmen ve ogretmen adaylarinin
duygusal zeka duzeyleri ve ogretmen liderlik stilleri ayr1 ayr1 ve farkl: degiskenlerle
ele alindig: goriilmektedir. Son yillarda oldukca fazla sayida acilan formasyon egitim
programlarina katilarak ogretmenlige hazirlanan ogretmen adaylar: ile yapilmis
calismalara rastlanmamustir. Formasyon egitimine katilarak ogretmenlik hakkini elde
eden ogretmen adaylarinin Fen-Edebiyat Fakultesi mezunu olmalari, Egitim
Fakultesi mezunu ogretmen adaylarma gore KPSS sinavinda basarili olarak
ogretmen atanmalarinda daha fazla yer alacaklar1 dusunuldugunde konunun ele
alinmasinin onemi ortaya cikmaktadir.

Aragtirmamin amaci: 2014-2015 akademik yilinda Formasyon Egitim Programina
devam eden ogretmen adaylarinin duygusal zeka duzeylerini ve ogretmen liderlik
stillerini belirlemek, ayrica duygusal zeka duzeyleri ogretmen liderlik stilleri ve
akademik basarilar1 arasindaki iliskiyi incelemektir.

Arastirmamin Yontemi: Arastirmada iliskisel tarama yontemi kullanilmustir. Tliskisel
tarama modeli, iki veya daha cok degisken arasinda birlikte degisim varligini ve
derecesini belirlemeyi amaclayan arastirma modelidir (Karasar, 2009). Arastirmanin
calisma grubunu, 2014-2015 egitim-ogretim yilmin bahar doneminde Istanbul’daki
ozel bir vakif universitesinde formasyon egitimine devam eden ogretmen
adaylarindan tesadufi ornekleme yontemi ile belirlenen toplam 80 ogretmen aday1
olusturmustur. Arastirmada veri toplama aract olarak; ogretmen adaylarinin
demografik bilgilerini ve akademik basarilarmni belirlemek icin bunlara yonelik
sorularmn yer aldigi anket formu, duygusal zeka duzeylerini belirlemek amac ile
Schutte ve digerleri (1998) tarafindan gelistirilmis olan Austin ve digerleri(2004)
tarafindan modifiye edilmis versiyonunun Tiirkceye uyarlamasi Gocet (2006)
tarafindan yapilan ve ug alt boyuttan olusan “Duygusal Zeka Olcegi”, ogretmen
liderlik stillerini belirlemek icin de Deniz ve Hasancebioglu (2003) tarafindan
gelistirilen ve wuc¢ alt boyuttan olusan “Ogretmen Liderlik Stilleri Olcegi”
kullanilmustir.  Arastirmada elde edilen verilerin analizinde, iliskisel tarama
modelinde ele alinan varyans analizi, korelasyon ve regresyon analizleri
kullanilmstir (Secer, 2015).

Arastirmamin Bulgular: Elde edilen bulgulara gore, ogretmen adaylarinin duygusal
zeka alt boyutlarindan en yuksek ortalama puarni iyimserlik boyutunda aldiklar1 ve
ogretmen adaylarinin yarisindan fazlasinin yari otokratik ogretmen liderlik stiline
sahip olduklar1 goriilmiistiir Duygusal zeka alt boyutlarindan iyimserlik boyutu ile
ogretmen liderlik stilleri arasinda pozitif, orta diizeyde anlaml: iliski oldugu ve
duygularin ifadesi boyutunda ise negatif, orta diizeyde anlaml iliski oldugu,
duygulardan faydalanma ve duygusal zeka toplam puanlar1 arasinda ise istatistiksel
olarak anlamli bir iliski olmadigi gorulmustur. Ogretmen adaylarmin DZO alt
boyutlar;, DZO toplam puanlar1 ve ogretmen liderlik stilleri ile akademik basar1
durumlar1 arasinda Pearson Korelasyon analizi sonuclarina gore istatistiki olarak
anlaml1 bir iliski bulunmamustir.

Arastirmanin - Sonuclart ve Onerileri: Arastirmaya katilan ogretmen adaylarinn
duygusal zeka alt boyutlarindan iyimserlik boyutunda puan ortalamalarinin yuksek
oldugu, yar1 otokratik ogretmen liderlik stiline sahip olduklari ve genel olarak
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akademik ortalamalarinin 2.6- 3 puan araliginda oldugu belirlenmistir. Bu sonuclarla
ilgili alan yazin incelendiginde ise, Turkiye’de duygusal zeka olcegi puanlar ile
akademik basar1 arasinda iliskileri konu alan az sayida calismaya rastlanmakla
birlikte dunyada benzeri calismalar bulunmaktadir. Duygusal zeka ile akademik
basari arasinda yapilan bu arastirma sonuclarma bakildiginda, cok farkli sonuclarin
ortaya ciktig1 gorulmektedir.

Ogretmen adaylarinin ogretmen liderlik stilleri ile duygusal zeka alt
boyutlarindan iyimserlik boyutu arasinda pozitif, orta diizeyde anlaml: iliski oldugu
ve duygularin ifadesi boyutunda ise negatif, orta diizeyde anlamli iliski oldugu,
duygulardan faydalanma ve duygusal zeka toplam puanlar1 arasinda ise istatistiksel
olarak anlaml1 bir iliski olmadigt gorulmustur. Ayrica ogretmen adaylarinin DZO alt
boyutlar;, DZO toplam puanlar1 ve ogretmen liderlik stilleri ile akademik basar1
durumlar: arasinda istatistiki olarak anlamli bir iliski bulunmamustir.

Arastirmadan elde edilen veriler Istanbul’daki ozel bir tiniversitede formasyon
egitimine devam eden ogretmen adaylar1 ile simurlidir. Elde edilen bulgularla
genelleme yapilamaz, ancak ogretmen adaylarinin kisisel gelisimleri ile ilgili
konularda farkli calisma gruplar: ile arastirmalarn yapilmas: ile konu hakkinda
yargilara ulasilabilmesi mumkun olacaktir. Bu baglamda, arastirma sonuclarina
dayali olarak ogretmen adaylarina hizmet oncesi egitim surecinde mesleki
yeterliklerin kazandirilmasmin yaninda ogrencilerine rol model olmalari agisindan
kisisel niteliklerinin gelistirilmesinin geregi ortaya cikarilarak, formasyon egitim
surecinin yeniden gozden gecirilerek diizenlenmesi ihtiyaci vurgulanmuistir. Ayrica
egitim fakultelerinde egitim goren ogretmen adaylarina ve uygulayici ogretmenlere
benzer arastirmalarin yapilmas: ogretmen adaylarmin kisisel niteliklerinin
gelistilebilmesine katki saglayacaktir.

Anahtar Kelimeler: Pedagojik formasyon, kisisel nitelikler, ogretmen davranislari,
ogretmen-ogrenci iletisimi.
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effect of globalization. Implications for Research and Practice: It is seen that teachers’ perceptions of
the cultural effect of globalization has an effect on their attitudes regarding multicultural education.
Multiculturalism and globalization should be added to class content at every level of the teacher
training program.
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Introduction

At the present time, multicultural education is considered as a form of education
that respects differences and operates without discrimination. The attitudes and
behaviors of the previous generation are losing ground with the new generation, and
a new source is emerging by the name of a “global culture” (Ozdemir, 2014). Within
this fast information flow, education plays an important role in processing
knowledge correctly. Global effects reach every human from younger and younger
ages in formal and informal ways, and the effects grow with problems as long as
they are left without control (Seyfi, 2006). Especially in Turkey, as far as multicultural
education is concerned, an approach that disrupts the integrity of the state and
causes the country to split may be perceived (Topses, 2014). In avoiding this
disruption, starting from the preschool period, teachers aware of the effects of
globalization on culture and who care for cultural values will contribute to raising
individuals respectful of differences.

Globalization is a phenomenon that gains strength from change and emerges as a
result of increasing the quality of life, being open to new ideas, achieving the ideals
of setting new goals and never ceasing to seek out wonder. Globalization, which is
the last step of the change, causes the world to turn into a global village (Dogan,
2012; Ozdemir, 2014). Together with globalization, the change occurs in perception of
education and encourages the methods, techniques and systems of education to
change (Dogan, 2012; Topses, 2014). As a result, the national emphasis on education
gains a universal dimension and education systems all over the world take a similar
shape.

Globalization causes certain cultural effects, such as intercultural fast flow of
values, the interaction in between and emergence of subcultures and sub-identities
(McBurnie, 2001). As a result of these global effects, cultural values, habits, traditions,
conventions and customs change as well. This change is conveyed to individuals
through teaching-learning processes (Dogan, 2012; Steffen et al, 2011). Consequently,
through education, by learning the values, habits, rituals and consumption patterns
of the society they were born and grew up in, individuals become ready to
participate in society.

Multicultural education is the process of students from different groups obtaining
education with equal opportunities and accordingly is presented as the
reconstruction of the school environment. Although, until the present day, the
applications teachers performed without considering the individual differences of
their students were enough for different children to sustain an education, these
applications caused assimilation and made some students abort their education
(Dogan, 2012). When education is defined as the process of developing
predetermined behaviors in the individual, the question of what must that
predetermined behavior be must be posed. Presently, together with a fast process of
change, it is seen that the desired behavior concept consists of converting an
education system based on a single truth into an individual-based education system
(Sonmez, 2011). Therefore, in creating a multicultural education environment,
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increasing the levels of awareness of the children, respecting the differences among
them and raising individuals that keep up with change and are open to new ideas
have gained importance. However, studies indicate that teachers define
multiculturalism as race, religion, language and social class, yet they do not consider
gender, age and disability in the multiculturalism dimension (Basari, Sar1 and Cetin,
2014; Logvinova and Ivanova, 2016). In addition, other studies indicate that teachers
do not include multiculturalism very much, and therefore they should be educated
regarding multicultural education (Banks, 2013; Bigatti et al., 2012; Brown, 2007;
Damgaci and Aydin, 2013; Oksuz, Demir and Ici, 2016).

Hence, it is very important for teachers, who will shape the future, to have
multicultural points of view and be individuals that respect differences. There have
been several scale studies and research projects carried out regarding multicultural
education in literature (Gunay and Aydin, 2015; Jimenez, Guzman and Maxwell,
2014; Kaya and Soylemez, 2014; Kocak and Ozdemir, 2015; Sharma, 2005; Polat and
Barka, 2014; Tortop, 2014; Turkan, Aydin and Uner, 2016). Also, studies and collected
works that include the relation between globalization and education are represented
in the literature (Gomleksiz and Kilinc, 2012; Myers, 2010; Seyfi, 2006). However, a
study regarding globalization and multicultural education is not found. It is thought
that this research will contribute to filling this gap and support multicultural
applications not already included in the teacher training process.

This research is carried out in order to determine the relationship between the
perceptions of teacher candidates towards the cultural effect of globalization and
their attitudes towards multicultural education. Besides the departments of teachers,
the type of high school from which they graduated and whether they have friends
from different countries cause a difference in their attitudes included in the
objectives of this research. Also, the current research examines the differentiating role
of these variables in teacher candidates” attitudes towards multicultural education.

Method
Research Design

In this research, a relational scanning model, which is a quantitative research
model, was used in order to examine the relationship between attitudes towards
multicultural education and perceptions regarding cultural effect of globalization. A
relational scanning model is a research method carried out in order to determine the
relationships between two or more variables and obtain clues for a cause-effect
relationship. Within this research, the attitude of teacher candidates towards
multicultural education is taken into consideration as the dependent variable and
their perceptions of the cultural effect of globalization is the independent variable.
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Research Sample

One thousand ninety teacher candidates, who studied in the department of
Preschool Education and Primary School Education in the 2015-2016 academic year,
constitute the population of the study. The sample group consists of 213 teacher
candidates who study in Uludag University Faculty of Education, 113 of them from
preschool education and 110 of them from primary school. The rate of the sample to
the population is 20%. The number determined is considered to be acceptable
according to the population (Krijeie and Morgan, 1970; cited Gibbon and Morris,
1978, 5.159). The reason why the research was carried out in Uludag University’s
Faculty of Education is that this university consists of students coming from different
parts of the country. Considering the fact that early education shapes the perceptions
and the attitudes of children towards multicultural education, only teacher
candidates from Primary School and Preschool Education departments were studied
in the scope of this research. From this point of view, the sample was chosen with the
method of simple random sampling, which has the quality of representing the
population. Of the candidates, 86.9% (N=185) were female and 13.1% (N=28) were
male; 68.1% of them had friends from different countries, and 31.5% of them did not.
In addition, 17.8% of the teacher candidates stated that they graduated from a
general high school, 44.6% of them graduated from an Anatolian high school, and
37.1% of them graduated from teacher high schools.

Research Instrument and Procedure

In the study’s personal information form, the scale of attitude towards
multicultural education and the scale of perceptions of the cultural effect of
globalization were used.

Personal information form. A personal information form was made by the
researchers, in which questions regarding gender, department, high school
graduated from and whether they had a friend from different countries are posed,
after consulting expert opinions and examining other studies.

The scale of attitude towards multicultural education. The adaptation of the scale of
attitude towards multicultural education, which was developed by Ponterotto,
Baluch, Greig, & Rivera, (1998), was adapted into Turkish by Yazici, Basol and
Toprak (2009). It is 5-point Likert scale, which consists of 20 items. In this study,
Cronbach’s alpha coefficient was determined as .71. It can be said that as long as the
scores obtained from the scale increase, the positive attitude of the individual has
increased.

The scale of perceptions regarding the cultural effect of globalization. The scale, which
was developed by Seyfi (2006), consists of three parts. The items of the scale consist
of the effects that globalization poses in a cultural sense and statements intended to
determine the perceptions of teachers regarding its current equivalents at schools
and students. The reliability coefficient of the scale, which is a 5-point Likert scale
and consists of 35 items, was determined to be .76. As a result of the reliability
analysis within this research, Cronbach’s alpha coefficient was found to be .92.
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Data Analysis

In order to determine Primary School and Preschool Education students’
attitudes towards multicultural education and perceptions of the cultural effect of
globalization, descriptive statistics were used. The data gathered in the study was
analyzed applying SPSS (Statistical Packet of Social Science) 20.0. In order to
determine whether the data had normal distribution, the Kolmogorov-Smirnov test
was carried out. As a result of this test, it was determined that the distribution was
normal. It was then determined that the data was appropriate for non-parametric
statistics techniques. Next, the researchers used the Mann-Whitney U (MWU) and
Kruskall-Wallis H (KWH) tests to analyze whether teacher candidates’ attitudes
towards multicultural education and perceptions of the cultural effect of
globalization indicate a difference according to their department, high school
graduated and whether they have a friend from a different culture. In order to
examine the relationship between teacher candidates’ perceptions of the cultural
effect of globalization and attitudes towards multicultural education, the Pearson
correlation coefficient technique was carried out. In addition, a hierarchic regression
technique was utilized to examine the relations between the variables. The
department variable handled within the scope of the analysis included two
categories, which were primary school and preschool education departments; the
high school from which they graduated included three categories, which were
General, Anatolian and Teacher High School; and whether they had a friend from a
different country included two categories, which were yes and no. The department,
High School and whether they had a friend from a different country were entered as
co-variates in the first step of the regression model. Subsequently, the perceptions of
the cultural effect of globalization were entered as the main predictor.

Results

It is seen that the lowest scores that teacher candidates exhibited from the scale of
attitude towards multicultural education was 53, and the highest score was 95. The
lowest score found from the scale of perceptions of the cultural effect of globalization
was 33 and the highest score was 120. While the score average on the scale of attitude
towards multicultural education was 75.34, the score average on the scale of
perceptions of the cultural effect of globalization was 94.82.
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Table 1

Mann-Whitney U Test Results Regarding the Cultural Effect of Globalization and
Multicultural Education

M-
Groups Average of  Total of Whitney 7 P
Sequences  Sequences U
Primary School 414 10005 110055
—_ 2  Education
g 2 Preschool
B - ; 103 114.42 11785.5 4900,500 -1.702 .089
= © .8 Education
ORI
2 &9 Total 213
FmoO )
Primary School 114 10608 11669.00
_ Education
Y s Preschool
o] =
g %-—«"E g Education 103 107.98 11122.00 5564.000 -.225 822
=28 %
5 $E 2 Total 213
< 52T
E & =@

As seen in Table 1, the findings regarding the Mann-Whitney U test indicate that
there is not a significant difference in the perceptions of the teacher candidates of
primary school and preschool education regarding the cultural effect of globalization
(Z2=-1.702; p>.05).

Also, the findings from the Mann-Whitney U test indicate that there is not a
significant difference between the departments of teacher candidates and their
attitude towards multicultural education (Z=-.225; p>.05).

Table 2

The KWH Test Results Regarding the High School They Graduated from to the Perceptions
of the Cultural Effect of Globalization

The Type of High School Average of Significant
n sd KWH :

They Graduated from Sequence Difference
1-General High School 38 85.72
é—inaltohan High 95 105.44

choo 2 7064 .029* 13
3-Teacher High School 79 117.77
Total 212

*p<.05
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Table 2 exhibits that there is a significant difference among the perceptions of
teacher candidates towards the cultural effect of globalization when compared to the
variable of the high school they graduated from (KWH=7.064; p<.05). As a result of
the Mann-Whitney U test, which was carried out in order to find the source of the
difference, a significant difference was confirmed between the teacher candidates
who graduated from a general high school and those graduated from a teacher high
school on behalf of teacher high school graduates. The KWH test carried out on the
high schools that primary school teacher candidates (KWH=3.367;p>.05) and
preschool teacher candidates graduated from, a significant difference was not
encountered between the groups.

It is confirmed that the attitude of teacher candidates towards multicultural
education does not cause a significant difference in accordance with the variable of
what high school they graduated from (KWH=1.006; p>.05). In addition, as a result
of the KWH test carried out in accordance with the high school graduated from
regarding the attitudes of primary school teacher candidates (KWH=.913; p>.05)
and preschool teacher candidates (KWH(=.282;p>.05) toward multicultural
education, a significant difference was not encountered between the groups.

When the findings in Table 3 regarding the Mann-Whitney U test are observed, it
is seen that whether primary school teacher candidates had a friend from a different
country caused a difference in the attitudes towards multicultural education (Z=-
2.403;p<.05). In the findings of the Mann-Whitney U test of preschool teacher
candidates, it is confirmed that primary school and preschool teacher candidates
having friends from different countries does not cause a significant difference in their
attitudes towards multicultural education (Z=-.907; p>.05).

Table 3

Mann-Whitney U Test Results Regarding the Attitudes towards Multicultural Education
and Whether They Had a Friend from a Different Country

) M-

Groups Ha.vmg A " Average of Total of Whitney 7 P

Friend Sequences  Sequences U

Yes 74 60.59 4483.50
Primary School 36 45.04 162150 955500 -2403 .016*
Teaching

Total 110

Yes 71 53.25 3781.00
Presd.lool No 31 4748 1472.00 976.000 -907 364
Teaching

Total 102

*p<.05
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In addition, as a result of the Mann-Whitney U test carried out in order to
determine teacher candidates” perceptions of the cultural effect of globalization and
whether primary school teacher candidates had friends from other countries, a
significant difference was not found (Z=-.918; p>.05). Also, in the perceptions of
preschool teacher candidates towards the cultural effect of globalization a significant
difference was not encountered (Z=-1.027; p>.05).

Table 4

The Relationship between the Perceptions of the Cultural Effect of Globalization and
Attitudes towards Multicultural Education

Variables M sd r
Egi (iﬁlotﬁdes Towards Multicultural 7534 6.32

143*
The Pe.rce}?tlons of the Cultural Effect of 94.82 15.37
Globalization
*p<.05

When the correlation coefficients in Table 4 are observed, it is seen that there is a
significant relationship between the scores of teacher candidates” attitudes towards
multicultural education and their perceptions of the cultural effect of globalization (r
=.143; p<.05). There is a low-level positive relationship between the attitudes of
teacher candidates towards multicultural education and their perceptions of the
cultural effect of globalization.

Table 5

Multiple Hierarchic Regression Analysis of Variables Regarding the Effect on Attitudes
Towards Multicultural Education

Mod Predictor Variables R R2 F df Beta pp
(Stable) .075 006  .391 3/212
Department -.03 -34 72
1 High School Type 08 65 32
Friend from
Different Country 04 7756
(Stable) 169 029 1526 4/212

2 The Cultural Effect

of Globalization 16 .06 .02

*p<.05
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As seen in Table 5, it is confirmed that the variables entered in the first step,
which are department (3=-.34,p>.05), high school type (f=-.65, p>.05) and having a
friend from a different country (=-.77,p>.05), do not make original contributions to
the model. It is seen that the original contribution of perceptions regarding the
cultural effect of globalization, which was entered in the second step, was significant
(R2=.029, F (4/212) = 1.526, p<.05). Teacher candidates” perceptions regarding cultural
effect of globalization have a role in differentiating their attitudes towards
multicultural education. It is seen that the variation ratio of perceptions regarding
cultural effect of globalization and attitudes towards multicultural education is .029.

Discussion and Conclusion

Multicultural education is the process of hosting different cultures to prepare
students to live for common goals, learn and cooperate (Sonmez, 2011). Within this
research, the relationship between teacher candidates’ attitudes towards
multicultural education and the cultural effect of globalization was analyzed
according to different variables. Accordingly, a significant positive relationship was
confirmed between perceptions of the cultural effect of globalization and attitudes
towards multicultural education. As long as teacher candidates” perceptions of the
cultural effect of globalization increase, their attitudes towards multicultural
education increase positively as well. Thus, the high average of scores that teacher
candidates showed on the scales supports this finding. Perkins (2012) states that
teacher candidates’ perceptions of high multicultural competence will be helpful in
making efforts to have multicultural competence.

In addition, it was questioned whether teacher candidates' demographic variables
and perceptions regarding the cultural effect of globalization were significant
predictors of their attitudes to multicultural education. Within this scope, it is seen
that demographic variables were not predictors of teacher candidates’ attitudes
towards multicultural education; however, teacher candidates’ perceptions of the
cultural effect of globalization do explain their attitudes towards multicultural
education at the rate of 3%. In their study, Kocak and Ozdemir (2014) express that
the departments of teacher candidates predict their attitudes towards multicultural
education. It is thought that the difference between the two studies results from the
fact that Kocak and Ozdemir’s (2014) sample group consists of teacher candidates
from a foreign languages department and this department has more lessons with
multicultural contents compared to other departments. Other studies indicate that
the attitudes of students in social sciences and primary school teaching departments
to multicultural education are higher than those of students in science departments
(Alanay and Aydin, 2016; Koc and Koybasi, 2016). Similar to this research project,
some studies have indicated that the departments of teacher candidates do not create
a significant difference in their attitudes towards multicultural education (Bigatti et
al., 2012; Demircioglu and Ozdemir, 2014; Okojie-Boulder, 2010; Tortop, 2014).
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While teachers generally express positive opinions towards multicultural education,
they do not consider themselves competent in multicultural education (Berthelsen
and Karuppiah, 2011; Demir and Basarir, 2013; Kaya and Soylemez, 2014; Smith,
2009; Tonbuloglu, Aslan and Aydin, 2016). Other studies indicate that most
university students know little about multiculturalism, and therefore they hesitate to
work in multicultural environments and have difficulty in turning their knowledge
and skills into behavior (Keengwe, 2010; Layne & Lipponen, 2016; Unlu and Orten,
2013; Katri Jokikokkoa & Hannele Karikoski, 2016). All these results indicate that
although teacher candidates support multicultural education, their competence in
multicultural education may not be enough.

In this study, it is confirmed that whether primary school teacher candidates have
friends from different countries or not creates a difference in their attitudes towards
multicultural education. Accordingly, it can be said that primary school teacher
candidates” having friends from different countries affects their attitudes towards
multicultural education positively. As a result of the study that Gursoy and
Akyniyazov (2016) carried out, it is determined that teachers’ having a foreign
teacher affects their attitudes towards multicultural education positively. There are
studies that state teacher candidates should have an education qualified in
multicultural early childhood education in order to achieve success in the education
of children (Szabo & Anderson, 2009; Alismail, 2016; Logvinova and Ivanova, 2016;
Jung, 2016). Thus, Son and Kim (2016) state that the experiences gained in
multicultural environments and the education given regarding multiculturalism in
the process of teacher training is important and effective in the application of
multicultural education by teachers.

It is seen that there is a significant difference in accordance with the variable of what
kind of high school teacher candidates graduated from within the perceptions of the
cultural effect of globalization. Seyfi (2006) determined that the culture impact of
globalization on teachers is higher because they have undergraduate and
postgraduate degrees compared to teachers who have associate’s or secondary
education degree. The reason why the perceptions of teacher candidates who
graduated from teacher high schools are higher than teachers who graduated from
other kinds of high schools may be due the fact that students coming from different
regions constitute a heterogenic structure in the teacher high school. In their study,
Bulut and Basbay (2015) stated that teachers” multicultural competence perceptions
differ according to their education level.

It is seen that teachers’ perceptions of the cultural effect of globalization impacts their
attitudes regarding multicultural education. Accordingly, it is thought that training
regarding multicultural education should be given to teacher candidates at the
Education Faculties. Gomleksiz and Kilince (2012) expressed that education programs
at universities should be student centered, appropriate for social values and
adaptable to change.

Considering the fact that education starts during the preschool period, it is thought
that information and skills regarding the development of universal features, like
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being democratic, respecting difference, multiculturalism and globalization, should
be practically added to class contents at every level of the education program. In
addition, working teachers by the time of their in-service training and teacher
candidates within the training process should be provided with opportunities to gain
awareness through the development of information and skills regarding the cultural
effect of globalization and multicultural education. It is thought that in universities,
within the scope of exchange programs such as Erasmus and Comenius, the
extension of foreign education and exchange programs that provide students with
chances to know different cultures is needed. A limitation of this research is that it
assesses only teacher candidates’ attitudes. Future research should perform
experiments to measure the effect of teachers” education regarding multiculturalism
and globalization on their attitudes and teaching applications.

References

Alanay, H., & Aydin, H. (2016). Multicultural education: the challenges and attitudes
of undergraduate students in Turkey. Egitim ve Bilim, 41(184), 169-191. doi:
10.15390/EB.2016.6146.

Alismail, H. A. (2016). Multicultural education: teachers' perceptions and
preparation. Journal of Education and Practice, 7(11), 139-146.

Banks, J. A. (2013). The construction and historical development of multicultural
education, 1962-2012. Theory into Practice, 52, 73-82. doi: 10.1080/00405841.2
013.795444.

Basarir, F., Sari, M. & Cetin, A. (2016). Ogretmenlerin cok kulturlu egitim algilarinin
incelenmesi [Investigation Of Teachers” Multicultural Education Perceptions].
Pegem Egitim ve Ogretim Dergisi, 4(2), 91-110.

Berthelsen, D. & Karuppiah, N. (2011). Multicultural education: The understandings
of preschool teachers in Singapore. Australasian Journal of Early Childhood, 36(4),
38-43.

Bigatti, S., Gibau, G. S., Boys, S., Grove, K., Ashburn-Nardo, L., Khaja, K. & Springer,
J. T. (2012). Faculty perceptions of multicultural teaching in a large urban
university. Journal of the Scholarship of Teaching and Learning, 12(2), 78-93.

Brown, M. N. (2007). Educating all students: creating culturally responsive teachers,
classrooms, and schools. Intervention in School and Clinique, 43(1), 57-62

Bulut, C, & Basbay, A. (2015). Ogretmenlerin cok kulturlu yeterlik algilerinin
incelenmesi  [Determination Of Teachers’ Multicultural Competence
Perceptions]. Kastamonu Egitim Dergisi, 23(3), 957-978.

Damgaci, F., & Aydin, H. (2013). Akademisyenlerin cokkulturlu egitime iliskin
tutumlari [Attitudes of the academicians towards multicultural education].
Elektronik Sosyal Bilimler Dergisi, 12(45), 325-341.



244 Pinar BAGCELI KAHRAMAN - Gonul ONUR SEZER /
Eurasian Journal of Educational Research 67 (2017) 233-249

Demir, S., & Basarir, F. (2013). Cok kulturlu egitim cercevesinde ogretmen
adaylarinin 6z-yeterlik algilarinin incelenmesi [In analysis of preservice
teachers’ self efficacy perceptions in accordance with multicultural education].
International Journal of Social Science, 6(1), 609-641. doi:10.9761/JASSS_489.

Demircioglu, E., & Ozdemir, M. (2014). Pedagojik formasyon ogrencilerinin cok
kulturlu  egitime  yonelik tutumlarinin  bazi  degiskenlere  gore
incelenmesi [Analysis Of Pedagogical Formation Students” Attitudes Toward
Multicultural Education].Ege Egitim Dergisi, 15(1), 211-232.

Dogan, I. (2012). Egitim sosyolojisi [Sociology of education]. Ankara: Nobel Yay.

Gibbon, C.T & Morris, L.L. (1978). How to design a program evaluation. London: Sage
Publication.

Gomleksiz, M. N. & Kilinc, H. H. (2012). Kuresellesmenin egitim programlari
uzerindeki etkisine iliskin akademisyen gorusleri: Nitel bir calisma [Views of

academicians on the effect of globalization on curriculum: a qualitative study] .
Mustafa Kemal Universitesi Sosyal Bilimler Enstitusu Dergisi, 9(17), 397-413.

Gunay, R, & Aydin, H. (2015). Turkiye'de cokkulturlu egitim ile ilgili yapilan
arastirmalarda egilim: bir icerik analizi calismasi [Inclinations in studies into
multicultural education in turkey: A content analysis study]. Egitim ve Bilim, 40
(178), 1-22. doi:10.15390/EB.2015.3294.

Gursoy, A., & Akyniyazov, M. (2016). Teachers' sense of self-efficacy and attitudes
towards multicultural education regarding an out-of school activity. Romanian
Journal ~ of  Experimental — Applied  Psychology, 7(3),  37-55. doi:
10.15303/rjeap.2016.v7i3.a4.

Layne, H. & Lipponen, L. (2016) Student teachers in the contact zone: developing
critical intercultural ‘teacherhood” in kindergarten teacher education.
Globalisation, Societies and Education, 14(1), 110-126, doi:
10.1080/14767724.2014.980780.

Jimenez, M. R. M., Guzman, N. A.,, & Maxwell, G. M. (2014). South Texas teachers'
and leaders' perceptions of multicultural education. Journal of Instructional
Pedagogies, 15, 1-9.

Jokikokko, K., & Karikoski, H. (2016). Exploring the narrative of a Finnish early
childhood education teacher on her professional intercultural learning. Journal
of Early Childhood Education Research, 5(1), 92-114.

Jun, E. J. (2016). Multicultural education course put into practice. Multicultural
Education Review, 8(2), 83-98, d0i:10.1080/2005615X.2016.1184921

Kaya, Y. & Soylemez, M. (2014). Ogretmenlerin cokkulturluluk ve cokkiiltiirlii
egitim hakkindaki goruslerinin belirlenmesi: (Diyarbakir ornegi) [Determining
teachers perception’s about multiculturalizm and multicultural education:
(Diyarbakir’s example). Dicle Universitesi Sosyal Bilimler Enstitusu Dergisi, 6 (11),
128-148.



Pinar BAGCELI KAHRAMAN - Gonul ONUR SEZER / 245
Eurasian Journal of Educational Research 67 (2017) 233-249

Kengwee, ]J. (2010). Fostering Cross cultural competence in preservice teachers
through multicultural education experiences. Early Childhood Education, 38, 197-
204 doi: 10.1007/s10643-010-0401-5.

Koc, C.,, & Koybasi, F. (2016). Prospective teachers conceptions of teaching and
learning and their attitudes towards multicultural education. Educational
Research and Reviews, 11(22), 2048-2056. doi: 10.5897 / ERR2016.3009.

Kogak, S., & Ozdemir, M. (2015). Ogretmen adaylarinin cok kulturlu egitime yonelik
tutumlarinda kulturel zekanin rolu [The role of cultural intelligence on the pre-

service teachers’ attitude toward multi-cultural education]. Ilkogretim Online,
14(4), 1352-1369. doi:10.17051/i0.2015.63742.

Logvinova, O. K, & Ivanova, G. P. (2016). Pre-Service teacher multicultural
education in Russia: Problems and responses. Indian Journal of Science and
Technology, 9(29), 1-8. doi:10.17485/ijst/2016/v9i29/99456.

Mcburnie, G. (2001). Leveraging globalization as a policy paradigm for higher
education. Higher Education in Europe, 26(1), 11-26.
doi:10.1080/03797720120054148.

Myers, ].P. (2010). To benefit the world by whatever means possible: adolescents’
constructed meanings for global citizenship. British Educational Research Journal,
36 (3), 483-502. doi:10.1080/01411920902989219.

Okojie-Boulder, T. (2010). Faculty members' and graduate students' perceptions of
multicultural education in the college of education. Doctoral dissertatition,
Mississippi State University, Mississippi.

Oksuz, Y., Demir, E. G., & Adem, i. C. 1. (2016). Ogretmenlerin ve ogretmen
adaylarinin “cokkulturlu egitim” kavramina iliskin metaforlarinin incelenmesi
[ Examining metaphors of teachers and teacher candidates towards concept of
multicultural education]. Elektronik Sosyal Bilimler Dergisi, 15 (59), 1263-1278.

Ozdemir, M.C. (2014). Egitim sosyolojisi [Sociology of education]. Ankara: PegemA
akademi.

Perkins, R. M. (2012). The multicultural awareness, knowledge, skills and attitudes of
prospective teachers: A quantitative and heuristic phenomenological study. Doctoral
dissertatition, University of Missouri-Kansas.

Polat, S., & Barka, T. O. (2014). Preservice teachers’ intercultural competence: A
comparative study of teachers in Switzerland and Turkey. Eurasian Journal of
Educational Research, 54, 19-38. do1:10.14689/ ejer.2014.54.2.

Seyfi, T. (2006). Affects of globalization-culture relationship on educational organizations (A
case study in Kayseri). Unpublished master’s thesis, Gazi University Institude of
Educational Sciences, Ankara.



246 Pinar BAGCELI KAHRAMAN - Gonul ONUR SEZER /
Eurasian Journal of Educational Research 67 (2017) 233-249

Sharma, S. (2005). Multicultural education: teachers’ perceptions and
preparation. Journal of College Teaching & Learning (TLC), 2(5), 53-64. doi:
10.19030/ tlc.v2i5.1825.

Smith E. B. (2009). Approaches to multicultural education in preservice teacher
education: Philosophical frameworks and models for teaching. Multicultural
Education. 16(3), 45-50.

Son, Y. J., & Kim, B. M. (2016). Impact of practice perception and teaching efficacy of
multicultural education on 1ts practice level in early childhood teachers. Indian
Journal of Science and Technology, 9(46), 1-5. doi:
10.17485/ijst/ 2016/ v9i46/105478.

Sonmez, V. (2011). Egitim felsefesi [Philosophy of education]. Ankara: Ani Yayincilik

Steffen, S., Keisha, E., Debbie, E., Lena, K., & Amy, S. (2011).Culturally responsive
standards-based teaching classroom to community and back. California: Corwin
Press.

Szabo, S. & Anderson, G. (2009). Helping teacher candidates examine their
multicultural attitudes. Educational Horizons, 87(3), 190-197.

Tonbuloglu, B., Aslan, D. & Aydin, H. (2016). Teachers” awareness of multicultural
education and diversity in school settings. Eurasian Journal of Educational
Research, 64, 1-28, http:/ /dx.doi.org/10.14689/ ejer.2016.64.1.

Topses, M.D. (2014). Egitim sosyolojisi [Sociology of education]. Ankara: Nobel
yayincilik.

Tortop, H. S. (2014). Ogretmen adaylarinin ustun yetenekli ve ¢ok kulturlu egitime
ilsskin tutumlari [Attitudes of candidate teachers towards multicultural and
gifted education]. Ustun Yetenekliler Egitimi wve Arastirmalari Dergisi
(UYAD), 2(2), 16-26.

Turkan, A., Aydin, H. & Uner, S. S. (2016). Ogretmen adaylarinin ¢okkulturlu egitim
tutumlari ile epistemolojik inanclari arasindaki iliskinin incelenmesi. [The
relationship between teacher candidates' attitudes towards multicultural
education and their epistemological beliefs]. Ilkogretim Online, 15(1), 148-159.
doi:10.17051/10.2016.16818.

Unlu, I. & Orten, H. (2013). Ogretmen adaylarinin cokkulturluluk ve cokkulturlu
egitime yonelik algilarinin ncelenmesi. [Investigation the perception of teacher
candidates about multiculturism and multicultural education]. Dicle Universitesi
Ziya Gokalp Egitim Fakultesi Dergisi, 21, 287-302.

Yazici, S., Basol, G. & Toprak, G. (2009). Ogretmenlerin cokkulturlu egitim tutumlari:
bir guvenirlik ve gecerlik calismasi.[ Teachers’ attitudes toward multicultural
education: a study of reliability and validity]. Hacettepe Universitesi Egtim
Fakiiltesi Dergisi, 37(37), 229-242.



Pinar BAGCELI KAHRAMAN - Gonul ONUR SEZER / 247
Eurasian Journal of Educational Research 67 (2017) 233-249

Cokkiiltiirlii Egitim Tutumlari ile Kiiresellesmenin Kiiltiirel Etkisine
Yonelik Algilar Arasindaki ligki

Atf:

Bagceli Kahraman, P. (2017). Relationship between attitudes of multicultural
education and perceptions regarding cultural effect of globalization. Eurasian
Journal of Educational Research, 67, 233-249, DOI:
http:/ /dx.doi.org/10.14689/ ejer.2017.67.14

Ozet

Problem Durumu: Cokkulttrlii egitim ortamimin olusturulmasinda bireylerin
farkliliklara saygt duyulmasi, ¢ocuklarin farkindalik diizeylerinin arttirilmas: ve
cokkilturtltlige yonelik calismalarin yiirtitiilmesi gerekmektedir. Kiiresellesmenin
etkileri sayesinde 6grenci merkezli yaklasimlar egitim sistemlerinde yer bulmaktadar.
Ancak giiniimiize kadar 6gretmenlerin egitim siirecinde bireysel farkliliklar1 goz
oniinde bulundurmadan yaptiklar1 uygulamalar, farkli olan ¢ocuklarin egitimlerini
stirdiirebilecek yeterlikte olmalaria ragmen, asimilasyonuna ve egitimlerini yarida
birakmalarina sebep olmustur. Bu nedenle 6gretmenlerin okul 6ncesi dénemden
baslayarak kiiresellesmenin kiltiir tizerindeki etkilerinin bilincinde ve kiilttirel
degerlere 6nem veren ve farkliliklara saygili bireylerin yetismesine katki saglayacak
bireyler yetistirmesi énem kazanmaktadir.

Arastirmamin Amaci: Bu arastirma ogretmen adaylarmin kiiresellesmenin kiilttirel
etkisine yonelik algilar1 ile ¢ok kiilttirlii egitime yonelik tutumlar arasindaki iliskiyi
belirlemek amaciyla yapilmistir. Ayrica 6gretmen adaylarinin boliimlerinin, mezun
olduklar: lise tirtintin ve farkli tilkelerden arkadaslarmin olup olmamasinin
tutumlarinda farklilasmaya yol acip agmadig1 arastirmanin diger amaclar iginde yer
almaktadir. Bununla birlikte arastirmada, bu degiskenlerin 6gretmen adaylarinin
cokkiiltiirlii egitime yonelik tutumlarini farklilastirict rolii de incelenmistir.

Aragtirmamn Yéntemi: Yapilan bu arastirmada dgretmen adaylarmin kiiresellesmenin
kiiltiirel etkisine yonelik algilarinin ¢ok kiiltiirlii egitime yonelik tutumlar: arasindaki
iliskiyi incelemek amaciyla nicel arastirma modellerinden iligskisel tarama modeli
kullanilmistir. Bu arastirmada 6gretmen adaylarmin cokkiiltiirli egitime yonelik
tutumlar1 bagimli degisken, kiiresellesmenin kiiltiirel etkisine yonelik algilar:
bagimsiz degisken olarak ele alinmistir. Arastirmanin evrenini 2015-2016 egitim
ogretim yilinda Okul Oncesi Egitimi ve Sinif Egitiminde 6grenim gormekte olan 1090
ogretmen aday1 olusturmaktadir. Orneklem grubunu Uludag Universitesi Egitim
Fakiiltesinde dgrenim goren, 113 okul tncesi egitimi ve 110 sif egitimi 6gretmen
aday1 olmak tizere toplam 213 8gretmen aday1 olusturmaktadar.

Arastirmada kisisel bilgi formu, ¢ok kiiltiirli egitime yonelik tutum olgegi ve
kiiresellesmenin kiiltiirel etkisine yonelik algilar1 &lgegi kullamilmustir. Sinaf
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Ogretmenligi ve Okul Oncesi Ogretmenligi ogrencilerinin cokkiiltiirli egitime
yonelik tutumlar: ile kiiresellesmenin kiiltiirel etkisine algilarmni belirlemek icin
betimsel istatistikler kullanilmstir. Verilerin normal dagilim olup olmadigim
belirlemek i¢in Kolmogorov-Smirnov normallik testi yapilmistir Bu test sonucunda
dagilimin normal olmadig: tespit edilmistir. Non-parametrik istatistik tekniklerine
uygun oldugu belirlendikten sonra 6gretmen adaylarimin kiiresellesmenin kiilttirel
etkisine iliskin algilar1 ile gokkiiltiirlt egitime yonelik tutumlarimin boliim, mezun
olduklart lise tiirti, farkli kiiltiirlerden arkadaslarinin olup olmama durumuna gore
anlamli bir farklilik gosterip gostermedigi Mann Whitney U (MWU) ve Kruskall
Wallis-H (KWH) testleri ile analiz edilmistir. Ogretmen adaylarmin kiiresellesmenin
kiiltiirel etkisine yonelik algilari ile ¢ok kiiltiirlii egitime yonelik tutumlar: arasindaki
iliskiyi incelemek icin Pearson Korelasyon Katsayisi teknigi uygulanmistir. Ayrica
degiskenler arasi iliskilerin incelenmesinde hiyerarsik regresyon tekniginden
yararlanilmistir. Analiz kapsaminda ele alman bslim degiskeni smif 6gretmenligi ve
okul oncesi 6gretmenligi olmak tizere iki kategoriden; mezun olunan lise tiirti diiz
lise, anadolu lisesi ve 6gretmen lisesi olmak tizere ti¢ kategoriden ve farkh tilkede
arkadas1 olma durumu ise var ve yok olmak tizere iki kategoriden olusturulmustur.
Ogretmen adaylarmin bolim, lise tiirii ve farkli iilkede arkadasi olma durumu
regresyon modelinin birinci basamaginda co-variate olarak girilmis, ardindan ikinci
basamakta kiiresellesmenin kiiltiirel etkisine yonelik algilar1 ana yordayici olarak
girilmistir.

Aragtirmanm Bulgulari: Ogretmen adaylarinin gokkiiltiirlii egitime yonelik tutum
puanlari ile kiiresellesmenin kiiltiirel etkisine yonelik algt puanlar arasinda anlaml
iliskinin oldugu saptanmustir. Ogretmen adaylarmin cok kiiltiirlii egitime yonelik
tutumlar1 ile kiiresellesmenin kiiltiirel etkisine yonelik algilari arasinda diisiik
diizeyde pozitif yonlti bir iliski bulunmaktadir. Ayrica 6gretmen adaylarinin
kiiresellesmenin kiiltiirel etkisine yonelik algilarinin ¢okkiiltiirlt egitime yonelik
tutumlarint farklilastirict rolii bulunmaktadir. Kiiresellesmenin kiiltiirel etkisine
yonelik algilarin ¢ok klturli egitime yonelik tutumlara iliskin varyans: agiklama
oraninin .029 oldugu goriilmektedir. Ogretmen adaylarmin kiiresellesmenin kiilttirel
etkisine yonelik algilar1 arasinda mezun olduklari lise degiskenine gore anlamli bir
farkliik oldugu belirlenmistir. Farkin kaynagmi bulmak amaciyla yapilan Mann-
Whitney U Testi sonucunda diiz lise ile 6gretmen lisesinden mezun olan 6gretmen
adaylar1 arasinda 6gretmen lisesinden mezun olanlarin lehine anlaml: farklilik tespit
edilmistir. Sinif 6gretmenligi 6gretmen adaylarmn farkl tilkelerden arkadaslarinin
olup olmamasmin ¢ok kiiltiirlii egitime yonelik tutumlarinda farkliliga yol acgtigt
saptanmusgtir.

Aragtirmanin Sonuglart ve Onerileri: Ogretmen adaylarinin cokkiiltiirlii egitime yonelik
tutumlar1 tizerinde kiiresellesmenin kiiltiirel etkisine yonelik algilarinin etkili oldugu
goriilmektedir. Bu sonuca gore dgretmen adaylarmin ¢ok kiiltiirli egitime yonelik
egitimlerinin oncelikle Egitim Fakiiltelerinde verilmesi gerektigi diistintilmektedir.
Egitimin okul oncesi donemden basladig diistintilerek, tiim kademelerde
programda yer alan ders igeriklerine kiiresellesme, cokkiiltiirliilik, farkliliklara saygt
duyma ve demokratik olma gibi evrensel 6zelliklerin gelistirilmesine yonelik bilgi ve
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becerilerin uygulamaya doniik olarak eklenmesi gerektigi duistintilmektedir. Ayrica
meslekteki 6gretmenlere hizmet i¢i egitim yoluyla, 6gretmen adaylarina ise, egitim-
Ogretim stireci icerisinde gokkiiltiirlti egitime ve kiiresellesmenin kiiltiirel etkisine
yonelik bilgi ve becerilerinin gelistirilmesi yoluyla farkindalik kazanmalar1
saglanmalidir. Universitelerde Erasmus ve Comenius 6grenci degisim programlar:
kapsaminda dgrencilerin farkli kiilttirleri tanimalarini saglayacak yurtdisi egitim ve
degisim programlarmin yaygimnlastirilmas: gerektigi dustintilmektedir. Sadece
ogretmen adaylarinin tutumlarimi  6lgmeye yonelik olmast bu arastirmanin
stnirliligidir.  fleriye doniik  yapilacak —arastirmalarda 6gretmen adaylarina,
cokkuilturliliik ve kiiresellesmeye yonelik olarak verilecek egitimlerin, tutumlarma
ve uygulamalarina yonelik etkisini Slgmeye dayanan deneysel arastirmalarin
yapilmast da onerilmektedir.

Anahtar Kelimeler: Kiiresellesme, cokkiiltiirliiliik, cokkiiltiirlii egitim, 6gretmen adayi.
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Introduction

Learner differences have always been the main concern of researchers in the field
of foreign language learning. Johnson (2001) states that learners themselves bring
individual differences to the learning task, and puts individual differences into three
categories; cognitive variables, affective variables, and personality variables. All
these three variables include different sub-variables that affect learning. For example,
intelligence and language aptitude as cognitive factors influence learning behavior.
According to Chastain (1988, p. 121) some of the affective factors that influence the
development of second-language skills are self-concept, attitude, and perseverance,
internal versus external locus of control, introversion versus extroversion, interests
and needs. As the personality types, the effects of being introverted or extroverted on
language learning have been investigated in different academic settings.

Most of the research in EFL context has placed affective factors to forefront for the
last two decades. One of the affective factors, which are influential on learning, is
motivation. Lightbown and Spada (1997) reported that motivation had an influence
on pedagogical practices. Zimmerman (2000) also highlighted the importance given
to motivation for learning during the last decades. In literature different definitions
were given to motivation. According to Gardner (1985) motivation is ““the extent to
which an individual works or strives to learn the language because of a desire to do
so...”. In addition, Williams and Burden (1997) explained motivation as “a state of
cognitive and emotional arousal, which leads to a conscious decision to act, and gives
a rise to a period of sustained intellectual and physical effort” (p.120). Different
schools of thought also put forward explanations to motivation. From the
behavioristic angle, motivation is the expectation of reward or reinforcement. For
cognitivists, motivation is related to thoughts and decisions. As such, it is clear that
motivation comes not only from external forces but also from an internal mechanism.
Dornyei (2005, p. 68) described motivation as ‘effort, desire and attitude towards
learning. He referred motivation as a multifaceted psychological phenomenon.
Similarly, Lightbown and Spada (1997, p. 63) explained motivation in terms of two
factors: learner’s communicative needs and their attitudes towards the second
language community. In view of the explanations, it is certain that motivation, which
has a dynamic nature, affects one’s cognitive performance.

From 1959 to 1990 Gardner remained as a prominent figure of motivational
studies. Gardner and Lambert (1959) classified students as integratively or
instrumentally motivated to learn. Integrative motivation concerned about learners’
tendency to integrate into the target communities while instrumental motivation was
related to pragmatic and utilitarian goals of language learning such as getting a good
job and getting through the public exams. For example, instrumentally motivated
learner regards foreign language learning as a means to a pragmatic end. Gardner
(1985) developed Attitude/Motivation Test Battery (AMTB) in order to measure
individual differences based on the socio-educational model of second language
learning.
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Many studies, which were inspired by Gardner’s AMTB, were conducted in the
field. Some of them focused on instrumental and integrative orientations for
learning. In the Chinese EFL context, Xiong, 2010 investigated motivation differences
among middle school students and observed that they had both instrumental and
integrative motivation for learning English. In the Iranian EFL context, studies
examined learners’ motivational orientations and reported high instrumental
motivation among foreign language learners (Hashemi and Hadavi, 2014; Vaezi,
2008). In the Turkish context, some studies supported that finding (Bektas-Cetinkaya,
2012; Koseoglu, 2013; Oztiirk and Giirbiiz, 2013). All those studies indicated the
dominance of instrumental motivation among EFL students.

The relationship between gender and motivation is undeniably another
important topic studied in EFL settings. Gardner and Lambert (1972) reported that
the female were more motivated to learn a foreign language. Similarly, in his study
Xiong (2010) found that girls were more interested in English and motivated to learn
it than the boys. In the Turkish EFL some studies pointed out that female students
had higher motivation than males did (Goérdii-Asici, 2016; Kiziltepe, 2003; Oz,
Demirezen and Pourfeiz, 2015). There are not many studies on gender differences
and motivation in the Turkish EFL context.

Another affective factor, which has a role on success in foreign language, is self-
efficacy. Bandura (1977) introduced the construct as a part of his Social Cognitive
Theory. He posited that people’s levels of motivation was affected by their self-
efficacy beliefs and described self-efficacy as an individual difference and explained
it as personal beliefs about one’s own capabilities. Self-efficacy as a possible predictor
of motivation has been studied extensively in different pedagogic settings. Research
into motivation also emphasized that motivation and learning behavior are
influenced by learners’ self-efficacy. Schunk (1989) argued that self-efficacy could
enable learners to apply their knowledge, by which they attain cognitive skills. In
addition, researchers reported that learners’ self-efficacy beliefs had an inevitable
influence on their motivation (Bandura, 1989; Linnenbrink and Pintrich, 2003; Pajares
and Vakliante, 1997; Yang, 1999).

Some studies showed that there was a positive relationship between learners’
motivation and self-efficacy beliefs (Bandura, 1989; Clement, R., Z, Dérnyei and K.A.
Noels, 1994; Wang, CH., Schawab, G., Fenn, P., and Chang, M., 2013). In the Turkish
EFL context, Tilfarlioglu and Cinkara (2009) stated that EFL university students had
a high sense of self-efficacy in language learning tasks. Geng, Kulusakl: and Aydin’s
(2016) findings were also in line with those of Tilfarlioglu and Cinkara (2009).
However, Ersanli (2015) reported that there was a low-level negative correlation
between English language learning motivation and self-efficacy beliefs of students in
Grade 8. All these studies did not include high school students.

One concern in EFL area is that students may not benefit from learning
opportunities due to low self-efficacy and low motivation to learn a foreign
language. Moreover some language learners with low self-efficacy remain
nonresponsive to productive tasks. Another argument is about why students with
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low motivation to learn a foreign language stay silent and inert in the classroom.
Although there are many reasons for low desire to learn or low willingness to
perform in the classroom, foreign language teachers should think about options to
create more positive beliefs about self-capabilities in students’ creative minds. If
there is positive relation between learners’ self-efficacy and their motivation, then
new methods can be suggested to increase motivation, as well as self-efficacy.

In the light of all these facts and seeing the need for further research in the
Turkish high school context, the current study aimed to investigate learners’
motivational orientations in the Turkish EFL high school context. It also aimed to
investigate the relationship between their foreign language learning self-efficacy
beliefs and motivational orientations. To this end, following research questions were
posed for the study:

1. What is the motivation level of Turkish high school EFL students?

2. Is there a significant difference between male and female students in terms of
English language self-efficacy?

3. Is there a relationship between students’ self-efficacy beliefs and their
motivationalorientations?

Method
Research Design

The present paper mainly aimed to investigate the relationship between learners’
motivational orientations and their English language learning self-efficacy beliefs. To
this aim, the study employed a quantitative research design during the data
collection and analysis phases. Quantitative studies provide findings, which are
descriptive in nature. Furthermore, the findings of this type of studies are easily
comparable with those of their methodologically similar counterparts. The present
quantitative study provided accurate numbers, which made it easy to create charts or
graphics. Mean scores and other values are also useful while comparing the current
results with those of the previous ones.

Research Design

The participants were 100 Turkish EFL students, 49 females and 51 males,
studying at a Private High School in Mugla province, Turkey. The participants” age
ranged from 17 to 18 with an average age of 17. As the study targeted only 11th and
12th graders, the participants were selected non-randomly because the 9th and 10th
graders were supposed to have more concerns about their foreign language related
self-capabilities. Thus, it was better to include more proficient learners to get healthy
results.



Sabriye SENER - ismail Kaan EROL / Eurasian Journal of Educational Research 67 (2017) 251-267 255

Research Instrument and Procedure

The study was conducted during the spring term of 2015-2016 educational year.
To gather data, two scales were used. The data were collected by means of the two
scales. Initially, the Turkish version of 5-point Likert-type motivational orientations
scale, which was adapted from Gardner's AMTB (1985) and the work of Clement,
Dornyei and Noels (1994) and used in Vaezi's (2008) study, was utilized to gather
data on students’” motivation. Revised versions of Vaezi's 25-item motivational
orientations scale were used and found reliable in various studies. For example, the
scale had a good reliability (a = .80) in Naeini’s (2012) and Hosseini and Taheri’s
(2014) studies. The scale in the present study consisted of two subcategories;
integrative (12 items) and instrumental (13 items) motivation.

As a secondary research instrument, a 7- point Likert-type language Self-efficacy
Scale (SES) was used in the study. The original scale was obtained from Wang et al.’s
(2013) study. The scale (a= .96) had a good reliability (Wang et al., 2013). The self-
efficacy scale included four subcategories; listening efficacy scale, speaking efficacy
scale, reading efficacy scale, writing efficacy scale. Each subscale was composed of 8
items that are relevant to four language modes. The responses ranged from “I cannot
do it at all” to “I can do it very well”.

The language of the original scales was English. Thus, In order to keep the
original meaning of the statements and to increase reliability, back-translation
method was employed during translation. In addition, the items written in the scales
were explained whenever required by researchers in order to avoid any
misunderstanding. After the examination of the instruments, the researcher
administered each scale. Both of the scales were administered respectively during
one class hour on the same day. It took the participants 20 minutes to complete each
scale.

Data Analysis

Statistical Package for Social Sciences (SPSS) software version 20.0 was used to
compute data, to compare mean scores and to make tables. In the study descriptive
statistics provided mean scores, frequencies and standard deviation. As the data
were normally distributed according to Kolmogorov-Smirnov test, parametric tests
were used during analyses. Pearson Correlation Coefficients was used to find out
whether or not there is a relationship between motivational orientations and self-
efficacy beliefs of students. Furthermore, paired and independent t-tests were
utilized to determine if there is a significant difference between students’” scores in
the scales or not.

As for the reliability issues, the reliability scores of the two scales were calculated.
The Cronbach'’s alpha values were not only calculated for motivational orientations
and self-efficacy scales but also for the subscales. The details are given below.
Motivation scale was found to be highly reliable (a = .94). The scale also contained
two subscales; integrative motivation (12 items; a = .91), instrumental motivation (13
items; a = .92). The second scale was Self-efficacy Scale (SES) which was used to
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determine students’ self-efficacy levels (32 items a = .98). The SES comprised of four
subcategories; listening self-efficacy (a = .94), speaking self-efficacy (a = .94), reading
self-efficacy (a = .93) and writing self-efficacy (a = .94). Each subscale consisted of 8
items.

Results

After the reliability tests confirmed that research instruments were reliable the
data, which were gathered by means of two instruments, were analyzed through
several statistical tests. Firstly, students’” general motivation level was determined by
calculating overall mean scores. The study indicated that students were moderately
motivated to learn English as a foreign language in general (M = 92.62).

Table 1

Descriptive Statistics for Students” Overall EFL Learning Motivation

N Minimum Maximum Mean SD

General

. .. 100 36.46 123.96 92.0104 18.17056
Motivation

The calculation of students’ motivation level was carried out as it was in Oztiirk
and Giirbiiz’s (2013) study on EFL motivation. The motivation scale consisted of 25
items. As the scale was likert type, the grading system was changed and recoded.
The recoded version of the scores ranged from 25 to 125. The scores were as follows;
High level motivation = 100 - 125, Moderate level motivation = 75 - 99, Low level
motivation = 50 - 74, very low level motivation = 25 - 49.

In addition to the general motivation level of the students, descriptive statistics
provided the frequencies of the students, who had different levels of motivation.
According to the results, %13 of the participants (N = 100) had a motivation level
below the moderate threshold level. The study indicated that %54 and most of the
participants had moderate level of motivation. Besides, %33 of the participants
scored high in the study (See Table 2).

Table 2

Frequencies of Students’ General Motivation Level

Motivation Level Frequencies of Students
High Level Motivation 33
Moderate Level Motivation 54
Low Level Motivation 9
Very Low Level Motivation 4

The study aimed to find out how students differ in their motivational
orientations. Firstly, students’ general orientation towards learning EFL was
investigated. To achieve this, the study utilized paired samples t-test. The results of
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paired samples t-test indicated that there was a statistically significant difference
between students’ integrative motivation (M = 88.3, SD = 19.7) and instrumental
motivation (M = 96.5, SD =19.1) at the .05 level of significance (p = .000). The test also
revealed that instrumental motivation towards EFL learning was the dominant type
of motivation among the participants (See Table 3).

Table 3.

Paired Samples T-test for Students” Motivational Orientations

95% ClI of the

Motivation Type Difference
Integrative Instrumental
M SD M SD Upper t daf p
N Lower
i - - 99
Pair 1 88.37 19.75 96.53 19.11 100 11.09 -5.22 551 000

*p <.05.
The study also examined gender-related difference in students’ motivational
orientations (See Table 4).
Table 4

Results of T-test and Descriptive Statistics for General Motivation regarding Gender

95% CI of the

Gender Difference
Male Female
M SD n M SD n  Lower  Upper t
df p
Motivation  gg76 1843 51 9538  17.43 ; 1374 50 18 98 .06

*p < .05

According to the results female students had a slightly higher level of motivation
than the motivation level of male students. However the independent t-test indicated
that there was no significant difference between male students” motivation level (M =
88.7, SD = 18.4) and the females” (M = 95.3, SD = 17.4) at the .05 level of significance
(p = 0.68).
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Table 5

Results of Independent T-test and Descriptive Statistics for Students’ Integrative and
Instrumental Motivation Scores regarding Gender

95% CI of the

Gender Difference
Male Female
M SD n M SD n  Low. Upp. t
af p
Integ. Mot. 337 79 51 76 Y63 -0 211 98 037
3.70 9

Inst. Mot. 4 98

3.75 .79 51 3.97 72 9 -51 08 -1.39 165
*p<.05

The analysis of the data showed how students differ in their motivational
orientations towards learning a foreign language (FL) regarding their gender.
Although the students had both types of motivation towards EFL learning, the study
aimed to find out whether there is a significant difference between the scores of
instrumentality and integrativeness. Initially, Levene’s test for equality of variances
confirmed the homogeneity of the groups. Then, the independent-samples t-test
indicated that mean scores of integrative motivation were significantly higher for
females (M = 3.70, SD= 0.76) than for males (M = 3.37, SD= 0.79) at the .05 level of
significance (p = .37). However, it was not found any significant difference between
the scores of instrumental motivation for males (M = 3.75, SD = 0.79) and for females
(M =3.97, SD = 0.72) at the .05 level of significance (p = .165).

Table 6

Owerall Self-efficacy Level of the Students

N Minimum Maximum Mean SD

Overall Self-

. 100 1.13 6.78 3.8841 1.34293
efficacy

In the second phase of the research, the data gathered by means of the self-
efficacy scale were analyzed in order to answer to the second research question.
Firstly, students” overall mean score for self-efficacy was calculated and found as M
= 3.88, which pointed to a moderate level of self-efficacy. The results indicated
students had a moderate level of English self-efficacy (See Table 6).
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Table 7

Students” Mean Scores in SES according to Their Gender

95% CI of the

Gender Difference
Male Female
M sD n M SD n  Low. Upp. t
df p
Self-efficacy 4 - 08
3.61 1.27 51 416 1.37 9 -1.07 -.02 2.0 040

*p <.05

After the students’ overall self-efficacy mean score had been calculated, an
independent t-test was used to determine whether there is a significant difference
between male and female students’ self-efficacy level. The analysis of the data
revealed that there was a statistically significant difference between female students’
self-efficacy level (M = 4.16, SD = 1.37) and that of the males (M = 3.61, SD = 1.27)
favoring females at the .05 level of significance (p = .40).

As for the correlation between variables, the study utilized Pearson’s correlation
Coefficients. The analyses of the data provided numbers that indicated correlations
among variables. According to Evans (1996), the correlation value of ‘" can be
explained verbally in research papers. The suggested values were as follows:

e .20-.39 as “weak”

e 40-.59 as “moderate”

* .60-.79 as “strong”

e 80- 1as”“very strong”

The third research question was posed to find out whether there is a correlation
between motivational orientations and self-efficacy of the participants. The analysis
of the data found positive correlations among all the variables at the level of .0.01
significance. Firstly, the analysis indicated that students’ self-efficacy moderately
correlated with their motivational orientations and general motivation. Secondly, it
was revealed that both integrative motivation and instrumental motivation
positively correlated with self-efficacy beliefs.
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Table 8.

Correlations among Variables

Correlations

Variables Self-efficacy

Motivation

. Instrumental
Integrative

Motivation L.
Motivation

Self-efficacy 1

Motivation 50**

Integrative

o A48%*
Motivation

Instrumental

.. A45%*
Motivation

92%* 1

.92%* 71 1

**p < 0.01

According to the analyses, integrative motivation had a moderate positive
correlation with students’ self-efficacy in four skills (listening, speaking, reading and
writing). The analyses also indicated that students’ instrumental motivation had a
positive correlation with their self-efficacy in three skills (listening, speaking and
writing). However, a weak positive correlation was found between speaking self-

efficacy and instrumental motivation.
Table 9.

Correlations among Variables

Correlatios

Variables Instrumental  Integrative  Listening Speaking Reading Writing
Instrumental 1

Integrative 71 1

Listening A48** A7** 1

Speaking 39% AT .82%* 1

Reading Y G 90** 83** 1

Writing A40** AT .85%* 91 .89** 1

**p < 0.01
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Discussion and Conclusions

The analysis of the data indicated that there was a meaningful difference between
participants’ instrumental and integrative orientations towards EFL learning.
According to the paired samples t-test, the participants were mostly instrumentally
motivated to learn a foreign language. That finding supported different other studies
conducted in the Turkish EFL context (Bektas-Cetinkaya, 2012; Koéseoglu, 2013;
Oztiirk and Giirbiiz, 2013). The finding was also in line with those of other studies in
the Iranian EFL context (Hashemi and Hadavi, 2014; Vaezi, 2008). According to the
present findings, the aim of learning English as a foreign language was mostly to
find a good job (M= 98.75). In different other countries, studies on students’
motivational orientations towards foreign language learning reported more or less
the same results. The results emphasized the importance given to English language
as a primary FL, a part of career paths and an indicator of various job opportunities
in EFL contexts. This is the direct result of the rapid spread of English as a means of
communication in different fields such as Science and Business.

The present research also found that female students were more motivated to
learn English than male students. That finding was supported by other studies
conducted in Turkey (Gordii-Asici, 2016; Kiziltepe, 2003; Oz et al., 2015). The current
findings also indicated that female students had more integrative motivation than
male students did. In the Turkish context, the teaching profession is mostly
attributed to girls and in most of the ELT departments girls are dominant in number.
It can be thought that females show much more tendency to study in this department
and consequently are more motivated than boys.

In the last years, studies also focused on the relationship between motivation and
self-efficacy. The present investigation has showed that there is a positive correlation
between participants’” motivation and self-efficacy level. Some previous studies also
reported that self-efficacy had an influence on students’ success and motivation
(Geng et al., 2016; Tilfarlioglu and Cinkara (2009). However, Ersanli (2015) found low
level negative correlation between 8th grade students” motivation and self-efficacy
levels. This contradiction may be caused by the age factor. With regard to the
relationship between motivation and self-efficacy, the present study found a
moderate level positive correlation between the two variables. That finding was in
line with Gordii-Asict’s (2016) study. In literature, some other studies showed that
there was a positive relationship between learners’ motivation and self-efficacy
beliefs (Bandura, 1989; Clement et al., 1994; Wang et al., 2013). In addition, Williams
and Burden (1997) pointed out the role of self-efficacy and stated that the
development of self-efficacy was a complex phenomenon. They also added that
learners with high self-efficacy can be more successful in achievement tasks than
those who are more capable of doing something. In conclusion, as Williams and
Burden stated, in this area much more research needs to be carried out. Different
factors can affect the relationship between the variables. Thus, it is better to examine
factors that best match the research topics.

In this current communicative era, cognitive and affective factors are of great
importance in terms of making interactions easy. Motivation, as an effective factor
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has an undeniable influence both on cognitive processes and behavior. If
communication is the main goal of language learning, then motivation should be of
great importance. Recently, there has been an on-going debate on what motivates
people to learn a foreign language. In addition, the present study supported the
existing research reporting that instrumental purposes for learning a foreign
language play an important role in various EFL contexts. Having a good knowledge
of English can become an end itself, but learners have utilitarian goals for learning it.
If learners’ instrumental motivation is supported with more integrativeness towards
foreign language, they will be more confident in FL related activities both inside and
outside the language classrooms.

One must never forget that opportunities offered to students do not necessarily
yield success in foreign language learning. In addition, motivation does not
necessarily come from external sources. Apart from external sources like rewards,
personal feelings have an influence on students’ motivation to learn EFL. As
students’ self-efficacy level increases, they will benefit more easily from foreign
language learning opportunities. Similarly, if students believe that they can do well
in the tasks, they will be more motivated and confident in EFL learning.
Additionally, high self-efficacy level may lower the adverse feelings and anxiety
which are regarded as the main causes of failure by many people. Setting goals can
also make students believe in themselves and become more confident in foreign
language learning classrooms, and then it is important that teachers should
encourage their learners and provide some tasks, which will help them to be more
confident.
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Tiirk Ogrencilerin Yabanci Dil Olarak Ingilizce Ogrenimine Kars:
Giidiisel Yonelimleri ve Oz-Yeterlik Inanglar
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Ozet

Problem Durumu: Ogrencilerin yabanci dile yonelik diisiik 6z-yeterlik ve giidiisel
yonelimleri ytiziinden 6grenme firsatlarindan faydalanamayacag yabanci dil olarak
1ngilizce o6grenimi alaninda bir kaygidir. Bunun yani sira, baz1 diisiik 6z-yeterlik
sahibi dil 6grenicileri tiretkenlik gerektiren etkinliklerde tepkisiz kalabilirler. Diger
bir iddia da yabanci dil 6grenmeye karsi diisiik giidiisel yonelimleri olan
ogrencilerin siniflarda sessiz ve eylemsiz kalmasidir. Sinif icerisinde diisiik 6grenme
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arzusu ve fUretme istekliliginin bir¢ok sebebi olmasina ragmen, yabanci dil
ogretmenleri 6grencilerin yaratici zihinlerinde 6z- yapabilirlikleri hakkinda olumlu
inanclar yaratacak segenekler hakkinda diistinmeliler. Eger ogrencilerin giidiisel
yonelimleri ve 6z-yeterlikleri arasindaki iliski olumluysa, 6z-yeterligi ve dolayisiyla
motivasyonu arttiracak yeni yontemler 6nerilebilir. Bu nedenle bu ¢alisma bu ikisi
arasindaki iliskiyi ele almaktadir.

Calismamn Amaci: Tum bu bilgilerin 1s181nda ve Tiirkiye’deki lise 6grenimi alaninda
baska calismalara duyulan ihtiyaci dikkate alarak, bu g¢alisma yabanci dil olarak
1ngi1izce ogrenen Tiirk lise 6grencilerinin giidiilenme yonelimlerini inceledi. Calisma
aym zamanda yabanci dil 6grenimi 6z-yeterlik inanglar1 ve motivasyon yonelimleri
arasindaki iliskiyi arastirmay1 amacladi. Bu amag dogrultusunda asagidaki arastirma
sorularina cevap arandr:

1. Yabana dil olarak ingilizce ogrenen Tirk lise 6grencilerinin motivasyon
seviyeleri nedir?

2. Bayan ve erkek dgrencilerin ingilizce oz-yeterlik diizeyleri arasinda anlamli
bir farklilik var midir?

3. Ogrencilerin 6z-yeterlik inanglar1 ve giidiisel yonelimleri arasmnda anlamlt
bir iliski var midir?

Yontem: Bu aragtirma esas olarak dgrencilerin motivasyon yonelimleri ve Ingilizce
ogrenimi oz-yeterlikleri arasindaki iliskiyi inceledi. Bu amag¢ dogrultusunda veri
toplama ve analiz stiresince nicel arastirma yontemleri kullanilmistir. Nicel
calismalar genel olarak betimleyici bulgular saglamaktadir. Buna ek olarak, bu tip
calismalarin bulgular1 yontem olarak benzer diger arastirmalarin sonuglari ile
kolayca karsilastirilabilir.

Bulgular: Giivenirlik testleri 6lgme araglarinin giivenilir oldugunu dogruladiktan
sonra ilk olarak, 6grencilerin genel motivasyon diizeyleri belirlendi. Ogrencilerin
genelde Ingilizce 6grenmeye orta diizeyde giidiilendiklerini bulundu (M = 92.62).
Paired Samples T-test sonuglar1 6grencilerin biitiinlesmeci motivasyonlar:1 (M = 88.3,
SD = 19.7) ve aragsal motivasyonlar1 (M = 96.5, SD = 19.1) arasinda .05 &nem
diizeyinde istatistiksel olarak anlaml bir farkliliga isaret etmistir (p = .000). Ingilizce
ogrenmeye yonelik aragsal motivasyonun katilimcilar arasinda baskin motivasyon
tipi oldugu goriilmiistiir. Sonuglar, genel olarak erkek 6grencilerin motivasyonlar1
(M =88.7,SD = 18. 4) ile bayan dgrencilerin motivasyonlar1 (M = 95.3,SD =17. 4)
arasinda. 05 diizeyinde anlamli bir farklilik olmadigini gosterdi (p = 0.68). Ancak kiz
ogrencilerin biitiinlesmeci motivasyonlar1 daha yiiksek bulundu. Bulgulara ek
olarak, olcekten elde edilen genel puanlar ogrencilerin aracsal olarak Ingilizce
ogrenmeye daha fazla giidiilendiklerini gosterdi.

Arastirmanin ikinci safhasinda 6z-yeterlik lcegi araciligiyla elde edilen veriler ikinci
aragtirma sorusuna cevap vermek igin analiz edildi. Ogrencilerin genel ortalama 6z-
yeterlik degeri (M = 3.88) orta diizey bir 6z-yeterlige isaret etti. Ogrencilerin genel
oz-yeterlik puanlari hesaplandiktan sonra erkek ve bayanlarin 6z-yeterlikleri
arasinda anlamli bir farkliik olup olmadigimi belirlemek igin bir bagimsiz T-test
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yapildi. Veri analizi bayan 6grenciler (M = 4.16, SD = 1.37) ve erkek 6grencilerin (M =
3.61, SD = 1.27) oz-yeterlik seviyeleri arasinda. 05 anlamlilik diizeyinde bayanlarin
lehine bir farklilik oldugunu gostermistir (p = .40). Degiskenler arasindaki iligkilere
gelince, calisma Pearson Iliski Katsayilarindan yararlandi. Evans’a (1996) gore, iligki
degeri ‘r’ arastirma raporlarinda sozel olarak agiklanabilir. Onerilen sézel degerler
yandaki gibidir; .20 - .39 “zay1f” .40 - .59 “orta”, .60 - .79 “giicli” .80 - 1 “¢ok giiglii”.
Uciincti aragtirma sorusu giidiisel yonelimler ve 6z-yeterlik arasindaki iligkiyi ortaya
¢ikarmak igin ileri stirtildii. Veri analizleri tiim degiskenler arasinda 0.01 anlamlilik
diizeyinde olumlu iliskiler buldu. Oncelikle, analizler &grencilerin motivasyon
yonelimlerinin genel motivasyonlar1 ile orta diizeyde olumlu iliski gosterdigini
belirtti. ikinci olarak, hem biitiinlesmeci motivasyon hem de aragsal motivasyonun
oz-yeterlik inanglari ile olumlu iliski gosterdigi ortaya ¢ikarildi. Ayrica, biittinlesmeci
motivasyonun 6grencilerin dinleme, konusma okuma ve yazma 6z-yeterlikleri ile
orta diizeyde olumlu bir iliskiye sahip oldugu goriildii. Ogrencilerin konusma oz-
yeterlikleri ve aracsal motivasyonlar1 arasinda zayif derecede olumlu bir iliski
bulunmustur.

Sonug ve Oneriler: Veri analizleri katilimcilarn yabanci dil olarak Ingilizce 6grenimine
yonelik aragsal ve biitiinlesmeci motivasyonlar1 arasinda anlamli bir farklilik
oldugunu gostemistir. Paired samples t-test sonuglar1 katilimcilarin yabanci dil
ogrenmeye karst cogunlukla aragsal olarak giidiilenmekte olduklarimi gosterdi. Bu
bulgu Tiirkiye’'deki yabanci dil olarak Ingilizce 6grenimi alaninda diger farkl
calismalar1 desteklemektedir (Bektas-Cetinkaya, 2012; Koseoglu, 2013; Oztiirk &
Giirbiiz, 2013). Bulgu ayni zamanda iran’da yapilan diger arastirmalar ile de aym
dogrultudadir (Hashemi & Hadavi, 2014; Vaezi, 2008). Giincel bulgulara gore,
yabanct dil olarak ingilizce 6grenmenin amaci ¢ogunlukla iyi bir is bulmaktir (M=
98,75). Diger tilkelerdeki 6grencilerin motivasyonu tizerine ¢alismalar da az ¢ok
benzer bulgular sunmustur. Bulgular temel yabanci dil, kariyer yolunun bir pargas:
ve farkli is firsatlarinin gostergesi olarak yabanci dil 6grenme alaninda 1ngilizcenin
o6nemini vurgulamustir. Bu 1ngilizcenin bir iletisim araci olarak bilim alaninda ve is
sektorlerinde yaygmlasmasmin bir sonucudur. Son yillarda, calismalar motivasyon
ve oz-yeterlik tizerine de yogunlasnstir. Bu calisma lise ogrencilerinin Ingilizceye
ogrenmeye yonelik motivasyonlar:i ve oz-yeterlikleri arasinda olumlu bir iliski
oldugunu gostermistir. Onceki bazi arastirmalar 6z-yeterligin 6grenci bagarisi ve
motivasyon tizerinde etkisi oldugunu bildirmistir. (Geng et al., 2016; Tilfarlioglu &
Cinkara (2009). Fakat, Ersanli (2015) 8. smuf ogrencilerinin motivasyon ve 06z-
yeterlikleri arasinda diisiik derecede olumsuz bir iliski bulmustur. Bu ¢eliski, yas
faktorti ytizinden olmus olabilir. Bu ¢alisma motivasyon ve 6z-yeterlik arasindaki
iliski bakimindan orta diizeyde olumlu bir iliski bulmustur. Bu bulgu Goérdii-Asic
(2016)’y1 destekler niteliktedir. Alanyazinda bazi diger ¢alismalar motivasyon ve 6z-
yeterlik arasinda olumlu iliski oldugunu gostermistir (Bandura, 1989; Clement et al.,
1994; Wang et al., 2013). Buna ek olarak Williams ve Burden (1997) yiiksek 6z-
yeterlige sahip Ogrencilerin etkinliklerde daha bilgili olanlara gore daha iyi
performans gosterdigini 6ne stirmuistiir. Sonug olarak, farkli faktorler degiskenler
arasindaki iligkileri etkileyebilir. Boylece, arastirma konusuna en uygun faktorleri
incelemek en iyisidir. Giintimiiz iletisim c¢aginda bilissel ve duyussal faktorler
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etkilesimi kolaylastirmak bakiminda ¢ok ©nemlidir. Motivasyonun hem bilissel
stirecler hem de davranis {izerinde inkar edilemez bir etkisi vardir. Eger dil
o0grenmenin temel amaci iletisim kurmak ise, o zaman motivasyona énem verilmesi
gerekir. Son giinlerde insanlar1 yabanci dil 6grenmeye neyin motive ettigi
konusunda stiregelen bir tartisma vardir. Bu ¢alisma yabanci dil 6greniminde aragsal
motivasyonun 6nemli bir rol oynadigini bildiren 6nceki arastirmalar:
desteklemektedir. Iyi bir Ingilizce bilgisine sahip olmak bir amag olabilir, fakat
ogrenciler onu 6grenmek ic¢in farkli faydali amaglara sahipler. Eger ogrencilerin
Ingilizceye karsi aragsal motivasyonlari biitiinleyici motivasyon ile desteklenirse,
smif icindeki ve disindaki yabanci dil 6grenme etkinliklerinde kendilerinden daha
emin olacaklardir. Asla unutulmamalidir ki, 6grencilere sunulan firsatlar illa basar1y1
ortaya ¢ikarmak zorunda degildir. Ayrica, motivasyon mutlaka dis etkenlerden
gelmek zorunda da degildir. Odiil gibi dis etkenlerin disinda, kisisel duygular da
Ingilizce dgrenenlerin tizerinde bir etkiye sahiptir. Ogrencilerin 6z-yeterlik diizeyleri
artttkca onlar yabanci dil 6grenme firsatlarindan daha fazla yararlanacaklardir.
Benzer bir sekilde, eger 6grenciler etkinliklerle daha basarili olacaklarina inanirlarsa,
Ingilizce 6grenmeye daha fazla motive olacaklar ve kendilerinden emin olacaklardur.
Bunlara ilaveten, yiiksek 6z-yeterlik seviyesi bircok insan tarafindan basarisizligin
temel sebebi olarak sayilan olumsuz duygular1 ve kaygiy1 azaltabilir. Ogrencilerin
kendilerine hedefler belirlemeleri kendilerine daha fazla inanmalarina ve yabanci dil
siniflarinda bagarili olmalarina yol acar. Oyleyse, ©gretmenler 6grencilerini
kendilerine inanmalar1 konusunda cesaretlendirmeli ve onlarin kendilerine giivenini
artirmalarini saglayacak aktiviteleri planlamalidirlar.

Anahtar Kavrmlar: duyussal faktorler, biitiinsel motivasyon, aragsal motivasyon,
gliven
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cific to your field or sub-field. Avoid using keywords form the title of the
paper.
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ya da alt alanlara 6zgti olmalidir. Makale adindaki kavramlar1 anah-
tar kelime olarak se¢cmekten kag¢ininiz.
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Indented, italicized, lowercase paragraph heading ending with a period.
Start writing after the period (Level 4).
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More information is available from:

http:/ / citationonline.net/ CitationHelp/ csg04-manuscripts-
apa.htm#references

Kaynakganin yazimu iistte verilen 6rneklere uygundur.
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Research Sample
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Extended Turkish Abstract (750-1000 words) Sub-headings:
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