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Abstract

Problem Statement: Individual learning processes differ depending on many factors.
Learning styles represent individuals’ information-capturing and processing
advantages and their preferences about them.

Purpose of Study: Learning styles discussed by the Kolb and VARK models as
information processing and information transformation in time are investigated in this
research. The aim of the study is to find out participants’ learning styles and
preferences as identified by Kolb’s Experiential Learning Style Model and VARK—
“How can I learn best?” — and to discuss findings for more effective teaching and
learning.

Methods: The sample is of 94 female and 166 male preservice computer teachers (n=260)
studying at Ege University’s Department of Computer Education and Instructional
Technologies (CEIT) in 2007. After stepping original data analysing procedures of these
scales, numeric data are statistically analyzed through frequency, percentage, and chi-
square.

Findings and Results: The results showed no significant correlation between CEIT
students’ gender and their learning styles. Regarding Kolb’s Learning Style Model,
63.8% of the preservice computer teachers are converger, 25.8% of them are assimilator,
6.2% of them are accomodator and 4.2% of them are diverger. It is assumed that
convergers tend to have technical interests and quite often choose to specialize in the
physical sciences; this makes it possible to explain why CEIT students mostly have the
diverger learning style.

The VARK questionnaire showed that 28.8% of the sample have single learning
preferences (0.8% Visual, 5.5% Aural, 3.5% Read/Write, 19.3% Kinesthetic). 12.3% of
them are bi-modal learners (0.8% VA, 3.4% AR, 1.6% VK, 3.9% AK, 2.7% RK); 18.1% of
them are tri-modal learners and 40.8% of them are multimodals. The results also
showed a significant difference between gender and the groups of VARK. However,
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VARK preferences showed no significant difference within grade levels. Finally, the
distribution of the sample regarding the Kolb and VARK models showed that 66% of
multimodals and 66.7% of kinesthetic learners are converger.

Conclusions and Recommendations: It is concluded that the learning preferences such as
visual, aural, read/write, and kinesthetic in the VARK model can be a part of Kolb’s
cycle of how to “grasp experience” (doing or watching) and “transform experience”
(feeling or thinking).

Keywords: Computer, teacher, learning styles, Kolb, VARK

Individuals choose different methods of learning, problem solving and decision
making. These differences are called cognitive styles, learning styles or learning
strategies. Felder implies that an individual’s learning style represents the particular
set of strengths and preferences that that individual or a group of people have in
how they take in and process information (Gordon & Bull, 2004).

In addition to a teacher’s or course designer’s indiviual preferences, students’
learning styles or preferences should be considered during instructional material
preparation or selection. For example, individuals who have a strong visual memory
but weaker verbal processing will find text-based material harder to process than
individuals who have stronger verbal skills (Logan & Thomas, 2002).

In order to find out individuals’ learning styles and make use of this information
in instructional settings, three approaches are presented. The first approach, which
focuses on individuals, is related to making an individual aware of his or her own
learning characteristics. The second approach, which focuses on instructional
programs, emphasizes the different learning characteristics that should be
considered in curriculum design and instructional activities planning. The third
approach defines the basic elements of individual learning styles and emphasizes
matching these styles with appropriate instructional methods (Brandt, 1990).
Vermunt, who developed the Inventory of Learning Styles (ILS) in 1996, combines
relatively stable cognitive styles with strategies and processes that can be modified
by teachers, the design of the curriculum, assessment and the nature of the course
and institution (Coffield, Moseley, Hall, & Ecclestone, 2004).

As Coffield et al. (2004) mention, one of the most widely used inventories is
Kolb’s Learning Style Inventory (LSI). Kolb’s Experiential Learning Model claims
that the way an individual perceives new information can be viewed on a continuum
from concrete to abstract, while how an individual processes what is perceived can
be viewed on a continuum from active to reflective. Kolb’s Experiential Learning
Model includes four learning modes: concrete experience (CE, feeling), reflective
observation (RO, watching), abstract conceptualization (AC, thinking) and active
experimentation (AC, doing) (Kolb, 2000). In Kolb’s LSI, joint scores represent the
individual’s preferences from abstract to concrete (AC-CE) and from active to
reflective (AE-RO) (Askar & Akkoyunlu, 1993).
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Figure 1. Kolb’s Learning Model (Askar & Akkoyunlu, 1993)

Many researchers offer different models for types of learning styles and
categories. Murrel and Claxton classified learning styles into four groups (Fleming &
Bonwell, 2001):

1. Personality (extrovert or introvert)
2. Information processing (holistic or sequential)

3. Social interaction (how students behave and interact with each other,
such as studying to learn or just to get a high score)

4. Teaching preference and learning environment (graphics presentation,
listening, reading or experiencing). The VARK inventory was developed
to identify the preferences in this category. It aims to reveal the learners’
perceptional preferences as chosen for information retrieval and
information processing.

Kolb’s LSI is another approach that implies that learning styles are methods for
individuals’ information processing. In this study, Ege University CEIT students’
learning styles are assigned through an information-processing approach. One of
Kolb’s learning manners, learning by doing, compares with the kinesthetic learning
mode in the VARK model. VARK also includes Visual, Aural, and Read/Write
preferences (Fleming & Bonwell, 2001):

Visual-V. Visual learners absorb information more readily from a visual medium
(art, symbols, circles, hierarchical patterns). This preference does not include movies
or animated web sites, which are preferred by multimodals.

Aural-A. Aural or auditory learners retain content best from lectures, audio tapes,
conferences, or group discussions.

Read/Write-R. Read/write represents people who prefer learning from print or
written documents. Many teachers prefer this manner.

Kinesthetic-K. Kinesthetic learners prefer learning from experience and real or
simulated environments. Learners in this group use senses such as hearing, sight,
taste, touch, and smell to experience something unusual for them (Fleming, 2001a).
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In this study, CEIT students’ learning styles and preferences as identified by
Kolb’s Learning Style Model and the VARK Model are investigated. Babadogan
(2000) claims that if we know what learners’ learning styles are, it will be easier for
course designers and teachers to decide how to plan instructional activities. It seems
that teachers normally start by designing appropriate teaching and learning
environments based on their own preferences rather than for their students. At this
point, informing CEIT course lecturers about their students’ learning styles and
preferences, and making recommendations about developing materials and
designing learning environments, may help them create more effective courses.

Purpose of Study

This study basically aims to reveal CEIT students’ learning styles as identified in
Kolb’s LS and the VARK model. The sample is of students enrolled in the Faculty of
Education at Ege University in Izmir. Kolb’s Learning Style Model, based on
experiential learning theory, is one of the most widely used models in Turkey. The
VARK—"How do I learn best?” —learning preferences model is not so widely
known; however, it may be helpful for helping teachers and learners discover their
own learning preferences. A common attribute of Kolb’s LSI and the VARK model is
that both of them treat learning styles as preferences of processing and transforming
information in time. This study aims to reveal Ege CEIT students’ predominant
learning styles and investigate the relations between learning styles and some
independent variables such as gender and grade level.

Kolb, Boyatzis and Mainemelis (1999) suggest that it is important to organize a
learning environment in a way specially aimed at developing learning skills.
Informing students about how they can learn better provides self-awareness and
may help students to develop more positive attitudes towards learning. Starting at
the elementary level, indicating students’ learning styles affects them through the
rest of their learning process (Hasirci Kaf, 2006). Also, in designing learning
environments and developing course materials, considering students’ individual
learning styles helps to bring about effective learning and teaching. Due to these
reasons, it is claimed that indicating Ege CEIT students’ predominant learning styles
and preferences would be meaningful for students, teachers and researchers.

Problem Statement

What is the distribution of prospective computer teachers’ learning styles as
identified by Kolb’s LS and the VARK model, and how do they relate to each other?

Other research problems are as follows:

1. What is the distribution of students’ learning styles as identified in
Kolb’s LS model?

2. Is there any relation between students’ learning styles as identified in
Kolb’s LS model and their grade levels?

3. Is there any relation between students’ learning styles as identified in
Kolb’s LS model and gender?

4. What is the distribution of the students’ learning preferences as
identified by the VARK model?
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5. Is there any relation between students’ learning styles as identified by
the VARK model and their grade levels?

6. Is there any relation between students’ learning preferences as identified
by the VARK model and gender?

7. What is the distribution of results from Kolb’s LSI and the VARK
questionnaire?
Assumptions of Study
It is assumed that all participants honestly replied to questions in the Kolb LSI
and VARK questionnaire.
Limitations of Study

This study is limited by the use of two learning style indicator inventories (Kolb’s
and VARK) and by participants from Ege CEIT students in the 2006-2007 academic
year.

Methods
In this study, the descriptive method is used for examining Ege CEIT students’
learning styles and learning preferences.
Participants

The sample of the study includes all prospective computer teachers (CEIT
students) enrolled at Ege University, Faculty of Education in the 2006-2007 academic
year. The distribution of the sample is presented in Table 1.

Table I
Distribution of the Sample by Gender and Grade Level
Gender
Total
Grade Female Male
f % f % f %
1 12 4.6 46 17.7 58 223
2 24 9.2 46 17.7 70 26.9
3 35 13.5 34 13.0 69 26.5
4 23 8.8 40 15.4 63 24.2
Total 94 36.2 166 63.8 260 100

Data Collection

In this study, three data collection tools are used: a personal information or
student demographic form, Kolb’s Learning Style Inventory and the VARK Learning
Preferences Questionnaire. Their attributes are as follows:

1. Student Demographic Form: The personal demographic form includes
questions about students” gender, grade, and level of computer competency.
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2. Kolb’s Learning Style Inventory: This inventory, originally developed in 1985,
includes 12 situations with four statements for each. the inventory’s translation into
Turkish and a reliability analysis were conducted by Askar and Akkoyunlu (1993). It
was administered to 103 adults (62 female, 41 male) who had earned a Pedagogical
Formation Certificate from Hacettepe University, Faculty of Education. 37% of this
sample graduated from Physical Science programs (Maths, Chemistry, Biology); 52%
graduated from Social Science programs (Literature, History, Geography, Library,
Sociology, Psychology); and 12% of them graduated from Engineering programs
(Physical, Chemistry, Plant, Geology). The reliability of the four scores of major
learning styles and joint scores are analysed with Cronbach-alpha (n=103). The
reliability coefficients for Concrete Experimentation is .58, for Reflective Observation
.70, for Abstract Conceptualisation .71, for Active Experimentation .65, for Abstract-
Concrete .77, for Active Reflective .76. Askar and Akkoyunlu (1993) implied that sin-
ce the percentage of accomodators in the sample is less than the others, this may
explain the reduction of the reliability coefficients of Concrete Experimentation and
Active Experimentation.

3. VARK Learning Preferences Questionnaire: The VARK—"How do I learn
best?” —model is designed to reveal how people exchange information and what
their preferences for information processing are. VARK was developed initially in
1987 by Neil Fleming from New Zealand Lincoln University (Fleming and Mills,
1992). Fleming’s VARK questionnaire was translated to Turkish by Atalay
(http:/ /www.vark-learn.com/documents/ turkish.pdf). VARK is made up of 13
questions. Each question presents a different scenario that questions what the person
in the scenario should do next. Since the person may choose to follow more than one
way, it is possible to select more than one option or none of the options.

Data Analysis

In the data analysis, frequency and percentage techniques were used. The relation
between learning styles, preferences, gender, and grade was statistically analysed
through a non-parametric chi-square test. The existence of a relation between two
variables means that the answers at levels of a variable differentiate at another
variable’s levels. Inside the cells, which are formed by levels of two classified
variables, whether the observed values and expected values show significant
diffences among each other was analyzed (Biiyiikoztiirk, 2003). The SPSS 11.0 prog-
ram was used.

When analysing data relating to Kolb’s LSI, joint scores indicate individuals’
learning preferences from abstract to concrete (AC-CE) and from active to reflective
(AE-RO). Therefore, Kolb’s learning styles are accomodator and diverger (learning is
concrete) and converger and assimilator (learning is abstract).

Each option for the questions in the VARK inventory represents a learning
preference such as visual (V), aural (A), read/write (R) and kinesthetic (K). During
analysis, at the first phase, the number of Vs, As, Rs, and Ks were calculated and
ordered from high score to low score. If the sum of the four preferences is between
10-16, the stepping distance is 1; if it is between 17-22, the stepping distance is 2; if it
is between 23-30, the stepping distance is 3; and if it is above 30, the stepping
distance is 4. The highest preference score is the person’s first learning preference.
We subtracted the second high score from the first; if the result was higher than the
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stepping distance, we can say that the person has a single learning preference. If not,
we subtracted the third highest score from the second. If this result was higher than
the stepping distance, the person has bi-modal learning preferences. If not, we
subtracted the fourth highest score from the third, and if this is higher than the
stepping distance, the person has tri-modal learning preferences. Otherwise, the
person is a multimodal learner. Finally, it was concluded whether each person can
learn predominantly visually, aurally, through reading/writing, or through double,
triple or multi-combinations of the various styles.

Findings and Results

This section presents the findings and results of the research problems related to
the distribution of Ege CEIT students’ learning styles as identified by Kolb’s LS and
the VARK model.

1. What is the distribution of students’ learning styles as identified in Kolb’s LS
model?

Table II
Distribution of Learning Styles as Identified in Kolb’s LSI
Kolb’s Learning Styles
Total
Accomodator Diverger Converger Assimilator
f % f % f % f % F %

16 6.2 11 42 166 63.8 67 25.8 260 100.0

Table 2 illustrates that 63.8% of the Ege CEIT students have the converger
learning style. Similarly, Numanoglu and Sen (2006) figured that 46.8% of Ankara
University’s CEIT students’ learning styles were converger. Zanich (1991) claims that
people with the converger learning style often have an interest in technical issues and
tend to succeed in the physical sciences. Therefore, it is expected that CEIT students
who have relatively high scores in OSS (the exam of student selection for
college/university in Turkey) mostly have converger learning styles.

2. Is there any relation between students’ learning styles as identified in Kolb’s LS
model and their grade levels?

Table III
Distribution of Students” Kolb Learning Styles Regarding GradeLlevels

Grade Kolb’s Learning Styles
Accomodator Diverger Converger Assimilator Total
f % f % f % f % f %
1 2 0.8 1 0.4 32 123 23 8.8 58 223
2 6 23 5 19 43 165 16 6.2 70 269
3 1 0.4 5 19 45 173 18 6.9 69 265
4 7 2.7 0 0.0 46 177 10 3.8 63 242

Total 16 6.2 11 42 166 638 67 258 260 100.0




8 Eurasian Journal of Educational Research

Statistically, when we analyse the differences in the distribution of students’
Kolb’s learning styles regarding their grade levels, the number of cells which have an
expected value of less than 5 are above 20% of all cells (that is, 50%) figured.
Therefore the results related to the significance test are not interpreted (Biiyiikoztiirk,
2003). However, it is clear that at all grade levels CEIT students have the converger
learning style, as shown in Table 3.

As a result of the chi-square (x2) test, it is revealed that active and reflective
learners are significantly different regarding their grade levels (x2 (3)= 9.92, p<.05).
Table 4 illustrates that 70% of Ege CEIT students are active learners.

Table IV
Distribution of Active and Reflective Learners Regarding Grade Levels
Reflective learners Active learners Total
Grade
f % f % f %
1 24 9.2 34 13.0 58 223
2 21 8.1 49 18.8 70 26.9
3 23 8.8 46 17.7 69 26.5
4 10 3.9 53 20.3 63 24.2
Total 78 30.0 182 70.0 260 100.0

X2=9.92 df=3 p=.019

3. Is there any relation between students’ learning styles as identified in Kolb’s LS
model and gender?

Table V
Distribution of Students” Kolb Learning Styles Regarding Gender

Kolb’s learning styles

Gender  Accomodator  Diverger Converger Assimilator Total

Female 5 4 57 28 94
Male 11 7 109 39 166
Total 16 11 166 67 260

X2=1327 df=3 p=.72

As a result of the chi-square (x2) test, it is revealed that Kolb’s learning styles are
significantly unrelated to gender (x2 (3)= 1.327, p>.05). This finding is consistent with
the findings of Numanoglu and Sen (2006).

4. What is the distribution of the students’ learning preferences as identified by
the VARK model?
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Table VI
Distribution of Students” Learning Preferences Regarding the VARK Model

VARK Learning Preferences

Vv A R K VA
f % f % f % f % f %
2 0.8 14 54 9 3.5 48 18.5 2 0.8
VK AR AK RK VAR
f % f % f % f % f %
4 1.5 9 3.5 10 3.8 7 2.7 6 2.3
RKV RAK AVK VARK Total
f % f % f % f % f %
3 1.2 30 11.5 10 3.8 106 40.8 260 100.0

The distribution of Ege CEIT students’ learning preferences regarding the VARK
model indicates that 40.8% of the students are multimodals. Multimodal learners can
work compatibly with the people they interact with at work such as doctors,
teachers, counselors, and nurses (Fleming & Bonwell, 2001). This explains why many
prospective computer teachers are multimodal learners.

5. Is there any relation between students’ learning styles as identified by the
VARK model and their grade levels?

Table VII
Distribution of VARK Learning Preferences Regarding Grade Levels

Grade Total
VARK groups 1 2 3 4 f 9,
\Y% 1 1 - - 2 0.8
A 4 3 5 2 14 54
R 3 - 4 2 9 3.5
K 11 12 10 15 48 18.5
VA 1 - - 1 2 0.8
VK 1 2 1 - 4 1.5
AR - 4 3 2 9 3.5
AK 2 1 4 3 10 3.8
RK 3 2 2 - 7 2.7
VAR 2 2 - 2 6 23
RKV - 2 - 1 3 1.2
RAK 7 9 9 5 30 11.5
AVK 3 4 2 1 10 3.8
VARK 20 28 29 29 106 40.8
Total 58 70 69 63 260 100.0
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As shown in Table 7, at all levels Ege CEIT students” VARK preferences intensify
at the multimodal learning (VARK) preference. Those multimodal learners without a
predominant learning style are able to utilize all of their senses for information proc-
essing (Fleming & Bonwell, 2001).

6. Is there any relation between students’ learning preferences as identified by the
VARK model and gender?

Table VIII
Relations Between VARK Learning Preferences and Gender
Gender
VARK Groups Fomale Male Total
Single preferences f 15 60 75
% 5.7 231 28.8
Bi-modals f 15 17 32
% 5.7 6.6 12.3
Tri-modals f 20 27 47
% 7.7 10.4 18.1
Multimodals f 44 62 106
% 16.9 23.8 40.8
Total f 94 166 260
% 36.2 63.9 100

X2=1222 df=3 p=.007

As Table 8 illustrates, the chi-square test showed that the number of learning
preferences identified by the VARK model (single, bi-modal, tri-modal, and
multimodal) showed significant differences regarding gender (x2 (3)= 12.22, p<.01).
Table 9 presents the distribution of each of V,A,R,K combination regarding gender in
detail.

Table IX
Distribution of VARK Preferences Regarding Gender
VARK Gender Total VARK Gender Total
groups Female Male groups Female Male
\% f 1 1 2 RK f 4 3 7
% 04 04 0.8 % 15 1.2 2.7
A f 5 9 14 VAR f 3 3 6
% 2.0 3.5 5.5 % 1.2 1.2 2.3
R f 3 6 9 RKV f 2 1 3
% 1.2 2.3 3.5 % 0.8 0.4 1.2
K f 6 42 48 RAK f 11 19 30
% 2.3 16.2 18.5 % 4.2 7.3 11.5
VA f 1 1 2 AVK f 4 6 10
% 04 04 0.8 % 15 2.3 3.8
VK f 1 3 4 VARK f 44 62 106
% 04 1.2 15 % 16.9 23.8 40.8
AR f 5 4 9 Total f 94 166 260
% 2.0 15 35 % 36.2 63.8 100
AK f 4 6 10

% 1.5 2.3 3.8
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Table 9 shows that male CEIT students’ kinesthetic (K) and multimodal (VARK)
learning preferences are the two highest numbers among the other learning
preferences.

7. What is the distribution of results from Kolb’s LSI and the VARK
questionnaire?

Table X
Distribution of Results from Kolb’s LSI and the VARK Questionnaire
Kolb’s learning styles Total
VARK Preferences Accomodator  Diverger Converger Assimilator
\Y4 - 1 1 - 2
A 1 1 8 4 14
R 1 - 5 3 9
K 2 2 32 12 48
VARK 7 5 70 24 106
VA - - 2 - 2
VK 1 - 3 - 4
AR 1 - 5 3 9
AK - - 8 2 10
RK - - 6 1 7
VAR 1 - 2 3 6
RKV - - 1 2 3
RAK - 1 20 9 30
AVK 2 1 3 4 10
Total 16 11 166 67 260

Table 10 illustrates the Ege CEIT students’ distribution of all learning styles and
preferences regarding Kolb’s LS and the VARK model. Regarding the two highest
numbers in this table, 70 of 106 multimodal learners (66.0%) and 32 of 48 kinesthetic
learners (66.7%) are convergers. These findings are interpreted in the Conclusion and
Recommendations section.

Conclusion and Recommendations

The VARK model aims to find out specifically which senses individuals utilize to
get information. It also aims to guide students about how they can learn best, and to
inform teachers so that they can help their students in the learning process (Fleming
and Bonwell, 2001). The VARK model can be a guide to students at any level to hlep
them study more effectively and efficiently; therefore, it is recommended to all
teachers and students. The VARK model’s learning preferences of visual, aural,
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read/write and kinesthetic may be included in Kolb’s LS model’s learning modes
(feeling, watching, thinking and doing). The VARK model mostly focuses on which
senses individuals use most to process information.

The findings revealed no significant correlation between CEIT students’ gender
and their learning styles. Regarding the Kolb’s Learning Style Model, 63.8% of the
preservice computer teachers are converger. This result is consistent with the
findings of Numanoglu and Sen (2006). As Zanich (1991) stated regarding Kolb's
model, people with the converger learning style often have a wide interest in
technical issues and tend to succeed in the physical sciences.

The VARK questionnaire results showed that 28.8% of the sample have single
learning preferences (0.8% Visual, 5.5% Aural, 3.5% Read/Write, and 19.3%
Kinesthetic). 12.3% of the them are bi-modal learners (0.8% VA, 3.4% AR, 1.6% VK,
3.9% AK, 2.7% RK), 18.1% of them are tri-modal learners and 40.8% of them are
multimodals. The results also showed significant relations between gender and the
groups of VARK. However, VARK preferences showed no significant relation to
grade level. Finally, in the distribution of the sample regarding Kolb’s and VARK
models, 66% of multimodals and 66.7% of kinesthetic learners are diverger.

Regarding the VARK model, 40.8% of Ege CEIT students are multimodals.
Among 28.8% of the sample having single learning preferences, 18.5% of them are
kinesthetic (K) learners. Fleming (2001b) stated regarding the VARK model that
multimodals do not have a single predominant learning preference while kinesthetic
learners prefer learning by doing, and they can easily transfer knowledge into
practice. Therefore, it is assumed that the converger style in Kolb’s model resembles
the kinesthetic preference in the VARK model. Hence, it is suggested tha teachers
include frequent practice sessions in addtition to introducing theoretical information
in the courses offered to CEIT students/prospective computer teachers. Lecturers are
encouraged to use animation, simulations, and real-life situations and to conduct
project-based studies.

A common characteristic of multimodals is that they can work compatibly with
the people they interact with at work such as doctors, teachers, counselors, and
nurses (Fleming and Bonwell, 2001). Therefore, the lecturers of mostly multimodal
learner groups are encouraged to use collaborative learning techniques for more
effective and efficient teaching and learning.
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Bilgisayar ve Ogretim Teknolojileri Egitimi Ogrencilerinin Ogrenme
Bicemleri ve Ogrenme Tercihleri
(Ozet)

Problem Durumu: Ogrenme, bireye 6zgii olan cok sayida etmene bagli olarak ger-
¢eklesmektedir. Bu etmenlerden biri olan 8grenme stili ya da bicemi, bireyin bilgiyi
alma ve isleme konusunda sahip olduklar: giiclii yanlar: ve bu konudaki tercihlerini
temsil eder. Ogrencilerin 6grenme bigemlerinin belirlenmesi ile elde edilen bilgiler,
diizenlenecek 6grenme-ogretme ortamlarinda nasil bir yontem gelistirilecegi konu-
sunda egitimcilere yardimer olabilir. Bu kapsamda arastirmanin problemini, Bilgisa-
yar ve Ogretim Teknolojileri Egitimi (BOTE) dgrencilerinin 6grenme bigemleri ve ter-
cihleri hakkinda bilgi sahibi olmanin BOTE gretim elemanlar1 agisindan 6nemi olus-
turmaktadir. Arastirmanin alt problemleri ise su sekilde belirlenmistir:

1. Ogrencilerin Kolb'tin modeline gére 6grenme bicemleri nasil bir dagilim gos-
termektedir?

2. Ogrencilerin Kolb’tin modeline gore 6grenme bicemleri, siif diizeylerine gore
degismekte midir?

3. Ogrencilerin Kolb'{in modeline gore 6grenme bigemleri, cinsiyetlerine gore de-
gismekte midir?

4. Ogrencilerin VARK modeline gore sgrenme tercihleri nasil bir dagilim goster-
mektedir?

5. Ogrencilerin VARK modeline gore 6grenme tercihleri, sinif diizeylerine gore
nasil bir dagilim gostermektedir?

6. Ogrencilerin VARK modeline gore 6grenme tercihleri, cinsiyetlerine gére de-
gismekte midir?

7. Kolb ve VARK 6l¢me araclarindan edinilen sonuglar nasil bir dagilim goster-
mektedir?

Aragtirmanin Amact: Aragtirmanin amaci, Ege Universitesi, Egitim Fakiiltesi, Bilgi-
sayar ve Ogretim Teknolojileri Egitimi (BOTE) &grencilerinin 6grenme bigemlerini,
Kolb'tin Ogrenme Stili Modeli ve VARK-“En iyi nasil grenebilirim?” grenme ter-
cihleri modeline gore belirlemektir. Kolb ve VARK 6grenme bigemleri modellerinin
ortak yani, 6grenme bicemlerini, bilgiyi isleme ve zaman icinde doniistiirme tercihle-
ri olarak ele almalaridir. Bu aragtirmada, her iki modele gére, BOTE ogrencilerinin
ogrenme bicemlerini belirleyerek, cinsiyet ve smif diizeyi bagimsiz degiskenlerine
gore dagilimi ortaya ¢ikarmak ve daha etkili 6grenme-6gretmenin saglanmasi icin
onerilerde bulunmak amaglanmaktadr.



Egitim Arastirmalar: | 15

Arastirmamn Yontemi: Arastirma 6rneklemini, Ege Universitesi, Egitim Fakiiltesi,
BOTE Bolimii'nde 2006-2007 6gretim yilinda dgrenim goérmekte olan 94 bayan ve
166 erkek 6gretmen aday1 olusturmaktadir (n=260). Arastirmada, 6grenci bilgi for-
mu, Kolb Ogrenme Stilleri Envanteri ve VARK Ogrenme Tercihleri Anketi olmak -
zere, Ui adet veri toplama araci kullanilmistir. Bu araclarin 6zellikleri ise asagida be-
lirtilmektedir.

1. Ogrenci bilgi formu: Ogrencilerin cinsiyetleri, simf diizeyleri, bilgisayar kulla-
nmim diizeyleriyle ilgili sorularin yer aldig kisisel bilgi formu kullanilmuistir.

2. Kolb Ogrenme Stilleri Envanteri: Asli, 1985 yilinda Kolb tarafindan gelistirilmis
olan bu envanterde; her birinden dorder tiimce olan 12 tane durum verilmektedir.
Envanterin Tiirkce’ye cevrilerek giivenirlik calismasi Agskar ve Akkoyunlu tarafindan
yapilmustir. Envanter, Hacettepe Universitesi, Egitim Fakiiltesi Ogretmenlik Sertifi-
kasi kurslarina katilan gesitli alanlardan mezun 62 bayan, 41 erkek toplam 103 yetis-
kine uygulanmistir. Ogrencilerin %37’si Fen Bilimlerinden (Matematik, Kimya, Biyo-
loji), %52’si Sosyal Bilimlerden (Edebiyat, Tarih, Cografya, Kiittiphanecilik, Sosyoloji,
Psikoloji), %12’si de miihendislikten (Fizik, Kimya, Orman, Jeoloji)’dir. 4 temel 6g-
renme bicemi puanlari ile birlestirilmis puanlarin giivenirligi, Cronbach-alpha ile he-
saplanmustir (n=103). Giivenirlik katsayilar1 somut yasant1 icin .58, yansitic1 gézlem
i¢in .70, soyut kavramsallastirma icin .71, aktif yasant: i¢in .65, soyut-somut icin .77,
aktif yansitict igin .76 bulunmustur. Orneklemde “yerlestiren” igerisinde yer alan bi-
reylerin ytizdesinin duisiik olmasi, somut yasant1 ve aktif yasant1 igin gtivenirlik kat-
sayilarin diistirmiis olabilecegi vurgulanmistir.

3. VARK Ogrenme Tercihleri AnketiVARK modeli, yalnizca bireylerin bilgi alis-
veriglerini nasil yaptiklarini, bilgiyi isleme tercihlerinin neler oldugunu ortaya ¢i-
karmay1 amaglamaktadir. Tlk olarak 1987 yilinda, Yeni Zelanda Lincoln Universite-
si'nden Neil Fleming tarafindan gelistirilmistir. VARK'1 olusturan 13 anket sorusun-
da 13 farkli senaryo yaratilarak, bireyin o durumda ne yapacag1 sorulmaktadir. Birey
birden fazla yolu tercih edebileceginden, birden fazla secenegi isaretleyebilir ya da
seceneklerden higbirini uygun bulmuyorsa soruyu bos birakabilmektedir.

Verilerin analizinde 6grenme bigemleri ve tercihleri i¢in frekans ve ytizde istatis-
tiklerinden yararlanilmustir. Ogrencilerin cinsiyetine ve smif diizeylerine gore 6g-
renme stilleri ve tercihleri arasinda bir iliski olup olmadig1 parametrik olmayan ki-
kare testiyle analiz edilmistir. Tki degisken arasinda iliskinin olmasi, bir degiskenin
diizeylerindeki cevaplarin diger degiskenin diizeylerinde farklilastigini gosterir. Tki
smiflamali degiskenin diizeylerine gore olusan gozeneklerde, gozlenen degerlerle,
beklenen degerlerin birbirlerinden anlamli farklilik gosterip gostermedigini sinar.
Verilerin ¢6ziimlenmesinde SPSS 11.0 programindan yararlanilmistir. Kolb'tin Og-
renme Stili envanterinin ¢6ztimlenmesinden elde edilen birlestirilmis puanlar bireyin
soyuttan somuta (SK-SY), aktiften yansitictya (AY-YG) tercihlerini gostermektedir.
Buna gore, 6grenme bicemleri; 6grenmenin somut oldugu yerlestiren ve degistiren
ile dgrenmenin soyut oldugu ayristiran ve 6zlimseyen olarak belirlenmistir. VARK
anketindeki her soruda farkl secenekler gorsel (V), isitsel (A), okuyup yazarak (R) ve
devinimsel (K) 6grenme tercihlerine karsilik gelir. Analiz i¢in, ilk asamada yanitlarda
V, A, R, K toplamlar1 elde edilir, biiytikten kiiglige siralanir. 4 tercihe ait sayilar top-
lanir. Bu say1 10-16 arasiysa uzaklik 1; 17-22 arastysa uzaklik 2; 23-30 arasiysa uzaklik
3; 30 tizeriyse uzaklik 4’tiir. Tercihlerden en yiiksek puan ilk 6grenme tercihidir. 2.
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yiiksek puan, en yiiksekten ¢ikarilir, bu say1 uzaklik degerinden biiyiikse bu birey
tek ogrenme tercihlidir, degilse 3. yiiksek puan 2.den ¢ikarilir, bu say1 uzaklik dege-
rinden biiyiikse bu birey cift 6grenme tercihlidir, degilse 4. puan 3. yiiksek puandan
¢ikarilir, bu say1 uzaklik degerinden biiyiikse bu birey {i¢ 6grenme tercihlidir. Eger
bu durum da saglanmiyorsa birey ¢ok modelli 6grenme tercihlidir denilmektedir.
Sonug olarak, bireyin yalnizca gorerek, duyarak, okuyup yazarak ya da yaparak 6g-
renen oldugu ya da bu 6gelerin ikili, ticlii ya da ¢ok modelli kombinasyonlariyla 6g-
renen oldugu sonucuna da varilabilmektedir. Kolb ve VARK 6grenme bigemleri be-
lirleme araclarindan edinilen verilerin ¢6ztimlenmesinde, gelistiricileri tarafindan be-
lirlenen hesaplama yontemleri izlendikten sonra frekans, ytizde ve ki-kare ¢o6ztimle-
melerinden yararlanilmistir.

Arastirmarmin Bulgular: ve Sonuclari: Kolb’tin ()grenme Stili Modeli'ne gore, BOTE
dgrencilerinin 6grenme bicemlerinin cinsiyete gore farklilasmadig1 saptanmistir. Og-
rencilerin, %63,8’inin “Ayristiran”, %25,8'inin ”Ozﬁmseyen”, %6,2’sinin “Yerlesti-
ren” ve %4,2'sinin “Degistiren” 6grenme bicemine sahip olduklar1 saptanmustir.
Teknik ilgi alanlar1 olan ayristiranlarin, sayisal bilimlerde uzmanlasabildikleri dtisii-
niilmektedir. Buna gore, BOTE bolimii dgrencilerinin neden &zellikle ayristiran ol-
duklar: agiklanabilmektedir.

VARK’a gore, tek baskin 6grenme tercihliler %28,8, ¢ift grenme tercihliler %12,3,
ti¢ 6grenme tercihliler %18,1 ve cok modelli 6grenme tercihliler ise %40,8’dir. VARK
tercihleri acisindan BOTE ogrencileri cok modelli 6grenme tercihinde yogunlasmak-
tadir. Ogrencilerin tek baskin 6grenme tercihlerinin olup olmama durumlari cinsiye-
te gore farklilasmakta, sif diizeyine gore farklilasmamaktadir. Son olarak, VARK
modeline gore ¢cok modelli 6grenme tercihlilerin %66’s1; devinimsel 6grenme tercihli-
lerin ise % 66,7’si Kolb’tin modeline gore ayristiran grenme bicemine sahiptir.

Aragtirmanin Onerileri: VARK modeline gore gorsel, isitsel, okur-yazar ve devi-
nimsel/yaparak seklinde belirlenen 6grenme tercihleri, Kolb’tin Modeli'nde belirti-
len 6grenme yollar1 (hissederek, izleyerek, diistinerek, yaparak) kapsaminda ele ali-
nabilir.

Anahtar Sozciikler: Bilgisayar, 6gretmen, 6grenme bicemleri, Kolb, VARK



|@ Eurasian Journal of Educational Research, 30, pp,17-32/ 2008

The Use of Student Journals in
Science and Technology Education®

Dilek ERDURAN AVCI™

Suggested Citation:

Avci Erduran, D. (2008). The use of student journals in science and technology educa-
tion. Eurasian Journal of Educational Research, 30, 17-32.

Abstract

Background/Problem Statement: Students have different learning and progressing speeds.
When this fact is taken into the consideration, questions arise about evaluating the effi-
ciency of all students according to the same standardized tests. In this context, student
journals —which enable teachers to chase and evaluate students’ learning and individ-
ual progress permanently —gain significance. There is no study in our country about
student journals in science and technology education.

Purpose of Study: This study will evaluate how students writing journals in science and
technology contributes to education and will construct a model for science instructors.

Methods: This research was applied to 30 7t grade students in the 2005-2006 spring
term. Research lasted six weeks consisting of “work and energy” subjects in science and
technology lessons. During the research period, students wrote in a journal once a
week, about subjects taught in those weeks. Finally, five random students from the
group were interviewed.

Findings/Results: This section has been divided into two sections: findings obtained from
the students’ journals and findings obtained from interviews. Student journal evalua-
tion revealed that, during the period of application, 23.3 percent of students wrote in
journals five-six times, 33.3 percent wrote three-four times, 26.7 percent wrote twice and
16,7 percent wrote once in six weeks. All students wrote in a journal at least one time. It
was observed that students used their journals to express their comments clearly about
scientific concepts and definitions in the course, tests and observations being made,
problems they had with group mates, feelings and opinions about lesson experiments,
likings and criticisms about the lesson teacher, examples of scientific concepts that have
been applied to daily life, and comments about their individual performances in a les-
son. Additionally, it was noticed that some students made drawings about subjects and
expressing concepts as formulas. Interviews made it clear that students liked writing
journals about the course, considered it useful for their own benefit and thought of writ-
ing journals for their other courses as well.

Recommendations: Science journals can be used as reliable and valid instruments in the
student assessment process. It is considered that science journals help students express
feelings and ideas, repeat the knowledge gained in the lessons and build up better stu-
dent-teacher communication.

Keywords: Student journals, science and technology education, assessment.

* A part of this study was presented in 7th National Science and Mathematics Education Congress, Gazi
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Science and technology journals are usually considered the records of the activi-
ties performed in the course, kept by the students. Also known as science and tech-
nology notebooks, these journals encourage students to write their daily natural
course experiences. Students can express the problems they try to solve, methods
they use, observations they make and conclusions they reach via these journals.
Journals have different types, such as thinking journals, affirmational dialogue jour-
nals, think-aloud journals and team journals (Ruiz-Primo, Li, Ayala & Shavelson,
2004). Journals also create an opportunity for students to express personal ideas and
observations after their own experiences. Journal pages can be considered a story in
which the observed events change by time (Shepardson, 1997, cited in Korkmaz,
2004).

“There has been a consensus that student journals are progressive measurement
instruments for the instructors. These journals allow instructors evaluate students’
conceptual and procedural understanding and get required feedback to improve per-
formance. Student journals also give information not only about learning of the stu-
dents but also about the quality of the education. Through the multi-assessment ap-
proach, they can also be considered as quick evaluation instruments. Journal records
are constructed by evaluation applications that match the purpose, content and in-
struction activities in the education process. Ruiz-Primo handles the science and
technology journals in two levels as an instrument of assessment: (1) Personal level:
A source for records of student performance throughout education process. (2) Class
level: A source for records of learning opportunities in the course” (Ruiz-Primo, Li,
Ayala & Shavelson, 1999, March).

In the literature, there are studies about student journals in medicine (Goldenhar
and Kues, 2006), nursing (Barton and Brown, 1992), geography (Cook, 2000) and sci-
ence education (Ruiz-Primo, Li, Ayala & Shavelson, 1999, March ; Ruiz-Primo, Li &
Shavelson, 2002; Shepardson & Britsch, 2001; Ruiz-Primo, Li, Ayala & Shavelson,
2004; Nesbit, Hargrove, Harrelson & Maxey, 2004; Hargrove & Nesbit, 2003).
Shepardson ve Britsch (2001) studied how pre-school and 4th grade students trans-
mitted their experiences in science and technology course to journals and the impact
of journal use in their course comprehension. It was observed in the study that stu-
dents defined their comprehension in three groups of words: imaginary, experiment-
based and research-based.

Ruiz-Primo et al. (1999) studied student journals as an assessment instrument in
finding out student performance. This research was performed on two science units
with the contribution of 163 5th grade students. Students wrote 18 journals about the
first unit and 14 about the other. Research results show that student journals can be
graded reliably and with validity and there exists a high positive correlation between
the student journal scores and the scores obtained from other evaluation instruments.
Ruiz-Primo, Li and Shavelson (2002) used student journals to examine the educa-
tional activities and the nature of the teacher feedback in the science course. This
study was performed with the contribution of 60 5t grade students over two semes-
ters. Results obtained from student journals indicated that teachers had a tendency to
ask definitions or experiment results rather than asking them for their comments.
Communication and comprehension scores of the students were pretty low. Teachers
provided very limited feedback, and researchers concluded that the benefits of the
student journals were not used efficiently in science courses in this study.
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Student journals, which can be used as an information resource for student per-
formance and instructor feedback (Ruiz-Primo, Li, Ayala & Shavelson, 2004), have
several uses:

e To provide proof of student learning and progress to the instructor.

e To grant an opportunity to return personal feedback to students and
plan personal education with the instructor.

e To grant an opportunity to both the instructor and students to create a
dialog about the principals of the course and student progress.

e To make the instructor and students build up better personal communi-
cation.

e To improve students” writing and illustrating abilities.

In addition, as stated by Hanrahan (1999), science and technology journals help
students build “science literature for everybody.” In this context, to improve our
knowledge of students’ science learning, we need to examine carefully their interac-
tion with each other, their approach to experiments, their notes, illustrations and in-
terpretations (Dorris, 1991, cited in Shepardson & Britsh, 2001). Student journals pro-
vide instructors a unique chance to see students from different sides.

Methods

This is qualitative research performed to evaluate the contribution of student
journals to the students and define an example application of student journals in les-
sons of science and technology courses. Research was performed in a primary school
located in Ankara, Turkey, during the spring term of the 2005-2006 educational year,
with the contribution of 30 7th grade students. The study lasted for six weeks while
the “work and energy” topic was taught. Instruction was performed by the re-
searcher, who is a specialist of physics instruction. The curriculum was inspected for
physics topics and the only physics topic for 7th grade students in the planned re-
search schedule was the “work and energy” topic. Therefore, this topic was selected.
The following sub-topics were performed during the process: (1) a spring is com-
pressed by work; (2) work is energy and energy is work; (3) the same work is per-
formed quicker by the stronger; and (4) simple machines make our life easier.

Students were asked if they had kept any journals in this manner before the study
and all responses were negative. However, some of the participants stated that they
had diaries in which they expressed their feelings time to time. Since the participants
had no experience in keeping journals, they were informed during a lesson about this
issue. In this period, they were informed about journal writing, the important points
that need to be considered, and the proper time to write. They also gained their first
experience by writing their first journals during class.

Students wrote a journal once a week about a course topic-related subject chosen
by the researcher. An example subject is as below:

Journal subject: What did you learn about work this lesson? Which issues interested
you most and which issues did you understand well? Which activities did you like
most? Were there any parts you could hardly understand or could not understand?
Please share your comments, feelings and ideas by writing in your journal.
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The rest of the journal subjects were prepared similarly about the topic used dur-
ing the week. The science and technology course was scheduled on Mondays and
Wednesdays. Students were given the journal topic at the end of the last lesson on
Wednesdays. Students had two days to complete the journals and they returned the
journals to the researcher each Friday.

The researcher evaluated the student journals according to the Science and Tech-
nology Journal Rubric given in Table 1. This key was constructed and adopted from
different resources (Arctic Alive Program, 2002; Charlesbridge School Division,
2005). Misunderstandings and defects about scientific concepts were marked on the
journals and corrected. Following the above steps, journals were given back to stu-
dents.

Table I
Science and Technology Journal Rubric
Grade Explanation
4 Text and illustrations show that the scientific concepts are understood clearly.

Gained knowledge is linked successfully to daily life. Scientific terms are used
clearly and properly. Experiments and observations are written in detail, cor-
rectly and with no deficiencies. Ideas and expressions are clear, comprehensible
and include no spelling mistakes.

3 Scientific concepts are mostly true in text and illustrations. Gained knowledge is
linked decently to daily life. Scientific terms are used mostly clear and properly.
Experiments and observations are written in enough detail, mostly correct, with
some deficiencies. Ideas and expressions are usually comprehensible and include
no spelling mistakes.

2 Scientific concepts are partially true in text and illustrations with some mistakes.
Gained knowledge is linked limitedly to daily life. Scientific terms are used
mostly clear and proper. Experiments and observations are mostly correct with
no detail and some deficiencies. Ideas and expressions are hardly comprehensi-
ble and include spelling mistakes.

1 Scientific concepts are poorly true in text and illustrations. Use of scientific terms
is not clear, proper or consistent. Experiments and observations are not written
correctly and in detail. Ideas and expressions are not comprehensible and in-
clude many spelling mistakes.

Explanations in the Science and Technology Journal Rubric are prepared accord-
ing to the students” usage level of vocabulary, recall level of scientific concepts and
the following levels of scientific method process. These criteria can be explained as
follows:

Use of vocabulary. Usage of scientific terms in the journal in a proper, decent, clear
and consistent way.

Recall of scientific terms. Students” level of expressing scientific concepts clearly.

Scientific method process. Defining the problem, making predictions, building up
hypotheses, designing the research and applying it, discussing the conclusion and
reaching a conclusion.
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The researcher shared her assessments, corrections and comments about the pre-
vious week’s student journals during the first lesson of the week. In this phase, the
researcher returned the journals on which she wrote her notes to the students. This
way, students had the chance to see their own mistakes and deficiencies in vocabu-
lary use, recall of scientific terms and scientific method processes. In addition, volun-
teer students were permitted to read their journals in the class and share them with
their classmates. The researcher wrote a journal from time to time and shared hers
with the class to motivate students keep their journals regularly.

At the end of the study, the researcher interviewed five random students from
the class. A group interview method was utilized. In a group interview, the inter-
viewer converses and discusses with a group of people at the same time. Activity is
performed by asking the group questions about a common subject and seeking an-
swers by interaction (Karasar, 2004). The interview is performed in a semi-formal
form. In semi-formal interviews, the interviewer has a set of prepared questions, but
this type also allows the interviewer to ask some unplanned questions or to skip
some planned questions when a special condition occurs during the interview (Ebe-
nezer & Haggerty, 1999, cited in Kaya, 2005). A group interview was performed by
asking five questions. In order to help the researcher perform interviewing and lis-
tening activities better, the meeting was recorded to video.

Reliability and Validity

Twenty random student journals were evaluated by three researchers, all of
whom are science journal experts, according to the Science and Technology Journal
Rubric given in Table 1. In order to determine the consistency of the raters, a gener-
alization analysis is performed. The generalization coefficient is calculated using the
following formula:

2 2
Op represents a person’s variance, e stands for error variance. The generalization
variance, which is also the reliability coefficient, is the ratio of the observed point
variance to the expected point variance (Atilgan, 2006). After the analysis, the generali-
zation coefficient is computed as 0.95. Variance analysis results are given in Table 2.

Table II
Variance Analysis Results

Source of

variation Sum of squares df Mean of squares F

Persons 63.4 19 3.33 45.53
Raters 0.433 2 0.217 2.84
Error 2.906 38 0.0765

Total 66.74
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The Pearson product moment multiplication correlation coefficient between rat-
ers is computed by using SPSS. The correlation coefficient between the first and sec-
ond raters is 0.844; the correlation coefficient between the first and third raters is
0.880 and the correlation coefficient between the second and third raters is 0.656
(p<0.01). These coefficients prove that there is a statistically significant, high and
positive relation between raters. Analysis results of the evaluators” scores prove that
the evaluation criteria defined in the Science and Technology Journal Rubric are
valid and reliable.

Findings

Findings from Student Journals

During the research period of six weeks, students were asked to write journals
once a week. The researcher collected the journals regularly and evaluated the jour-
nals weekly. Student journals were evaluated according to the criteria in the Science
and Technology Journal Rubric. The students” weekly grades are displayed in Table
3.

Table 3 reveals that a great majority of the students did not write daily. Nearly 17
percent of the students wrote journals once, 26.6 percent wrote twice, 6.6 percent
wrote three times, 26.6 percent wrote four times, 10 percent wrote five times and 13.3
percent wrote six times. Arithmetic averages of the weekly scores are: 2.5 for first
week, 3.07 for second, 3.2 for third, 3.14 for fourth, 3.66 for fifth and 3.81 for the sixth.
After inspection of the average student journal grades, one can state that weekly
grades of the journals rise toward the end of the study.

Students clearly reflected in the journals on course-related scientific concepts and
definitions, their experiments and observations, problems they had with their group
mates, their feelings and comments about the course, their likings and criticisms
about the instructor, the examples of the scientific concepts they encounter in daily
life and their comments on their personal performance. In addition, the students
sometimes made illustrations about the subject of the lesson and defined concepts in
formulary form. The researcher had the opportunity to know student more and to
evaluate them using the text and illustrations from the student journals. They also al-
lowed the researcher to communicate with the students and tell them about their
mistakes and misunderstandings of the scientific terms. Another interesting observa-
tion is that some students gave their journals nicknames and preferred starting a dia-
log with that nickname in the beginning, as if they considered the journal an imagi-
nary personality to whom they could express themselves. Figure 1 and Figure 2 rep-
resent examples from student journals.
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Table III
Weekly Grades of the Student Journals

Student No. Week 1 Week 2 Week 3 Week 4 Week 5 Week 6

Student 1
Student 2
Student 3
Student 4
Student 5
Student 6
Student 7
Student 8
Student 9
Student 10
Student 11
Student 12
Student 13
Student 14
Student 15
Student 16
Student 17
Student 18 3

Student 19 4 4

Student 20

Student 21

Student 22

Student 23 4

Student 24

Student 25

Student 26

Student 27

Student 28 2

Student 29

Student 30 2

4 4
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Figure 1. A sample student journal
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Figure 2. Another sample of student journal

Findings from Interviews

At the end of the research period, five random students were selected from the
contributors and a group interview was performed with these students. Interview
questions and student answers are summarized below:

Question 1: Could you keep your journal regularly?

Two of the students replied this question as they regularly kept their journals
where the rest did not. An interesting part of the students” answers is as follows:

Student 1: I could not keep my journals regularly...
Researcher: What do you think is the reason for that?

Student 1: I decided to write down my journal regularly at the beginning but then
I got bored...

Student 2: Frankly speaking, I do not think that I kept my journal regularly during
past six weeks

Researcher: Why could not you keep it regularly?

Student 2: To my thinking, it is because I never kept any journals before. And in
addition there is another affect. My parents ask what sort of teacher wants students
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keep journals and tell me to give it up. They think we do it to spend time. There-
fore I cannot keep journal.

Student 5: I kept my journal regularly...

Question 2: What benefits did you get by keeping science and technology jour-
nals?

Most of the students stated that keeping journals helped them to repeat their les-
sons, to express and share their feelings and ideas and improved the level of reten-
tion of their gained knowledge. One of the students declared that since he had al-
ways repeated his lessons daily, journal keeping had not proven useful for him. An
interesting part of the students” answers is as follows:

Student 1: ...I repeated my lessons while writing a journal. After then, I realized

that the things I wrote were also in my mind. Therefore I think the journal had no
benefit for me at all.

Student 2: ...I think if I had kept a journal for this course, I would have remem-
bered these subjects until the end of my life.

Student 3: First of all, it helped me a lot to repeat my lessons. Second, I can express
my feelings to both my friends and my teacher clearly in the journal...

Student 4: Keeping a journal helps me in repeating my lessons because we learn by
writing with it. Retention of knowledge with writing is far much better than learn-
ing by reading...

Student 5: ...Studying by writing is very helpful. I wrote both the formulae I
learned in the lesson and my feelings and ideas.
Question 3: Do you think keeping science journals has any useless sides?

This question is replied positively by one student where the rest did not find any-
thing non-useful about journals. The only interesting user reply is as follows:
Student 1: Repeating the lesson and keeping a journal are exactly the same. We do
not need to write a journal to repeat them.

Question 4: What is your opinion about sharing your writings in your journal
with your friends and your teacher?

Students think that teacher understood them better and they could share their
feelings and ideas easily and clearly by using journals. An interesting part of the stu-
dents’” answers is as follows:

Student 1: ...Our journals let our teacher and friends recognize us closer and bet-
ter...

Student 2: ...I like my teacher’s reading our journals and telling us her comments.

Student 3: We write our feelings and ideas to the journal and that makes our
teacher understand us better. We can also tell our feelings and opinions about our
friends as well.

Student 4: ...I can express my ideas by writing. It is nice to share them.

Student 5: I share what I feel with the journal. My teacher reads it and tells me
about her ideas on my writings...

Question 5: Do you wish to keep writing your science journal?
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Four of the students replied this question positively where remaining one gave a
negative answer. An interesting part of the students” answers is as follows:

Student 1: ...I think repeating what I learned is more useful than keeping a journal.
Student 3: ..I would like to. I wish our own teacher continued it.

Student 4: ...I wish we performed the same activity in other courses too...

Discussion

Integrity and correctness of the scientific concepts and gained practices of
the students bear great importance. Teachers are always interested in what their stu-
dents learn. They keep composing information about their students while continuing
regular education activities. A teacher usually asks himself the question, “What did I
teach today, what were my goals and which of them did I manage to achieve?” at the
end of a day. They try to find out the answer to this question using different tests.
These tests are usually paper-pen tests about the context of the functioned subject,
but these tests, although proof of what students learned in the course, do not reflect
all the dimensions the learning process (Korkmaz, 2004). When the fact that the stu-
dents have different improvement and learning speeds is taken into consideration,
questions arise about evaluating the efficiency of all students according to the same
standardized tests. In this context, student journals--which have a dominant role in
tracing and evaluating students’ individual development and learning progresses —
gain great importance.

The results of this study resemble the results of some other studies in the lit-
erature. For example, Ruiz-Primo et.al (1999) reached a conclusion that science jour-
nals can be used as reliable and valid assessment instruments. However, another
study (Ruiz-Primo, Li and Shavelson, 2002), found that science journals were not util-
ized efficiently due to a lack of decent teacher feedback. Research performed at Pur-
due University (Utah State Office of Education, 2003) focused on the use of student
journals as instruments of instruction, learning and assessment instruments. Re-
search findings point out that student journals are very valuable instruments in in-
structional communication and literature techniques in the science course. Student
journals also provided documentation to teachers for explorative learning and effec-
tive instruction of scientific concepts. Barton and Brown (1992) used student journals
with nursing students to examine students’ cultural learning and the changes in their
sensitivity during the lesson. The findings of Goldenhar and Kues (2006) stress the
value of the use of reflective journals in medical education process assessment.

Conclusion and Recommendations

In this study, student journals for a science and technology course and interviews
of 7th grade students are evaluated. After the study, it was observed that 23.4 percent
of the students kept their journals five-six times, 33.3 percent of them did three-four
times, 26.6 percent of them did twice and 16.6 percent of them did just once during
the six-week study. All students wrote journals at least once during the study. After
inspecting the journals according to weeks, it is shown that the scores of the journals
written in later weeks of the study were higher than prior weeks. The results of the
interview performed during the final phase of the study indicates that most of the
students liked keeping journals and the journals helped students make their ideas
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more clear to the teacher, share their ideas and feelings, repeat the subjects and raise
the level of knowledge retention.

Ajello (2000), states that keeping science journals has no strict rules but proposes
advice for the beginning;:

e Make your students write date and time in the journal. This helps you
trace individual progress.

e  Ask students questions to make them write their hypotheses and predic-
tions of the experiments and discuss probabilities of future experiments.

e  Make students keep and save their journals.

The addition of the science journals to the education process has many positive
affects, but such an evaluation process loads extra responsibilities on the teacher. Be-
cause reading student journals and providing regular feedback are time consuming
activities that require a teacher’s time both in-class and out of class. In addition, in
order to make students learn a regular writing habit, the teacher needs to spend extra
motivation and support effort. In this study, most of the students had no intention or
habit of journal writing, but as the education process advances and the researcher
regularly supported feedback, students turned out to be more willing to write jour-
nals.

The course teacher may write journals from time to time and may share his writ-
ings in the lesson. This way, students may be encouraged. Student journals may be
utilized not only in science and technology courses, but also in other courses. The re-
searcher thinks that future studies about the use of student journals in other courses
and the measurement of students’ success, behavior and knowledge retention might
contribute to the education literature.



Egitim Arastirmalar: | 29

References
Ajello, T. (2000). Science journals: Writing, drawing and learning. Teaching Pre K-8, February.

Arctic Alive Program (2002). Science journal rubric. Retrieved December 15, 2005, from
http:/ /www.arcus.org/ ArcticAlive/ downloads/Rubric %20-Sci %20Journal. pdf

Atilgan, H. (2006). Egitimde ¢lgme ve degerlendirme. Ankara: A yaymcilik.

Barton, J. A. & Brown, N. J. (1992). Evaluation study of a transcultural discovery learning
model. Publish Health Nursing, 9 (4), 234-241.

Charlesbridge School Division. (2005). Exploring the Moon and Stars. ARIES Science Journal
Rubric. Retrieved December 15, 2005, from http:/ /www.charlesbridge.com/school/
pdf/TMAssessUndersta.pdf

Cook, L. (2000). Nothing can ever be the case of "us" and "them" again'": Exploring the politics
of difference through border pedagogy and student journal writing. Journal of Geography
in Higher Education, 24 (1), 13-17.

Doris, E. (1991). Doing what scientist do: Children learn to investigate their world. Portsmouth,
NH: Heinemann.

Ebenezer, J. V. & Haggerty, M. S. (1999). Becoming a secondary school science teacher. New Jer-
sey: Merill Press.

Goldenhar, L. M. & Kues, J. R. (2006). Effectiveness of a geriatric medical student scholars
program: A qualitative assessment. Journal of the American Geriatrics Society, 54 (3), 527-
534.

Hanrahan, M. (1999). Rethinking science literacy: Enhancing communication and participa-
tion in school science through affirmational dialogue journal writing. Journal of Research
in Science Teaching, 36 (6), 699-717.

Hargrove, T. & Nesbit, C. (2003). Science notebooks: Tools for increasing achievement across the
curriculum. Retrieved December 15, 2007, from http://www.ericdigests.org/2004-
4/notebooks.htm

Karasar, N. (2004). Bilimsel arastirma yontemi. Ankara: Nobel Yaymn Dagitim.

Kaya, O. N. (2005). Tartisma teorisine dayali 6gretim yaklagimmnn 6grencilerin maddenin tanecikli
yapist konusundaki basarilarina ve bilimin dogast hakkindaki kavramalarina etkisi. Unpublished
manuscript, Ankara: Gazi University.

Korkmaz, H. (2004). Fen ve teknoloji egitiminde alternatif degerlendirme yaklagimlari. Ankara:
Yerytiizii Yaymevi.
Nesbit, C. R., Hargrove, T. Y., Harrelson, L. & Maxey, B. (2004). Implementing science note-

books in the primary grades. Science Activities: Classroom Projects and Curriculum Ideas, 40
(4), 21-29.

Ruiz-Primo, M.A,, Li, M., Ayala, C. & Shavelson, R. ]. (1999, March). Student science journals
and the evidence they provide: Classroom learning and opportunity to learn. Paper Presented at
the NARST Annual Meeting, Boston, MA.



30 Eurasian Journal of Educational Research

Ruiz-Primo, M.A,, Li, M., Ayala, C. & Shavelson, R. J. (2004). Evaluating students’ science
notebooks as an assessment tool. International Journal of Science Education, 26 (12), 1477-
1506.

Ruiz-Primo, M.A., Li, M. & Shavelson, R. J. (2002, April). Looking into students” science note-
books: What do teachers do with them? (CSE Tech. Rep. No. 562). Los Angeles: University of
California, National Center for Research on Evaluation, Standards, and Student Testing.

Shepardson, D. P. (1997). Of butterflies and beetles: First grader’ ways of seeing and talking
about insect life cycles. Journal of Research in Science Teaching, 34 (9), 873-889.

Shepardson, D. P. & Britsch, S.J. (2001). The role of children’s journals in elementary school
science activities. Journal of Research in Science Teaching, 38 (1), 43-69.

Utah State Office of Education (2003). Fourth grade elementary. CORE Academy Handbook.
Utah.

Fen ve Teknoloji Egitiminde Ogrenci Giinliiklerinin Kullanilmas1

(Ozet)

Problem Durumu: Ogrencilerin gelisim ve ogrenme hizlarimin farkli oldugu
gercegi dikkate alindiginda, tiim 6grencileri ayn: standardize edilmis testlerle deger-
lendirmenin yeterliligi konusunda soru isaretleri olusmaktadir. Bu baglamda, 6gret-
menlerin 6grencilerin gelisim ve 6grenmelerini bireysel olarak stirekli sekilde takip
edebilme ve degerlendirebilmelerine olanak saglayan ogrenci giinliikleri biiytik 6-
nem kazanmaktadir.

Fen giinliikleri, genel olarak 6grencilerin fen siniflarinda neler yaptiklarini yaz-
diklar: kayitlar olarak goriiliirler. Fen defterleri olarak da adlandirilan fen giinliikleri,
ogrencileri giinlikk fen siif deneyimlerinin dogal bir parcasi olarak yazmalar: icin
cesaretlendirir. Ogrenciler; ¢ozmeye calistiklar1 problemleri, kullandiklari yoner-
geleri, yaptiklar1 gozlemleri, ulastiklart sonuglar: ve izlenimlerini bu sayede ifade
edebilirler. Fen gitinliikleri 6gretmenler icin gelisimsel bir degerlendirme aracidir.
Fen gitinltikleri, 6grencilerin kavramsal ve prosediirel anlamalarinin degerlendirme-
sine ve performanslarint gelistirmek icin ihtiya¢ duyduklar: geri doniitlerin saglan-
masina olanak tanir. Bir degerlendirme araci olarak kullanilmasinin yaninda, smif
disinda, sadece 6grencilerin 6grenmeleriyle ilgili degil, ayn1 zamanda &grencilerin
aldiklar1 egitimin niteligiyle ilgili goriisleri konusunda da bilgi verir. Coklu deger-
lendirme yaklasimi kapsaminda, fen giinliikleri cabuk degerlendirme araglar1 olarak
goriilebilir. Cocuklarin fen o6grenmeleriyle ilgili bilgilerimizi genisletmek igin,
onlarin emsalleriyle etkilesimlerini, fen deneyimlerine yaklasma yollarini ve olustur-
duklar1 ¢izim, yazim ve anlamlandirmalarini gesitli acilariyla incelememiz gerekir.
Bu noktada, 6grenci giinliikleri ile egitimciler, 6grencilerini farkl: agilardan tanima
firsat1 yakalayabilirler.

Aragtirmanmin Amact: Bu ¢alisma, fen ve teknoloji egitiminde 6grencilerin fen giin-
litkkleri yazmalarinin, 6grencilere sagladig: katkilarin degerlendirilmesi ve egitimciler
icin fen derslerinde giinliiklerin kullanilmasina 6rnek tegkil etmesi amaci ile yapil-
mastir.
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Arastirmamn Yontemi: Bu arastirma, 2005- 2006 6gretim yili ikinci doneminde 30
ilkogretim 7. siuf 6grencisi ile yapilmistir. Calisma, fen ve teknoloji dersinde “Is ve
Enerji” konusunun iglenme siirecini kapsayan 6 hafta devam etmistir. Ogrenciler
giinlitk yazma konusunda deneyimleri olmadig i¢in, arastirmact tarafindan bir ders
saatini iceren bir stirede bilgilendirilmislerdir. Bu asamada 6grencilere nasil giinliik
yazacaklari, nelere dikkat edecekleri ve ne zaman yazacaklar: konusunda bilgi ver-
ilmis ve dgrenciler derste 6rnek bir giinliik yazarak ilk deneyimlerini kazanmislardir.
Arastirma siirecinde, dgrenciler haftada bir kere arastirmacinin derste islenen konu
kapsaminda verdigi bir konuyla ilgili glinltik yazmuslardir. Giinltikleri degerlendir-
mek amaci ile dort dereceden olusan biitiinsel bir dereceli puanlama anahtar: olustu-
rulmustur. Dereceli puanlama anahtarindaki agiklamalar ogrencilerin, kelime
haznelerini kullanma, bilimsel kavramlar: hatirlama ve bilimsel yontem stirecini
takip etme kriterlerine dikkat edilerek, cesitli kaynaklardan yararlanilarak hazirlan-
mustir. Dereceli puanlama anahtari ile rasgele secilen 20 6grencinin fen giinliigii alan
uzman ¢ arastirmaci tarafindan degerlendirilmistir. Puanlayicilar aras: giivenilirligi
belirlemek i¢in genellenebilirlik analizi yapilmstir. Yapilan analiz sonucunda genel-
lenebilirlik katsayis1 0,95 bulunmustur. Arastirmanin sonunda goniillii 6grencilerden
rasgele secilen 5’ ile grup gortismesi yapilmustir. Bu baglamda arastirma nitel bir bo-
yut kazanmustir.

Arastirmamn Bulgulari: Arastirmanin bulgulary; 6grencilerin giinliiklerinden elde
edilen bulgular ve goriismeden elde edilen bulgular olarak iki kisimda incelenmistir.
Ogrenci giinliiklerinin degerlendirilmesi sonucy, 6 haftalik uygulama siirecinde 63-
rencilerin %23.3"tintin 5-6 kez giinliik yazdigi, %33.3'tintin 3-4 kez giinlik yazdig;,
%26.7’sinin 2 kez gtinlik yazdigt ve %16.7’sinin yalnizca 1 kez giinliik yazdig1 go-
rilmektedir. Tim 6grenciler uygulama stirecinde en az bir kez giinliik yazmistir.
Ogrencilerin giinliiklerinde; dersle ilgili bilimsel kavram ve tanimlari, yapilan deney
ve gozlemleri, grup arkadaslariyla yasadiklar1 sorunlari, ders deneyimleriyle ilgili
duygu ve diistinceleri, ders 6gretmeni hakkindaki begeni ve elestirileri, bilimsel
kavramlarin giinliik yasantilarina yansiyan ornekleri, derse yonelik bireysel perfor-
manslariyla ilgili yorumlarini acik olarak ifade ettikleri gozlenmistir. Ayrica gren-
cilerin giinliiklerinde zaman zaman dersin konusuyla ilgili ¢izimler yaptiklar: ve
kavramlar: formiilsel olarak ifade ettikleri gortilmiistiir. Yapilan gortismelerden,
ogrencilerin cogunun dersle ilgili giinliik yazmaktan hoslandiklari, kendilerine fayda
sagladiklarmi diistindiikleri ve daha sonraki derslerde de giinliik tutmaya devam
etmek istedikleri goriilmustir.

Aragtirmarmin Sonuclari: Bu calismada, ilkdgretim 7. simf 6grencilerinin fen ve
teknoloji dersinde tuttuklar: giinliikler ve konu ile ilgili yapilan goériismeler deger-
lendirilmistir. Ogrenci giinliikleri dereceli puanlama anahtari ile degerlendirilmistir.
6 haftalik uygulama stirecinde 6grencilerin ¢ogunun diizenli giinliik tutmadig: belir-
lenmistir. 1. hafta gtinliik yazan 6grencilerin puanlarinin aritmetik ortalamasi 2,5, 2.
hafta 3,07, 3. hafta 3,2, 4. hafta 3,14, 5. hafta 3,66 ve 6. hafta 3,81 olarak hesaplan-
mustir. Giinliiklerin haftalara gore degerlendirme puanlarina bakildiginda, genel
olarak uygulama siirecinin son haftalarinda yazilan giinliiklerin ilk haftalara oranla
puanlarinin daha ytiksek oldugu gortilmektedir. Arastirmanin sonunda 6grencilerle
yapilan goriisme sonuglar;;, 6grencilerin ¢ogunlugunun giinlitk yazmaktan ho-
slandigini, gtinliikler sayesinde 6gretmenlerinin kendilerini daha iyi anladigmi,
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duygu ve diistinciilerini rahatca paylasabildiklerini, derslerini tekrar etmelerinde ve
ogrendiklerinin kalici olmasinda onlara katki sagladigini isaret etmektedir.

Oneriler: Fen giinliikleri 6grencileri degerlendirme siirecinde gegerli ve giivenilir
araclar olarak kullamilabilir. Fen giinliiklerinin, 6grencilerin duygu ve diistincelerini
rahatca paylasabilmelerine, derste edindikleri bilgileri tekrar etmelerine ve ogret-
men-6grenci iletisiminin gelismesine katki saglayacagi diistiniilmektedir. Fen ve
teknoloji derslerinde dgrenci giinliiklerin kullanilmasi ile ilgili su 6nerilerde bulunu-
labilir:

- Ginluklere tarih yazilmasi konusunda dgrencilere hatirlatmalar yapilabilir.
- Ogrencilerin giinliiklerini muhafaza etmeleri saglanabilir.
- Ogrenciler diizenli olarak giinliik tutmalar1 konusunda tesvik edilebilir.

Ayrica 6gretmenin de zaman zaman giinliik tutmasi ve yazdiklarim 6grencileri-
yle paylasmasi 6grencileri giinliik tutmalar1 konusunda tesvik etmede yardimei ola-
bilir.

Anahtar Sézciikler: Ogrenci giinliikleri, fen ve teknoloji egitimi, degerlendirme.
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Abstract

Problem Statement: People and their environment are in a complex interaction. This in-
teraction changes gradually according to the steady changes of people and environ-
ments. This change affects both the person’s stressful life and the ways to cope with
stress, especially in adolescence, a stage with the most rapid change while growing up.
One of the important factors causing stress is a person’s difficulty adapting to rapid
change. When literature is considered, different scales were developed for coping with
stress in adolescence. Thus, new instruments on the basis of different approaches have
to be developed in guidance services. The Strategies for Coping with Stress Scales
(SCSS), developed in this research, are based on the flow theory. As a result, it was dis-
covered that presenting effective ways of helping is very important.

Purpose of the Study: To develop the instrument which is based on the flow theory, to ex-
amine adolescents’ levels of coping with stress.

Methods: Descriptive method was used in the study. The validity and reliability studies of
SCSS were examined on 331 participants, including 172 girls and 159 boys, studying in
high schools (ninth grade students) at central Ankara. The participants” ages ranged from
14-17 (M=15.53). The data were analyzed by SPSS. The structural validity of SCSS was ex-
amined by principle-components factor analysis. The criterion-related validity of the SCSS
was examined by the Beck Depression Inventory (BDI). The reliability coefficients of the
SCSS were examined by the Cronbach Alpha and test-retest (rxx) techniques.

Findings and Results: As a result of the data analysis, it was seen that the SCSS has three
factors: Struggle (S), Personal Control (PC) and Active Contact with the Environment
(ACE). The SCSS consists of 48 items. The criterion-related validity coefficients of the
SCSS were r= -.16 (S); r=-.23 (PC); r=-.57 (ACE) and r=-.40 (total score). The Cronbach
Alpha coefficients were a=.85 (S), a=.83 (PC), a=.81 (ACE) and a=.88 (total score). Test-
retest correlations (a week later) of the SCSS were r=.84 (S); r=.91 (PC); r=.84 (ACE) and
r=.91 (total score). In conclusion, the results of this study provided evidence that the
scores on the SCSS demonstrated evidence for reliability and validity.

Conclusions and Recommendations: School counselors can determine the help needed for
coping with stress for the ninth grade students with SCSS and can prepare school psy-
chological counseling and guidance programs according to the student’s needs. Re-
searchers can also use SCSS to verify data on similar groups for their aims.

Keywords: Flow theory, coping with stress, adolescence, ninth grade students
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The stress conditions relevant to adolescence can be examined in three groups,
namely “daily hassles”, “developmental stress” and “major life events”. When the
relevant literature is examined (Yildirim, 2004), it was discovered that the significant
majority of the problems observed in adolescents were those related with “family,”
“friend,” “educational life,” and “wide environment.” On the other hand, within this
scope, the following factors took place: parents’ indifference, parents’ expectations,
social and economic situation of the family, superficial friendship relations,
unwanted behaviors of friends, boredom from educational life, complaints regarding
education life, anxiety regarding success and future, time pressure, going to and
returning from school and traffic and environmental noise.

According to research studies, the psychological symptoms of daily hassles are
much more effective than “negative incidents of life” (Chamberlain & Ziko, 1990;
Holahan & Holahan, 1987; Kanner, Coyne, Schaefer & Lazarus, 1981 in Yildirim,
2004). These problems also play a critical role in the spread of stress and the
development of certain symptoms by the individuals (Ledoux, 1989 in Yildirim,
2004). School violence and violent actions are also among the major daily hassles.
Csikszentmihalyi (1993) said one of the important reasons for actions such as
stealing, disaster and violence is related to the rapid getaway of the schools to places
of enjoyment, the reduction of the internal motivation toward education and the fact
that the criminal behaviors are more enjoyable for the students than the activities
presented by the schools.

Stress regarding development, on the other hand, originates from the rapid trans-
formation process during adolescence. The fact that some of the adolescents do not
develop a positive “body perception” of their rapidly transforming bodies and do
not accept the new characteristics of their bodies is an important source of sorrow for
them. The negative body perception remove the adolescents” attention and psycho-
logical energy away from academic activities and gives way to their moving away
from the social mediums returning inward. During this period, the sexual energy
and curiosity and interest toward the opposite sex increases. When the requirements
in these subjects cannot be covered in a correct manner, this also leads to stress.

Another characteristic typical of this period is the fact that the adolescent be-
comes independent of the family and orientates toward his/her same age group. An
adolescent’s inability to gain a balanced independence from the family, inability to
have a place among the same age group with positive characteristics and loneliness
are important sources of stress for adolescents. In addition, the rapid development of
the body not only motivates the adolescent’s search of an identity, but also motivates
him/her to have expectations about the future. Expectation for the future is an im-
portant source of stress for adolescents. For instance; a convenient academic program
during secondary education, school, a decision on profession and the university en-
trance exam that plays an important role in this decision are all important sources of
stress. Another source of developmental stress during adolescence is “self-centered”
thinking. Any adolescent behaving with this type of thinking is conflicted with
his/her environment and is entering into various risks.

Apart from all these, the level of academic class designates the pressure imposed
by stress. Griffth, Dubow and Ippolito (2000), in their study carried out with adoles-
cents in seventh, ninth and twelfth classes, discovered that in relation with coping
with stress and in comparison with the other two classes, the ninth class students ap-
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plied more strategies to refraining from stress. This outcome is a result of the addi-
tion of stress created by the transition of the level of school. The students forming the
first step in the transition from the primary education to secondary education —ninth
class students—are in the position to cover higher academic expectations which in
turn increases the pressure imposed by stress (Geisthardt, 1996).

The researchers posited that the major stresses of the adolescence period are: In-
ter-personal relations (Tyszkowa, 1990; Kohn & Milrose, 1993; Oral, 1994), academic
duties (Tyszkowa, 1990) and orientation to the future with increasing age (Stark,
Spirito, Williams & Guevrement, 1989; Kohn & Milrose, 1993; Oral, 1994).

Not only is it impossible to completely eliminate stress, it is also a situation that is
not wanted. In this issue, the important thing is to be able to “effectively” cope with
stress. While the strategies to cope effectively with stress are developing and
adaptation, the ineffective strategies adapted for coping with stress hinder
development and harm psychological and physical health. Within the scope of the
research, examining the relations between coping with stress in adolescents and
psychological health, inferential relationships were observed between the strategy of
refraining from the factors leading to stress (such as the attitudes of withdrawal,
pretending as though unaware and fatalism) and high levels of depression and
anxiety (Hess & Copeland, 2001). Refraining strategies are explained within the
scope of relevant literature as ineffective ways of coping with stress. It is observed
that the children and adolescents with psychiatric problems (Reinhard & Ott, 1994),
depressive symptoms, low level of self-respect and social support (Chan, 1995) and
those with weak social adaptation (Tolor & Fehon, 1987) adopt refraining strategies.
The strategy of refraining from stress limits the adolescents’ interpersonal
relationships and reduces their opportunities for developing themselves (Compas,
1987; Rice, Herman & Petersen, 1993). According to studies (Dryfoos, 1990; Kaplan,
Damphousse & Kaplan 1994; Rumberger, 1987 in Hess & Copeland, 2001), the ability
of students leaving high school without graduating to cope with stress is much lower
than that of high school graduates; they have lower levels of psychological health
and encounter economic, social and psychological problems throughout adolescence
because of a lack of education.

In their research, Fad and Ryser (1993) found that students with academic success
were far better than those with academic failure in their same age relations, strategies
for coping with stress and study habits. Rice and others (1993) claim that the
difficulties encountered in coping with the stresses related with the development
stage originate from the inadequacy or non-conformance of individual characteristics
and social support funds.

According to Offer, Kaiz, Howard and Benneth (1998), the understanding of how
to cope with stress during adolescence helps explain the period of conformance in
adolescence. Also, the method of coping with stress during adolescence helps
improve psychological health during adulthood.

When the findings of the research are considered, how adolescents cope with
stress also designates their psychological and physical health, academic success, level
of attending lectures and their levels of adaptation in the future. When the
adolescents are equipped with strategies to effectively cope with stress, they are
expected to be in better situations in these areas. The designation of the strategies of
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the adolescents for coping with stress via measurement tools developed using
different theoretical opinions and thus the organization of preventive and improved
services carry significance. When the relevant literature is examined, it is observed
that certain measurement tools have been developed for investigating the strategies
of the adolescents for coping with stress, by considering different theoretical
opinions (Aysan, 1988; Oral, 2004). On the other hand, within the scope of this
research, the SCSS developed for the adolescents at high school education stage was
developed by considering Cskszentmihaly’s (1990, 1993, 1996, 2000) flow theory.
Coping with stress according to flow theory is summarized below.

Coping with Stress According to Flow Theory

Flow theory is a phenomenological-humanitarian theory developed by
Csikszentmihalyi (1965). According to this theory, the most basic personal source in
improving the quality of subjective experience is the power of “controlling the
consciousness.” The individual, with the help of this power, can select and attribute a
new meaning to the motivators and can change the direction of their opinions,
feelings and behaviors and abandon them upon becoming aware of their non-
functional nature. As well, they can designate new goals in conformance with their
selves and reorganize their lives Control of the conscience is a skill that can be
developed through education. Depending on the level of effective usage of this
power, the responses put forward by the individuals against all kinds of stress
(traumatic events, daily hassles, developmental stress) will differ. While certain
individuals have losses due to stress, some gain power from the same stress. There
are three basic methods for transforming stress into struggle (Csikszentmihalyi,
1990). These methods are summarized below:

Unself-conscious self-assurance. This is the situation when the individual believes
that his/her personal resources will be adequate for designating his/her own fate.
Any individual with such a belief is definitely self-assured, though strangely, the
egos of such individuals are almost absent. In other words, they are not self-centered.
Paradoxically, this feeling of tolerance—the individual’s decision to reduce his/her
objectives to second priority for the sake of a greater existence and become aware of
the fact that he/she must conform to a series of different rules outside their own
preference —is the most discriminative characteristic of the powerful individual.

Focusing attention on the world. When attention is completely focused toward the
inner world, the majority of a person’s psychic energy is consumed by the anxieties
and desires of the ego and paying attention to the environment becomes extremely
difficult. The individuals who know how to transform stress into a enjoyment
struggle spare less time to focus inward. These individuals do not use their entire
energy with trying to cover their personal requirements (genetic-based
requirements —genetic teleonomy) or in relation to anxieties regarding socially-
conditioned desires (cultural teleonomy). The attention of these individuals is always
open for the sake of data processing of the environment.

The focus is designated by the objectives of the individual. Even though the
outside events may not be directly related to the objectives desired by the
individuals, their attention is in fact adequately alert to be aware of outside events
and to conform to such events. The fact that the attention is focused outside the self
has two positive effects. First, the probability of the disappointment of the individual
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regarding his/her desires to cause dispersions in consciousness decreases. When the
individual focuses on the events in his/her surroundings instead of focusing on
internal disorder, the negative effects of stress decrease.

Secondly, the individual is a part of the environment. This situation provides the
means for the individual to understand the characteristics of the environmental
system within which he/she lives and thus he/she can find a better way to conform
to a stressful situation.

Discovery of new solutions. With respect to this solution, there are two basic ways
to cope with stress: First, the individual focuses on the hindrances and removes them
from his/her way to realize his/her goals. Thus, the order of the consciousness can
be rendered possible. Second, he/she changes his/her objectives; in other words
he/she designates new objectives in conformance with his/her self.

The first step of providing effective help to the individuals within the scope of
psychological counseling and guidance services is the studies related with the correct
and detailed understanding of the individuals. With this study, the SCSS is
developed based on the flow theory to assist the experts in more objectively
understanding the adolescents and consequently to help more effectively. Below, the
development stages of SCSS are explained in detail.

Methods

Sample

The validity and reliability studies regarding SCSS were conducted at the general
high schools in Ankara’s central counties (Cankaya, Mamak and Yenimahalle) on a
total of 331 students attending the ninth classes (172 female and 159 male) and be-
tween the ages of 14-17. The ninth class students were selected as the sample because
it was already verified in previous studies (Geisthardt, 1996; Griffth et al., 2000) that
the stress of the ninth class students is more than that of the other students.

Implementation

At the first stage, a questionnaire was prepared by the researcher with the objec-
tive of designating the stress resources to take place within the scale, as well as the
strategies for coping with these stresses. This questionnaire was applied to a total of
175 ninth class students at three high schools in the central counties of Ankara (2001-
2002 education year spring semester). In this questionnaire, the students were asked
to designate the problems they encountered in relation with their: 1) academic lives
(courses, homework, exams, etc.), 2) social relations within the school (with manag-
ers, teachers and friends), 3) future lives, and 4) selves, as well as the level of impor-
tance of these problems and solution applied. Prior to giving the questionnaire to the
students, the researcher forwarded a brief explanation regarding stress and coping
with stress.

In the second stage, a list is formed of the problems defined by the students as
“very important” with high frequencies and the solutions applied to these problems.
In this list, the problems and strategies are combined and formed into single sen-
tences. In other words, each item represents a stress source and the strategy regard-
ing the said stress. The researcher added new item to this list, based on the flow the-
ory. In the third stage, the 114 items obtained from the sample form were presented
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to an expert group of seven persons from different disciplines (psychological coun-
seling and guidance, measurement-evaluation and Turkish language experts), with
the objective of obtaining their opinions regarding the convenience of the sample
form with respect to flow theory, measurement-evaluation and Turkish language
rules. In the fourth stage, corrections were made on the sample forms in accordance
with the feedback obtained from the experts. The questionnaire was then applied to a
total of 331 students attending ninth class at five general high schools in Ankara. As a
result of this application, the factor structure of the scale and the factor loads of the
items were examined on the data obtained. As a result of the investigation, the items
with factor loading lower than .30 and those near to each other within different fac-
tors were discarded from the scale. The validity and reliability studies of the SCSS
were carried out on the remaining 48 items.

Analysis of Data

The SPSS program was used in the analysis of the data. With the objective of de-
termining with priority whether or not the data is convenient for factor analysis, the
item-total correlations of each of the 114 items forming the scope of the SCSS were
examined (Tavsancil, 2002). As a result of this transaction, it was observed that there
were a total of 66 items with items-total correlation coefficient values equal or greater
than .20 and in the positive direction. With the objective of examining the structural
validity and factor structure, exploratory factor analysis was adopted, while for fac-
torizing technique the principle-components analysis (PCA) was applied. Within the
scope of the analysis, the factor loadings, calculated variance rates and the scree
graph/plot were analyzed. The factor loadings of the items were selected as mini-
mum .30. With the objective of bringing the interrelated items together to form a fac-
tor and of better interpretation of the factors, the Varimax axis turning technique (ro-
tation) was selected (Biiytikoztiirk, 2004). For the criterion-related validity, the BDI
was used, and for the analysis of the data obtained from this application, the Pearson
moment’s multiplication correlation technique was used. The reliability coefficients
of the scale were examined by the Cronbach Alpha and test-repetition test (rxx) tech-
niques.

Findings and Results
Validity of the SCSS

The validity of the SCSS was examined in two ways: 1) factor analysis, 2) crite-
rion-related validity. Prior to the application of factor analysis, the item-total correla-
tion coefficients of each of the 114 items forming the scope of the SCSS were exam-
ined. The results of the SCSS item-total correlation analysis results are given below in
Table 1.
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Table I
SCSS Trial Form Item-Total Correlation Coefficient Analysis Results

Itm. No. ITCC Itm. No. ITCC Itm. No. ITCC Itm. No. ITCC

1 122 30 253 59 215 88 190
2 133 31 .092 60 340 89 290
3 102 32 .071 61 320 90 181
4 301 33 258 62 232 91 271
5 .166 34 -.103 63 267 92 207
6 175 35 283 64 420 93 .200
7 .236 36 375 65 .245 94 187
8 .012 37 158 66 112 95 219
9 .089 38 .230 67 319 96 156
10 120 39 316 68 326 97 219
11 .041 40 263 69 214 98 199
12 .238 41 211 70 207 99 296
13 187 42 .280 71 261 100 120
14 .198 43 .238 72 -.027 101 324
15 244 44 371 73 229 102 285
16 172 45 268 74 304 103 .250
17 217 46 119 75 .299 104 .094
18 319 47 312 76 147 105 202
19 187 48 189 77 221 106 216
20 231 49 .230 78 173 107 225
21 .106 50 .306 79 .168 108 241
22 104 51 236 80 270 109 103
23 138 52 415 81 .092 110 318
24 202 53 331 82 271 111 164
25 .266 54 177 83 .054 112 .090
26 .285 55 345 84 340 113 182
27 162 56 121 85 234 114 .249
28 125 57 -.081 86 153
29 223 58 283 87 .068

When Table 1 is examined, it is observed that the item-total correlations of 66 out
of total 114 items range between .20-.42. Also, the item-total correlation coefficients
for each of the 66 items were positive.

SCSS’ factor analysis. Factor analysis was used to determine the structural validity
of the SCSS. The PCI technique was applied to a total of 66 items with item reliability
values equal to or above .20. Within the scope of the axial rotation analysis applied
with the aim of providing independence, clarity and meaning to the factors, the
varimax varimax technique was adopted (Biiyiikoztiirk, 2004). Within the scope of
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this application, items with factor loadings either equal to or above .30 and those
items taking place within more than one item with factor loadings equal to and lower
than .10 were discarded (Tavsancil, 2002; Biiytikozttirk, 2004). Until this criterion was
rendered possible, factor analysis was applied to the SCSS items. As a result, a scale
consisting of 49 items and three factors was obtained. In order to arrive at a powerful
structure, the use of only those items with minimum item-total correlation values of
.30 in the factor reliability analysis is accepted as a criterion. It was observed that the
item-total correlation value of item 17 taking place within the scope of factor 3 was
.28 and was discarded from the scale. When item 17 was discarded from the scale,
factor analysis was re-applied to the remaining 48 items. In conclusion, a scale was
obtained using a total of 48 items and three factors.

The researcher accepted three as the important factor number to be adopted in
the factor analysis of the SCSS. Therefore, three factors were designated with eigen-
values above 1 and at the same time with the highest eigenvalue. In the scree graph
drawn according to the eigenvalue found, reductions were observed among the fac-
tors until the fourth factor with high rates of decelerations. At the fourth and follow-
ing factors, the general trend of the graph is horizontal and a significant reduction
trend was not observed. In other words, the contributions of the fourth and the fol-
lowing factors to variance were indeed too close. This, in turn, is proof that the scale
consists of three factors. The factor loadings values of the SCSS prior to and after
transformation are given below in Table 2.

As seen in Table 2, the factor loading values of the SCSS prior to transformation
range between -.35-.58. Following the application of the Varimax technique on SCSS,
it was observed that factor 1 included 18 items and the factor loading values of these
items ranged between .38-.62; factor 2 included 16 items and the factor loading val-
ues of these items ranged between .35-.63. Factor 3 included 14 items and the factor
loading values of these items ranged between .36-.66. In the formation of the factor
design, it is claimed that the factor loading values ranging between .30-.40 can be ac-
cepted as the lower limit (Scherer & Liebert, 1980; Cathell & Boggaley, 1960 in
Tavsancil, 2002). As can be seen in Table 2, the factor loading values of the SCSS prior
to and after transformation were within the accepted limits.

When the variance levels are examined, it is observed that 11.58 percent of the to-
tal variance of factor 1, 10.35 percent of the total variance of factor 2, 9.08 percent of
the total variance of factor 3 and 31 percent of the calculated total variance is ex-
plained by the variance value. By attributing respectively the given names to the fac-
tors of the SCSS—first factor “struggle” (S); second factor “personal control” (PC)
and third factor “active contact with environment” (ACE)—the three sub-scales are
defined below.

1. Struggle sub-scale. Struggle, in its broadest meaning, stands for the “effective ef-
fort” of an individual against any present or probable stress. When the articles form-
ing the scope of the struggle strategy sub-scale are examined, it is shown that the
struggling individual “designates his/her aims in a realistic manner” (items 1 and
37), and indicates “resilience” (items 7, 13, 16, 19, 22, 24, 41, 43, 45 and 46), “optimis-
tic” (items 4, 34, 36 and 39) and “socially concerned” (items 27 and 30) behaviors. In
addition, factor analysis was not applied to the struggle lower level and the articles
within the scope of this sub-scale were grouped according to their similarities and
named accordingly.
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Table II
SBSO'’s Factor Analysis Results
Item Factor loading values prior to Transformed Factor loadings Values
No. transformation Factor 1 Factor 2 Factor 3
63 461 623
85 404 602
70 454 578
80 479 564
106 469 .563
89 503 .557
91 524 .554
107 483 530
42 444 529
50 423 512
69 456 488
36 537 486
71 459 A74
114 413 451
53 537 451
55 536 450
41 449 416
84 422 377
29 -.520 .630
44 569 599
47 580 586
18 555 584
64 617 538
52 494 503
4 487 .500
45 385 499
38 -.351 496
25 486 489
68 459 476
51 383 456
60 472 411
65 374 405
12 391 347
33 393 346
43 562 .656
30 567 .644
59 566 .600
82 545 580
15 497 576
92 493 552
24 446 544
99 451 517
35 .500 .509
97 397 507
105 464 .503
77 456 459
20 440 401
61 406 363

Calculated variance 11.58% 10.35% 9.08%
Calculated total variance after transformation: 31%
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2. Personal control sub-scale. This is related to the re-organization of the feelings,
opinions and behaviors to adapt to the current situation by taking realities into con-
sideration, instead of opposing the reality in which the individual lives (such as
school regulations, academic and social issues), disregarding realities and being self-
centered. From the viewpoint of flow theory, it can be said that the individuals able
to realize personal control at the highest possible level can also control their con-
sciousness at the highest possible level.

3. Active contact with environment sub-scale. This is related to how the individual
focuses his/her attention on environmental elements (such as academic and social is-
sues) with self-confidence and effectively involves in such elements. From the view-
point of flow theory and when it is considered that concentrating on feelings such as
anxiety, fear, distrust against self resources and despair leads to a loss of concentra-
tion regarding the environment, it is expected that the individuals who lose effective
contact with the environment can “focus their attention toward themselves” and can
behave in conformance with refraining strategies. From the viewpoint of the flow
theory, the individuals able to realize an effective contact with the environment at the
best possible level can at the same time control their conscience at the best possible
level.

SCSS criterion related validity. As a second proof regarding the validity of the
SCSS, the criterion-related validity method was adopted. Then, the SCSS and BDI
(adapted to the Turkish society by Sahin-Hisli, 1988-1989 in Savasir & Sahin, 1997)
was applied at Ankara’s four general high schools on a total of 308 ninth class stu-
dents (153 females and 155 males). The correlation coefficients of the SCSS were as
follows: r=-.40 for the entire scale, r=-.16 for S, r=-.23 for PC and r=-.57 for ACE. The
correlation coefficients regarding the entire scale—including the sub-scales—are
meaningful (p<0.01).

Reliability of SCSS

SCSS” Cronbach Alpha coefficients (internal consistency) are calculated by the
Pearson moment’s multiplication correlation technique. As for the Alpha coefficients
of the SCSS, the values are as follows: a=.88 for the entire scale, a=.85 for S, a=.83 for

PC and a=.81 for ACE. The Alpha coefficients for the entire scale as well as for the
sub-scales are at the level of p<0.01 and are meaningful.

The SCSS is applied twice in one-week intervals to the total 115 adolescents in the
ninth class of the three general high schools at Ankara to calculate the rxx coeffi-
cients. The reliability coefficients discovered are as follows: for the entire SCSS r=.91;
for S r=.84; for PC r=91; for ACE r=.84, while they are all at the level of p<0.01 and
are meaningful. In order to claim that the scale of an attitude is reliable, it is neces-
sary for the calculated correlation coefficient to be positive and at least of a value of
.70 (Fink & Kosecoff, 1985; Anastasi, 1988 in Tavsancil, 2002). The rxx values of the
scale are within the accepted limits.

In addition to the above-dictated reliability measurements, the rxx reliabilities of
the SCSS among the items were also calculated. As a result of the rxx reliability
analysis of the SCSS between the items, it was observed that the correlation coeffi-
cients of the entire items range between .31 and .66 and are in the positive direction.
Also, the correlation coefficients of all the items are at the level of p<0.01 and are
meaningful.
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Conclusions and Recommendations

The results obtained in relation to the validity and reliability of SCSS, studies
clearly indicate that the SCSS can be used to measure the levels of the adolescents’
strategies for coping with stress. Within the scope of the SCSS, there are a total of 48
items and three sub-scales. In the S sub-scale, a total of 18 (1, 4, 7, 13, 16, 19, 22, 24, 27,
30, 34, 36, 37, 39, 41, 43, 45, 46), in the PC sub-scale a total of 16 ( 2, 5, 8, 10, 11, 14, 17,
20, 25, 28, 29, 31, 33, 38, 40, 48), and in the ACE sub-scale a total of 14 (3, 6, 9, 12, 15,
18, 21, 23, 26, 32, 35, 42, 44, 47) articles take place. Again within the scope of the scale,
a total of 17 items (2, 3, 6, 9, 10, 12, 15, 18, 20, 21, 23, 26, 31, 32, 35, 42, 44) are present
that are reversed. The scale includes five alternatives. The participants select the
degree convenient for them in front of the articles and respond with an (X) sign.
Opposite the presence of direct articles, the reversed articles are graded from the
reverse side. The maximum amount of points that can be obtained from the entire
scale was 240, while the minimum amount of points was 48. Within the scope of the
entire scale and the sub-scales, high points indicate that the level of the individual in
effectively coping with stress is indeed high. The SCSS—since it is based on the
strategies for coping with stress arising from development and for controlling
consciousness —is at the same time a scale for proactively coping with stress.

The culture within which the individuals live determines the stress and the
strategies for coping with the stress. The SCSS, due to the fact that it was developed
within the Turkish culture, puts forth the stress of the adolescents living within the
Turkish culture and their strategies for coping with the stress. Apart from this, since
the SCSS is developed by utilizing the flow theory, it is observed that as the level of
coping with stress increases, the level of effectively controlling the consciousness of
the students in their academic and social interactions also increases.

Psychological counselors, psychologists and psychiatrists can utilize the SCSS in
determining the problems such as low level of internal motivation, failing to create
realistic objectives, exhaustion, pessimism, social indifference, anxiety to be
evaluated negatively by others and lack of self-confidence and in finding effective
solutions to such problems. They also can use the SCSS in recognizing the problems
frequently encountered during adolescence such as negative body image and self-
centered behaviors and in finding effective solutions to such problems.

The psychologic counselors at schools can determine the students with low levels
of coping with stress with the help of the SCSS. They also can prepare and
implement a “group program” for all students, related to coping with stress. They
can make use of the package program (Aydin, 2006) prepared for the purpose. They
can also reorganize the school psychological counseling and guidance programs
according to the students’ requirements.

The researchers can investigate the correlation of the SCSS with other scales that

measure the variables regarding flow experience, adaptation to school, school
satisfaction, school success and psychological health.
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Stresle Basa Cikma Stratejileri Olgeginin Gelistirilmesi
(Ozet)

Problem Durumu: Birey ve ¢evre karmasik bir etkilesim icindedir. Bu etkilesim de
birey ve gevrenin stirekli degisimine bagli olarak zamanla degismektedir. Bu degi-
sim, bireylerin stres yasantilarini ve stresle basa gikma yollari da etkilemektedir.
Ozellikle ergenlik, gelisim siirecinde en hizli degisimin oldugu bir evredir. Stresle
basa ¢ikma konusunda onceki arastirmalar degerlendirildiginde, strese neden olan
onemli etkenlerden birinin, hizli degisim oldugu goriilmektedir.

Ergenlik, hizl1 bedensel biiytimenin, kimlik kazaniminin gerceklestigi, egitsel ve
mesleki kararlarin verildigi, gelecek yoneliminin, artan cinsel ve fiziksel enerjiyi
kontrol etmenin, ailenin ve okulun ergenden beklentilerinin arttig1, aileden dengeli
bir bagimsizligin saglanmasimin 6nemli hale geldigi cocukluktan yetiskinlige bir ge-
cis evresidir. Gegis evreleri stres vericidir. Yeni bir gelisim evresinin fiziksel, duygu-
sal, sosyal, egitsel ve mesleki gelisim gorevlerini karsilamaya calismak, ergenlerde
farkli diizeylerde strese yol agmaktadir. Bu tiir gelisimsel stres yasantilarna giindelik
sikintilar ve travmatik stresler de eklendiginde ergenlere sunulabilecek yardimlarin
6nemi daha iyi anlasilabilmektedir. Bunun yanu sira, ilgili arastirmalarin ve kuramsal
goriislerin de ortaya koyduklar: gibi, ergenlik dénemine uyum diizeyi, yetiskinlikte-
ki uyum diizeyini belleyici olmaktadir.

Ergenlere etkili yardimlar sunmanin temel basamagi, onlar1 dogru ve ayrintili bir
bicimde tanimaktir. Bireyi dogru ve ayrintili bir bi¢imde tanimanin etkili bir yolu ise,
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farkli kuramsal goriisleri temel alan gecerlik ve giivenirligi saglanmis birden fazla
6lgme araci kullanmaktir.

Alan yazin incelendiginde, ergenlik dénemine 6zgii ve farkli kuramsal goriislere
dayal1 stresle basa ¢ikma stratejileri dlgeklerinin gelistirildigi goriilmektedir. Bu aras-
tirma kapsaminda gelistirilen Stresle Basa Cikma Stratejileri Olgegi (SBSO) ise, akis
kuramu (flow theory) temel alinarak Tiirk kiiltiiriinde yasayan ergenler {izerinde ge-
listirilmistir. Akis kurami stresle basa ¢itkmada en temel kisisel kaynak olan bilinci
kontrole dayal stratejiler 6ne stirmektedir.

Bu arastirma 9. sinifta 6grenim goren ergenler tizerinde yapildi. Alan yazin ince-
lendiginde, sinif diizeyinin stres yasantilarimi etkiledigi, 6zellikle de 9. siifin diger
smif diizeylerine gore stres yiikiiniin daha yiiksek oldugu goriildu. 9. smif ilkogre-
timden ortaggretime gecis diizeyidir. Bu diizeyde gelisimsel strese okul ge¢isinin ya-
rattig1 stres de eklenmektedir. Okulun ve ailenin ergenden beklentileri, ergenin bi-
reysel sorumlulugu bir 6énceki doneme gore daha da artmaktadir. Ttim bunlar bu a-
rastirmanin 6nemini ortaya koyar niteliktedir.

Arastirmanin Amaci: Ergenlerin stresle basa ¢ikma diizeylerini 6lgmek amaciyla
akis kuramini temel alan bir 6l¢gme araci1 gelistirmektir.

Aragtirmamn Yontemi: Bu arastirmada betimsel yontem kullanildi. SBSO'niin ge-
cerlik ve giivenirlik calismalari, Ankara'nin merkez ilcelerindeki genel liselerin 9. s1-
nifinda 8grenim goren 14-17 yaslar1 arasindaki 331 (172'si kiz, 159'u erkek) 6grenci
tizerinde yapildi. Veriler SPSS programinda analiz edildi. SBSO'niin yap1 gegerligi
temel bilesenler analizi ile; olciit bagintili gegerliligi ise Beck Depresyon Envanteri ile
incelendi. SBSO'niin giivenirligi Cronbach alpha ve test-tekrar test (rxx) teknikleriy-
le incelendi.

Bulgular ve Sonuglar: Verilerin analizi sonucunda, SBSO'niin {i¢ faktorlii oldugu
goriildi. Bunlar: Miicadele (M), Kisisel Kontrol (KK) ve Cevreyle Etkin Temastir
(CET). Miicadeleci bir birey, amagclarini gercekgci bir bicimde belirlemekte, yilmaz, i-
yimser ve sosyal ilgili davranmaktadir. Kisisel kontrollii bir birey, icinde yasadig: dis
diinyanin gercekleri dogrultusunda duygu, diistince ve davramslarini yeniden dii-
zenleyebilmektedir. Cevreyle etkin temasta bulunabilen bir birey, akademik, sosyal
vb. konulara aktif olarak katilmakta ve bunlara dikkatini yogunlastirabilmektedir.
Stresle basa gikma stratejilerinin tiimii, uyaricilar: yeniden anlamlandirmaya, bilisleri
etkin kullanmaya ve 6z giivene dayali problem ¢6zme yollaridir.

SBSO, 48 maddeden olugmaktadir. Olgegin 6lciit bagmntili gegerlik katsayilari, r= -
.16 (M), r=-.23 (KK), r= -.57 (CET) ve r=-.40 (tiim 6lcek)’dir. Cronbach Alpha katsa-
yilary, a = .85 (M), a = .83 (KK), a =.81 (CET) ve a = .88 (tiim 6lgek)’dir. Olgegin bir
hafta arayla yapilan test-tekrar test sonuglari, r=.84 (M), r=91 (KK), r=.84 (CET) ve r=
91 (tim dlgek)’ dir. SBSO'niin, gegerlik ve giivenirligine iliskin elde edilen tiim bul-
gular, benzer gruplarda uygulanabilecek gticte oldugunu gosterdi.

Olgegin toplamindan alinabilecek en yiiksek puan 240, en diisiik puan ise 48'dir.
Olgegin tamaminda ve alt dlgeklerde yiiksek puan, bireyin stresle etkin basa ¢itkma
diizeyinin ytiksek oldugunu gostermektedir. SBSO, gelisimsel stres yagantilarmi ve
bilinci kontrole dayali stresle basa ¢ikma stratejilerini temel aldi81 igin olasi stres ya-
santilarina kars1 da 6nceden hazirlayici (proactive coping) nitelikte bir 6lgektir.

Oneriler: Psikolojik damigmanlar, psikologlar ve psikiyatrilar; igsel motivasyon
duisuiklugii, gercekci amag belirleyememe, yilginlik, kéttimserlik, sosyal ilgisizlik,
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baskalar1 tarafindan olumsuz degerlendirilme kaygis1 ve 6z giiven eksikligi gibi so-
runlart belirleme ve bunlara etkili ¢g6ztimler bulmada SBSO’yii kullanabilirler. Ergen-
lik déneminde sik¢a gozlenen olumsuz beden imgesi, tepkisel, ben-merkezci davra-
nuslar gibi sorunlar1 belirleme ve bunlara etkili ¢6ztimler bulmada SBSO'yii kullana-
bilirler. Okul psikolojik danismanlari, SBSO araciligiyla 9. simif 6grencilerinin stresle
basa ¢ikmaya iliskin yardim gereksinimlerini belirleyebilirler; okul psikolojik danis-
ma ve rehberlik programlarini 6grencilerin gereksinimleri yoniinde yeniden diizen-
leyebilirler.

Aragtirmacilar, benzer gruplar tizerinde SBSO'ntin, akis yasantist (flow
experience), okula uyum, okul doyumu, okul basaris1 ve ruh saghg: degiskenlerini
6lcen olceklerle iliskisini inceleyebilirler.

Amnahtar Sozciikler: Akis kuramy, stresle basa ¢ikma, ergenlik donemi, dokuzuncu
smif 6grencileri.
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Abstract

Problem Statement: Mathematics is a significant part of education throughout the world.
The nature of mathematics typically induces anxiety. Mathematical anxiety can be de-
fined as an "irrational dread of mathematics that interferes with manipulating numbers
and solving mathematical problems within a variety of everyday life and academic
situations.” The most significant issue related to the determination of mathematics
anxiety is the development of tools that measure this anxiety. There are those who have
attempted to measure mathematics anxiety with tools based on self-report techniques,
like other personal characteristics. In this scope, while there are various measurement
tools, mathematical anxiety scales developed in different scopes (daily life, professional
life, etc.) for different samples (children, adults, etc.) are still required. For this reason,
the problem of research is that there is no mathematics anxiety scale developed for
teachers and prospective teachers who must use mathematics in their professional life
for different purposes and on different levels.

Purpose of Study: Considering the state of the problem, the aim of this research is to de-
velop a tool that measures mathematics anxiety in teachers and prospective teachers.

Methods: In this study designed to develop a mathematics anxiety scale in teachers and
prospective teachers, factor analysis and discrimination analyses in the scope of validity
studies and item remainder analyses and internal consistency analyses in the scope of
reliability analyses were calculated.

Findings and Results: As a result of the research, a mathematical anxiety scale composed
of 39 items and seven sub-scales and explaining 59.23% of the total variance was devel-
oped. Since the scale relates to teachers and prospective teachers, it is called MAST
(Mathematics Anxiety Scale toward Teachers). Sub-scales included in the scale were
named Mathematics Understanding Anxiety, Mathematics Teaching Anxiety, Problem
Solving Anxiety, Arithmetical Operations Anxiety, Mathematical Self-Adequacy Anxi-
ety, Mathematical Interpretation Anxiety, Making Mathematical Mistakes Anxiety.
Cronbach « internal consistency coefficient of the whole scale was found to be .95.

* This study is developed based on part of a graduate thesis Developing Mathematics Anxiety Scale Toward
Teachers and Prospective Teachers and An Evaluation About Mathematics Anxiety by Ipek Uldas (2005).

** Ass. Prof. Dr. Marmara University Ataturk Education Faculty Department of Educational Sciences,
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Considering the results obtained, it is understood that MAST is a valid and reliable tool
used to determine mathematics anxiety of teachers and prospective teachers.

Recommendations: MAST can be used in researches to be conducted to determine
mathematical anxiety of teachers and prospective teachers in different fields.

Keywords: Mathematical anxiety, mathematical anxiety scale, teachers, prospective
teachers

Mathematics is not only a significant part of education throughout the world, it also,
due to its nature, often creates anxiety. It can also be said that factors related to the envi-
ronmental, cognitive and personal characteristics of mathematical anxiety are among the
popular study objects that have been engaged by education psychologists and mathemat-
ics educators for years. While mathematical anxiety is considered to be a sub-type or form
of test anxiety, a sufficient degree of conceptual and experimental reasons were intro-
duced for not considering these two equivalents through researches held. Richardson and
Woolfolk (1980) stated that it is most meaningful to conceptualize mathematical anxiety
as a response displayed against all sorts of mathematical contents (numbers, concepts,
definitions) and mathematical operations encountered in numeric tests and examinations
in which the mathematical skills of people are evaluated intensively.

Mathematical anxiety is defined as an "irrational dread of mathematics that interferes
with manipulating numbers and solving mathematical problems within a variety of eve-
ryday life and academic situations (Buckley & Ribordy, 1982). Similarly, mathematical
anxiety is also defined as a state of anxiety emerging in the nature of a response against
all sorts of situations containing mathematical tasks which are perceived as threatening to
self-esteem (Cemen, 1987). These feelings of anxiety can lead to an emergence of feelings
such as panic, excitement, tension, helplessness, fear, distress, shame, inability to cope, as
well as many physiological symptoms like sweaty palms, nervous stomach, difficulty
breathing, and loss of ability to concentrate (Cemen, 1987; Posamentier & Stepelman,
1990). Academic success and career preferences of people having this anxiety are re-
stricted by the negative impacts of the anxiety.

The reasons for mathematical anxiety were dealt with by researchers in three dimen-
sions: environmental, mental and personal (Cemen, 1987; Dossel, 1993; Hadfield & Mc
Neil, 1994; Levin, 1995; Miller & Mitchel, 1994; Tobias, 1990). Baloglu (2001) made this
classification as situational, individualist and personal reasons by benefiting from rele-
vant researches. In both classifications, the similarity of content draws attention. Negative
experiences occurring in class, family pressure on students, teachers who are insensitive
towards students and inadequate in their fields, prejudices emerging concerning mathe-
matics in time (such as introducing mathematics as strict rules whole in the eyes of stu-
dents beginning in their early years of education) and teacher-oriented class environ-
ments in which students who are passive, can be listed as environmental factors. Mental
factors can be listed as a non-overlapping learning style of students and teaching meth-
ods, students” attitudes, easily backing down, lack of motivation, wrong ideas and preju-
dices developed by students about their mathematical ability, low degree of self-value in
students, lack of self-confidence, and a way of thinking suggesting that mathematics is
not required. Personal factors can be listed as abstaining from asking questions in class,
shame, shyness, lack of self-confidence, and prejudices like considering mathematics to be
a field in which only males can be successful.

It is observed that anxiety is usually not a general characteristic which can be meas-
ured through tests, but a behavior which emerges in cases of certain stimulants. This
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characteristic was required to be evaluated only after accepting that anxiety is a character-
istic belonging to people and is a different dimension of personality. Especially in circum-
stances where individuals cannot cope with anxiety, psychotherapy is applied in order to
reveal sources of conflict-causing anxiety. However, since measuring any characteristic in
a wide group of people would be financially excessive, the anxiety dimension was also at-
tempted to be measured through the self-report technique as another personal character-
istic. In this context, various difficulties can be encountered while measuring mathemati-
cal anxiety. When we examine the scales oriented to the determination of mathematical
anxiety, Baloglu (2005: 9) emphasized that the scale that is most often used, translated and
adapted in many languages is the Mathematical Anxiety Rating Scale (MARS) developed
by Richardson and Suinn (1972). Another form of this scale which can be applied to ado-
lescents was developed separately (MARS-A). Suinn and Edwards (1982) stated that va-
lidity and reliability studies of these scales were limited or did not exist during the initial
periods when mathematical anxiety scales started to be developed. However, it is under-
stood that validity and reliability studies have become more important in time. There are
limited efforts oriented to adaptation (Baloglu, 2005) and development (Erol, 1989) of dif-
ferent mathematical anxiety scales in Turkey. However, mathematical anxiety remained a
sub-scale of the attitude scale developed (Mathematics Attitude Scale - MAS) instead of
being measured with an independent scale in the study of Erol (1989) within the context
of these efforts. The mathematical anxiety sub-scale was not included in the scale because
the results of validity and reliability studies conducted in a “short form” study held by
starting from this scale by Nazligicek and Erktin (2002) later. Starting from these rationales, it is
understood that the development of scales which will introduce mathematical anxiety with its dif-
ferent dimensions and oriented to sections having different characteristics (age, occupation, etc.), is
still required. This study aims to develop a mathematical anxiety scale especially related to
teachers and prospective teachers.
Method

Study Group

1568 persons (502 teachers and 1066 prospective teachers) participated in the validity
and reliability studies. Teachers in the study group (male n:190, 38%; female n:312, 62%)
were from a total of 16 schools including two primary and two secondary schools se-
lected from each of four districts of Istanbul (Kadikoy, Fatih, Maltepe, Besiktas). Prospec-
tive teachers were composed of students attending different departments of Marmara
University, Atatiirk Faculty of Education (male n:458, 43%; female n:608, 57%). When dis-
tribution of the whole study group according to sex was examined, it is understood that
males represented 41% (n=648) and females represented 59% (n=920). Sixty-four percent
of teachers were working in public schools and 36% in private schools. It was detected
that the average age of teachers was 38.1 (min: 22, max: 63), and that of prospective teach-
ers was 20.6 (min:17, max:38). Teachers were grouped in between “one year” to “43
years” in terms of experience working in the profession and it is seen that the average
number of working years was 14.7.
Gathering and Analyzing the Data

An item pool containing 75 statements was created by benefiting from relevant re-
sources and specialists” opinions within the context of the development of MAST. Having
the opinions of 20 specialists in the field of Primary and Secondary Mathematics Educa-
tion, Psychological Consultancy and Guidance, Measurement and Evaluation, and Turk-
ish Language and Literature, the content validity of items was determined. Opinions of
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specialists on the validity of each item were received with a 4-level rating scale as (4) very
conformable, (3) conformable, (2) must be analyzed and (1) should be removed from the
test. Twelve items, which 10% of the specialists were not in agreement with, were deleted.
Factor analysis (varimax rotating) was applied to the remaining items as a result of spe-
cialist opinions in order to determine construct validity. The correlation between sub-
scales emerged and the total of sub-scales with each other were analyzed in order to sup-
port construct validity. In addition, item discrimination of the whole scale, sub-scales and
items included in the scale was analyzed separately, and “criterion validity in scope of in-
ternal criterion” of the scale was tested (Tezbasaran, 1996, p. 50). Correlations between the
whole scale and sub-scales and among sub-scales were tested with Pearson Product Mo-
ment Correlation analysis and discriminations were tested with independent group t-test
applied to upper and lower 27% of the groups.

In the determination of the reliability of the scale, item remainder analyses were ap-
plied to the items respectively in the whole scale and in sub-scales and Cronbach & in-
ternal consistency coefficients were calculated.

Evidences and Results

Validity studies. The 75 item pool was evaluated in the direction of specialist’s opinions
and 12 items on which sufficient compromise was not obtained were removed from the
scale. In so doing, there remained 63 items in the scale for statistical validity and reliabil-
ity studies. At the beginning of factor analysis, the Kaiser Meyer Olkin (KMO) sampling
conformity test was conducted “in order to determine whether sampling data is con-
formable to extract factor” (Sencan, 2005, s. 384). KMO value was found to be .969. It is
understood that this is a “perfect” value since it must be greater than .90 in order to con-
tinue factor analysis of the value found. (Sencan, 2005, s. 384). Moreover, it was tested
whether or not the correlation matrix is an identity matrix by using the Bartlett sphericity
test, and the value obtained (2= 30069,1 - p<.01) was determined to be significant. This
result means that factors can be extracted from the correlation matrix. Any limitation was
not applied in the factors number while beginning the factor analysis; the eigen value was
determined to be one, and seven factors having an eigen value over one emerged as a result of
analyses.

Table I
Variance Ratios Explained by Factors of MAST

Factors Eigen values % of Variance Cumulative variance (%)
1st factor 5.22 13.37 13.37
2nd factor 4.39 11.26 24.63
3rd factor 3.11 7.93 32.60
4th factor 2.76 7.07 39.67
5th factor 2.71 6.94 46.61
6th factor 2.52 6.46 53.07
7th factor 2.40 6.16 59.23

As you can see in Table 1, the first factor having an eigen value of 5.22 explains
13.37% of the total variance by itself. The amount of total variance explained was
found to be 59.23%.
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Table II
Rotated Filtered Factor Loads Related to Items of MAST Factors

Item Ist Factor ~ 2nd Fator ~ 3rd Factor  4th Factor =~ 5th Factor  6th Factor  7th Factor
53 0.712
32 0.657
54 0.657
36 0.650
39 0.647
37 0.607
50 0.520
56 0.505
52 0.490
45 0.666
11 0.617
46 0.612
43 0.591
29 0.573
47 0.562
10 0.520
26 0.500
63 0.801
33 0.786
49 0.705
60 0.563
7 0.685
8 0.630
4 0.516
31 0.510
35 0.507
9 0.741
2 0.736
15 0.651
55 0.634
16 0.435
61 0.721
62 0.576
51 0.550
57 0.517
20 0.693
18 0.680
48 0.619
58 0.538
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Factor loads of items belonging to MAST are presented in Table 2. starting from
the rule that factor load of an item must be at least .40 in order to determine whether
or not it is related to the conceptual structure (Sencan, 2005, s. 391); minimum values
for item factor loads were also accepted as .40 in this research. While initial results of
factor analysis are analyzed, 24 items having a factor load value below .40 or having
a high load value in multiple factors were removed from the scale, and factor analy-
sis was repeated. MAST composed of seven factors and 39 items were finalized as a
result of factor analysis.

As seen in Table 2, nine items remained in the 1st sub-scale, eight in the 2nd sub-
scale, four in the 3rd sub-scale, five in the 4th sub-scale, five in the 5th sub-scale, four in
the 6th sub-scale and four in the 7th sub-scale as a result of factor analysis. These sub-
scales were determined to be Mathematics Understanding Anxiety, Mathematics
Teaching Anxiety, Problem Solving Anxiety, Arithmetical Operations Anxiety,
Mathematical Self-adequacy Anxiety, Mathematical Interpretation Anxiety, and
Making Mathematical Mistakes Anxiety by taking the contents of each item into ac-
count. In another analysis conducted in the scope of validity studies to support con-
struct validity, the correlation coefficient of MAST with other sub-scales and sub-
scales with other was calculated and correlations were found to be significant on
p<.01 level. It was understood that correlation coefficients between the total scale
and sub-scales differ between .56 and .91, and correlation coefficients between sub-
scales differ between .15 and .79.

As seen in Table 3, it is understood that points obtained by 27% upper group and
27% lower group from all items included in the scale differentiate as significant on
p<.0llevel as a result of discrimination analyses applied on the items forming MAST.
The results obtained show that all items in the scale are discriminating. Discrimina-
tion analyses held oriented to the items were also applied oriented to points obtained
from the whole scale and sub-scales. It was understood as a result of analyses held
that total points obtained by 27% upper group and 27% lower group from the scale
constitute a significant difference on p<.01 level. These results show that sub scales
discriminate as well as individual items.

Reliability studies. Item remainder analyses were applied on items of the scale
emerged as a result of factor analyses. As a result of item remainder analyses, it was
determined that all items, excluding the 2nd item, are significant on p<.01 level. Since
the number 2 item included in the mathematical self-adequacy anxiety scale doesn’t
have a significant correlation with the value it obtained and the total scale, it dis-
played a structure which can be extracted from the scale. However, the decision of
extracting the item from the scale was delayed in order to evaluate the results of later
analyses. Item remainder analyses were also held in the scope of sub-scales. The cor-
relation of scale points of items included in sub-scales has a significance on p<.01
level. A significant relationship was found in the sub-scale; the number 2 item cre-
ated a problem concerning its correlation with the whole scale.
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Table III
Independent Group t-test applied in Item Average Points of Lower and Upper Groups of MAST
Item Group n X sd df t* Item Group n X sd df t*
lg. 423 1.00 0.00 lg. 423 1.00 0.00 844
2 844  101.06 43 102.85
wg 423 344 050 wg 423 331 046
ag 423  1.00 0.00 lg. 423 132 047 844
4 844  50.62 45 85.32
u.g. 423 257  0.64 u.g. 423 3.83 0.38
a.g 423 1.00 0.00 lg. 423 1.00 0.00 844
7 844  37.37 46 90.51
u.g. 423 223 0.67 u.g. 423 320 0.50
lg. 423 1.00 0.00 Lg. 423 1.00 0.00 844
8 844 6991 47 105.84
u.g. 423 3.03  0.60 u.g. 423 326 044
lg. 423 1.00 0.00 lg. 423 1.00 0.00 844
9 844  100.94 48 100.73
wg 423 344 050 wg 423 342 049
lg. 423 1.00 0.00 Lg. 423 1.00 0.00 844
10 844 8197 49 5117
u.g. 423 3.09 0.52 u.g. 423 296 0.79
lg. 423 1.09 0.28 lg. 423 1.00 0.00 844
11 844  85.56 50 51.37
u.g. 423 347 050 ug. 423 2.65 0.66
Lg. 423 113 034 lg. 423 1.00 0.00 844
15 844 78.99 51 53.09
u.g. 423 343  0.50 u.g. 423 281 0.70
lg. 423 1.20 040 lg. 423 1.00 0.00 844
16 844  75.88 52 102.30
ug. 423 355 0.50 ug. 423 332 047
Lg. 423 1.02 0.14 lg. 423 1.00 0.00 844
18 844 99.05 53 61.11
u.g. 423 328 045 u.g. 423 288 0.63
lg. 423 1.00 0.00 lg. 423 1.00 0.00 844
20 844 10647 54 87.76
ug. 423 325 044 ug. 423 320 0.52
Lg. 423 1.00 0.00 lg. 423 127 044 844
26 844  58.07 55 76.54
u.g. 423 291  0.68 u.g. 423 3.67 047
lg. 423 1.00 0.00 lg. 423 1.00 0.00 844
29 844  62.73 56 100.67
u.g. 423 295 0.64 ug. 423 339 049
Lg. 423 1.00 0.00 lg. 423 1.00 0.00 844
31 844 64.63 57 46.04
u.g. 423 299 0.63 u.g. 423 250 0.67
lg. 423 1.00 0.00 lg. 423 1.00 0.00 844
32 844  61.61 58 101.46
ug. 423 289 0.63 ug. 423 334 047
Lg. 423 1.00 0.00 lg. 423 1.00 0.00 844
33 844  57.68 60 54.97
u.g. 423 320 0.79 u.g. 423 293 0.72
lg. 423 1.00 0.00 lg. 423 1.00 0.00 844
35 844  46.12 61 15.14
ug. 423 250 0.67 ug. 423 158 0.79
Lg. 423 1.00 0.00 lg. 423 1.00 0.00 844
36 844  100.64 62 59.25
u.g. 423 340 049 u.g. 423 288 0.65
lg. 423 1.00 0.00 lg. 423 1.00 0.00 844
37 844  46.63 63 50.01
ug. 423 253 0.67 ug. 423 295 0.80
Lg. 423 1.00 0.00
39 844 67.47
u.g. 423 3.02  0.62

*p<.01
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As seen in Table 4, Cronbach ¢ values determined as .95 for the whole scale differ
between .90 and .69 in lower dimensions. These values indicate that all items in the
scale measure the same characteristics and the scale is a reliable measurement tool.

Table IV
Internal Consistency Coefficients Related with MAST and Sub-Scales
MAST and Sub-Scales Cronbach &
MAST .95
Mathematics Understanding Anxiety .90
Mathematics Teaching Anxiety .88
Problem Solving Anxiety .87
Arithmetical Operations Anxiety .76
Mathematical Self-Adequacy 74
Mathematical Interpretation Anxiety .69
Making Mathematical Mistakes Anxiety .75

Discussion and Recommendations

Factor analysis was held in the scope of validity studies conducted with the aim
of developing a mathematical anxiety scale relating to teachers and prospective
teachers and a 39-items scale was obtained in which seven sub-scales are explained
with 59.23% variance amount. MAST is a four rating scale composed of “I would not
feel anxious,” “I would feel a little anxious,” “I would feel anxious,” and “I would
feel highly anxious” evaluation oriented to each item. High points obtained from the
total scale and sub-scales indicate high anxiety.

Since the scale obtained is specific to teachers and prospective teachers, it was
called MAST (Mathematics Anxiety Scale toward Teachers). Seven sub-scales ob-
tained as a result of factor analysis were named by taking into account their contents.
Items included in the first sub-scale are generally related to apprehending and learn-
ing mathematical concepts and problems parts of mathematical anxiety. There are
items measuring anxiety felt against circumstances stated through such items as
“About apprehending mathematical subjects,” and “Studying mathematics.” For this
reason, the 1st sub-scale was called Mathematics Understanding Anxiety. The items in-
cluded in the second sub-scale imply the part of mathematical anxiety which
emerges while teaching mathematics or conveying information about mathematics to
another person. There are items in this sub-scale measuring anxiety felt against cir-
cumstances stated with items such as “When a secondary school student asks me a
question about mathematics,” and “When I need to teach the volume concept to a
friend.” For this reason, the 2nd sub-scale was called Mathematics Teaching Anxiety.
Items included in the third sub-scale reflect anxiety which emerges while engaging
with a mathematical problem having a complex structure, requiring knowledge, in-
cluding multiple operations and intensive symbols. There are items in this sub-scale
measuring anxiety felt against circumstances stated with items such as “If I am asked
to solve a problem by using an equation,” and “When I need to represent a group of
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numeric data in a graphic.” For this reason, the 3td sub-scale was called Problem Solv-
ing Anxiety. Items included in the forth sub-scale indicate an anxiety which emerges
in circumstances about mathematics requiring four arithmetical operations or only
including numbers other than symbols on a basic level. There are items in this sub-
scale measuring anxiety felt against circumstances stated with items like “In a group
game requiring four arithmetical operations,” and “When I am encouraged to join a
group engaged in solving a numeric cross-word puzzle.” For this reason, the 4th sub-
scale was called Arithmetical Operations Anxiety. Items included in the fifth sub-scale
have the characteristics of describing an anxious state, i.e. a person feels anxiety
about his/her sufficiency in mathematics in daily or academic life when he/she must
perform an activity related to mathematics. There are items in this sub-scale measur-
ing anxiety felt against circumstances stated with items such as “If a specialist tells
me that I am not capable in the issue of mathematics,” and “When I think that I am
unsuccessful in the field of mathematics.” For this reason, the 5th sub-scale was called
Mathematical Self-adequacy Anxiety. Items belonging to the sixth sub-scale are closely
related to interpreting, analyzing multiple mathematical data and the synthesizing
mathematical information part of mathematics anxiety. There are items in this sub-
scale measuring anxiety felt against circumstances stated with items such as “While I
calculate the area of my house in square meters,” and “When I convert grades of stu-
dents from the 100 system into a different system.” For this reason, the 6th item was
called Mathematical Interpretation Anxiety. Items included in the seventh sub-scale re-
flect the anxiety a person feels about making mistakes and the detection of these mis-
takes by other persons while making operations part of mathematical anxiety. There
are items in this sub-scale measuring anxiety felt against circumstances stated with
items such as “If I make a mistake while solving a mathematical operation related to
my field on the blackboard,” and “When I make mistakes in calculations I make in
daily life.” For this reason, the 7th sub-scale was called Making Mathematical Mistakes
Anxiety.

Taking into account that variance amounts obtained as a result of factor analyses
were found sufficient and explaining facilities of sub dimensions in terms of contents
in this stage, it was thought that a healthy structure was introduced. Following the
factor analyses, correlations between sub-scales and with the total were tested and it
was determined that their correlation coefficients are statistically significant on p<.01
level. It is seen that correlation coefficients between the total scale and sub-scales dif-
fer between .56 and .91, and correlation coefficients among sub-scales differ between
.15 and .79. It was expected that the correlation of sub-scales with the total scale will
be significant and high; therefore, correlations among sub-scales with each other will
be neither so high nor so low. Correlation coefficients obtained support the construct
of the scale introduced with factor analysis. However, while statistical significance
was ensured only in the Mathematical Self-adequacy Anxiety dimension, it is seen
that the correlation between the scale with whole (r=.56) and with other dimensions
is low (correlation coefficient differs between.15 and .40).

Item discrimination analyses dealt with in the scope of internal criterion validity
were separately conducted for every item included in MAST, and they were also
conducted by taking into account total points obtained from the whole scale and
from sub-scales. According to independent group t-test applied in points obtained by
27% upper group and 27% lower group from all items of MAST separately, and
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points they obtained from the whole scale and from sub-scales, all items were found
discriminative in p<.01 significance level for the whole scale and for sub-scales. Dis-
crimination analyses were also tested in terms of total points obtained from MAST
and sub-scales and it was determined that the whole scale and sub-scales are signifi-
cant as a result of analyses held. Since discrimination strength should be high in
terms of validity (Ergin, 1995, s. 131), it can be emphasized that the validity of the
scale was ensured in the direction of the discrimination results obtained.

Item remainder analyses were conducted relating to items constituting the MAST in
the scope of reliability studies. Items in the scale were found to have a significant correla-
tion to total points obtained from the scale with the exception of number two, stated as “If
a specialist tells me that I am not capable in the issue of mathematics.” This analysis is
followed by item remainder analyses conducted in the scope of sub-scales and it was de-
termined that correlations of all items included in sub-scales with the total points of the
sub-scale they belonged to are significant (p<.01). As a result of item remainder analysis
conducted in the scope of the 2nd item included in the Mathematical Self-adequacy Anxi-
ety sub-scale, it was determined that it is in a significant correlation (p<.01). All analyses
held were collectively evaluated and the 2nd item included in the Mathematical Self-
adequacy Anxiety sub-scale remained in the scale.

Finally, internal consistency reliability was examined in the scope of reliability
studies and the Cronbach & internal consistency coefficient determined for MAST
was found to have a high value of .95. Cronbach & internal consistency coefficients
of sub-scales differ between .90 and .69. Internal consistency coefficients show that
the scale and sub-scales are reliable.

As a result of all validity and reliability analyses, it can be said that the MAST,
composed of 39 items and seven sub-scales and developed for teachers and prospec-
tive teachers, is an original tool that can measure mathematical anxiety with its dif-
ferent dimensions. MAST is a tool to be used for measuring mathematical anxiety
separately in the scope of sub-scales in addition to measuring mathematical anxiety
from total points. Evaluating researches held and measurement tools developed on
mathematical anxiety, Baloglu (2001) established that there is a diversity of opinions
about the dimensions of mathematical anxiety and the scales developed display an
improvement from one-dimensional to multi-dimensional with time. Starting from
this evaluation made, it should be stressed that the multi-dimensional structure of
the mathematical anxiety scale developed in the scope of this research also supports
the theoretical structure developed and agreed upon in this field.

Correlations between MAST and other mathematical anxiety scales developed
originally in its field and adapted in Turkish can be tested so that validity studies can
be continued. In addition, it is also recommended that MAST should be used to de-
termine the mathematical anxiety of teachers and/or prospective teachers and to test
its correlation to variables like age, seniority, education areas, gender, and gender
roles. MAST can also be used as pre and post tests in gauging the effectiveness of the
programs oriented to a decrease in mathematical anxiety.
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Ogretmen ve Ogretmen Adaylarina Yonelik Matematik Kaygi Olcegi'nin
Gegerlilik Giivenilirlik Caligmasi

(Ozet)

Problem Durumu: Matematik, tim diinyada egitimin 6nemli bir par¢as1 olmasinin
yarnu sira ayni zamanda kiside kayg1 uyandirici nitelikte de bir disiplindir. Matematik
kaygisina iliskin gevresel, bilissel ve kisilik 6zellikleri ile ilgili faktorlerin de yillardir
egitim psikologlarinin ve matematik egitimcilerinin tizerinde ugrasmakta olduklar1
popitiler inceleme konularindan biri oldugu soylenebilir. Matematik kaygist genel o-
larak, test kaygisinin bir alt tipi veya formu olarak kabul edilmekle birlikte, yapilan
arastirmalarla bu ikisini esdeger gormemek icin yeterli derecede kavramsal ve de-
neysel sebepler ortaya konmustur. Matematik kaygisinin, dzellikle kisilerin matema-
tiksel becerilerinin yogun olarak degerlendirildigi sayisal test ve sinavlarda, karsilasi-
lan her tiir matematiksel icerige (sayilar, kavramlar, tanimlar) ve matematiksel islem-
lere kars1 ortaya konan bir tepki olarak kavramlastirilmasinin daha anlamli oldugu
da dikkatten kagmamalidir.

Matematik kaygisi giinliik ya da akademik yasamda sayilarla ugrasirken, mate-
matik problemi ¢dzerken, matematikle ugrasmay1 gerektiren durumlarda ortaya ¢i-
kan mantik dis1 bir kayg olarak ya da benzer sekilde, 6zsaygiy1 tehdit edici olarak
algilanan, matematik igeren her tiirlti duruma kars: tepki niteliginde ortaya ¢itkan bir
kaygi durumu olarak tanimlanmaktadir. Kayg: kiside panik, telas, gerginlik, umut-
suzluk, korku, stres, utang, bas edememe gibi duygularin yan sira, avug iglerinin ter-
lemesi, mide sorunlari, nefes almada zorlanma ve konsantrasyon bozuklugu gibi da-
ha baska bircok fizyolojik semptomun da ortaya ¢tkmasina neden olur. Belirtilen tiim
bu olumsuz etkenler sebebiyle bu kaygiy: tasiyan kisilerin akademik basarilar ve ka-
riyer tercihleri stnirlanmaktadir.

Matematik kaygisinin nedenleri arastirmacilar tarafindan genellikle, cevresel, zi-
hinsel ve kisisel etkenler olarak ti¢ boyutta ele alinmistir. Cevresel etkenler i¢inde, si-
nif icinde yasanan olumsuz tecriibeler, 6grenci tizerindeki aile baskisi, 6grenciye kar-
s1 duyarsiz ve alaninda yetersiz 6gretmenler, matematikle ilgili zaman icinde olusan
onyargilar (egitimin ilk yillarindan itibaren matematigin 6grencilere kat1 kurallar bii-
tiinti olarak tanitilmasi gibi) ve 6gretmen odakli, 6grenci edilgen oldugu simuf ortami
sayilabilir. Zihinsel etkenler ise, 6grencinin 6grenme stili ile 6gretim yontemlerinin
ortiismemesi, 6grenci tutumlari, kolay pes etme, motivasyon eksikligi, 6grencinin
kendi matematik yetenegine karsi gelistirdigi yanlis diistince ve dnyargilar, kisinin
0z deger algisinin diistik olmasi, 6z gtiven eksikligi, matematigin gerekli olmadigini
One siiren diisiince tarzi olarak siralanabilir. Kisisel unsurlar ise, sinifta soru sormak-
tan gekinme, utanma, tutukluk, kendine gitivensizlik, matematigi erkeklerin basarilt
olabilecegi bir alan olarak gérme gibi 6nyargilar sayilabilir.
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Kayginin cogu zaman, testlerle tlciilebilecek genel bir 6zellik degil de belirli uya-
ric1 durumlarinda ortaya ¢itkan bir davranim oldugu gozlenmektedir. Ancak kaygi-
nin insanlara ait bir 6zellik ve kisiligin farkl1 bir boyut oldugu kabul edildikten son-
ra, bu ozelligin degerlendirilmesi geregi dogmustur. Ozellikle bireyin kayg: ile bas
edemedigi durumlarda kaygiya neden olan catisma kaynaklarinin aciga ¢ikarilmasi
amaciyla psikoterapi uygulanir. Fakat bu sekilde genis insan kitlelerinde herhangi
bir 6zelligi lgmek pahaliya mal olacagindan, diger bir kisilik 6zelligi gibi kayg1 bo-
yutu da kendini-degerlendirme (self-report) teknigi kullanilarak olctilmeye calisil-
mustir. Bu baglamda matematik kaygisinin olciilmesinde de gesitli giicliiklerle karsi-
lasilmasi s6z konusudur. Matematik kaygisini belirlemeye yonelik 6lgekler incelen-
diginde, bu olgekler arasinda en sik kullanilan ve bir ¢ok dile cevirisi ve uyarlamasi
yapilan &lgegin Matematik Kaygist Derecelendirme Olgegi (MARS) oldugu anlasil-
maktadir. Bu 6l¢egin ergenler i¢in uygulanabilecek bir bagka bicimi de (MARS-A) ay-
rica gelistirilmistir. Ttirkiye’de de gesitli matematik kaygis1 6lgeklerinin uyarlanma-
sina ve gelistirilmesine yonelik sinirli ¢abalar bulunmaktadir. Ancak bu sinirh ¢alis-
malarda bagimsiz bir matematik kaygisi olceginin gelistirilmedigi anlasiimaktadir.
Bu gerekgelerden hareketle, matematik kaygisini cesitli boyutlariyla ortaya koyacak
ve degisik ozellikler tasiyan kitlelere (yas, meslek vb.) yonelik olceklerin gelistirilme-
sine hala gereksinim oldugu anlasilmaktadir.

Aragtirmanmin Amaci: Bu calismada, problem durumunda belirtilen gerekgelerden
hareketle, 6zellikle 6gretmenlere ve 6gretmen adaylarina yonelik bir matematik kay-
g1 6lceginin gelistirilmesi amaclanmaistir.

Arastirmanin Yontemi: Arastirmada, gegerlilik ¢alismalar1 kapsaminda faktor a-
nalizi ve ayirt edicilik analizleri ile giivenilirlik analizleri kapsaminda da madde ka-
lan analizleri ile i¢ tutarlilik katsayilar1 hesaplanmistir. Gegerlilik ve giivenilirlik ¢a-
lismalarinda 1568 (502 6gretmen ve 1066 dgretmen aday1) kisiden yararlanilmustir.
Calisma grubundaki dgretmenlere (erkek n:190, %38; kadin n:312, %62) istanbul'un 4
ilgesinin her birinden (Kadikoy, Fatih, Maltepe, Besiktas) secilen, ikiser ilkogretim ve
ikiger ortadgretim okulu olmak tizere toplam 16 okuldan ulasilmistir. Ogretmen a-
daylar1 ise Marmara Universitesi Atatiirk Egitim Fakdiltesi'nin farkli béliimlerinde
okumakta olan 6grencilerden (erkek 458, %43; kadin 608, %57) olusmaktadir.

Bulgular ve Sonuglar: Tlgili alan yazindan yararlamlarak olusturulan 75 madde
uzman goriisleri dogrultusunda degerlendirilmis ve tizerinde yeterince uzlasma sag-
lanamayan 12 madde 6lgekten gikartilmistir. Boylece istatistiksel gegerlik ve giiveni-
lirlik ¢alismalari igin 6lgekte 63 madde kalmistir. Faktor analizine baglamadan 6nce
Kaiser Meyer Olkin (KMO) ¢rneklem uygunlugu testi (.969) ile Bartlett kiiresellik tes-
ti (x2= 30069,1 - p<.01) yapilmus ve elde edilen degerler faktor analizine devam etme-
ye uygun bulunmustur. Yapilan gegerlilik ve gtivenilirlik ¢alismalar1 sonucunda, 39
maddelik ve 7 alt 6lgekten olusan ve toplam varyansin %59.23"tinti agiklayan bir ma-
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tematik kayg1 dlcegi gelistirilmistir. Olcek dgretmen ve dgretmen adaylaria yonelik
olarak gelistirildigi icin MKO-O (Matematik Kaygi Olgegi-Ogretmen) olarak isimlen-
dirilmistir. Olgekte yer alan alt dlgekler ise Matematik Anlama Kaygisi, Matematik
Anlatma Kaygisi, Problem Cozme Kaygisi, Aritmetik Islem Kaygisi, Matematiksel
Ozyeterlilik Kaygisi, Matematiksel Yorumlama Kaygisi, Matematiksel Hata Yapma
Kaygisi olarak isimlendirilmistir.

Oneriler: MKO-O'niin gecerlilik calismalar1 kapsaminda matematik kaygisina ya
da matematik kaygisiyla iliskili olabilecek diger yapilar1 belirlemeye yonelik olarak
gelistirilmis baska olceklerle iliskilerine bakilarak olctit gegerliligi sinanabilir. Giive-
nilirlik calismalar1 kapsaminda da test tekrar test uygulamasiyla MKO-O'niin zama-
na gore degismezligi sinanabilir. MKO-O yapilacak yeni aragtirmalarda ise farkl a-
lanlardaki 6gretmen ve 6gretmen adaylarinin matematik kaygilarinin belirlenmesin-
de kullanilabilecegi gibi matematik kaygisin1 azaltmaya yonelik programlarin etkili-
liginin denenmesinde de 6n ve son test olarak kullanilabilir.

Anahtar Sozciikler: Matematik kaygisi, matematik kaygi olcegi, 6gretmen, 68-
retmen aday1
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Abstract

Problem Statement: Wars between countries and violence cause immense destruction to
societies. Education is one of the essential factors that will aid in stopping violence and
establishing social peace. “Peace education”, which has emerged as the consequence of
various approaches regarding peace from an educational perspective, is a sine qua non
component of teaching tolerance, sharing and honesty to adults and children. The main
purpose of peace education is to encourage students to develop different strategies that
would provide social justice, not only in their countries, but also around the world.

Purpose: The aim of this study is to determine pre-service teachers’ perceptions about
peace education.

Methods: This study was conducted using a semi-structured interview method, a quali-
tative method, in order to determine pre-service teachers’ perceptions about peace edu-
cation. The data was collected during the 2005-2006 academic year, using interviews
conducted with 26 prospective teachers enrolled in primary education and social sci-
ences education classes in the Department of Primary School Education. Through the
employment of a survey method, the data obtained from interviews was analyzed and
expressed in figures.

Findings and Results: The results indicate that pre-service teachers explain the concepts
of peace and welfare using similar concepts, such as welfare/peace, love, respect and
friendship. Additionally, the majority of the pre-service teachers in the study lay em-
phasis on the necessity of peace education in primary schools. They also state that civ-
ics, social studies and life knowledge courses are important for peace education because
they include the teaching of social issues, such as war, peace, democracy, citizenship
and human rights. Pre-service teachers who participated in the study state that peace
education is significant, since it encourages values, such as social harmony, tolerance,
global thinking, and individual development. The participants have offered the follow-
ing suggestions: Teaching strategies and methods should be employed that emphasize
peace education and in-service education seminars for teachers should be incorporated
that develop peace education/peace awareness. Furthermore, pre-service teachers re-
port that peace education is indicative of an environment in which students can easily
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express their opinions. Peace education offers opportunities for sincere relationships be-
tween teachers and students and encourages differences to be adopted and internalized.

Recommendations: Peace education courses should be incorporated into primary schools
and teacher training programs; activities for an acquisition of peace awareness should
take place in the classroom and during school-based activities; and in-service teacher
training programs should be designed to include peace education.

Keywords: Peace, pace education, teacher education, pre-service teachers

As the world has become more connected with the approach of the new millen-
nium, many nations have been talking about universal peace. However, what has
been witnessed so far are the facts that natural sources are rapidly diminishing,
wealth is becoming more unevenly distributed and disturbances on a universal scale
have been increasing (Akyol, 2005). The attack of the World Trade Center towers in
New York City on September 11, 2001, resulted in the loss of 3000 people, either dead
or missing. There have been major reactions against this particular event, both in and
outside the United States. Led by the United States, the process of reforming the
world has begun; dramatic perceptual changes regarding tolerance and respect for
differences has occurred, although social peace has been threatened by the possibility
and fear of clashes among civilizations.

Individuals are exposed to different kinds of violence in the postmodern world.
Violence on the streets and within families, ethnic adversaries and deteriorations
caused by environmental damage have been threatening life by making it more com-
plicated and difficult (Harris & Morris, 2003). Violence resulting from wars between
countries has caused serious damage to societies. Education stands as one of the ma-
jor precautions that may prevent violence and create and maintain social peace. It's
not as useful to pursue social peace via other means. Developed as an outcome for
instructional approaches to peace, “peace education” has recently gained attention
all around the world (Yilmaz, 2003). Education serves as a basis for a peaceful set-
ting. Furthermore, peace education is an indispensable part of teaching tolerance,
sharing and sincerity to both children and adults (International Expert Meetting,
2004).

Defined by UNICEF, peace education furnishes both children and adults with skills to pre-
vent violence, peacefully solve conflicts and create interactive settings for peace talks between
individuals, groups or nations (UNICEF, n.d.). Fundamental topics of peace education include
social justice, social change, ecological balance, economic well-being, universal points of view
and conflict management (Monez, 1973). Expected outcomes of peace education include indi-
viduals who love and respect others, who are aware of social and ecological issues, who are
honest and well-behaved and who can create peaceful settings to settle conflicting opinions (Bo-
gart & Slaughter, 2001).

Peace education in classrooms aims at equipping students with necessary knowl-
edge and attitudes through respectful, tolerant, participatory and cooperative tech-
niques and methods. In addition, students are encouraged to shoulder their own re-
sponsibilities. Thus, peace education should be regarded as an opportunity to im-
prove the social well-being and responsibilities of both teachers and students
(http:/ /www.un.org, n.d.).
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‘Peace Education” should be added to the instructional curricula of all educational
institutions as early as preschool in order for peaceful cultures to dominate over vio-
lence, which currently leads to the death of 35 people across the world every hour
(Kas, 2005). Peace education can foster respect for human rights; improve democracy,
social justice, and solidarity among people and nations; encourage individuals to de-
velop effective citizenship; and establish a type of peaceful culture based on univer-
sal human rights values. Resolving conflicts through negotiation and respect for oth-
ers, developing empathy for individuals and nations, perceiving differences posi-
tively and living peacefully together as equals should be contemporary values
gained by students. Of course, teachers are the crucial factor for undertaking this vi-
tal responsibility of achieving these values. That is why teachers should be equipped
with universal values, such as freedom, justice, human rights, gender equality, toler-
ance and respect for the right to live. They should also develop an understanding of
peace and a desire for an internalized peaceful culture.

Forming such values may be possible through pre-service education. However, as
mentioned by Schmidt (2000), Reardon (1999), Miller & Ramos (1999), and Hutchin-
son (1996), literature lacks studies linking teacher training to peace education
(Brantmeier, 2003). Developed by Brantmeier (2002), the “Peace River Model”, shown
in Figure 1, depicts how peace education can be integrated into and strengthened
through teacher training. Moreover, the model points out how different forms of
education, such as human rights, development, citizenship and values education and
positive and negative peace, can influence participatory and dynamic conditions.
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Figure 1. Peace river model (Brantmeier, 2002). Brantmeier’s study (as cited in
Brantmeier, 2003).



66 | Eurasian Journal of Educational Research

Tillman’s (1995) study entailed the delivery of peace education to 135 students for
32 weeks. This individual collected data through observation, interviews and teacher
questionnaires. Following this peace education, which provided students with activi-
ties of different natures, most of the students were determined to accept different
languages, display positive behaviors within their society and solve conflicts through
means of peace.

Leonard (1995) gave a basic level of peace education to preschool students in or-
der to improve their social skills. At the end of the educational program, students
were reported to have indeed strengthened their social skills. In addition, they began
orally resolving conflicts, accepting other kids and sharing and acting cooperatively.

Harris, Glowinski and Perleberg (1998) attempted to investigate how the use of
skills and knowledge during peace education affected the atmosphere of a classroom.
For the purposes of research, thirty-one educational experts present in the classroom
during peace education instruction were given questionnaires. These findings re-
vealed that these experts were aware of certain events, including violence, and were
suspicious of any generalization of subject matter taught in the class.

Bogart and Slaughter (2001) conducted a study in several multicultural class-
rooms. In their study, teachers taught their lessons using several communication
techniques determined by the researchers. Results yielded various values, such as
cooperation, respect for the environment, tolerating and respecting differences and
self-respect.

Spears (2004) investigated the opinions of 5th graders regarding the effects of the
peace education course. Nine students were interviewed during the study. Interview
assessments showed that students who had taken the course were more open to dif-
ferences, avoided negative verbal and non-verbal behaviors, took the time to think
instead of abruptly reacting and exerted more effort to bring peace to a situation.

Teacher training curricula in many countries require courses on democracy and
multicultural education. Such courses and themes may help future teachers grasp
and develop an insight for peace. Teacher training curricula should cover courses on
global education, environmental education, gender education, and multicultural
education. Instructing pre-service teachers about these matters may help form a more
peaceful world (Brantmeier, 2003).

Students who participate in peace education generally adapt themselves to vari-
ous situations, including critical thinking, decision-making, interactions, negotia-
tions, resolving conflicts, encouraging peace and preventing violence. Undoubtedly,
teachers are key in furnishing students with these skills. Aimed at determining the
perceptions of students studying social studies and participating in primary school
teacher training programs on subjects and concepts within peace education, includ-
ing resolving conflicts, accepting differences and expressing values, this study ex-
pects to underline the importance of peace education during the primary school
years. Moreover, identifying pre-service teachers” opinions, attitudes, and behaviors
may shed light on the right direction for those who prepare and develop curricula for
teacher training programs.
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|
Purpose of Study

The main purpose of this study is to determine pre-service teachers’ perceptions of peace
education. Accordingly, answers to the following questions are sought:

What are pre-service teachers” opinions regarding;:
e peace and peace education?
e the need for peace education in primary schools?
e  primary school courses that would include peace education?

e engaging in activities that may improve awareness about peace educa-
tion in primary schools?

e their dream school profile relating to peace education?

Limitations/Restrictions

This study was conducted during the spring term of 2005-2006. Junior and senior
students studying social studies and primary school teacher training programs in the
Primary Education Department at Anadolu University, participated in the study. The
study is limited to the answers given by pre-service teachers to the questions on the
interview form.

Method
Research Model

This study uses the survey model. It was completed using semi-structured inter-
views, a qualitative research technique. During semi-structured interviews, each par-
ticipant was questioned systematically and appropriately, but also given freedom to
move out of the frame of questioning if desired (Berg, 1998).

Participants

Participants included 26 junior and senior students participating in social studies
and primary school teacher training programs in the Primary Education Department
at Anadolu University, during the spring term of 2005-2006. Basic criteria of the
study concerning participants included students who had completed courses in
teaching school experience and instructional techniques; thus, criterion sampling, a
purposeful sampling method, was utilized to determine what junior and senior stu-
dents should be recruited as participants for the study. Six of the participating stu-
dents were juniors, while 20 of them were seniors. Seventeen were female and nine
were male; twelve of them were enrolled in the Primary School Teacher Training
Program, whereas 14 were registered students in the Social Studies Teacher Training
Program.

Data Collection

The interview form used in the study was examined by field experts in order to
check for content reliability. Later on, a pilot interview was conducted with a pre-
service teacher to see if any necessary alterations were needed. Official approval had
been guaranteed prior to the interviews. Each participant read the information book-
let about the study and signed a contract indicating voluntary participation. An au-
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dio-tape recorder was used for the interviews. All interviews were completed in May
of 2006.

Data Analysis

The descriptive analysis technique was used to analyze obtained data. After-
wards, descriptive data was converted into numbers. All data was determined after
the descriptive analysis was summarized and interpreted according to themes de-
cided beforehand (Yildirim & Simsek, 2005). Collected data was depicted, together
with frequencies, on tables, while direct quotes from pre-service teachers have been
cited. The reliability of the research was settled using a double analysis of the data by
two researchers and using the formula ‘P (Agreement %) = [ Na (Agreement) / Na
(Agreement) + (Disagreement)] X 100" (Miles & Huberman, 1994). The result of the
formula was P = % 98.75, which means that the research is reliable.

Findings and Results

In this section, findings are presented as frequency tables. Furthermore, direct ci-
tations of pre-service teachers are included.

Pre-service Teachers” Opinions Regarding Peace and Peace Education

The first question directed to pre-service teachers was “What comes first to your
mind when you think about peace and peace education”. Table 1 displays the an-
swers and distributions of these answers.

As seen in Table 1, pre-service teachers generally associate the concept of peace
with serenity, love, friendship, respect, tolerance, solidarity and equality. Participat-
ing pre-service teachers verbalized the concept of peace as a happy life without war
and the threat of nuclear weapons; building empathy; tolerating and accepting dif-
ferences; loving self and others; a conflict-free life; and freely expressing oneself.
Similarly, Table 1 also displays definitions by pre-service teachers for peace educa-
tion, which include raising people’s awareness about peace, approving differences
among people and objectively furnishing students with the ideas of solidarity, equal-
ity, justice, respect and tolerance. Moreover, they also defined peace education as
convincing students to live in harmony, respect others” opinions and rights and cre-
ate a peaceful living atmosphere.

The following is a statement given by Coskun, one of the participants:

“Here is what I can say about peace education. There’s a line dividing the world
into two--the equator. Sometimes, I think that the equator really separates the north
and the south from each other. Nations in the north are generally a bit better, actually
much better, in terms of wealth, while nations in the south generally struggle and
can’t maintain anything due to the intervention of other nations. An individual in the
north is not as well-informed about individuals in the south. It’s also debatable how
much individuals in the south know about individuals in the north. The most impor-
tant thing within peace education is informing people about each other so that they
can develop a holistic approach to world nations and issues concerning them”. An-
other participating pre-service teacher, Elif, stated the following about peace and
peace education: “Peace and peace education is people living together in peace and
harmony. Besides, it is the right to live without impeding others’ rights and living

happily”.
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Table I
Pre-service Teachers” Opinions Regarding the Concepts of Peace and Peace Education

Peace and Peace Education According to Pre-service Teachers

Peace
Sereneness, love, respect, friendship, tolerance, solidarity, equality
A happy life
Living without wars and threats of nuclear weapons
Tolerating and accepting differences
Loving self and others
Building empathy
Respect for human rights
A conflict-free environment
Expressing oneself freely
Right to live
Transcending personal ambitions and interests
White, olive tree, pigeon, childhood, family

Interval between two wars

=
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Peace Education
Raising people’s awareness about peace
A process directed to the approval of differences among people

Objectively furnishing students with the ideas of solidarity, equality, jus-
tice, respect, and tolerance

Making students live in harmony

Respecting others’ opinions and rights

Creating an atmosphere to live peacefully

Life style reflecting oneself

Furnishing students with the ideas of world citizenship and world peace
Raising awareness of negotiation and prevention of conflicts

Educating individuals to avoid war

World knowledge that schools and families should gain the children

Start of love for humanity
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Pre-service Teachers’ Opinions Regarding the Need for Peace Education in
Primary Schools

The second question directed to pre-service teachers was “Do you think peace
education is a necessary inclusion in primary schools? Why or why not?” Answers
and the frequencies for specific answers are found in Table 2.

As stated in Table 2, a majority of participating pre-service teachers agreed that
peace education was a necessary inclusion for primary schools. The reasons why par-
ticipators said peace education should be integrated into primary school curricula in-
cluded establishing and maintaining social peace and harmony, developing tolerance
in children, assuring globalization, helping children improve their personalities, pre-
venting violence and covering any insufficiencies in education that would be pro-
vided by families. On the other hand, participants who objected to the inclusion of
peace education within the curricula of primary schools stated that inconsistencies
between what is taught and what is demonstrated in front of children were their
main reason. Furthermore, one of the pre-service teachers expressed that peace edu-
cation shouldn’t be a separate course from other standard subjects.

Table II
Pre-service Teachers” Opinions Regarding the Need for Peace Education in Primary Schools

Yes, necessary 24
Reasons
Establishing social peace and harmony
Developing tolerance in children
Assuring globalization
Helping individuals improve their personality
Preventing violence
Insufficiency of education provided by families
Raising individuals equipped with a universal perspective
Internalizing peace within children
Building empathy
Societal need for peace

Erasing bias
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No, not necessary
Reasons
Inconsistency between what is taught and what is lived around 1

No need for a separate course 1




Egitim Aragtirmalar: | 71

Mustafa, a pre-service teacher, stated the following:

“Current tensions originating due to political and economic interests of some
countries over the others clearly require integration of peace education into the cur-
ricula of primary schools”.

Similarly, Zubeyde stated her ideas about the necessity of peace education in
primary schools by saying:
“Peace education should begin especially at early ages, because understanding
peace starts with classmate interactions. That’s why it’s highly important for a child

to build and pursue good relationships with his/her classmates and not push them
away just because they have a different personality or identity”.

Pre-service Teachers’ Opinions Regarding which Primary School Courses
should Include Peace Education

The third question asked “Into which primary school courses do you think peace
education should be integrated?”. Table 3 depicts their answers and the frequencies
of those given answers.

As is clearly seen in Table 3, most of the participants stated that peace education
may be integrated into social studies, civics and life knowledge classes. Moreover,
Turkish language, history, geography, math, science, physical education, art and mu-
sic courses have also been mentioned as alternative courses that could host the inte-
gration of peace education. Some participants even expressed that all courses are
suitable for the integration of peace education. The rationales behind selecting these
courses as possible alternatives to which peace education can be added include the
following: these courses discuss issues related to war, peace, and democracy; these
courses aim at equipping students with the rights and responsibilities associated
with being a human being and an upstanding citizen; they generally cover subjects
concerning countries and international affairs; and students usually start learning
about history within these courses.

Ozlem, another pre-service teacher, stated the following:

“Because it covers more social issues, I guess social studies would be most appro-
priate. Students learn about wars that we have had against other nations in a social
studies course. But, the reasons that led to wars or whether it was possible or not to
avoid the wars are never discussed in classrooms. That's why a social studies course
would make a good alternative for integrating peace education”. In addition, M. Ali,
another pre-service teacher, stated the following: “All humans should develop a hu-
manistic approach towards, not against, themselves, all other humans and the envi-
ronment. In fact, it is not easy to decide which course is suitable; all courses may put
humans and humanity into focus. The concept of peace can be applied to every dis-
cipline. Peace education can be associated with all courses”.
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Table III
Pre-service Teachers’ Opinions Regarding what Primary School Courses should Include
Peace Education

Courses f
Social Studies 5
Civics 11
Life Knowledge 10
Turkish Language 8
Into all courses 8
History 7
Geography 6
Math 4
Science 3
Physical Education 1
Arts 1
Music 1

Rationales

These courses include issues related with war, peace, and democracy 9
These courses aim to equip students with rights and responsibilities 4
of being a human and a citizen
They generally cover subjects concerning countries and international affairs 4
Students usually start learning about history within these courses 3
They are directed to skill gain and self-expression 2
Students feel involved in life 2
They are based on thought and opinions assessing social relationship with the 2
individual in the center of the matter
They develop a humanistic approach in students 1

Moral related issues and values can only be taught through these course 1
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Pre-service Teachers’ Opinions Regarding Conducting Possible Activities in
Primary Schools that may Improve Awareness about Peace and Peace Edu-
cation

“What should be done to improve peace education/awareness?” was the fourth
question directed to participants. The answers provided by the participants to this
question and the frequencies of those answers can be found in Table 4.

Table IV
Pre-service Teachers” Opinions Regarding Conducting Possible Activities in Primary Schools
that may Improve Awareness about Peace and Peace Education

Possible Activities
Activities leading to effective participation should be developed and used
Teachers should take in-service training about peace and peace education
Teacher training programs should expand to cover peace education
Students should be given opportunities for self-expression
Students should be equipped with necessary tolerance tools to accept differences
Pre-school education should also include peace education
Experts or famous characters should be consulted
Activities introducing different countries to students should be organized
Activities concerning the influence of wars’ causes & effects over people should be
conducted
Coursebooks should be prepared objectively
Student exchange programs between various countries should be developed
Social activities should bear importance
Mass media should be directed towards qualified publishing
Students should be familiarized with different cultures via the Internet
Cheap book projects should be run to increase reading rates
Conferences should be held
Trips to other countries should be organized
Skills to build empathy should be developed and strengthened
Schools and families should cooperate
Students should be informed about peace and help organizations
Government officials should actively be involved in resolution of social problems
Peace week activities should be organized
Peace representatives should be chosen among students
Students should be equipped with an objective point of view
A democratic school atmosphere should be created
A common world culture should be formed
Students” awareness about international alliances should be enriched
Students should get into touch with other students from different cultures
Parents should also be trained
The idea of being a citizen of the world should prevail
Children should learn social behaviors such as sympathy, respect, and helping
Universities should project peace education to all parts of the society
Non-governmental organizations, Ministry of National Education, and Ministry of
Interior should cooperate
Documentaries should be filmed
Brochures should be published 1
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As depicted in Table 4, a majority of participants expressed that activities leading
to effective student participation should be conducted. Furthermore, they mentioned
that teachers should become engaged in in-service educational seminars concerning
peace education. Peace education should also be integrated into teacher training pro-
grams. Candidate teachers suggested that students be given opportunities to express
themselves and develop tools to create tolerance. They also believed that peace edu-
cation should be included in the curricula of even preschool institutions.

Harun, a pre-service teacher, put forward a suggestion about improving peace
awareness:
“I believe social studies courses must include peace education”.
Another participant, Vasfi, believed that “we could organize activities, such as a

peace week. Within this week, students would be introduced to poems or articles
about peace”.

Pre-service Teachers” Dreamn School Profiles Related to Peace Education

The last question directed to pre-service teachers was “What is your dream
School/Education profile related to peace education?”. The answers provided by the
participants and the frequencies of those answers are shown in Table 5.

Table V
Pre-service Teachers” Dream School Profiles Related to Peace Education

Pre-service Teachers’” Dream School Profiles Related to Peace Education f

A school environment that/where;
is democratic

students adopt and internalize differences

student-teacher relation is genuinely sincere

managers build a loving, respectful, and tolerant dialogue with students
friendly and sympathetic teachers and managers work

students are involved in all processes actively

students are valued

students feel safe and peaceful

perceives society as a whole

is not formal, but relax

students from different places and cultures study together

places importance on the introduction of other countries and societies
is conflict-free

equality matters the most

classrooms are not crowded
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international projects are conducted
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As can be observed from Table 5, when pre-service teachers think of peace educa-
tion, what first came to mind was a school environment where democracy prevails
and where students adopt and internalize differences. This environment also should
be a setting where genuinely sincere relationships between students and teachers ex-
ist, managers build a dialogue based on love, respect, and tolerance with students,
friendly and smiling teachers and managers are employed at the school and students
become actively involved in processes. Moreover, pre-service teachers perceived a
school where students were valued.

Regarding this issue, a pre-service teacher, Emel, stated the following;:

“I imagine a school where individuals can freely express their feelings; a school
free from mocking, humiliation, and judgment”.

Similarly, Sibel —another participant—expressed her opinions by saying;:

“School should be free from any form of privileges, should approach differences
democratically and should be based on equality. Peace should prevail within the
school.”

Discussion and Conclusion

The results indicate that a majority of participating pre-service teachers associate
the concept of peace with serenity, love, respect, friendship, tolerance, solidarity and
equality. Concepts used in association with peace include a happy life, a setting free
from wars and nuclear threats and respect for different ideas. Pre-service teachers be-
lieve that peace education should include raising people’s awareness about peace,
teaching students how to tolerate differences among people and objectively furnish-
ing students with values, such as solidarity, justice, respect and tolerance.

Pre-service teachers define peace education as encouraging students to live in
harmony, respect others’ rights and opinions and form a peaceful society. These find-
ings are consistent with those determined by Burstermann (1973). In Burstermann’s
study, students identified peace as the “non-existence of wars; living in solidarity;
understanding each other; freedom; freedom of expression; the union of people liv-
ing in a better world; and a lack of conflicts”. Furthermore, the findings of this study
display similarities with the definition of peace given by Duffy (nd), which reads as
the non-existence of conflicts and violence, a harmonious society, safety and agree-
ment, tolerance, empathy, respect for differences, and cooperation. Likewise, the
findings of this study are consistent with those of Smith (nd), which concludes that
peace is tolerance, respect for human rights, establishing social justice, and teaching
techniques for resolving problems and conflicts.

Most pre-service teachers believe that peace education should be integrated into
the curricula of primary schools. Their rationales include establishing social peace
and harmony, developing tolerance in children, assuring globalization, helping indi-
viduals improve their personality and preventing violence. The pre-service teacher
who stated that there was no need for the addition of peace education into primary
school programs as an extra course also mentioned that it should be taught in tan-
dem with other disciplines. Peace education has also been applied in studies by Leo-
nard (1995), Tillman (1995) and Spears (2004) in which dramatic, positive changes in
students” behaviors have been observed. Furthermore, Marr (2003) reported that
primary school students learn about differences among people and become aware of
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their own roles and responsibilities through activities focusing on human rights and
peace education, which is consistent with the findings of the present study.

Again, a major portion of participants point out that integrating peace education
into primary school curricula should be carried out through the use of social studies,
civics, and life knowledge courses, although some state that other courses might also
be used. Some of the reasons for selecting these specific courses are that these courses
include issues related to war, peace, and democracy and that these courses aim at
equipping students with the rights and responsibilities of being a human being and
citizen.

Many participants suggest that methods and activities that encourage student
participation should be used, that in-service training programs for teachers should be
organized and that a peace education course should be added to teacher training
programs. These findings are also similar to those of Brown, Reynolds and Taylor
(1994), who believed that using various activities, such as reading excerpts, brain-
storming and creating settings where students could freely express their opinions,
were highly influential in furnishing students with “listening, problem-solving, co-
operation, decision-making, and communication” skills necessary for peaceful living.
Likewise, the findings do not contradict answers given to the question “What is
peace?” in Burstermann’s (1973) study; the answers were as follows: tolerance and
love, a better condition of life, bravely facing problems and trying to overcome them,
better management and developing sensitivity for differences. Pre-service teachers
imagine a school environment where democracy prevails, differences are adopted
and internalized, relationships between teachers and students are genuinely sincere
and school managers engage in a dialogue with students based on love, respect and
tolerance.

Based on participating pre-service teachers’ perceptions of peace education, it
would be correct to conclude that peace and peace education are vitally necessary for
mankind and some alterations within curricula for primary schools and teacher train-
ing programs should be conducted in order to equip students with this vital informa-
tion. Therefore, these alterations should cover the inclusion of ‘peace education’ in
primary schools and teacher training programs. Social studies, national awareness,
and world knowledge courses may host peace education for primary schools. Activi-
ties directed to improve peace awareness also should be included in schools. More-
over, teachers should undergo in-service training on peace education. In addition,
schools may organize peace week activities. Peace representatives should be chosen
from among students and students’ attention should be drawn to creating peace.

A democratic school environment where students are involved in decision-
making processes and where teachers, managers, and school staff are good models in
terms of peace education should be established in order to match the dream school
profile. School and family cooperation should be increased through workshops, shar-
ing information and forming a family center. Other studies linking peace education
with teacher training programs and primary school students may substantially con-
tribute to this field.
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Ogretmen Adaylarinin Baris Egitimi Algilart

(Ozet)

Problem Durumu: Post-modern diinyada insanlar gesitli bicimlerde siddetle kars:
karstya kalmaktadir. Sokakta yasanan siddet, aile ici siddet, etnik diismanlik ve ¢ev-
resel zararlarin yol actif1 yikimlar her gecen giin yasami daha da zorlastirmakta,
karmagiklagtirmakta ve tehdit etmektedir. Ulkeler arasinda yagsanan savag ve bunun
halka yansimasi olan siddet, toplumlarda biiyiik yikimlara yol agmaktadir. Siddetin
onlenmesi, sosyal barisin saglanmasi ve egemen kilinmasinda en 6nemli unsurlardan
biri egitimdir. Egitim disindaki yontemlerle toplumda bir siire baris saglansa bile,
boylesi bir barisin kalic1 ve stirekli olmasi giig bir olasiliktir. Bu nedenle, barisa egitsel
acidan yaklasan anlayislarin bir tirtinii olarak gelistirilen “baris egitimi” yetiskinlerin
ve ¢ocuklarin hosgori, paylasim ve i¢ten olma gibi degerlerin 6gretim bigiminin ay-
rilmaz bir parcasidir. Baris egitimi, catismalar1 ¢ozme, gesitliligi anlama ve degerleri
aciklama gibi cocuklarin giinliik yasantilarinda yer alan konular: icerir. Ayrica, 6g-
rencilere iyi niyet, hosgorti, karsilikli anlayis, empati gibi beceri ve degerler kazandi-
rir. Baris egitiminin temel amaci, 6grencilerin sosyal adaleti saglayabilecek bir diinya
diizeni olusturmalarina katkida bulunacak stratejiler gelistirmelerine yardim etmek-
tir. Bu nedenle bircok tilkedeki dgretmen egitim programlari demokrasi ile ilgili
derslere ve bu derslerde cok kiiltiirlii egitim ve 6gretime gereksinim duymaktadir.
Bu tiir dersler ve konular gelecegin 6gretmenlerinin huzur ve baris kavramlarin da-
ha iyi anlamalarina yardim edecektir. Ogretmen egitim programlar: kiiresel egitim,
cevre egitimi, cinsiyet egitimi, cok kiiltiirlii egitim gibi konular1 igermelidir. Ogret-
men adaylarma bu tiir dersler ve konularin verilmesi daha bariscil bir diinyanin ya-
pilanmasina katki saglayacaktir. Ayrica bariscil bir egitime sahip olan 6grenciler, e-
lestirel diistinme, karar verme, etkilesim, uzlasma, ¢atismalari ¢ozme, baris ortami
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olusturma, siddeti onleme gibi 6zel durumlara uyarlanabilen becerileri edinen 6g-
rencilerdir.

Arastirmanin Amaci: Bu arastirma, 6gretmen adaylarinin baris egitimine iliskin al-
gilarin belirlemek tizere gerceklestirilmistir. Bu amaci gerceklestirmek icin su soru-
lara yamt aranmustir: Ogretmen adaylarinin; baris ve baris egitimi konusundaki dii-
stinceleri nelerdir?, flkogretim okullarinda baris egitimi gereksinimi konusundaki
goriisleri nelerdir?, ilkégretim okullarinda baris egitimi verilmesi gereken derslere i-
liskin goriisleri nelerdir?, lkogretim okullarinda baris egitimi bilincinin gelistirilme-
si konusunda yapilabilecek calismalara iliskin goriisleri nelerdir?, Baris egitimi ile il-
gili hayallerindeki okul profilleri nelerdir? Sosyal Bilgiler ve Siif Ogretmenligi 6§-
retmen adaylarmin algilariin belirlenmeye calisildigt bu calismanin, ilkégretimde
baris egitimi kavraminin 6nemini ortaya koyacag umulmaktadir. Ayrica 6gretmen
adaylarmin bu konudaki tutum, davranis ve goriislerinin belirlenmesinin ilkogretim
ve dgretmen egitimi 6gretim programlarini hazirlayanlara 1sik tutmasi konusunda
etkili olacag: diistintilmektedir.

Aragtirmanin Yontemi: Arastirma, tarama modelindedir. Arastirma, nitel arastirma
tekniklerinden yar1 yapilandirilmis goriisme yoluyla gerceklestirilmistir. 2005-2006
ogretim y1li bahar déneminde Anadolu Universitesi Egitim Fakiiltesi Hkbgretim Bo-
limi Sinif Ogretmenligi ve Sosyal Bilgiler Ogretmenligi {igiincii ve dordiincii sinifta
okumakta olan 26 6gretmen adayindan goriisme ile elde edilen verilerin ¢oztimlen-
mesinde betimsel ¢oztimleme teknigi kullanilmis ve elde edilen veriler sayisallastiri-
larak sunulmustur. Betimsel ¢oziimlemede, elde edilen veriler, daha 6nceden belirle-
nen temalara gore 6zetlenmis ve yorumlanmustir. Elde edilen veriler, frekanslarla bir-
likte tablolar biciminde sunularak 6gretmen adaylarinin gortislerinden dogrudan a-
lintilar yapilmistir. Arastirmada 6gretmen adaylarmnin okul deneyimi ve 6gretim ile
ilgili dersleri almis olmalar1 temel &l¢iit olarak belirlendiginden arastirmada amacl
orneklem yontemlerinden 6lgiit rnekleme kullanilmis, arastirma tigtincti ve dérdiin-
cti siuf 6grencileri ile gergeklestirilmistir. Arastirmaya katilan 26 6grenciden 6's1 3.
sinif, 20’si 4. sinifta okumaktadir. Ogrencilerin 17’si kiz, 9'u erkektir. Yine 6grencile-
rin 14t Sosyal Bilgiler Ogretmenligi, 12’si Stmf Ogretmenligi programmda 6grenim
gormektedir.

Bulgular: ve Sonuglari: Arastirma sonucunda 6gretmen adaylarinin baris ve barig
egitimi kavramlarin1 benzer bicimde tanimladiklar1 goriilmektedir. Arastirma kap-
samindaki 6gretmen adaylar1 barisla ilgili olarak; huzur, sevgi, saygi, dostluk, hosgo-
rii, kardeslik, esitlik, mutlu bir yasam, savas, niikleer silah vb.’nin olmadig1 bir ortam
gibi tanimlamalarda bulunmuslardir. Ogretmen adaylarinin biiyiik cogunlugu ilk6g-
retim okullarinda baris egitimi dersini gerekli gordiiklerini belirtmislerdir. Ogretmen
adaylari, sosyal uyum ve barisi saglama, ¢ocuklarin diger bireylere hosgoriilti yak-
lasmasini saglama, kiiresellesmeyi tam olarak saglama, bireyin kisilik gelisimine
yardimct olma gibi nedenlerle baris egitiminin gerekli oldugunu vurgulamislardir.
Ogretmen adaylar1 baris egitimine sosyal bilgiler, vatandasglik, hayat bilgisi gibi ders-
lerde yer verilebilecegini belirtmislerdir. Ozellikle bu derslerin iceriginin savas, barig
ve demokrasi kavramlar: ile vatandaglik, insan hak ve sorumluluklarimin kazandi-
rilmasina uygun olmalari, neden olarak gostermiglerdir. Ogretmen adaylar1 baris
egitiminin/baris bilincinin kazandirilmast i¢in 8grencilerin etkin olmalarin: saglaya-
cak yontem ve etkinliklere yer verilmeli, 6gretmenlere hizmet ici egitim verilmeli,
Ogretmen egitimi programlarina baris egitimi dersi konulmali, 8grencinin kendini
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ifade etmesine olanak taniyacak olanaklar sunulmali gibi goriis ve oneriler ileri stir-
miislerdir. Ayrica 6gretmen adaylari, baris egitimi denilince, demokratik, farklilikla-

tam hayal etmislerdir.

Oneriler: C)gretmen adaylarmn algilarma dayalr olarak, ilkogretim okullarinda
cesitli dersler araciligiyla baris egitimi verilmesinin gerekli oldugu, buna paralel ola-
rak da 6gretmen adaylarinin 6gretim programlarina baris egitimi dersinin konulmast
gerektigi sdylenebilir. Ayrica, okul ve smif ici etkinliklerde baris bilinci ile ilgili et-
kinlikler diizenlenmeli, 6gretmenlere baris egitimi ile ilgili hizmet i¢i egitimler veril-
melidir. Ayrica, baris egitimi kapsaminda okulda aile calistaylar1 diizenleme, payla-
sim ortamlar1 ve aile merkezi olusturma gibi cesitli etkinliklerle ailenin okula katilim1
artirllmalidur.

Amnahtar Sozciikler: Baris, baris egitimi, 6gretmen egitimi, 6gretmen aday1
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Abstract

Problem Statement: The purpose of pre-service teacher training processes is to ensure
that prospective teachers are well-equipped and have the skills necessary to succeed as
teachers. The most important step in this process, which includes theoretical and ap-
plied activities, is teaching practice. In this process, prospective teachers try to solve real
problems, observe learning processes, and witness differences between the planned en-
vironment and the real world. In addition, this process gives them a chance to benefit
from a variety of approaches in the real world. Therefore, by creating new experience
opportunities, the process of teaching practice should offer opportunities for prospec-
tive teachers to recognize their needs, and to make changes in their ways of thinking
and modifications to their belief systems, since these facts are the fundamental dynam-
ics used in guiding our actions.

Purpose: The study was conducted to examine the effects of Information and Communi-
cation Technology (ICT) supported blended teaching practice processes on prospective
teachers’ teaching self-efficacy and epistemological belief.

Methods: A pretest and post test design without a control group was employed in the
experimental study. The study group consisted of 43 male and female students enrolled
in the Department of Computer Education and Instructional Technology, Hacettepe
University, for the 2006-2007 spring semester, and the BTO 492 Teaching Practice
course, which is compulsory for senior students, of 112 hours, with a minimum of eight
hours a week. For this research, theoretical activities in the course are composed of a
face-to-face environment and the web media. In this study, the Teaching Self-Efficacy
Scale and Epistemological Belief Scale were used. Descriptive statistics and t-tests were
applied in the analysis of data obtained from these scales.

Findings and Results: At the end of the process, a meaningful maturation has been re-
corded in the epistemological belief that “learning is based on effort.” Maturation is
meaningful for students having both high and low general academic success levels.
While no meaningful maturation has been observed in males, meaningful maturation
has been detected in females. The process has also resulted in meaningful and positive
changes in the teaching self-efficacy belief of prospective teachers. The change in the
teaching self-efficacy belief has been observed to be similar in groups different from

" Assistant Professor, Faculty of Education Department of Computer Education and Instructional Technology,
Hacettepe University. erdemm®@hacettepe.edu.tr
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each other in terms of academic success levels. When analyzed in terms of gender, a
meaningful change has been revealed in favor of males.

Reccommendations: These environments should be tested with new practices; similar en-
vironments can enrich teaching practice lessons and can meet the expectations of stu-
dents at a higher level. It is felt that teaching self-efficacy and the epistemological belief
are processed as contradictory beliefs. This situation should be tested with new studies
in future.

Keywords: Teaching practice process, blended teaching practice, epistemological belief,
teaching self-efficacy belief, self-efficacy belief

The purpose of pre-service teacher training processes is to ensure that prospective
teachers are well-equipped and have the skills necessary to succeed as teachers. The
first and foremost step of this process —which includes theoretical and applied activi-
ties—is teaching practice. In the process of teaching practice, a prospective teacher
meets—as a partner of the process — the real conditions under which they will reflect
their experience. In this process, prospective teachers try to solve real problems, ob-
serve learning processes, and witness differences between the planned environment
and the real world. In addition, this process gives them a chance to benefit from the
variety of approaches in the real world. Therefore, by creating new experience op-
portunities, the process of teaching practice should offer opportunities for prospec-
tive teachers to recognize their needs and to make changes in their ways of thinking
and modifications to their belief systems. In this study, an ICT supported blended
teaching practice process was created and the changes that the process has brought
about in the teaching of self-efficacy and epistemological belief were analyzed.

Epistemological Belief

It can be said that all of the decisions made and all of the behaviors exhibited by
individuals are based on belief systems they adopt (Hofer & Pintrich, 1997; Pajares,
1992). According to Perry (1981), epistemological beliefs, which have quite a signifi-
cant place among these highly complicated and multi-dimensional belief systems,
point out the beliefs related to “what information is,” “how it is obtained” and the
“accuracy, limits and criteria of information.” Schommer (1994), on the other hand,
defines epistemological beliefs as subjective beliefs related to “what information is”
and “how (the) understanding and learning processes occur.”

It seems important to mention different views about the generation processes and
sources of epistemological belief systems composed of the answers given to many
questions including “Is information absolute or relative?” “Is it simple or complex?”
and “Is learning based on effort or ability?” According to Perry (1981) and Magolda
(1993), information-related beliefs of individuals show a development course from a
bilateral structure towards the belief that information is subjective. For Schommer
(1994), the evolution of epistemological beliefs shows a multi-dimensional structure
rather than a linear structure. An individual believing that “information is relative
and subjective” can also believe that “some information is not changeable” (Cited
from Brownlee, 2002).

Epistemological beliefs have decisive effects on variables such as an individual’s
method of processing and interpreting newly provided information, their compre-
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hension levels, the criteria adopted in testing comprehension levels, the study strate-
gies selected and applied, high level of thinking and problem-solving approaches,
the efforts they exert, and the time they spend on learning (Brownlee et al., 2001;
Brownlee, 2002; Hofer & Pintrich, 1997; Tolhurst, 2007).

The relationship between differing epistemological beliefs deemed to have im-
portant effects on our learning and in guiding our actions and factors which can lead
to the formation of these beliefs such as past experiences, gender and academic suc-
cess, have been examined in many researches. According to the results in these re-
searches, female students when compared to male students (Schommer, 1993a;
1993b; Paulsen & Wells, 1998; Eroglu & Giiven, 2006; Deryakulu & Biuyiikoztiirk,
2005); adults when compared to the young (Schommer, 1998); and seniors when
compared to freshmen (Eroglu & Giiven 2006) have a stronger belief that learning
capability is not a stable ability acquired by birth and can be improved with time.

A study conducted by Brownlee et al. (2001) with university students attending
education psychology lessons was found to be relevant as it revealed that learning
settings can change epistemological beliefs. During the study, a group of students
was asked to keep diaries regularly and reflect on their epistemological beliefs. An-
other group was not exposed to such a reflective process. Epistemological beliefs de-
termined at the end of the year revealed that students in the group asked to keep dia-
ries and reflect on their beliefs had more complex and mature epistemological beliefs
when compared with the other group.

Briefly, epistemological beliefs have significant effects on the structuring of learn-
ing settings, and the quality of these learning settings which cannot be explained in-
dependently from the epistemological beliefs of individuals. Moreover, from the
studies conducted, it was found that there is a mutual decisiveness between learning
settings and epistemological beliefs, and that, consequently, learning settings lead to
changes in epistemological beliefs (Schommer, 1998; Brownlee et al., 2001; Tolhurst
2007).

Teaching Self-Efficacy Belief

Self-efficacy refers to the individual’s thoughts about their ability to organize and
succeed in a task assigned to them. Bandura (1986) defines self-efficacy as “thoughts
of individuals on how well they perform the necessary actions to overcome possible
situations.” It is observed that, when compared with individuals of low self-efficacy,
individuals of high self-efficacy exert more effort, continue these efforts for quite a
long time, do not give up when encountering a barrier, choose challenging settings

and create new environments to complete a task successfully (Bandura, 1994; Scholz
et al., 2002).

It is also known that self-efficacy belief can be used to explain individual differ-
ences which appear during activities arranged by the teacher in the learning-teaching
process (Riggs & Enochs, 1990). Teaching self-efficacy belief is defined as the teach-
ers’ belief that they will exhibit behaviors necessary to perform teaching functions
successfully, and is emphasized as one of the teacher abilities closely related to stu-
dent success. It is stated that the effort exerted by teachers on achieving their teach-
ing targets and desire levels changes depending on self-efficacy beliefs (Tschannen-
Moran & Woolfolk-Hoy, 2001).
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The self-efficacy belief is explained by four main information sources: complete
and correct experiences, indirect experiences, oral persuasion and emotional state;
these interact with one other. The success shown by an individual in any work s/he
has undertaken is an indicator of the potential success to be shown in the future by
them in a similar task. Therefore, the success experienced serves as a reward and a
way of motivating the individual in terms of exhibiting similar behaviors (complete
and correct experiences) in the future. Many expectations are derived from the experi-
ences of others; observing the success of other individuals can make the individual
expect to be successful (Indirect Experiences). Encouraging an individual with incen-
tives and making suggestions about how to complete a task successfully can lead to
changes in self-efficacy expectations (Oral Persuasion). Being in a well state, both
physically and psychologically, when launching the task increases the possibility of
actually launching the assigned task (Emotional Condition) (Bandura, 1994; Schmitz &
Schwarzer, 2000; Yavuzer & Kog, 2002).

Then, the experiences to be gained from the settings where the individual will di-
rectly take action will be decisive in terms of the self-efficacy belief, related to the as-
signed area, of the individual. In this framework, teaching practice processes can be
expected to make changes in the teaching self-efficacy beliefs and the direction of this
change can give clues about whether the process undergone is positive or negative.
In light of this fact, an ICT-supported blended teaching practice process has been de-
veloped and the effects of this process on teaching self-efficacy and epistemological
beliefs of prospective teachers are examined in the scope of this article.

Method
A pre/post test design without a control group has been employed in the study.

Study Group

The study group is composed of a total of 43 students enrolled in the Department
of Computer Education and Instructional Technologies at Hacettepe University from
the 2006-2007 spring semester and taking the Teaching Practice course. The break
down of the group on the basis of gender and academic success level is as follows:

Table I
Characteristics of the Study Group
Academic Success Level Gender
Lower group Upper Group Male Female
22 21
Academic Average = 2.06 -  Academic Average = 2.86 27 16
2.85 - 3.66

The Process of ICT Supported Blended Teaching Practice

The Teaching Practice course is comprised of 112 hours, with a minimum of eight lesson
hours a week. The lessons should be timed so as to encourage change; the chart below shows
the organization of the course and describes the course elements.
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Figure 1. The process of ICT supported blended teaching practice
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Theoretical activities. These are composed of two segments; (i) activities performed
face-to-face in the university classrooms and (ii) activities supported by the activities

and discussions in web media.

Face-to-face classroom setting. The process is initiated with face-to-face lessons and
the discussions on the meaning, processes and requirements of teaching practice. In
the following steps, students attended the face-to-face lessons over two-week peri-
ods. In these meetings;

¢ Information and opinions exchanged with students has been concerned
with the activities conducted in practice schools and explanations have
been given about the activities and teaching design process.

e  Problem cases rarely encountered in school settings have been created to
make exercises of finding solutions in the context of teaching the design
process. Thus, an improvement in abilities such as multi-dimensional
thinking, realizing situational and even individual solutions and devel-
oping new strategies in the case of differences, has been attempted.

Web media. A part of the theoretical activities which have been carried out in web
media. With this, students are required to answer the questionnaires used; discuss
the theoretical infrastructure of teaching design; follow project instructions related to
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lecturing; participate in group and class discussions; share personal reflections and
activity reports with all classmates and instructors; use their theoretical knowledge in
a different way by using a “cartoon interpretation” activity.

Practice process. The main practice setting is in the schools. In these settings where
they have played the role of both teacher and student, prospective teachers have
been assigned the full responsibilities expected of a teacher. The student teachers
were asked to plan their lessons in the framework of the “Teaching Practice Project
Guide” provided in electronic media. This “Guide” is structured to take into consid-
eration the teaching design process and lessons should be organized in the following
stages:

e  Detection of learner characteristics; definition of teacher qualifications;
detection of learning setting facilities; detection of teaching tools and
materials and learning-teaching strategies and methods on the basis of
learner and teacher qualifications; gains; and teaching setting facilities;
planning of practice and evaluation activities.

Pre-practice

e  Each student was asked to film their lesson during pre-practice and then
to watch and evaluate their performance. In addition, they were ex-
pected to ask other student teachers in the same class and their mentors
to fill in the standard evaluation form to assess their performance.

e  Each student was asked to perform the following practices making nec-
essary changes to the lesson plan on the basis of pre-practice evalua-
tions.

e  Each student was asked to prepare self-evaluation and reflection reports.

Data Collection Tools

Teaching Self-Efficacy Scale: As developed by Capa, Cakiroglu and Sarikaya
(2005), it is composed of 24 items using a nine-point Likert Type scale. When re-
sponding to the items on this one dimensional scale, participants mark the value they
deem the most appropriate for each item 1 (insufficient) to 9 (highly sufficient). The
lowest possible score that can be taken from the scale is 24 while the highest score is
216. The Cronbach Alpha reliability coefficient of the scale was calculated as .93.

Epistemological Belief Scale (EBS): The Epistomological Belief Scale was used in
this study to measure the epistemological beliefs of students. The validity and reli-
ability of this scale, developed by Schommer (1990), has been confirmed using Turk-
ish university students, Deryakulu and Biiytikoztiirk (2005). The scale has a three-
factor structure and is composed of 34 items. There are 17 items in the first factor of
the scale: “The Belief That Learning is Based on Effort;” nine items in the second fac-
tor: “The Belief That Learning is Based on Ability;” and eight items in the third fac-
tor: “The Belief that there is Only One Truth.” The Cronbach Alpha internal consis-
tency coefficients were calculated as 84 for Factor 1, 0.69 for Factor 2, 0.64 for Factor 3
and 0.81 for the whole scale. The highest score was taken from each factor of the scale
showing whether the individuals had immature/undeveloped beliefs related to this
factor.
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|
Data Analysis

Descriptive statistics and t-tests were applied in the analysis of data obtained
from the scales.

Findings
What is the effect of the ICT supported blended teaching practice process on the
epistemological beliefs of prospective teachers?

To answer this question, the differences between the scores taken in the first ap-
plication of the epistemological belief scale at the beginning of the process and the
scores taken in the second application of the scale at the end of the process were
tested for each sub-scale via t-tests. The results obtained from these tests are given in

Table II
The Significant Differences between the First and Second Application of the Epistemological
Belief Scale

Epistemological Belief Scale N X sS sd t p
First Application 43 31.56 6.57

LBoE 42 3.43 .001*
Second Application 43 28.74 6.86
First Application 43 18.00 4.25

LBoA 42 .000 1.000
Second Application 43 18.00 4.82
First Application 43 24.65 5.18

ooT 42 1.46 .153
Second Application 43 23.65 4.58

Table 2 shows the epistemological belief levels of prospective teachers before the
teaching practice and the changes created by the process in the beliefs. When the pre-
practice results are examined in this perspective, it can be concluded that prospective
teachers enter into the process at a mature level which can be deemed sufficient in
terms of “the belief that learning is based on effort” (LBoE) and “the belief that learn-
ing is based on ability” (LBoA). “The belief that there is only one truth,” on the other
hand, seems stronger than other sub-dimensions. After teaching practice, while ma-
turity has been observed in “the belief that learning is based on effort” and “the be-
lief that there is only one truth” (OOT), no change is recorded in “the belief that
learning is based on ability.” When t-values are related to the significance of the dif-
ferences between the first and second application of the scale, it has been revealed
that only the value related to “the belief that learning is based on effort” is significant
at the 0.05 level.

The t-test outcomes showing whether results obtained in relation to the epistemo-
logical beliefs differ on the basis of the general academic success levels of students
are listed in Table 3.
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Table III
The Significant Differences Observed in the General Academic Success Levels between the
First and Second Application of the Epistemological Belief Scale

Academic Success Ve

Level N Epistemological Belief Scale X ss t p
First Application 33.18 6.85
Lower Group 22 243 .024*
Second Application 30.00 7.52
LBoE
First Application 20.86 5.94
Upper Group 21 243 .025*
Second Application 2743 5.98
22 First Application 18.86 4.44
Lower Group .04 .970
Second Application 18.82 5.42
LBoA
21 First Application 17.10 3.95
Upper Group -.09 .933
Second Application 17.14 4.04
22 First Application 25.82 5.16 95 352
Lower Group . l
Second Application 24.68 3.98
ooT
21 First Application 23.43 5.03
Upper Group 1.27 220
Second Application 2257 5.01

Table 3 has two perspectives: epistemological belief levels of prospective teach-
ers before their teaching practice, and the changes created by the process in the be-
liefs. When the pre-practice results are examined, in parallel with the literature
(Schommer-Aikins, Mau, Brookhart & Hutter, 2000), students with a lower academic
success level have stronger belief in all sub-dimensions of epistemological belief
when compared with the students of higher academic success levels. When the dif-
ferences between the first and the second application are examined to detect the
changes created by teaching practice, a significant difference has been recorded in
students of both high (upper group) and low academic success (lower group) levels
in terms of “the belief that learning is based on effort.”

The t-test findings that show whether results obtained in relation to epistemological
beliefs change on the basis of prospective teachers’ gender are given in Table 4.
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Table IV
The Significant Differences in Gender of Prospective Teachers between the First and Second
Application of the Epistemological Belief Scale

Gender N Epistemological Belief Scale X SS t p
First Application 33.19 6.46 1.86 074
Male 27
Second Application 31.30 6.46
LBoE
First Application 28.81 5.96
Female 16 3.25 .005*
Second Application 24.44 5.28
First Application 18.67 4.34 .05 .965
Male 27
Second Application 18.63 4.89
LBoA
First Application 16.88 3.98
Female 16 -.05 .957
Second Application 16.94 4.64
First Application 25.26 5.35 72 478
Male 27
Second Application 24.59 4.32
ooT
First Application 23.63 4.87
Female 16 1.56 .140
Second Application 22.06 4.71

In Table 4, the epistemological beliefs before teaching practice are examined in
terms of gender and it has been found that females have more developed epistemo-
logical beliefs than males in all sub-dimensions. There are many references in the lit-
erature which support this finding, particularly in terms of “the belief that learning is
based on ability” (Schommer, 1993a; 1993b; Paulsen & Wells, 1998; Eroglu & Giiven,
2006; Deryakulu & Biiytikoztiirk, 2005). When the changes created in the epistemo-
logical beliefs of females and males by the teaching practice processes are examined,
it is revealed that female students showed a substantial improvement in terms of the
“belief that learning is based on effort;” in other words, they have matured while no
meaningful change was observed in male students.

What is the Efect of the ICT Spported Blended Teaching Practice Process on
theTteaching Self-efficacyBbeliefs of Prospective Teachers?

To respond to this question, the differences between the scores taken in the first
application of the teaching self-efficacy belief scale at the beginning of the process
and the scores of the second application of the scale at the end of the process were
tested via a t-test. The results obtained from these tests are given in Table 5.
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Table V
The Significant Differences between the First and Second Applications of the Teaching Self-
Efficacy Belief Scale

Teaching Self-Efficacy

Belief N X ss sd t p

First Application 43 164.95 20.29 | .

Second Application 43 175.07 18.96 42 328 .002
a=.05

When the table is analyzed, bearing in mind that the highest possible score to be
taken from teaching self-efficacy scale is 216, it can be concluded that self-efficacy be-
lief levels of the prospective teachers at the beginning of the process are high. The
development course of this result throughout the process has been found to be sig-
nificant at (t = -3.28) 0.05 level; prospective teachers completed their process with a
stronger self-efficacy belief.

The t-test outcomes showing whether results obtained in relation to the teaching
self-efficacy belief change on the basis of the general academic success levels of pro-
spective teachers are given in Table 6.

Table VI
The Significant Differences Observed in the General Academic Success Level between the
First and Second Application of the Teaching Self-Efficacy Belief Scale

Academic Success

Level N Teaching Self-Efficacy Belief X ss t p
First Application 168.50 18.21

Lower Group 22 -2.48  .022*
Second Application 180.68 13.88
First Application 161.24 22.09

Upper Group 21 -2.13  .045*
Second Application 169.19 21.96

Table 6 shows that students of both high and low general academic success levels
were positively affected to a significant level by the practice process in terms of the
teaching of the self-efficacy belief. This leads to the conclusion that prospective
teachers had positive experiences during their teaching practice processes and this is
parallel with the study findings suggesting that observation and experience, espe-
cially if it occurs in a positive way, does improve the self-efficacy belief (Bandura,
1977, 1994; Schmitz and Schwarzer, 2000; Yavuzer & Kog, 2002).

The t-test findings related to whether the results obtained from teaching the self-
efficacy belief differ depending on the gender of prospective teachers are given in
Table 7.
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Table VII
The Significant Differences Observed in terms of the Gender of Prospective Teachers between
the First and Second Application of the Teaching Self-Efficacy Belief Scale

Gender N Teaching Self-Efficacy Belief X SS t p
First Application 168.63 1573 -

Male 27 Second Application 17878 1242 200U
First Application 158.75 2565

Female 16 Second Application 16881 2504 %8 066

When Table 7 is analyzed, it is seen that the teaching practice process has lead to
a positive and significant change in teaching the self-efficacy belief of male students.
However, there is no evidence as to whether there is a significant change in female
students. Furthermore, female students had a weaker belief structure at the begin-
ning of the process in terms of teaching the self-efficacy belief when compared to
male students.

Conclusions and Discussion

There were some limitations in this study. First of all, there was neither a control
nor an experimental group. Such an experimental pattern was not used in the study
since it was not possible to find a suitable control group without that group experi-
encing a disadvantage in the learning process. Hence, this situation makes it difficult
to explain the results obtained on the basis of the setting created for this study. In
addition, the fact that most of the practice has taken place in schools makes the con-
trol of the process a difficult task, which points out the need to be careful in evaluat-
ing results obtained.

The study was conducted to examine the effects of the process of ICT supported
blended teaching practice on prospective teachers’ teaching self-efficacy belief and
epistemological beliefs. Statistical analyses have shown that a significant maturation
has only been observed in the “learning is based on effort” sub-dimension of episte-
mological beliefs. While no significant difference has been recorded in terms of aca-
demic success levels (a meaningful maturity development has been observed in both
groups), a significant change has been observed in females in terms of gender.

This result is thought to be the product of multi-dimensional evaluations and
positive feedback related to the differences between the performances of prospective
teachers at the beginning and at the end of the process. In addition, prospective
teachers watching video recordings of their own teaching practices and witnessing
their positive improvement is thought be another important factor in the maturity
aspect. Observations of prospective teachers regarding their students at practice
schools may have also strengthened their belief in the importance of effort in learn-
ing. The result is thought to be in agreement with the research findings suggesting
that there is inter-decisiveness between learning settings and epistemological beliefs
and that learning settings cause changes in epistemological beliefs (Schommer 1998;
Brownlee et al. 2001; Tolhurst 2007).

The finding that suggests that maturation of prospective teachers in “the belief
that learning is based on effort” is independent from general academic success levels
(in other words, the finding that suggests that students with different academic suc-
cess levels show similar maturation) is found to be more important, generally, than
the contribution of arranged settings to maturity. When Schommer’s findings (1993)
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are taken into consideration, suggesting that general academic success levels of stu-
dents strongly believing in all epistemological belief dimensions (students with im-
mature epistemological beliefs) are comparatively lower, it can be expected that stu-
dents of lower academic success levels have stronger epistemological beliefs. How-
ever, this study has provided some evidence suggesting that students of lower aca-
demic success levels can also mature in terms of their epistemological beliefs as long
as appropriate settings and conditions are provided.

The statements in the reflection report of a student, who was in the lower group
in terms of academic success, are given below as supporting the result.

At the end of the observations I made and the application activities I carried out in
the course of teaching practice lesson, I have realized that it is not an easy task to
plan a course and to put this plan into practice...It is clearly understood that enough
time (any time out of the lesson and may be longer than the time allocated for the
lesson) should be allocated for the planning of teaching process so as to ensure effec-
tive learning.

The fact that a positive maturity has been observed in females in the same sub-
dimension of epistemological beliefs while no evidence has been found pointing out
a significant maturation in males can be explained with the study findings that sug-
gest that females are generally more developed in terms of epistemological beliefs,
and males have a stronger belief in “learning is based on ability” (Schommer 1993a;
1993b; Paulsen & Wells 1998; Eroglu & Giiven 2006; Deryakulu & Biiytuikoztiirk,
2005).

Statements which support this view are given below, from the reflection reports
of both a female and a male student:

Female Student:

... I exerted too much effort to observe and analyze the features of the target
group...I wrote down the gains complying with the students” characteristics after the
phases of work analysis and subject selection...I tried to design the features of the
most appropriate setting where the teaching-learning process would be performed
by evaluating the features of the setting where I would carry out the implementation.
I decided on the teaching strategies and methods complying with the learning per-
ceptions of the target group...Regarding material selection, I thought about sharing
the phonebook, in relation to the subject, with the students in the classroom setting.
In this way, I attracted the attention of students and increased their motivation for
the lesson...I paid special attention to using the blackboard.

Male Student

Since my practice teacher had work to do, I had the opportunity of teaching in the
3rd week of my practice. The fact that I was successful in teaching despite being un-
prepared has eliminated my concerns about teaching when I am prepared... The
most important experience I have gained in my lecturing practices is to leave room
for flexibility in plans. The events that occur in the lesson may sometimes not be in
parallel with your plans. I have learned the importance of leaving room for flexibility
in the plans and making changes in the plan during the course of the lesson.

Findings related to the teaching self-efficacy belief have shown that the process
affects the teaching self-efficacy belief in a positive way and at a significant level.
While no difference was observed, in this sense, in terms of academic success level (a
meaningful improvement was observed in both groups), significant differences were
detected in terms of gender in favor of males.
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When considering the results that suggest that the self-efficacy belief can be ex-
plained with complete and correct experiences, indirect experiences, oral persuasion
and emotional condition (Bandura 1994; Schmitz & Schwarzer, 2000; Yavuzer & Kog,
2002), the results obtained in this study point out that prospective teachers had posi-
tive experiences during their teaching practice processes. Again, multi-dimensional
assessments and the opportunity for prospective teachers to witness their own proc-
esses are thought to have positive contributions in this sense.

The positive development observed in the teaching self-efficacy beliefs of the stu-
dents with lower academic success level is considerably higher than that of the stu-
dents with higher academic success levels; this is regarded as a remarkable result.
Generally, lower academic success may have led to the development of negative
thoughts about the possibility of being successful in practice. Students with lower
general academic success levels who had observed the practice performance of both
themselves and others may have started to question the relationship they had estab-
lished between academic success and practice performance and this may have, in
turn, changed their thoughts in a positive and a more apparent way when compared
with students of higher academic success.

Statements from the reflection report of a student having a lower level general
academic success:

...I'had difficulty in the planning of the lesson. Since I had problems with the tim-
ing and I encountered unexpected problems in the first lesson, I prepared the plan in
a more careful way and succeeded. I had no more problems with timing. Some un-
expected problems appeared; however, I easily solved them. I avoided making the
mistakes I had made in the first lesson. I gave the instructions not on individual-basis
but on class-basis. I could give due care to each student as I had no timing problem
any more. While preparing the plan, I thought the students would not have enough
time to do the evaluation; however, they easily had sufficient time for the evalua-
tion... In conclusion; I avoided the mistakes I had made in the previous lesson. How-
ever, I do still have problems in using my voice effectively. I do believe that I can
overcome this problem in time.

When the teaching self-efficacy belief is studied in terms of gender difference, it is
seen that the self-efficacy belief of males has changed in a positive direction and at a
significant level while no evidence has been found suggesting a significant change in
females. This result can be found to be surprising when thinking of the widely ac-
cepted assumption that females are more inclined to choose teaching as a profession.
However, when considering that participants are students from the department of
Computer and Teaching Technologies Education and that their experiences are lim-
ited to computer teaching, this result can be deemed an expected outcome.

Statements from reflection reports of two female students:
Student A

The computer laboratory was a well-equipped one. I tried to use the broadcasting
method in the last lesson for all students; however, the connection was disconnected
at the beginning of the lesson and we could not re-connect it despite all efforts. Stu-
dents had to watch the material on the blackboard. I planned teaching via broadcast-
ing method. When the broadcasting was disconnected, the lesson was a bit dis-
rupted; however, I succeeded in re-organizing it. I learned that I should be ready for
any kind of challenge to occur in the lesson.
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Student B

...I taught first, second and third grades during my practice. I saw how different
from each other these three grades are... Some students could not even use the
mouse while some others could not find the letters on the keyboard... I realized dur-
ing my practice that the classroom setting is as important as the student characteris-
tics... When I locked the student computers, the students who had difficulty in see-
ing the blackboard easily lost their attention on the lesson. It would be better to
transmit information not only on the blackboard but also to the students’ computers.
In this way, students could easily watch me from their computers as well. However,
hardware problems could happen. I tried many alternatives during my practice;
however, I have not still been able to find the best way. I thought about the best pos-
sible solutions for these problems whenever I encountered such problems during my
practice. We discussed different solution alternatives with the other student teachers
in the same classroom.

Suggestions

The effect of the arranged settings should be tested with new practices.

Settings similar to the setting arranged can enrich teaching practice les-
sons and can meet the expectations at a higher level.

It is felt that teaching self-efficacy and the epistemological beliefs are
processed as contradictory beliefs. This situation should be tested with
new studies to be conducted.
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Karma Ogretmenlik Uygulamasi Siireclerinin Ogretmen Adaylarinin
Ogretmenlik Oz yeterlik ve Epistemolojik Inanglarina Etkisi

(Ozet)

Problem Durumu: Hizmet 6ncesi 6gretmen egitimi stirecleri, 6gretmen adaylarinin
iyi bir 6gretmenin sahip olmasi gereken becerilerle donanik olarak 6gretim stirecler-
ine katilmasini hedefler. Bu siirecin en 6nemli asamasini ise 6gretmenlik uygulamast
olusturur. Ogretmenlik uygulamast siiregleri yeni yasant olanaklari yaratarak
ogretmen adaylarimin bilgi alt yapilarinda, diisinme bigimlerinde, inang sistemler-
inde degisimler olusturmaya calisir. Bu noktada temel soru sudur. Bilgi, ve Iletisim
Teknolojileri (BIT) destekli karma bir dgretmenlik uygulamasi siirecinin 6gretmen
adaylarinin 6gretmenlik 6z yeterlik ve epistemolojik inanglar1 tizerindeki etkisi
nedir?

Yontem: Bu calisma, BIT destekli karma ogretmenlik uygulamasi siirecinin dgret-
men adaylarmin epistemolojik inanglarina ve 6gretmenlik 6z yeterlik inanglarma et-
kisini belirlemeye doniik deneysel bir calismadir. Calismada kontrol grupsuz 6n -
son test desen kullanilmistir.

Calisma grubunu, 2006-2007 Bahar déneminde Hacettepe Universitesi Bilgisayar
ve Ogretim Teknolojileri Egitimi Boliimiinde okuyan ve Ogretmenlik Uygulamast
dersini alan toplam 43 6grenci olusturmaktadir. Ogrencilerin 27’si erkek, 16's1 kizdir
ve 22’si alt akademik basar1 grubunda, 21'i ise tist akademik basar1 grubunda yer al-
maktadur.

Kuramsal calismalar, tiniversitede siuf ortaminda yiiz yiize gerceklestirilen ve
web ortamdaki etkinlik ve tartismalarla desteklenen iki dilimden olusmustur.

Stireg yliz ytize derslerle baslatilmis ve 6gretmenlik uygulamasiin anlamu,
stireci, gereklilikleri tartistlmistir. Sonraki asamalarda ogrenciler ytiz ytize derslere 2
haftalik periyotlarda katilmislardir. Bu bulusmalarda;
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e  ogrenciler ile uygulama okullarinda yiirtitiilen ¢alismalarla ilgili bilgi ve
goriis paylasimi saglanmustir.

o okullarda nadiren karsilasilabilecek problem durumlar1 iretilerek
coziimler gelistirme alistirmalart yapilmstir. Boylece ¢ok yonlii
diistinme, segenek {iretme, ¢oziimlerin durumsalligini hatta bireysel-
ligini gorme, farkliliklar karsisinda yeni stratejiler ortaya koyma becer-
ileri gelistirilmeye ¢alisilmistir.

Teorik calismalarin bir kismi web ortaminda gerceklestirilmistir. Bu ortam
araciligy ile 6grenciler,

e  kullamilan tlgekleri cevaplamus; 8gretim tasariminin kuramsal alt yapisi
tizerinde tartismis; bireysel yansitma ve etkinlik raporlarmi biittin sinif
ve Ogretim elemanlari ile paylasmis; diizenlenen karikatiir yorumlama
calismasi ile kuramsal bilgilerini farkl: bir pencereden kullanmislardir.

Uygulamanin gergeklestirildigi asil ortam okullardir. Hem 6grenci hem 6gretmen
rolt tistlendikleri bu ortamda 6grenciler; bir 6gretmenden beklenen her goérevden
sorumlu olmuslardir. Bu ¢alismada onlardan derslerini elektronik ortamda sunulan
“Ogretmenlik Uygulamast Proje Kilavuzu” gercevesinde planlamalari istenmistir. Bu
cercevede klavuzda asagidaki adimlara gore ogretim siireglerinin diizenlenmesi
ongorulmustiir.

. Ogrenen ozelliklerini belirleme; 6greten 6zelliklerini tanimlama;
O6grenme ortami olanaklarmni tamima; 6gretim ara¢ ve materyalleri ile
Ogrenme-ogretme strateji ve yontemlerini, 6grenen, dgreten ozellikleri;
kazanimlar ve 8gretim ortami olanaklarina gore belirleme; uygulama ve
degerlendirme etkinlikleri planlama.

e Onuygulama yapma.

On uygulama sirasinda her 6grenciden dersini videoya cekmesi ve izleyerek de-
gerlendirmesi istenmistir. Ayrica ayn1 sinifi paylastiklar: diger stajyer arkadasindan
ve uygulama &gretmeninden standart degerlendirme formu ile kendilerini deger-
lendirmelerini istemeleri beklenmistir.

e On uygulama degerlendirmelerine dayali olarak gerekli diizenleme ve
degisiklikleri yaparak, sonraki uygulamalar1 gerceklestirme.

e Oz degerlendirme ve yansitma raporlari hazirlama.

Veri Toplama Araglari: Ogretmenlik Oz-Yeterlik Olgegi: Capa, Cakiroglu ve Sari-
kaya (2005) tarafindan gelistirilen Ogretmenlik Oz-Yeterlik Olgegi 9'lu likert tipi 24
maddeden olugmaktadir. Olgegin Cronbach Alpha giivenirlik katsayist .93 olarak
hesaplanmustir.

Epistemolojik Tnang Olcegi: Arastirmada, dgrencilerin epistemolojik inanclarimi
6l¢gmek amactyla Schommer (1990) tarafindan gelistirilen ve Deryakulu ve Biiyiikoz-
tiirk (2005) tarafindan Tiirk Universite ogrencileri tizerinde gegerlik ve giivenirligi
saptanan Epistemolojik inang Olgegi (EIO) kullamlmustir. Olgek tic faktorlii bir yapi
gostermekte ve 34 maddeden olusmaktadir. Cronbach Alpha i¢ tutarlilik katsayilar
Faktor 1 icin 84, Faktor 2 icin .69, Faktor 3 icin .64 ve dlgegin biitlinii i¢in .81 olarak
hesaplanmugtir. Olgegin her bir faktoriinden alinan yiiksek puan, bireyin o faktore
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iliskin olgunlasmamis / gelismemis inanglara sahip oldugunu, diisitk puan ise ol-
gunlasmis / gelismis inanglara sahip oldugunu gostermektedir.

Verilerin Analizi: Olceklerden elde edilen verilerin ¢oziimlemesinde betimsel ista-
tistikler ve t testi kullanilmistir.

Bulgular: T destekli karma 6gretmenlik uygulamasi stirecinin 6gretmen adaylari-
nin epistemolojik inanglarina etkisi nedir?

Bu soruya yanit bulmak amaciyla epistemolojik inang dlceginin stirecin basindaki
ilk uygulamasindan elde edilen puanlarla stirecin sonundaki ikinci uygulamasindan
elde edilen puanlar arasindaki farkliliklar, her bir alt 6lgek acisindan, t testi ile test
edilmistir. Sonuglar, yalnizca “6grenmenin ¢abaya baglh oldugu inanc1” ile ilgili ola-
rak .05 diizeyinde anlamli bir olgunlasmanin olustugunu gostermistir. Durum aka-
demik basar1 diizeyleri ve cinsiyetler acisindan incelendiginde ise, epistemolojik i-
nanglarda, akademik basari diizeyine bagli anlamli bir degisme gozlenmemisken;
Yine “6grenmenin ¢abaya bagl oldugu inancinda” kiz 6grenciler anlaml1 olgunlasma
gostermislerdir.

BIT destekli karma ogretmenlik uygulamas: siirecinin dgretmen adaylarmin
ogretmenlik 6z yeterlik inanglarina etkisi nedir?

Bu soruya yanit bulmak amaciyla 6gretmenlik 6z yeterlik 6lgeginin siirecin ba-
sindaki 6n uygulamasindan elde edilen puanlarla stirecin sonundaki son uygulama-
sindan elde edilen sonuglar arasindaki farklilik t testi ile test edilmistir. Sonuclar,
ogretmen adaylarmin 6gretmenlik uygulamas: stirecinden anlamli derecede daha
glicli bir 6z yeterlik inanciyla ¢iktiklarini gostermistir. Durum genel akademik basar1
diizeyi ve cinsiyetler agisindan incelendiginde ise, hem akademik basar1 diizeyi dii-
stik 6grencilerin hem de yiiksek 6grencilerin 6gretmenlik 6z yeterlik inancinda an-
lamli ve olumlu degisme olustugu gozlenirken; kiz 6grencilerin 6gretmenlik 6z ye-
terlik inanglarinda anlamli bir degisme olmadig1 saptanmistir. Ayrica genel akade-
mik basar1 diizeyi diistik 6grencilerin 6gretmenlik 6z yeterlik inanglarindaki degis-
menin genel akademik basar1 diizeyi yiiksek 6grencilerden anlamli derecede yiiksek
olmasi dikkate deger bir sonug olarak degerlendirilmistir.

Anahtar Sozciikler: Ogretmenlik uygulamasi, karma ogretmenlik uygulamasi,
epistemolojik inang, 6gretmen 6zyeterlilik inanci, 6z yeterlik
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Abstract

Problem: This theoretical study addresses the factual and intellectual bases of opposite
curriculum which was developed and introduced to the literature on education as a
new and original type of curriculum. Embedded in legal and hidden curriculum, oppo-
site curriculum can develop by taking advantage of the weaknesses of these curricula
and turn into legal curriculum after passing through five phases.

Objective: What are the similarities and differences between legal, hidden and opposite
curricula? What can we say about the development of opposite curriculum?

Method: Presenting a theoretical structure by reviewing the relevant literature.

Findings: Opposite curriculum is embedded in legal and hidden curriculum; it becomes
legal after passing through five phases.

Keywords: Legal curriculum, hidden curriculum, opposite curriculum.

Curriculum can be defined as a dynamic structure that comprises behaviours se-
lected for observing in individuals, the content of these behaviours and the status of
education and testing (Sonmez, 2007). Educationists divide curricula in two catego-
ries: legal and hidden. This paper will examine opposite curriculum which has not
been addressed so far and which is missed in education literature. No matter how
they are coined, curricula are expected to consider the cultural nature of a given soci-
ety at a given time, the characteristics of subjects to be educated, the properties of a
given topic and the related environments. Furthermore, educational philosophy,
educational economics, education psychology and educational sociology are also in-
fluential in developing curricula.

Curricula can be arranged for classes, courses, schools, institutions and organisa-
tions, communities, associations, educational systems and the state itself. For in-
stance, curricula can be developed for courses in mathematics, Turkish, physics,
chemistry, football, dancing, driving, etc., to be delivered by classes, schools, etc. The
state may use education and training as an effective tool to realise its long-term tar-
gets (vision). If the ultimate goal of the state is a contemporary, laic, democratic and
social state where there is rule of law, its citizens must be educated and trained as
individuals adopting and defending all these, since the state can attain its goals only
with the existence of such citizens. In this context, education is, in a sense, a deliber-
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ate process of culture building through which the official ideology of the state is im-
parted to citizens. This process is steered by using legal curricula.

Legal Curriculum

Legal curriculum can be defined as the process by which the state (institutions,
communities, associations, organisations and orders) train people in line with its
short- and long-term objectives. This is done by legal curricula adopted and imple-
mented by the state and other organisations. The most relevant type of this curricu-
lum is the one developed by the state and implemented by the Ministry of Education.
The state designs this programme in line with its Constitution. The Constitution
sheds light on political targets to be pursued. Each state develops and implements
legal curricula in line with its Constitution to be used in schools and supervises its
implementation. This is what we call legal curricula. All state organisations and bod-
ies have to train and employ citizens in conformity with this curriculum.

A legal curriculum must be in conformity with far reaching, political, general and
specific objectives of the state. In other words, the most general and distant objectives
must be interlinked with narrowest and specific targets. This should be supported in
both logical terms and in practice. If no attention is paid to practical implementation,
even logically consistent objectives may not be attained. For example, the far reach-
ing goal is to be the strongest country in the world, so other objectives as intermedi-
aries of the former should be consistent and mutually supportive. This is necessary,
but not sufficient. Even when sets of objectives appear logically consistent, they may
not serve the ultimate goal if not pursued meticulously in practice. This means waste
of money, time and efforts. If a state wants to have tolerant citizens, it must insert
tolerance, encouraging elements in all courses and supplement these with other ac-
tivities that also build tolerance. Otherwise, intended goals may not be attained be-
cause of poor working coordination. As a matter of fact, although some values are
exalted on paper, individuals adopt different paths in many education systems.
There may be various reasons explaining this divergence, which can be addressed as
follows:

1. No matter how scientific its base may be, no curriculum can cover life as a
whole. There may be shortfalls any time. A curriculum is related to natural, social,
political, economic, cultural and individual realities. At any given time, we lack full
knowledge of these realities. Furthermore, life is in constant change. When we start
implementing a given curricula, that facts that lay at its base may have changed.
Therefore, one cannot talk about a fully mature and completed curriculum.

2. Each curriculum is experimental since it embodies suggestions developed to
solve problems. A curriculum is built upon suggestions that are expected to bring so-
lutions to some problems. Let’s take “training individuals capable of solving prob-
lems” as a target. All solutions proposed in the curriculum for ensuring this are ex-
perimental. Suppose that the solution is set as “including students in decision mak-
ing processes will enable them to solve problems.” Even when student participation
in education environments is attained, the objective may not be reached since par-
ticipation may not be the only method of solving the problem. Furthermore, the deci-
sion making process may be learned but not practiced by all students and it may not
solve a given set of problems fully. Therefore even when processes are enriched by
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phasing in different methods, including problem solving, brainstorming, case study,
learning station techniques, six hat thinking method, etc., problems may be so multi-
dimensional and profound as to fail all these methods.

3. Each curriculum is based on a philosophical and educational current. Each phi-
losophy and current in education is a construal of and an outlook on life. Perennials
and essentialism curricula are based on idealistic and realistic philosophies which
maintain that life remains unchanged and propositions of general validity can be
reached through reasoning and experience. As such, curricula have to take universal
truth as their basis. Universal truth, in turn, is to be built on unchanged reality, na-
ture and social life. According to perennials understanding of curriculum based on
idealist philosophy, all propositions with universal validity are intrinsic to the hu-
man mind. The teacher must undertake the duty of depicting this knowledge that
students find out through reasoning and checking the outcomes by posing rational
questions. On the other hand, in essentialism curriculum based on realist philosophy,
the human mind is a tabula rasa from the very start. Therefore, all correct information
needs to be imparted by teachers.

The task in education is to train people in line with predominant cultural values
in a given society. This, in turn, requires the communication of the outcomes of ex-
periments and observations. It must be further checked through exams whether stu-
dents have indeed absorbed this communication. In both of these philosophical and
educational currents, we observe that the principle “only wise persons can get an
education” is predominant. On the other hand, in educational currents based on
Marxist and pragmatic philosophical tenets, life is in a continuous process of change.
Thus there can be no universally valid propositions. The truth is only metaphorical
and individuals may grasp this by life experience. The duty of the teacher is to guide
individuals in this process. The Marxist curriculum has the objectives of making in-
dividuals productive, ensuring their resistance to exploitation and creating individu-
als who think and live dialectically, work for a better society, humanity and to estab-
lish communism.

The existentialist philosophy defends individual-based training since single indi-
viduals constitute the basis of any education and training. Curricula must be devel-
oped and phased-in by taking due account of individual potentials, desires and
needs. Curricula must carry individuals to their natural boundaries. Education and
testing environments also must be organized accordingly. On the other hand, in the
post-modern approach, the principle is “anything will do.” In other words, education
can take place anywhere, not just at a school. An individual may learn through vari-
ous activities and by contacting various persons and institutions. It rejects science,
reasoning, enlightenment philosophy and objectivity while defending pluralism,
community forming, virtual reality, tolerance and religious orders. In the post-
modern approach, the use of daily absurd information in philosophy, religion, tradi-
tions and politics is legitimate. There is no such thing as a proposition reflecting the
truth or any method for reaching the truth. Under the likelihood: philosophy, all
propositions are for the present time. There is no definitive and stable truth for any
given time. We may have propositions whose plausibility is relatively high and we
can solve our problems by referring to these. When a problem is given, there may be
a single or multiple ways of solving it or no way at all. Education and training can be
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taken as an incessant process continuing throughout life. In this process, school, soci-
ety, other individuals, institutions and organisations have their specific places de-
pending upon given circumstances. One may full fill it or all may fail. A dynamic
balance may be considered as more relevant. There can be single or multi-
dimensional reflection and analysis. Propositions may range from zero to one, in-
cluding both of them. There can be one-way reasoning, multiple forms of reasoning,
or none may be used (S6nmez, 2002).

Taking a look at the educational and philosophical trends we observe that all dif-
fer from each other. Each curriculum may be built upon at least one of these trends.
For the time being there is no immunity from philosophy and its basic assumptions.
Consequently, curricula still remain experimental and singularly insufficient.

4. Each curriculum is limited to the power of those developing, implementing
and supervising it and its subjects. Curricula are mostly developed by those who
have adopted and defend the policies and philosophies of the state, institutions, as-
sociations and organisations. Even when this is an outer appearance, not all of them
can share the same policy, philosophy and conviction, since in fact there are, at least
for the present, no individuals and groups that are exactly identical in their mental
capacity and cultural background. Hence, there must be a consensus in this context.
Consensus may entail reconciliation. Further, not all people understand the same
from a given stance. Those who are to try and implement a given curriculum must
first grasp its underlying assumptions, principles and logic. This may not come in-
stantly since some of these people or groups may still adhere to and defend some
elements from the former curriculum. For the present, this is inevitable. It must be
noted that no established conviction or practice can be immediately and totally
erased upon will. Each new practice may entail references to the past since a new
value is formed and re-formed by interacting with the former. Only after this interac-
tion can a new thing become truly new. This is an incessant course. Another point to
note is that there is always a natural resistance against what is novel. As a result of
the doubt about what is new, both implementers and supervisors inevitably feel the
threat of being unsuccessful. All we have mentioned above may be valid for the new
curriculum when it comes to the subjects (students). Now, it does not seem possible
to develop, implement, evaluate and improve a curriculum that fits all students be-
cause each student is at a different level of preparedness. Neither time, efforts and
money nor scientific and technological endowments is ready to come up with such a
universality valid curriculum. Implementation of a curriculum is susceptible to the
influence of a wide range of factors including the following: the level of preparedness
of school administrators, managers, teachers, personnel, students and parents; their
understanding of curriculum; formal and informal rules prevailing in school envi-
ronments; natural, economic, political, social and cultural environments; architec-
tural characteristics of school buildings; number and endowment of classrooms,
workshops, labs and halls; number of students using these facilities; economic, ethnic
and class background of students; textbooks and their content; time allocated for
teaching; extracurricular activities; values attributed to the school and curriculum by
managers, teachers, parents, students and communities, etc. What is more, all these
factors may lead to the emergence of hidden and opposite curricula.
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5. Specificities of educational status may also influence curriculum. Teaching-
learning strategies, theories, methods, techniques and tactics used in education envi-
ronments are also important variables that affect the working of a given curriculum.
No matter how well trained they may be, not all teachers can give effect to the same
activities in their respective classes. Just as each brave man has his style of eating,
each teacher has his/her style of delivering a course. Furthermore, there may not be a
standard learning strategy, theory, method, technique and tactic applicable to all
students at all times. These may preclude the full implementation of any given cur-
riculum. In some circumstances, the directive to “implement the curriculum exactly
as it is instructed” may not be realistic. Suppose that imbuing tolerance to students is
one of the targets of the curriculum. While working on this, teachers may display dif-
ferent styles and attitudes in class. From another point, if a student cannot raise any
opinion contrary to what is written in his textbook or what is adopted by the teacher
or the state, if he is scolded, teased, humiliated or penalised when he attempts to do
this, one cannot speak of any possibility that the curriculum will attain its target re-
lated to “tolerance.” The target of tolerance is further endangered if a single ideology,
belief, view, thought, sect, etc., is taught. The method and technique of learning-
teaching used attain this target may also affect the outcome. For instance, if the
teacher heavily relies on one-way straightforward methods such as lecturing and
conferencing, the target will not be attained. In contrast, if the teacher resorts to
methods and techniques such as brainstorming, learning stations, decision making
processes, problem solving, six hat reasoning technique, case studies and cooperative
learning, then students may attain the original target. It should not be forgotten that
each teacher may not use these methods and techniques in the same way and effec-
tiveness.

6. Specificities of being tested are among important variables affecting curricula.
If tests consist of questions that call in monolithic responses, depend on learning by
rote and the repetition of given skills, it can be said that the curriculum is realistic in
general. It has an idealistic base if it requires reasoning. Further, if tests are geared to
problem solving, construing or developing new solutions, then there is dominancy of
the pragmatist or Marxist approach. The post-modern line of thinking comes in if the
approach consists of “all solutions may work and there is no absolute need to think
scientifically.” Multi-dimensional tests entail probability. It is clear from here that the
type of questioning and testing affects the structure of curriculum. Also, while a
given curriculum may on paper want students to think, solve problems and come up
with original views, teachers may not arrange exams in compliance with these. This
may stem from various factors including teachers’ traditional attitudes, lack of in-
formation, features of hidden and opposite curricula, students and parents, admit-
tance tests (to schools, jobs, promotions), exams and the expectations of supervisors.

7. Theory and practice may not match. Each curriculum remains within a theo-
retical framework. This framework may also determine how curriculum is to be im-
plemented. As stated earlier, no matter how meticulously and scientifically a curricu-
lum may have been developed, it may not cover the full range of life and life prac-
tices. There may always be shortfalls in implementation. Possible reasons for this
were touched upon earlier. There is an interaction between theory and practice. To
solve problems, valid and reliable propositions developed thus far are used to con-
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struct a theory, or a new frame of thinking is developed on the basis of phenomena.
In both cases, theory is put to practice. Depending on outcomes, working elements
are maintained while others are repaired, replaced or totally discarded. In other
words, there is again recourse back to theory to reconstruct it. This is the close rela-
tionship between theory and practice. If this relationship is not established, the sys-
tem (curriculum) slides to entropy. The process is never-ending since life changes
constantly.

8. Hidden and opposite curricula emerge in the implementation of each legal cur-
riculum. This is also inevitable for the time being. Change, development, maturation
and recourses back can happen only through this. Furthermore, potential achieve-
ments of legal curriculum can be real through hidden curriculum. Next to hidden
curriculum, challenging both hidden and legal curricula and trying to take their
place, we see another curriculum which may be called opposite curriculum.

Hidden Curriculum

Hidden curriculum can be defined as one outside legal curriculum, operated im-
plicitly to realize legal curriculum’s potential objectives while, at the same time, en-
suring the adoption of further objectives. In a sense, hidden curriculum can be taken
as the sum total of what students acquire from legal curriculum. It can be inferred
from this definition that hidden curriculum may embody elements both supporting
and challenging legal curriculum. This point is emphasised especially by Dewey
(1933), Martin (1976), Gordon (1982) and Yiiksel (2004). Still, those who worked on
hidden curriculum maintained that it is operated implicitly to attain potentials of le-
gal curriculum which may end up in the emergence of different, unexpected and un-
desired objectives (Vallance, 1980; Anyon, 1981; Gordon, 1984; King, 1986; Lakomski,
1988; Margolis and Romero, 1998; Hemmings, 2000; Gair and Mullins, 2001; Castello,
2001; Gair, 2003). Jackson (1968), the first to use the concept and examine it, finds that
this type of curriculum is carried out implicitly in order to prepare students for social
life. All class-based activities are considered in this context to ensure that students
take part in social life as adults. This approach stems from essentialism education
current that is based on realist philosophy; in this philosophy, the principal aim of
education is to prepare individuals to join society. In other words, it aims at impart-
ing the dominant cultural values of a given society to its individuals.

Scholars working on this maintain that hidden curriculum is phased in by school
managers, teachers, inspectors and others in order to achieve the overt and covert ob-
jectives of legal curriculum by using school rules, time, cultural and natural struc-
ture, including physical, social, economic and psychological characteristics. In fact,
neo-Marxists and structural-functionalists working on this theme assert that persons
adopting and defending the dominant cultural values of society and official ideology
of the state are those who have been educated and trained through hidden curricu-
lum. With this curriculum, students subscribe to emotions, ideas and skills that con-
firm to political, economic and social values upon which the state is built. However,
some undesired behaviour, including the following may emerge: cheating in exams;
lying; organising gangs; carrying weapons; injuring others; homicide; using drugs;
engaging in illicit relations; disrupting educational activities; disobeying rules; rebel-
ling; dividing into ethnic, ideological or religious camps; and resistance. All these
may stem from the eight items stated above in relation to legal curriculum. Each legal
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curriculum may contain, in itself, both hidden and opposite curriculum. This is the
most salient feature of its structure. Further, since change is inevitable until tempera-
ture - 273, each legal curriculum may change by generating its opposite within.

Opposite Curriculum

Opposite curriculum can be defined as one that is developed to train persons
who will defend exactly the opposite of objectives adopted by legal curriculum. Its
difference from hidden curriculum should be noted: hidden curriculum may be
phased-in to impart individuals with the potential objectives of legal curriculum. In
other words, it has no mission to fully eliminate legal curriculum and replace its ob-
jectives with its own. Opposite curriculum, on the other hand, is mobilized to train
individuals who are expected to do away with legal curriculum, defend opposite ob-
jectives and overthrow any established ideology, order, structure, institutions, con-
victions and values. Initially, these intentions are not explicitly stated since it is, in
any case, embedded in hidden curriculum and it is not powerful enough to do so in
early stages. There is this opposite curriculum in all novelties and revolutions in hu-
man history. Passages from pastoral life to settled agriculture, from feudalism to in-
dustrial and information society have all taken place, in a sense, through opposite
curricula. This can also be observed in the biological and cultural evolution of human
beings. As long as there is an opposite curriculum working biologically, there is also
one working culturally.

At earlier stages, the intellectual content of opposite curriculum is generally pro-
vided by persons of wisdom from upper socioeconomic classes (Moses, Jesus Christ,
Confucius, Voltaire, Marx, Lenin, etc.). However, there also may be such intellectual
generators from lower classes who are in dissidence with legal and hidden curricula
(Atatiirk, Mao, Lumumba, etc.). Whatever the case may be, these persons carry out
propaganda to recruit their supporters who are also in dissidence with established
curricula. Still those who first notice the shortfalls, gaps and mistakes in legal cur-
riculum are generally persons raised in upper socioeconomic groups. Opposite cur-
riculum can attain its objectives by passing through five stages.

A. Incubation Period

Opposite curriculum may undergo this period within hidden curriculum. Ini-
tially it is embedded in it and derives the power necessary for its survival from hid-
den curriculum. Emergence of a new curriculum may be fed by various factors, in-
cluding shortfalls of legal and hidden curricula; dissatisfaction with these; their fail-
ure to respond to the expectations and needs of society; the emergence of new and
original understandings of life and political and social upheavals. Society and indi-
viduals in it may turn discontent with what society and life offer them. This discon-
tent is the essence from which opposite curriculum emerges. Opposite curriculum
starts to surface when legal and hidden curricula fail to respond to discontent, needs,
and the material and spiritual expectations of society and individuals. There may be
some natural, social, economic, political and cultural variables that support and ex-
pedite this process. In such circumstances, opposite curriculum embedded in hidden
curriculum starts flourishing. At this stage, this emergence may not be noticed since
a large majority of society still adheres to legal and hidden curricula. For example,
Christianity, Islam and Republicanism, democracy, etc., initially went unnoticed in
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times of paganism and feudalism, respectively. They were rather ignored as values
cherished only by a few. At these initial stages, the opposite curriculum started gain-
ing strength by taking advantage of the inconsistencies, mistakes, shortfalls and dis-
content associated with legal curriculum. Again at this stage, small groups formed
around leaders, which may be called a “core group.” These are people who have to-
tally adopted the objectives of opposite curriculum and who are ready to propagate
and defend it at all costs. Examples include core groups around Moses in Judaism,
Jesus Christ in Christianity, Mohamed in Islam, Voltaire and Robespierre in French
Revolution, Lenin in Russian Revolution, Atatiirk during the War of Independence,
Mao Tse Tung in China and Khomeini in Iran. One of the features of these core
groups is their full commitment to the objectives of a newly emerging opposite cur-
riculum and their dedication to convince others of the same. They perform their
functions effectively —especially during the weak moments of legal and hidden cur-
ricula—clandestinely and in a way not to attract the excessive attention and worries
of the defenders of legal and hidden curricula. It is because they are still not strong
enough in the initial stages to rout the crushing attempts of the dominant powers.

B. Period of Growth

During this phase opposite curriculum may declare to the public its objectives in
selected times and occasions. These objectives may focus on some phenomena that
bother society and its individuals, but the ultimate goal is still secret and is kept as
such. Defenders of opposite curriculum try to gather economic, social and political
strength to gain new people on their side and to full fill their promises to others. Or-
ganisation efforts flourish, gain speed and expand. Persons with superior talents,
strong ones and persons admired by the public are won to the side of the defenders
of opposite curriculum. These people are trained in line with the objectives of oppo-
site curriculum and they may be provided specific economical, social and political
opportunities and means. Those who do not behave in this line or betray their cause
are immediately penalised, since concessions may lead to the collapse of opposite
curriculum. Since the defenders of opposite curriculum are now noticed at this stage
they work by dividing into smaller groups. They concentrate their activities in areas
and among groups which display discontent with legal and hidden curricula. They
recruit new supporters mostly from urban suburbs where lower socioeconomic
groups exist. They may gather further economic, social and political strength by
working in these spaces. Then they try to insert reliable supporters trained in line
with opposite curriculum into key institutions and their top level positions so they
can work at key points within legal and hidden curricula. Education, health, security
and justice are among these key areas. Priority is given to these areas since they are
crucial in responding to people’s most urgent needs and where principal veins of le-
gal curriculum exist. The defenders of opposite curriculum take advantage of every
means to insert or place their supporters in these key positions. They may even pre-
tend to be defenders of legal curriculum. They mostly cover their true faces and es-
tablished objectives and use all means of legal curriculum to serve to their own ends.
They are keen at attending the best and most prestigious schools and grabbing key
positions mentioned above after their graduation. During their school years they find
intelligent but poor and alone students to bring them in line with their curriculum
and provide them many opportunities. This phase may therefore be called the period
of “recruiting militants.”
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C. Emergence

Opposite curriculum starts to imply its real objective in this phase. Now it has
sufficient economic, social and political support. There are quite a few persons
trained in and committed to defend opposite curriculum. The organisation may now
continue its work in different and promising places by dividing into small groups
each consisting of four-five persons. It is important that each of these groups has a
doctor, nurse, lawyer, teacher, who are well positioned to solve the problems of other
community members in order to gain new supporters. Education, health, and law are
among the leading fields where many citizens face daily problems. For example, a
small group may visit other people who are identified as dissidents especially during
specific occasions such as holy days. During these visits, solutions are offered for
people’s health, education, legal or security problems without asking for anything in
return. This is a way to gaining people’s loyalty. Further, they may provide some ma-
terial assistance (cash, food, housing, clothing, stipends, loans, etc.) to needy people
as far as their economic means allow. They can support them in their difficulties. The
objectives of opposite curriculum are conveyed to these people in such processes.
While the number of supporters increases, those who oppose are immediately inhib-
ited or excluded from activities. The most “annoying” ones may even be murdered.
There also may be alliances with other opposing circles inside and outside. They in-
stantly take advantage of the weaknesses of legal curriculum. Political, social and
economic structures are turned into the means of serving their specific objectives. For
example, they may make use of democracy, liberalism, human rights, courts and
schools for their own purposes until they attain full power. They may also adopt de-
fensive positions if legal curriculum turns out to be strong enough to pose a deadly
threat and maintain their activities in more covert forms. They may even pretend
they are taking sides with legal curriculum while secretly mobilizing activities to un-
dermine its renewal and development. If the opposition they encounter is too strong,
they act as if they are conceding to dominant values or even deny their original ob-
jectives while continuing to declare it in hidden forms. They may try to use hidden
curriculum with their supporters for their own clandestine purposes. They may
show resistance either actively or passively when they are under threat. Now they
have this power since they enjoy rather tight material and spiritual solidarity as ad-
herers of opposite curriculum.

D. Period of Rebelling and Resisting

By this stage, the number of defenders of opposite curriculum has increased sig-
nificantly. Furthermore, they have considerable economic, social and political power.
In all bodies and key positions of the state which are still characterised by legal cur-
riculum, there are staff members trained along and working for opposite curriculum.
Also by this stage, even legal curriculum has imparted some elements from opposite
curriculum. Established institutions have no power to effectively resist opposite cur-
riculum by this stage. Opposite curriculum now have material and other powers to
protect it from threats. A large majority of society sees no threat in opposite curricu-
lum and even believe that many problems can be solved through it. Earlier propaga-
tors of opposite curriculum now make their real goals open to the public as was the
case with Atattirk, Robespierre, Lenin, Hitler, Franco, Mohamed, Christ and Moses.
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Opponents are convinced or, if this does not seem possible, imprisoned, purged or
murdered.

E. While Holding Power

Opposite curriculum is now in effect. All institutions are overhauled by visible
and desired political, economic and social structure. Individuals are educated and
trained accordingly. Those taking sides with opposite curricula hold key positions.
With these, opposite curriculum becomes legal curriculum. Hidden and opposite
curricula start to evolve within it. This is an inevitable process where change cannot
be stopped until - 273 degrees. The new legal curriculum is destined to face the same
fate that legal curriculum faced, overthrow.

Factors Influencing the Evolution of Opposite Curriculum

As mentioned earlier in regards to legal curriculum, many variables may influ-
ence the process. These variables can be addressed under the headings of economic,
political, social, natural, intellectual, artistic, scientific and technical developments
and individual characteristics. A brief explanation is given below.

Economics

It is one of the most important variables affecting the evolution of opposite cur-
riculum. Legal curricula strive to adopt measures needed to sustain and defend a
given economic structure. Legal curriculum has to provide for the labour force
needed by an economy in both qualitative and quantitative terms. In the course of
time, it fails to fully meet this need. There may be a continuous contrast between
those holding economic power and others deprived of it. The income differentials be-
tween the wealthiest and poorest may become wider. The unemployed and poverty
stricken groups may be dissatisfied with legal curriculum. The level of income may
fall and there may be problems in a range of dimensions including trade, production,
consumption, distribution, national income, per capita income, valuation or devalua-
tion of local currency, exports, imports, taxation, tax collection and service delivery.
Legal curriculum may be troubled in solving problems in these areas. These factors
may affect legal, hidden and opposite curricula while they may, in turn, influence
economic activities. In fact, throughout the history of civilisation, hunting and gath-
ering gave rise to settled farming, farming to industry and industry to the formation
of information society. So far each economic system has developed and mobilised
curricula that respond to its needs. In turn, these curricula influenced and reshaped
economic systems. Opposite curriculum gathers strength in times of economic short-
falls and crises by suggesting solutions and thus improves its chances of adoption by
more.

Political Structure

Each institution is based on at least one political stance. There are states based on
capitalist, fascist, communist, democratic, theocratic and monarchist political stances.
The system of education is erected upon the political stance adopted by the state. In
any case, all states want individuals committed to and defending their state. In fact,
that the purpose of education institutions. As a given political structure stimulates
corresponding curricula (legal, hidden and opposite), they too have their effects on
political systems. Indeed, people resisting and eventually overthrowing absolute
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monarchies were those educated by the schools of such monarchies and, similarly,
people opposing capitalism had their education in the schools of this order. Moses,
Marx, Lenin and Atatiirk were educated in the schools of Pharaoh, capitalists, the
Tsar and Sultan, respectively. Each of these people was under the influence of oppo-
site curricula and reached success by adopting and giving effect to these curricula.
Opposite curricula were influential in the emergence of all religious and political
leaders.

Social Structure

One of the major functions of education is to transmit the dominant cultural val-
ues of a society to individuals. These values may change with respect to different
economic, political, intellectual, artistic and religious understandings. A dominant
value which is accepted in one country at a given time may be totally undesired in
another. It may once have been a dominant and desired value to hail the sultan and
obey his orders without question while it totally loses its desirability in the Republi-
can era. Similarly, honour killings may have been upheld by many in some periods.
There may be efforts to imbue such values and structures to all to ensure the suste-
nance of a given society. Legal and official curricula are the primary means to do this.
However, experienced shortfalls as well as changes in social, economic, political, sci-
entific, artistic and intellectual spheres may fail both hidden and legal curricula and
may no longer respond to changing stances and desires. This is the point where op-
posite curriculum phases in. Opposite curriculum may claim to have responses to
shortfalls and failures of legal and hidden curricula and as far as it fulfils its claims, it
gathers adherers. Often, legal and hidden curricula may oppose these changes and
developments due to their very nature. For instance, it was once considered im-
proper for an individual citizen to take his unsettled case with the state to authorities
out of his country; but now the wife of the Minister of Foreign Affairs in Turkey may
apply to the European Court of Human Rights with legitimate right to do so. Legal
and hidden curricula may sustain themselves if they make the necessary adjustments
to respond to newly emerging situations; however, they often fail to do so due to the
very nature and assumptions on which they are based. Hence opposite curriculum
may find a vacuum to fill.

Nature

Each human being and society has a natural environment. Changes taking place
in nature directly influence and change human beings and societies. Legal and hid-
den curricula are developed and used taking account of nature as well. For example,
the needs of people living in deserts may not be the same as those living by the sea or
in polar zones, so legal and hidden curricula need to be structured to respond to dif-
ferent needs. Nature is also in a process of continuous change. Earthquakes, floods,
avalanches and fire have found their places in certain curricula. Air, soil, water and
noise pollution were unknown to any legal or hidden curricula a century ago, but
now they enjoy their specific places in almost all curricula. Curricula may be able to
sustain themselves as long as they respond consistently to these changes and renew
themselves. However, they often fail in this and opposite curricula steps in and may
in time replace them both.
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Intellectual, Artistic, Scientific and Technical Developments

All achievements in curricula are presented to individuals and society as con-
nected with content. This content is intellectual, artistic, scientific and technical. Nov-
elties and studies in science, arts, intellectual fields and technology often constitute
the driving force of change. These are considered as dynamics of change in society
and nature. At present, science, arts and intellectual production can account for 30-60
percent of ongoing social change. There is even the dominant view that development
and change must take place in intellectual fields first. It is quite hard for life to
change without changes in ideas, views, beliefs and values. Opposite curriculum also
assigns priority to thoughts and beliefs. Scientific innovations and novelties pro-
foundly affect and change life. The domestication of horses, dogs and sheep gave
way to stock breeding; culturing wheat, barley and rye to settled farming; the inven-
tion of mills, textile machines and weapons to industrial revolution; and atomic
bomb, space sciences, satellites, computers, genetic engineering and nanotechnology
to information age. All of these may affect and change legal and hidden curricula.
Use of technological changes in education environments may influence the structure
and essence of curricula. Now there is distance teaching and curricula have had to
adapt accordingly. We may have bio-technological education in near future. School
buildings, endowments, teachers, managers, inspectors, students and parents all may
undergo changes. In fact there are radical differences between schools and education
20 years ago and at present. These differences might have stemmed from the impact
of changes in science, arts and technology on education systems. Mostly, legal and
hidden curricula cannot keep pace with these developments and changes and this
may provide a space for opposite curricula. Education may start without schools and
teachers. Computers, satellites and Web sites may replace them all. It may even go as
far as the point where each person may develop and implement his or her own spe-
cial curriculum. Consequently, the essential components of all established under-
standings of curriculum may be affected and eventually thoroughly restructured.

Individual

Individual is the essential basis of all curricula. Desired behaviours are designed
for and are to be imparted to individuals. Without it, no curriculum may be needed.
The individual also is changing in biological and cultural terms. Society, economic
and political structure provide opportunities, pose obstacles and raise expectations
while individuals in turn provide these and also have expectations of the former.
This is a reciprocal relationship. Provisions, obstacles and expectations of hunt-
ing/ gathering societies in relation to individuals may be totally different from those
of an information society. Curricula pertaining to the earlier must have had few to
impart in individuals and a low level of qualification. Individuals of these ancient so-
cieties may have learned these by experience in less than a year. On the other hand,
behaviours expected from individuals in an information society are much more
complex in both qualitative and quantitative terms. Moreover, individuals of the con-
temporary society have much more and altered needs. With the exception of the
most basic ones, the needs of contemporary individuals would be just unthinkable to
individuals of the prehistoric ages. Today an individual cannot acquire these within
just one year; he has to be in the life-long process of education and learning. The level
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of preparedness has also changed. Individuals have become more conscious and
have radically changed the ways of looking at, analysing and interpreting events.
Changes in natural and cultural structure affect individuals” outlook on life. As ex-
plained above the individual in turn influences and changes this structure. Legal and
hidden curricula are used to respond to this process and they can indeed respond for
some time, but shortfalls and related discontent emerge after some time for reasons
stated above. Again, it is the point where opposite curriculum tames stage.

Conclusion and Suggestions

Just as death is intrinsic to any living organism, there is opposite curriculum em-
bedded in legal and hidden curricula. This is inevitable for now. Opposite curricu-
lum is a new response to life. It may offer solutions to what cannot be solved by legal
and hidden curricula and a new way for the emancipation of individual and society.
In fact, monarchy against feudalism, republic and pluralistic representative democ-
racy against monarchy and direct democracy and technological governance against
all these oppose another; in other words, all syntheses arrived at by mankind and
each civilisation newly created stands for an opposite curriculum. Conversely, settled
farming is an opposite curriculum for pastoral communities while it is legal one for
industrial society. An industrial society is an opposite curriculum vis-a-vis feudalism
but legal vis-a-vis information society. An opposite curriculum is indeed opposite
curriculum when its scientific, artistic, philosophical, religious, political, economic
and social models are new and original, when it re-moulds and re-synthesizes life,
and when it challenges and refutes the assumptions of earlier curricula. Opposite
curriculum itself becomes legal when it replaces legal and hidden curricula. The
same is true at almost all historical turning points. When Ptolemaists” concept of uni-
verse becomes legal curriculum, the Galileo-Newton concept challenging it operates
as opposite curriculum to become legal when it completely replaces the former. Then
enters the concept of Einstein as opposite curriculum, and it goes like this. In general,
opposite curricula may take individuals and societies forward to a happier and fuller
life. In such a case, opposite curriculum may help in reproducing life. This is an im-
portant contribution—in fact, a resurrection. However, there are still some opposite
curricula which may push society backwards, bring along new despair, exterminate
some desirable values or may even cause the end of all humanity. In fact there are
episodes in history where slavery replaced independence, and totalitarian and op-
pressive regimes ruled out pluralistic and democratic societies. In cases, opposite
curriculum may be developed and put into effect by a single leader. Peter the Great
in Tsarist Russia and Atatiirk in Turkey are two examples. Each opposite curriculum
emerges as a reaction to legal and hidden curricula. The period in which opposite
curriculum is in its weakest stage is the period of incubation and early growth. In this
critical period, if its intellectual, economic and human resources are cut out, if legal
and hidden curricula can respond to shortfalls, discontent and unmet expectations,
and if they can manage to mobilize contemporary science, arts and ideas, opposite
curriculum will have a meagre chance to survive. Although not as easy, another way
to rout opposite curriculum is to disarm it within the framework of legal and hidden
curricula by paying attention to and materialising its basic propositions.
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There are plenty of studies on legal and hidden curricula. In Turkey, though yet
insufficient, there are some studies and publications on hidden curriculum (Yiiksel,
2004; Yiiksel, 2003; Aksoz, 2001; Ciftci, 2001; Tavsancil and Aslan, 2001; Turan, 2001;
Baykal, 1999). Yet no study could be found on opposite curriculum; this is natural
since this stance has just recently been articulated and presented to the academic
world by Sénmez. There is a need for new publications on this issue. If there is no
scientific and comprehensive study on hidden and opposite curricula, rearrange-
ments, reforms and restructuring efforts in legal curriculum may fail. As a matter of
fact, one of the reasons explaining the failure of curricula within the Turkish educa-
tion system is the absence of information about hidden and opposite curricula.
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Karsit Program
(Ozet)

Problem durumu: Bu kuramsal ¢alismada, yeni ve 6zgtin bir yetisek tiirti olarak be-
lirlenip egitim literatiirtine sunulan karsit yetisegin olgusal ve diistinsel temelleri ele
alimustir. Devletin uzak ve yakin hedeflerine gore insanlar1 yetistirme siirecine,
resmi yetisek denebilir. Bu is, devlet ve diger kurumlarca kabul edilip ytirtirliige ko-
nan resmi yetisekler yoluyla yapilmaya calisilir. Devlet bu tiir programi, kendi anay-
asasina gore hazirlar. Anayasa onun politik hedeflerini gosterir. Her devlet, anayasa-
sma gore okullarda okutulacak resmi yetisekleri diizenleyip ytirtirlige koyar ve bun-
lar1 denetler. ste bu tiir yetisek, resmidir. Devlete bagli tim kurumlar, bu yetisege
gore insan yetistirmek ve istihdam etmek zorundadr.

Ortiik Yetisek, resmi yetisegin disinda, genellikle onun gizil hedeflerini gercek-
lestirmek icin el altindan isletilen, bu arada farkli hedeflerin de kazanilmasinm
saglayan yetigeklere ortiik yetigek denebilir. Ortiik yetisek, bir bakima resmi yetige-
gin disinda 6grencilerin kazandiklarinin tiimii olarak ele alinabilir. Bu tanimdan hem
resmi yetisegi destekleyen, hem de desteklemeyen 6gelerin ortiik yetisekte yer alabi-
lecegi ¢ikarilabilir.

Karsit Yetisek; resmi yetisegin hedeflerinin tam karsitin1 savunan kisileri ye-
tistirmek {izere olusturulan yetisek olarak tanimlanabilir. Dikkat edilirse, o; 6rtiik ye-
tisekten farkli bir 6zelik icermektedir. Ortiik yetisek resmi yetisegin gizil amaglarin
kisilere kazandirmak icin devreye girebilir. Onun resmi yetisegi tiimiiyle ortadan
kaldirmak, onu yok etmek, yerine tam tersi olan kendi amaclarimi koymak gibi bir
eregi yoktur. Oysa karsit yetisek, resmi yetisegi ortadan kaldiracak, yani onun sa-
vundugu amaglarin tam tersini savunan, kurulu ideolojiyi, diizeni, yapry1, kurum ve
kuruluslari, deger ve inanglari yikip yenisini kuracak bireyleri yetistirmek i¢in ise ko-
sulur. Bunu onceleri agikca yapamaz; ctinkii ortitk yetisegin igine gomiilt haldedir;
tistelik ilk baglar1 giicii de buna yetmez. Insanlik tarihindeki tiim yeniliklerin, dev-
rimlerin i¢inde bu karsit yetisek vardir. Gogebe toplumdan, yerlesik tarim toplumu-
na, oradan feodal topluma, sonra sanayi ve bilgi toplumuna gegislerin her biri, bir
bakima karsit yetisekler yoluyla gerceklesmistir. Ayrica insanin biyolojik ve kiiltiirel
evriminde de bu 6zelikler gozlenebilir. Yani biyolojik olarak calisan bir karsit yetisek
oldugu gibi, kiilttirel olarak calisan bir karsit yetisek de vardir. Resmi ve ortiik yeti-
segin icinde 6nceleri gomdiilii halde olan karsit yetisek, onlarin zaaflarindan yararla-
narak gelisir ve bes evreden gecerek resmi yetisek haline gelebilir.

Aragtirmanmin amact: Resmi, drtiik ve karsit yetisegin benzer ve farkli yanlar1 neler-
dir? Karsit yetisek nasil bir gelisme gostermektedir?

Yontem: Kaynak taramasi yapilarak kuramsal bir yapi ortaya konulmustur.

Bulgular: Karsit yetisek resmi ve ortiik yetisegin i¢inde gomdiilii haldedir ve Ku-
lucka Dénemi, Palazlanma Donemi, Ortaya Cikis Dénemi, Bas Kaldirma ve Direnme
Dénemi, Isbasinda Olma Dénemi olmak iizere bes asamadan gecerek olusumunu
tamamlar. Her yasamin icinde, onun karsit1 olan 6limiin bulunmas: gibi, her resmi
ve ortiik yetiseklerin iginde de karsit yetisek vardir. Bu, simdilik ka¢iilmazdir. Kar-
sit yetisek, yasama yeni bir yanittir. Resmi ve ortiik yetisegin ¢ozemediklerine yeni
bir ¢oziim, bireyin ve toplumun kurtulusu igin yeni bir yol olabilir. Nitekim feodali-
teye kars1 krallik, kralliga kars: cumhuriyet ve gogulcu temsili demokrasi, bunlara
karst dogrudan demokratik ve teknolojik yonetim birbirlerinin karsitidirlar; yani in-



Egitim Arastirmalari | 115

sanoglunun yaptig1 her sentez, olusturdugu her yeni uygarlik, bir karsit yetisektir.
Bir baska degisle tarim, gogebe topluma gore karsit, sanayi, toplumuna gore ise res-
mi yetisektir. Sanayi, toplumu da feodal topluma gore karsit; fakat bilgi toplumuna
gore ise resmi yetisektir. Tiim bilimsel, sanatsal, felsefi, dinsel, politik, ekonomik,
toplumsal vb. modeller ve goriisler yeni ve 6zgiin olunca, yasami yeniden olusturun-
ca, sentezleyince; kendinden ¢ncekine tepki olusturup onun temel sayiltilarini ve 6-
nermelerini ret edince karsit yetisektir. Karsit yetisek resmi ve ortiik yetisegin yerini
alinca, kendisi resmi yetisek olur. Sanayi toplumu, tarim toplumunun yerini alana
kadar karsit yetisek; alinca ise, resmi yetisek olur. Diger her tiirlii sistem de ayn1 6ze-
ligi tasir. Batlamyus'un evren goriisii resmi yetisek olunca, ona karsi ¢ikan Galileo-
Newton gortisti karsit yetisek olarak isler. Onun yerini alinca, resmi yetisege donii-
stir. Ona da kars1 ¢ikan Einstein'in evren goriisti, karsit yetisek olarak devreye girer.
Bu stire¢ biteviyedir. Genellikle cogu karsit yetisek, bireyi ve toplumu daha ileriye,
mutluluga, tutarh bir yasama dogru gotiirebilir. Boyle bir durumda, karsit yetisek
yasamin yeniden tiretilmesini saglayabilir. Bu ¢ok énemli bir katkidir. Yeniden diri-
listir. Boyle olmasina ragmen, bazi karsit yetisekler toplumun geriye gitmesine, tutar-
I1 degerlerden vazgecmesine, mutsuzluga itilmesine, hatta toplumun, insanligin yok
olmasina neden olabilir. Tarihte bunun 6rnekleri; bagimsizliktan kolelige, cogulcu
demokratik toplumdan totaliter, baskici yonetimlere geciste goriilebilir. Bazen karsit
yetisegi, tek bir lider olusturup uygulayabilir. Bu tiir liderler ¢ok azdir. Deli Petro ve
Atattirk bunlardan ikisidir. Her karsit yetisek, resmi ve ortiik yetisege bir tepki ola-
rak ortaya cikar. Karsit yetisegin en zayif oldugu zaman, kulucka ve palazlanma do-
nemidir. Bu donemde onun diistinsel, ekonomik ve insani kaynaklar1 kesilir; resmi
ve ortik yetisekler memnuniyetsizliklere, kisa diismelere, karsilanmayan gereksi-
nimlere yanit verir, cagdas bilim, sanat ve diisiinii ise kosarsa, karsit yetisek yasaya-
maz. Bunu basarmanin diger bir yolu da, resmi ve ortiik yetiseklerin iginde, onun sa-
vunduklarini savunup yasama gegirmekle, yani elinden silahlarmni ve kozlarim ala-
rak bogulmasin saglamakla olabilir; fakat bu is, o kadar kolay degildir.

Resmi ve ortiik yetisekler tizerinde yapilan pek ¢ok arastirma bulunmaktadir.
Bizde de ortiik yetisek tizerinde baz1 incelemeler ve yayinlar yapilmistir; fakat bunlar
yetersizdir (Yiiksel, 2004; Yiiksel, 2003; Aksoz, 2001; Ciftci, 2001; Tavsancil ve Aslan,
2001; Turan, 2001; Baykal, 1999). Karsit yetisekle ilgili simdiye dek hi¢bir arastirmaya
rastlanmady; ¢tinkii bu goriis Sonmez tarafindan yeni olusturulup bilim diinyasina
sunuldu. Bu konuda yeni yayinlara gereksinim vardir; ¢tinkii 6rtiik ve karsit yetisek-
ler bilimsel olarak ¢ok boyutlu arastirilmazsa, resmi yetisekte yapilacak diizenleme-
ler, reformlar, hatta yeniden yapilandirmalar basarili olamazlar. Nitekim Tiirk Egi-
tim Sisteminde yetiseklerin basarisiz olmalarinin nedenlerinden biri de, 6rtiik ve kar-
sit yetiseklerin neliginin bilinmemesidir.

Anahtar Sdciikler: Resmi yetisek (legal curriculum), ortiikk yetisek (hidden
curriculum), karsit yetisek (opposite curriculum)
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Abstract

Problem Statement: New international assessment results place Turkey well behind most
of its counterparts on student learning achievement. Turkish students also performed
poorly in national assessments. It is interesting however, that in spite of the students’
general failure in the national and international assessments, a few schools produce
good results with an average level of resources. A qualitative analysis of these schools
can explain what is going right in those schools and why.

Purpose of the Study: The purpose of this study is to construct a picture of “what is a
good school” in urban areas of Turkey and to identify their characteristics. The focus is
on elementary schools that produce effective results with limited resources and are
therefore identified as “good schools.” The identified characteristics and the practices of
good schools that produce good results with limited resources can then be transferred
and improved by other schools.

Method: The qualitative research method was used in this study. The data were col-
lected through observations, interviews, and focus group meetings from the schools se-
lected as samples. The schools within the scope of the research were selected by using
extreme or deviant case sampling. A total of four schools were selected, two from de-
veloped provinces (Ankara, Antalya), and two from developing provinces (Ordu, Sam-
sun). The school principals, the teachers, the students, and the parents were the sources
of data. Content analysis was used to analyze the data.

Findings and Results: The findings show that the selected schools have very limited re-
sources while serving a low income clientele. High parent interest and very positive
climate were found. Although none of the schools has written down their vision and in-
stitutionalized it formally, they have a shared hidden vision: being at the top in national
assessments. It is also found that the core values of schools have a big impact to achieve
micro and macro level quality. The schools, despite all the constraints, are successful in
getting the micro and macro level results. However, they do not have any shared vision
and practices related to the mega level results.

Conclusion and Recommendations: It is concluded from this study that the four schools in
this study have macro level quality focus. Although no school was able to present a
formal vision statement based on the focus group meetings with teachers, parents, stu-
dents, and administrators, the following was found as the informally (or hidden) shared
ideal vision in these schools: “There will be no student who fails to graduate and every-
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one will get accepted into Anatolian High Schools and Science High Schools or other
preferable high schools through High School Entrance Test (HSET).” This shared ideal
vision identifies students’ and parents’ as the primary client and beneficiaries of the
schools. Based on the results of the study, the following recommendations can be made.
First, society is the primary client for elementary education. Therefore, schools must se-
lect mega level quality because this level focuses on societal usefulness and conse-
quences of education. Variety in high school type should be eliminated and HSET
should be abolished. To move from macro level quality to mega level quality, class sizes
should be reduced and a working curriculum for society should be developed.

Keywords: School quality, international education, educational development, elemen-
tary education

Turkey has achieved remarkable progress in education system coverage in recent
years. After the eight-year compulsory Basic Education Law (Law No. 4306) was
signed in August 1997, Turkey embarked on an unprecedented expansion of public
schooling. This Basic Education Program entails a broad range of actions, financed
largely by government revenues, but also by major private enterprise contributions
and international loans and grants. Total annual expenditures for the Basic Education
Program are in the order of US $3 billion annually. These outlays include investment
outlays for the construction of new schools and the renovation or expansion of exist-
ing ones, a massive provision of computers, educational equipment and educational
materials, recurrent spending on the remuneration of teachers and other educational
staff, new recruitment, and additional staff training to expand the provision and
quality of schooling.

These investments have contributed to a dramatic increase in coverage. Specifi-
cally, whereas total basic education enrolments declined during the six years prior to
the Basic Education Law, enrolments increased by 1.5 million after the law became
effective. According to official figures, this increase raised the net enrolment ratio for
eight-year basic education from 76 percent to 95 percent in 2002. Girls’ enrolments in
rural areas made the swiftest gains. In sixth grade classes located in rural schools, the
enrolment rate of girls increased by 162 percent in the first year of the Program, and
has since continued to make sharp gains (MONE, 2004). There are few cases in the
history of any national education system that can compare with the initial achieve-
ments of Turkey’s Basic Education Program.

Nonetheless, improvement on other measures of education system quality and
performance, such as school quality and learning achievement, are not commensu-
rate with the gains in access. New international assessment results, such as the Third
International Mathematics and Science Study (TIMSS) and the Progress in Interna-
tional Reading Literacy Study (PIRLS), and other comparative measures, place Tur-
key well behind most of its counterparts on student learning achievement. In TIMSS
1999, Turkey was ranked 31st according to mathematics results and 33rd according to
Science results among the 38 participating countries. Thirty-five countries partici-
pated in the PIRLS 2001 and Turkey was ranked 28th among them.

Turkish students also performed poorly in national assessments such as Students’
Achievement Determination Study (SADS). In SADS 2002, 1/3 of the students were
in the bottom quartile, meaning that at least 4/5 of the answers of the students in this
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quartile were wrong. The results of the High School Entrance Test (HSET) in 2003
and in 2004 were disappointing. Among the 591.181 eighth grade elementary school
students who took the HSET in 2003, 40.586 (about 4%) received a “0” (zero) score. In
2004 about 10% of those taking the test (634.787) received a “0” (zero). These results
suggest that increases and improvements in educational inputs do not guarantee the
quality of education. Parallel to the quantitative progress, the effectiveness and the
quality of school education must be a priority objective.

It is interesting however, that in spite of the students’ general failure in the na-
tional and international assessments, a few schools produce good results with an av-
erage level of resources. At this point there are no comprehensive research studies of
the best practices of elementary schools in Turkey. The qualitative analysis of these
schools can explain what is going right in those schools and why. Through this
analysis, the characteristics and practices of these schools can be identified then
shared and emulated. The practices and characteristics that make a school a “good
school” within the Turkish context should be evaluated and examined.

The purpose of this study is to construct a picture of “what is a good school” in
urban areas of Turkey and to identify their characteristics. The focus is on elementary
schools that produce effective results with limited resources and are therefore identi-
fied as “good schools.” The identified characteristics and the practices of good
schools that produce good results with limited resources can then be transferred and
improved by other schools. The results of this study will help policymakers to iden-
tify what makes a good elementary school and help them establish educational pri-
orities.

Defining the Quality School

Though often used in discourses about education, quality is a difficult and elu-
sive term to define. While everyone is in favour of building the quality school, the
arguments start when a definition of quality is put forward. In the management lit-
erature, the term quality has different meanings and has been variously defined as
excellence (Peters & Waterman, 1982), value (Feigenbaum, 1951), fitness for use (Ju-
ran & Gryna, 1988), conformance to specifications (Gilmore, 1974), conformance to
requirement and defect avoidance (Crosby, 1979), meeting and exceeding customers’
expectations (Parasuraman, Zeithaml, & Berry 1985).

According to Sallis (2001), the relative definition of quality has two aspects to it.
The first one is the procedural concept of quality. From this aspect, quality can be
achieved by putting systems and procedure into operation and ensuring that those
systems are efficiently and effectively operated. It ensures that activities conform to
requirements. Measuring educational results against performance indicators is a
good example of this. The second concept is the transformational concept of quality.
It is based on the need to make the organization ‘customer focused’ rather than
‘product focused.” Transformational quality is achieved through establishing cus-
tomer requirements and then building structures, and particularly organizational
cultures, which empower employees to meet them. Quality can be defined as that
which best satisfies and exceeds customers’ needs and wants. It is the consumers
who make the judgment on quality. The learners, parents, employers and society are
the external or primary customers of the educational services.
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National Centre for Education Statistics” report (2000), Monitoring school quality:
an indicators report, explores why some schools may be better than others at helping
students learn. The research described in this report indicates that school quality af-
fects student learning through the training and talent of teaching force, what goes on
in the classrooms, and the overall culture and atmosphere of the school. Within these
three areas this report identifies 13 indicators of school quality: (1) school leadership;
(2) goals; (3) professional community; (4) discipline; (5) academic environment; (6)
teacher academic skills; (7) teaching assignment; (8) teacher experience; (9) profes-
sional development; (10) course content; (11) pedagogy; (12) technology; and (13)
class size.

European report on the quality of school education: sixteen quality indicators (2000)
were published by the European Commission. This report on the quality of school
education is based on the 16 indicators selected by the working group in cooperation
with the Commission. These indicators cover four broad areas: attainment levels;
educational success and transition; monitoring of school education; and educational
resources and structures. Attainment level in some fields can be considered as strong
indicators of the quality of school education. In some fields —‘mathematics,” ‘read-
ing,” ‘science’ —the data from TIMMS, PIRLS, and IEA were used to evaluate the
quality of school education in European countries. Reading, mathematics, science,
and social studies claim their place as indicators because they provide essential
knowledge tools and provide the foundations for life long learning skills. SADT in-
cludes evaluation in mathematics, reading, science, and social studies. Therefore,
SADT results served as one of the main reasons for the selection of the schools in this
study. Elementary school supervisors provided valuable information on other indica-
tors, such as drop out rates, parental participation, resources, and evaluation.

In order to address what the term ‘quality school means” Fuller (1986) explores
four categories of quality definitions, namely technical production process, individ-
ual abilities and perceptions, school and classroom organizations, and institutional
signals. He agrees that determining a definitive answer for school quality, one that
will apply to all contexts, is a formidable, if not an impossible task. We have a sense
of what we are looking for, but are at a loss to articulate how it is to be measured and
under what conditions. Glasser (1990) admits that it would be extremely difficult to
come up with an exact definition of quality education that would apply to all situa-
tions. Even without being able to define it, however, we can almost always recognize
it when we see it.

Methodology

The qualitative research method was used in this study. The data was collected
through observations, interviews, and focus group meetings from the schools se-
lected as samples. Although the data for this study were mainly collected through
qualitative research methods, quantitative data in the form of school test results and
data about school resources were used in the process of selection of the schools to be
included in this study.

Selection of the Provinces and the Schools

The schools within the scope of the research were selected by using extreme or
deviant case sampling. This approach focuses on cases that are rich in information
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because they are unusual or special in some way. The logic of extreme case sampling
is that lessons may be learned about unusual conditions or extreme outcomes that
are relevant to improving more typical programs. With limited resources and limited
time, an evaluator might learn more by intensively studying one or more examples of
really excellent programs. The evaluation focus, then, becomes a question of under-
standing under what conditions programs exemplify excellence (Patton, 1987).

On April 12, 2002 the Ministry of National Education (MONE) in Turkey con-
ducted an assessment study, namely Student Achievement Determination Test 2002
(SADT 2002). The purpose of this assessment was to gather the information necessary
to increase students’ successes rather than to rank the schools, teachers, and students
according to their performance in the test. Five-hundred and forty-one public ele-
mentary schools participated in the assessment study. Turkish, mathematics, science,
and social studies tests were administered to the fourth, fifth, sixth, seventh, and
eight grade students. The contents of these tests are similar to TIMMS and PIRLS. As
stated earlier, the results of SADT 2002 were very disappointing. Among the 541 par-
ticipating schools, only 20 were found to be very successful. These 20 schools were in
the fourth quartile. Four schools were selected among 20 successful schools through
the following processes:

1. The names of the schools were given to the school supervisors from the
provinces and they provided information about (a) reputation of the
schools among the public, (b) general performance assessment of the
school teachers given by the school supervisors, (c) limited resources but
good results in high school entrance tests, (d) high attendance rate, (e)
parental involvement, (f) discipline and order in the school, (g) extra
curricular activities and success in these activities, (h) openness to the
public, and (i) commitment to success.

2. Good performing schools with average clientele and resources were de-
termined based on the information provided by the supervisors from the
provinces.

3. The schools that are on the university campus or in the official housing
units, and supported by the foundations were eliminated.

4. A total of four schools out of the remaining ones were selected, two from
developed provinces (ANKARA, ANTALYA), and two from developing
provincestt (ORDU, SAMSUN). These schools have the best SADT score
average in their provinces and the school in Antalya has the best score
average amongst the 541 schools.

Since the MONE did not announce the SADT results in public, the following
pseudonyms will be used: Ankara Central Elementary School, Antalya Sub-Province
Elementary School, Samsun Central Elementary School, and Ordu Central Elemen-
tary School.

Student achievement has been considered a key indicator of educational quality,
and student scores on large-scale assessment is the subject of public scrutiny. Student

1t The provinces have been classified into two categories as developed and undeveloped
(regions having precedence in develoment) according to their levels of development
determined by State Planning Organization in Turkey.
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test scores, particularly on large-scale assessments such as TIMMS, PIRLS, HSET, and
SADT, are considered important elements of school quality. To find and focus on
cases that are rich in information and to learn from extreme outcomes, the results of
these assessments are highly appropriate. However, test scores can only be inter-
preted meaningfully in the context of the school and the educational system that
produces them. Therefore, the other components of the school that produced assess-
ment results should be understood. To understand and evaluate the quality of educa-
tion requires not just numerical values or quantitative measures, but a more vivid
picture of a unique and complex character of schools. Using a qualitative method this
research intends to provide this kind of detailed information.

Collection and Analysis of Qualitative Data

The data were collected through individual interviews and focus group inter-
views. A semi-structured interview form developed by the researcher was used to
collect data. The school principals, the teachers, the students, and the parents were
the sources of data. The interview schedule was initially pilot-tested with five ele-
mentary teachers, five parents, five students and two principals. After each inter-
view, interviewees’ comments were elicited, followed by a number of fundamental
changes in the schedule.

Interviews were conducted with four school principals. A typical interview ran
about 50 minutes. Focus group interviews were conducted with the teachers, the stu-
dents, and the parents. In this study eight to ten people participated in each focus
group interview for one to one-half hour. A total of four teacher focus group inter-
views, four student focus group interviews, and four parent focus group interviews
were conducted. Following Patton (1987) our participants were organized in focus
groups that were relatively homogenous within each category; i.e., teachers, stu-
dents, and parents. They were asked to reflect on the questions posed to them by the
researcher as they interacted with each other. Their discussions often extended be-
yond the original question. The goal was to elicit high quality data in a context where
views could be shared and disagreements acknowledge. In this way participants
were able to check and balance each other, and in the process, weed out false or ex-
treme views.

Content analysis was used to analyze the data. Content analysis involves identi-
fying coherent and important examples, themes, and patterns in the data. Thus, the
complexity of the data was organized into categories. The five elements of the quality
management process (Kaufman, 1993) were used as the main categories: inputs,
processes, products (micro-level results), outputs (macro-level results), and outcomes
(mega-level results). Sub-categories were established under each main category.
Three of the elements relate to results (outcomes, outputs, products), one relates to
methods (processes), and the other to resources (inputs):

The researcher took notes during the interviews and focus group meetings. By us-
ing the word processor program, the responses of the participants were cut and
pasted under each category. Then, thematic similarities and differences were identi-
fied under each category.
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|
Findings

The five elements of the quality management process (Kaufman, 1993) were used
as the main categories: inputs, processes, products (micro-level results), outputs
(macro-level results), and outcomes (mega-level results). The findings of this research
will be presented under these main categories.

Inputs / Resources

The selected schools in this study must represent good performing schools with
median clientele and resources. The schools selected for this study had to demon-
strate good performance in spite of serving communities of a low socio-economic
level and having scarce resources. It was found that the schools have serious input
related constraints, such as poor school facilities and crowded classes. The average
class size is 41, however, there is still a serious demand for registering students in
these schools. The pressure from senior authorities and false registry documents are
well known situations experienced in every registry period.

The four schools of this study are well-performing schools in terms of student
achievement; however, there are large differences in their enrolment. They range
from 450 to 1670. However, research studies on the relationship between school size
and student achievement have found that enrolment data cannot be assumed to have
a direct causative effect on achievement (Duke, 1998; Heck & Mayor, 1993; Howley,
1996; Lee & Smith 1997; Stockard & Mayberry, 1992). The literature has shown no
consistent relationship between class size and student achievement. In one study, for
instance, class size demonstrated no significant effect on achievement (Lytton &
Pyryt, 1998). However, with smaller class sizes, teachers are able to provide a wider
variety of instructional methods and learning activities (Blatchford & Mortimore,
1994). With smaller class size students benefit from more individualized instruction
(Betts & Shkolnik, 1999), and students are more proficient at basic skills and master
more subjects.

Although three of the schools are double shifted in order to accommodate a lar-
ger population, the average class size is still high. Because of the good reputation
these schools have among the public, parents prefer to send their children to these
schools.

School facilities play a significant role in the teaching and learning process. The
accessibility of science and computer labs, physical education facilities, libraries, and
the number of volumes of books available for circulation can be used as quality indi-
cators. Each of the schools included in this study has one well-equipped science
laboratory which has been used very effectively by the students and teachers. The
laboratories were established through their own budgets or by donors.

Samsun Central Elementary School and Ordu Central Elementary School do not
have computer facilities. The number of students per computer in Ankara Central
Elementary School is 66, and in Antalya Central Elementary School there are about
23. Ankara Central Elementary School has a rich school library. They have collected
about 5000 books that were collected through several campaigns. The other three
schools also have libraries; however, they are not rich in resources or are in poor
physical condition. The schools have a low number of overhead projectors. The
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number of students per overhead projector is shown in brackets: Ankara CES (214),
Antalya CES (113), Samsun CES (134), and Ordu CES (418).

Parent characteristics are considered to be a very important part of the input in
education. The selected schools’ parent profile is composed of parents who work
mainly in the public sector with low or middle income, small shopkeepers, workers,
the unemployed or the daily employed.

These findings show that the selected schools have very limited resources while
serving a low income clientele. They represent less than an average school in terms of
their inputs. Then what makes these schools good? To answer this question in re-
gards to their good practices, we must examine the processes level.

Operations / Processes

Parent participation. Research studies are consistent in finding a positive correla-
tion between parental participation and student achievement and performance (Rey-
nolds, 1992; Stevenson & Baker 1987; Fehrmann, Keith, & Reimers, 1987). This posi-
tive influence is not restricted only to achievement. Parental involvement in school
events is also associated with better student attendance and behaviour (Griffith, 1996;
Keith et al., 1996; LeRae, 1992; Stevenson & Baker 1987).

This research revealed that the school administrators and teachers were satisfied
with the participation and support of their school’s parents. The parental
contribution was not only financial, it also revealed itself as involvement in the
process, expression of expectations and creation of factors to affect the realization. A
close cooperation with the parents based on mutual trust and respect was found in
the schools. Parental participation has taken place in different ways in these schools.
Ankara CES has more good practices than the other three schools. The practices of
the school regarding parent participation are shown in Table 1.

Table I
Parent Participation and Contributions
Schools Parent Contributions
ANKARA CES Financial aid, participation at meetings, organization of charity meetings,

voluntary employment in the school library, repairing the book covers, classi-
fication of books, organizing and participating in trips, involvement in school
development management team studies, annex building architectural project
design, active involvement in ceremonies and celebrations...

ANTALYA CES Financial aid, participation at meetings, creating high academic expecta-
tions such as high success in high school entrance tests, and therefore, creating
an impact on teachers for the purpose of creating a competitive environment...

SAMSUN CES Financial aid, participation at meetings, annex building architectural pro-
ject design, involvement in school development management team studies,
creating high academic expectations...

ORDU CES Financial aid, participation in meetings, fulfilment of the demands from
the school

The principals” and the teachers’ statements in individual interviews and focus
group interviews related to parent participation are as follows:
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“Everyone in the school knows that it is not possible to have improvements in the
school without parent support. That's why the parents are important to us and why
we call them if they can not call us. (Teacher)”

“We invite parents to the school one by one and show them what we have done
with parent contributions. This has created a mutual trust as a result of which the
parents are doing whatever demands we have for them. (Principal)”

“The parents should first be convinced about what his/her contribution will mean
for the student. We try to explain this with patience and with clarity. (Principal)”

School climate. The research suggests that principals can have an indirect influ-
ence on school effectiveness through actions and attitudes that shape the school’s
learning climate (Hallinger, Bickman, & Davis 1996; Heck, Larsen, & Marcoulides,
1990; Leithwood, Jantzi, & Steinbach, 1999). For example, principals in high-
achieving schools involve teachers to a much greater extent in instructional decision-
making. Principals are also found to have a more direct influence on their school’s
student achievement rates through their leadership practices (Heck & Larsen et al.,
1990).

The principals, the teachers and the students commonly reported that the school
climate is very positive in the schools connected to this research. Some of their state-
ments follow:

“The teachers and the administrators come to school with joy and motivation
every day. It is a pleasure for us to be teachers in this school. (Teacher)”

“In the history of our school, there has never been an investigation or discipline re-
lated action against our teachers and administrators. (Principal)”

“I miss my school during holidays because I am treated as a mature individual de-
spite being an elementary school student. They love the students. (Student)”

“Our school has a very cozy ambiance! (Teacher)”

“There is mutual tolerance and good will. Everyone is always sincere and ready to
help each other. (Teacher)”

“The duties are never assigned in a bureaucratic way. Everyone takes the respon-
sibility of tasks suitable to his/her potential automatically. (Teacher)”

The mentioned practices of the school that help to create a positive school climate
are shown in Table 2.

According to Glasser (1992), a school is a quality school when all students who
are asked to describe their school will say: “I like school; I look forward to going each
day.” “I am learning things at this school that I believe are good for me.” And all
teachers would say: “I like working in this friendly school. No one coerces me, and I
do not coerce anyone else.” “I am treated like a professional; I am encouraged to
teach the curriculum the way I believe is best for my students.” “I am pleased with
the new way of evaluating students.” “I no longer even think about discipline prob-
lems, they have disappeared from my classes.” During the individual interviews and
the focus group interviews, the students” and teachers’ statements were very similar
to Glasser’s points.
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Table I1
Practices That Create the Positive School Climate
SCHOOLS PRACTICES
ANKARA CES “What we do is focus on humans. That’s why we thought that it would be

necessary to reduce the formalities and to change the government office look.
We have started every new day with different kinds of music. It was the ad-
ministrators who first started to move with the music and the students have
joined them immediately. The teachers were surprised at first, but they also
participated later on. The parents, who did not at first understand what we
were doing, have started to enjoy this as well...(Principal)”

Distribution of responsibility based on volunteerism, democratic man-
agement, respect even to marginal ideas.

ANTALYA CES “Everyone feels a mutual responsibility. (Principal)”

“We come together for a lot more informal circumstances. (Teacher)”

SAMSUN CES Participation in decision-making, teamwork, transparency and democratic
approaches.
ORDU CES “In ceremonies what we do is real ceremony; we do not give long

speeches or make announcements. We only say what has to be said and we do
it in the classrooms. This has created a more positive communication between
us and the students. (Principal)”

“Our principal rarely uses his office; he makes use of every opportunity to
be with the teachers, students, and parents (Teacher).

“The principal comes to our classroom instead of calling us to his office
when he wants to talk with us. (Teacher)”

“I am always ready to take risks in favour of the teachers and the stu-
dents. (Principal)”

Teaching-learning environment. The physical environment of the classrooms was
observed in this study. All the classrooms were visited during the break times to ex-
amine the classroom arrangements. All the classrooms were formally arranged class-
rooms with chairs and desks facing forward and students sitting neatly in rows star-
ing ahead at the individual in front. Even in classrooms where the student number is
appropriate for different classroom organization, the row alignment was used. In
some classrooms with the row alignment, it was observed that some of the chairs
were fixed to the floor. The arrangement of this type of classroom determines the role
behaviour of both teacher and students. This type of classroom is not likely to stimu-
late and challenge students. Therefore, the teachers become more active than stu-
dents in the learning process. Rows of desks reduce interaction among students and
make it easier for them to concentrate on individual assignments. Rows also direct
students’ attention toward the teacher, so they are particularly appropriate for
teacher-centred instruction (Weinstein & Mignano 1993).

Six classes were selected randomly in the four schools in order to observe the
teaching and learning processes. It was observed that all the students in the class
were asked to focus on a single activity. Individual Education Plans (IEP) were not
observed in any of the classrooms. The teachers applied the presentation technique
and used questioning techniques from time to time in the courses observed. It was
observed that in two different music courses flute and lute were played and that the
overhead projector was used to demonstrate “the eye and its structure” in a science
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course. No other utilization of educational technology or material was observed. The
teachers described their teaching and learning strategies as follows:
“Description and discussion are intensively done in my classes. The students are

receivers. They also express their own ideas but it is me who eventually determines
right and wrong.”

“We unfortunately do not have a creative learning process because of the system,
we are always focused on exams. The majority of the issues we discuss in the class
are related to exams, such as “Will this question be asked on the exam?”

“There is no time to create students who can freely think, comment, and change.
The examination system forces the students to memorize and us to use teacher cen-
tred methods.”

“I give the lecture, I even doubt whether they listen to me enough or not because
the classrooms are over-crowded.”

“Our senior administrators take the centralized exam results as the main perform-
ance criteria. Therefore, the teaching process of 5 hours is comprised of 3 hours with
teacher led course description and 2 hours of test solving.”

In addition to the teachers’ views, the students” also expressed their views on the
learning and teaching processes as follows:

“Our teachers mostly use the overhead projector in the lessons.”

“We go to the science lab a lot. We do experiments in groups if there is enough
material, if not the teacher does the experiment and we watch.”

“The subjects that we learn from the VCDs are easier to remember.”

“We have not seen any teacher apart from the computer teacher while using a
computer.”

It was also found that the existing computer facilities were not used to achieve
the curriculum objectives. Even the computer teachers are too far away to teach
computers to support curriculum activities. The following dialogue took place be-
tween the researcher and the students in a school with a well equipped science lab
and IT lab:

- Kids, as an authorized officer I am going to close down your science lab. What do
you think about this?

- No! Never, it is very ridiculous! We learn many things there, we do experiments.
It is an important place for us...

- OK, I have changed my mind. I will not close down your science lab, but I will
close down the IT lab.

- No, do not close it!
- What will you lose if I do so?

- Ehhmm... We will only be deprived of the games, that’s all.

Rescigno (1988) reports that the use of technology in the classroom enabled stu-
dents to progress through lessons at their own pace, increasing student achievement
levels. Recent research indicates that computers can raise student achievement, but
when used the wrong way they can do more harm than good (Archer, 1998).
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Time outside school hours. The high number of students (school size), the academic
pressure on the students, and the constraints of the physical environment reduces
student participation in social activities (chess, modern dance, chorus, theatre, differ-
ent sport branches). In Antalya CES, there are no students going to a private course.
However, all of the teachers spend three more hours after class with students in or-
der to revise the subjects and make tests. They do this free of charge. In the other
three schools, the number of the students from 5th and 6th grade that go to private
course is rare. As for the 7th grade, this number is around 30% and approximately
55% of 8th graders go to a private course.

Approximately three hours for homework and two hours for test solving adds up
to 5 hours per day. The homework is given mainly for review purposes. The assess-
ment of the homework varies from teacher to teacher: “I do not control homework.”
“I asked them whether they did it or not.” “I find out during the lesson.” “I ran-
domly pick one or two out of the class to check the homework.” “Those who do not
do it come forward.” “I only check the homework of the students whom I doubt.”

The students of the Ankara CES have been using their library in an effective way.
On average a students takes two books a week. In the other three schools, the stu-
dents said that they cannot find time for free reading.

Supporting professional development and leadership. Descriptions of usually quality
schools indicate that in-service training and other forms of professional development
generally are on-going activities which are carried out at the school site. In addition
to this, leaders emerge at all levels in quality schools. Table 3 summarizes the find-
ings related to the professional development and leadership.

Table III
Supporting the Professional Development and Leadership
SCHOOLS LEADERSHIP BEHAVIORS AND PRACTICES
ANKARA CES Computer training for all the teachers. Support for continuation of the

university graduate program (masters or doctorate). Cooperation with the
universities as well as seminars on hyperactivity, physical education and ac-
tive learning. Following up technology and technology transfer. Strong human
relations. Committing the teachers to the school vision. Classroom visits. Crea-
tion of democratic school environment.

ANTALYA CES The school principal is an acting one. She does not have any encourage-
ment in the education process. There is, however, a sense of responsibility and
determination at every level. The teachers are active in launching and conduct-
ing the process.

SAMSUN CES Launching the total quality management applications. Involving the par-
ents actively in the process. Continuation of the professional development for
teachers through school-university cooperation.

ORDU CES Presence of all the factors that form a school. Democratic attitude and be-
haviours. Taking risks and supporting those who take risks.

Products / Micro Level Results

Products are the micro-level building-block results we get from the transforma-
tion of the inputs through application of our process (Kaufman, 1993). Attendance,
drop-out rate, course completed, and competency test passed are some examples of
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micro level results. A strong positive relationship between attendance and student
performance has been reported in a number of studies (Caldas, 1993; Lamdin, 1995).
Young people without a complete education may experience greater difficulty than
others with regard to social integration and active participation in democratic society
(European Commission, 2000).

The micro level results of the schools are presented in Table 4. It is found that the
schools give great attention to this level. The schools really care about the specific
skills, knowledge, attitudes, and abilities of the students as they move from course to
course, and level to level. The tests are the primary focus.

Regular attendance at the school, completion of a course, and good test results do
not assure success in life. Therefore, higher-order results become important: macro
level results.

Table IV
Micro Level Results
SCHOOLS MICRO LEVEL RESULTS
ANKARA CES There is no continuous absenteeism or drop-outs from the school. Daily

attendance is full. The students are happy to be at school. All of the students
finish the school. The school has an average of 75% in school level identifica-
tion exam. The school has successful results in many social and sportive activi-
ties (Turkish Champions and runners-up previously in volleyball, good per-
formances in handball...) The school teachers, administrators, and the stu-
dents are all satisfied with what has been put into life.

ANTALYA CES There is no continuous absenteeism or drop-outs from the school. Daily
attendance is full. All of the students finish school. They have the best score in
the sub-province regarding the achievement level identification test. The stu-
dents are tired and worried because of the high academic expectations and
relevant activities. They mentioned that the teachers prefer teaching math to
physical education, music, and arts and crafts.

SAMSUN CES There is no continuous absenteeism or drop-outs from the school. Daily
attendance is full. The 6th, 7t, 8th grade teachers believe that the students that
come from the primary level are well prepared. The school always finishes at
the top three levels in the annual level identification exams in the province.
They have had important achievements in social and sportive organizations
amongst the school.

ORDU CES There is no continuous absenteeism or drop-outs from the school. Daily
attendance is full. The students are worried because of the exam-based high
expectations of the teachers, administrators and the parents. The school is al-
ways in the top three in the annual level. identification exams in the province.

Outputs/Macro Level Results

Outputs are the macro-level results we can do and deliver to our external clients.
Outputs are the integration, the adding-up of all of the products (Kaufman, 1993).
Graduates, completers, job placements, acceptance to the finest upper level schools,
etc. are some examples of the macro level results. If the schools care about the quality
and competence of the completers and the leavers when they leave their educational
system, macro level results become important.

Although the schools state their visions as: “Happy and successful students;”
“Self-sufficient, productive and modern individuals;” “To see every one of our
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graduates as a happy and successful member of the society;” “To make the school a
centre that changes the society;” “Happy people who are good at doing their job in
whatever profession they have.” It is found that their common vision is “to be at the
top in Science and Anatolian High School’s Entrance Tests.” This point is especially
obvious in their learning and teaching practices. The macro level results of the
schools are presented in Table 5.

Table V
Macro Level Results
SCHOOLS MACRO LEVEL RESULTS
ANKARA CES In 2002-2003, 35% of the students taking the exam hwon entry to Anato-

lian or Science High Schools. The students eligible for Anatolian Fine Arts
High School are also in that portion. An important part of the remaining stu-
dents earned the right to go to a super high school and the rest did not have
any difficulty registering in a general high school. The teachers and adminis-
trators mentioned that their graduates are more successful in the next educa-
tional level than the graduates of other schools. The school does not have a
planned follow-up system for its graduates.

ANTALYA CES In 2002-2003, 49 (69%) of the 71 students taking the exam earned the right
to go to Anatolian and Science High Schools and the Police College. No stu-
dent applied to enter The Anatolian Fine Arts School. The other students pre-
ferred going to general high schools. The .6546 SADT average makes this
school the best among 541 public elementary schools.

SAMSUN CES In 2002-2003, 85 (46%) of the 182 students taking the exam earned the
right to attend Anatolian and Science high schools. Some of the graduates
went on to the super high school while some others went to the general high
schools. The .6097 SADT average makes them the top school in the province.

ORDU CES In 2002-2003, 94 (51%) of the 186 students earned the right to go to Anato-
lian and Science high schools. Two students went to Kuleli military high
school. None of the students went to Anatolian Fine Arts High School. The
other students went to super and general high schools. The students do not
have any problem with acceptance or attendance in the next level of educa-
tion.

Outcomes / Mega Level Results

Mega level results are concerned with societal and community outcomes and
consequences. One example of a mega level result is that all learners are self-
sufficient and are not under the care, custody, or control of another person, agency,
or substance; all learners are productive individuals who are socially competent and
effective, contributing to the self and others; financially independent, etc. (Kaufman,
1993). Schools that have a mega focus are concerned with the current and future of
self-sufficiency, self-reliance, and quality of the word. When the graduates have
started to use the skills, attitudes, and knowledge gained from the school, there is an
impact on consequences in and for the society.

There is no doubt that the teachers and the principal of the schools selected for
this study are very dedicated, self-sacrificing, and caring people. They are doing their
best to do things right. However, as Peter Drucker reminds us, doing things is not as
important as doing the right things. Mega level results show us whether or not we do
the right things. The teachers and the principals have no clear answers for the ques-
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tions about who are the clients of the schools and what should be delivered to them.
They do not have any identified shared vision. Besides, they do not have any practice
to evaluate whether or not they are doing the right things. The mega level results of
the schools are presented in Table 6.

Table VI

Mega Level Results

SCHOOLS MEGA LEVEL RESULTS

ANKARA CES The school does not have any method to determine the external client sat-

isfaction and societal outcomes. However, the graduates are proud to be nam-
ing themselves as from this school. Being from this school is perceived as a
privilege in the environment. The parents want to send their children to this
school. The parent satisfaction is not only related to the exam results. They be-
lieve that the students acquire the basic skills, behaviors and habits in a good
way.

ANTALYA CES The school does not have any method to determine the external client sat-

isfaction and societal outcomes. The parents are very satisfied with the com-
petitive process. They cannot think of a better result than having their children
go to an Anatolian or Science High School. The parents prefer this school
when compared to the other local schools.

SAMSUN CES The school is well known by the society. The main reason it is preferred is

because of the achievement in the exam results. The school does not have any
practice to determine the external client satisfaction and societal outcomes.

ORDU CES The school does not have any practice to determine the external client sat-

isfaction and societal outcomes. “The parents whose first kid graduates from
our school sends their youngest kid to us as well.”

Core Values

Based on the findings it is possible to identify several common qualities of the
schools of this study:

Although none of the schools has written down their vision and institu-
tionalized it formally, they have a shared hidden vision: being at the top
in national assessments.

Their performances in assessments evoke admiration.

They place strong emphasis on basic curriculum, including Turkish,
Math, Science, and Social Science.

Academic achievement is high.

Parents speak well of the school and the schools have a very good repu-
tation among the public.

Parental involvement and support is high.

A school climate that is conducive to learning and teaching was found in
the schools.

What might explain these schools’ results? How might they be different from
other schools that had the same opportunities, resources, and purposes in the same
educational system, but did not attain the same stature? To identify the underlying
characteristics and dynamics common to these schools, the following question was
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asked to the participants from the schools, and the answers of the participants were
presented in Table 7:“Imagine that all of us were suddenly transported to the year 2075.
Many of the things at your school have been changed by developments we cannot anticipate.
But no matter what changes might have occurred at the school, you want two or three things
to remain the same. What would they be?

Table VII
The Core Value Statements
SCHOOLS “Wish to see it remained same in 2075.”
ANKARA CES Student expressions: “Having fun while learning,” “Affection of our

teachers,” “The presence of teachers caring about us,” “Interest for all of our
friends without discrimination as lazy, hard working or others.”

"o

Parent expressions: “Achievement,” “Safe and orderly environment.”

Teacher and principal expressions: “Openness to innovations,” “Parent
interest and contribution,” “The passion, willingness, excitement, and en-
thusiasm of teachers,” “Freedom of expression,” “Easy communication,”
“Respect the principles of Ataturk (the founder of modern Turkey) on
which our country is founded.”

ANTALYA CES Student expressions: “Dedication and the sacrifice of the teachers,”
“Love and respectful atmosphere.”

Parent expressions: “Achievement,” “Caring teachers,” “Hard work-
ing,” “Mutual respect and love.”

Teacher and principal expressions: “The motivation and competitive-
ness of the students,” “Determination of the students to win,” “Respect and
interest from students and parents,” “Trust of students and parents,” “More
teaching time.”

SAMSUN CES Student expressions: “The affection from our teachers,” “Our effort to
win,” “Fair treatment to all people.”

Parent expressions: “Achievement,” “Mutual respect,” “Solidarity,”
“Self-sacrificing teachers,” “Safe school.”

Teacher and principal expressions: “Love of the profession,” “Love of
children,” “The solidarity between parents and the school,” “Being optimis-
tic about life.”

ORDU CES Student expressions: “Determination and enthusiasm to win,” “Respect
and love in the school,” “Joy of learning,” “Teachers’ support.”

Parent expressions: “ Achievement,” “Honesty,” “Tolerance,” “Order in
school,” “Respect and love.”

Teacher and principal expressions: “The existence of the school,”
“School administrators who listen to and care about everyone,” “Acting in
the best interest of students,” “Democratic behaviours in school administra-
tion.”

Answering this question, the participants addressed the core values of the
schools. According to Collins and Porras (2002) core values are the organization’s es-
sential and enduring tenets— a small set of guiding principles not to be confused
with specific cultural or operational practices; not to be compromised for financial
gain or short-term expediency. The core values are very important because they de-
fine the schools’ character and serve as the schools’ timeless guiding principle. Car-
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ing, compassion, respect, fairness, integrity, commitment, honesty, passion to win,
safeness and order, and academic achievement were commonly noted as the core
values of these schools. While preserving these values, it is expected that these values
stimulate the progress. What did the core values provide these schools? The answers of
the participants were presented in Table 8.

Table VIII

What did the Core Values Provide?

SCHOOLS

What did the core values provide?

ANKARA CES

ANTALYA CES

SAMSUN CES

ORDU CES

“They forced everyone to make efforts to contribute.” “I started to love
my job more, and we are all connected as a family.” “The students enjoy com-
ing to the school.” “We have taken more valid decisions. “We love being
adored and preferred.”

“We have seen individual differences and offered education accordingly.”

“We had to come to the school a lot more, even spent weekends at
school.”

“ A lot more students have been placed in better schools”
“We have won the interest, support, and appreciation of the parents.”
“ A peaceful atmosphere to work in.”

“Strength to handle the situations such as low salary, heavy work load

etc
“ Academic success.” “Maintaining the good reputation of the school.”
“Consistency and permanency in academic success.”

“A competitive and strong school.”

Discussions Conclusions and Recommendations

Kaufman’s (1993) elements of quality management process were used to evaluate
the findings of this study. Three of the elements relate to results (outcomes, outputs,
products) and each of them indicates a different level of quality. The quality man-
agement process includes the European Commission’s sixteen quality indicators clas-
sified in four broad areas. The main difference between them is that Kaufman
stresses the societal usefulness and consequences of school education as mega level
quality. Delivering education that provides societal good must be the main focus of
an educational system. Table 9 compares the two approaches of quality in education.

Table IX

Comparison of Kaufman’s Quality Elements with European Commission’s Quality Areas

Kaufman’s Quality Elements European Commission’s Quality Areas

Outcomes (Mega level results)
Outputs (Macro level results)

Products (Micro level results)

(Missing element)
Success and Transition
Attainment (Mathematics, Reading, Science...)

Processes School Education

¢ 80028

Inputs Resources and Structures
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It is concluded from this study that the four schools in this study have macro
level quality focus. Although no school was able to present a formal vision statement
based on the focus group meetings with teachers, parents, students, and administra-
tors, the following was found as the informally (or hidden) shared ideal vision in
these schools: “There will be no student who fails to graduate and everyone will get
accepted into Anatolian High Schools and Science High Schools or other preferable
high schools through High School Entrance Test (HSET).” This shared ideal vision
identifies students” and parents” as the primary client and beneficiaries of the schools.

Quality is what the client wants, can use, and should have. The four schools of
this study deliver what their students and parents want: to be accepted into Anato-
lian High Schools or Science High Schools. In 2003, 600,289 eighth grade students
took the HSET, and only 10% of them were placed into these prestigious high
schools. However, 35% of Ankara CES students, 69% of Antalya CES students, 46%
of Samsun CES students, and 51% of the Ordu CES students were placed based on
HSET results. Thus, these schools have a very good public reputation regarding re-
sults. Parents prefer to send their children to these schools, and as a result of this
achievement and client satisfaction, the contribution and participation of parents is
very high.

The mega level quality focus was not found in any of these schools. It is difficult
to state that these schools view education as a means to societal ends. Because of a
highly competitive environment, the schools ignore the mega level results and only
focus on the micro and macro level of quality. But passing courses or achieving HSET
does not assure a desirable society for people.

This research showed that in spite of the limited resources, such as poor physical
facilities, overcrowded class size, poor educational technologies, the participating
schools are similarly successful in getting micro level results (passing courses, daily
attendance, zero dropout rate, etc.) and macro level results (transition to upper level
education, success in HSET, etc.). How do they achieve these results despite all these
input related difficulties? To answer this question the processes in these schools
should be examined.

At the process level there are some common practices observed in the schools,
and these practices are consistent with their informally shared vision. The learning-
teaching process is mainly teacher centred and teacher led methods are used a lot
more. In addition to this, the learning and teaching activities are mainly focused on
pencil and paper. Considering the existing resources, crowded class sizes, and in-
formally shared ideal vision, which focuses on HSET, these in-class activities are not
surprising. Using the teacher centred approach, teachers save time, increase on-task
behaviours, and thus cover all the objectives of a heavily overloaded curriculum. Be-
sides these elements, extra assignments and homework prepare students for HSET.
At this time there are no complaints from students, teachers, principals, and parents
because they have a shared vision.

Teachers were found to be very dedicated and caring toward their students.
Therefore, they are greatly respected by students and parents. The school climate
was described as very positive by the students, parents, teachers, and the school ad-
ministrators. The core values of the school have a big impact on achieving micro and
macro level quality.
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The practices of these schools mentioned above can be seen as very traditional or
old-fashioned but it is obvious that these practices serve to deliver macro level qual-
ity. However, the students sacrifice a lot to achieve macro level results. After a long
school day, usually from 9am to 4:30pm, they go back home and have to spend 3 to 5
hours test solving and doing homework. More assignments are given for weekends.
If students do this, they have a better chance at success in HSET; if they don’t they
not only fail in HSET, but also jeopardize their chance to continue their education at
the university level in the future, because Anatolian High School graduates and Sci-
ence High School graduates are more successful than the graduates at other schools.

Based on the results of the study, the following recommendations can be made.
First, society is the primary client for elementary education. Therefore, schools must
select mega level quality because this level focuses on societal usefulness and conse-
quences of education. Variety in high school type should be eliminated and HSET
should be abolished. To move from macro level quality to mega level quality, class
sizes should be reduced and a working curriculum for society should be developed.
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I
Tiirk Ilk6gretim Okullarinin Kalitesinin Nitel Bir Degerlendirmesi

(Ozet)

Problem Durumu: Ugiincti Uluslararast Matematik ve Fen Degerlendirme Calis-
mas1(TIMSS) ve Uluslararas1 Okuma Yazma Degerlendirme Calismas1 (PIRLS) gibi
uluslararas1 6grenci basarisini degerlendiren karsilastirmali aragtirmalarda Ttirki-
ye'nin diger katilimci tilkelerin oldukga gerisinde kaldig1 goriilmektedir. Ulusal dii-
zeyde yapilan degerlendirmelerde de Tiirk 6grencilerin ortalama puanlar1 oldukca
diisiiktiir. Bu sonuclar, Tiirk egitim sistemindeki niceliksel gelismenin ve iyilesmenin
egitimin kalitesindeki gelismeyle parallel olmadigini ortaya koymaktadir. Ulusal ve
uluslararasi ve degerlendirmelerdeki genel basasizliga ragmen bir grup okulun sinir-
11 kaynaklariyla etkili sonuglar elde etmeleri dikkat cekicidir. Bu okullarin nitel bo-
yutta bir analizi nelerin bu okullarda dogru olarak gerceklestigini ve bu okullar: fark-
lilastirdigini ortaya koyabilir.

Arastirmanin Amaci: Bu ¢alismanin amaci “iyi okul” olarak belirtilen okullar: de-
gisik yonleriyle incelemek ve ayiric1 6zelliklerini ortaya koymaktir. Calismada smirl
olanaklarla iyi sonuglar elde eden ilkogretim okullarina odaklanilmistir. Bu okullarin
ozellikleri ve uygulamalar1 benzer 6zelliklere sahip diger okullara 6rnek olabilir. Ay-
rica egitim politikalarini belirleyenler i¢in, belirlenen iyi okul 6zellikleri 6nceliklerin
belirlenmesi agisindan katki saglayabilir.

Arastirmanin Yontemi: Bu arastirmada nitel arastirma yontemi kullanilmistir. A-
rastirmanin verileri gézlem, bireysel ve odak grup goriismeleri yoluyla toplanmuistir.
Bireysel ve odak grup goriismelerinde arastirmaci tarafindan gelistirilen yar1 yapi-
landirilmis goriisme formu kullanilmistir. Okul mudirleri, 6gretmenler, 6grenciler
ve veliler arastirmanin veri kaynaklarini olusturmustur. Arastirma kapsamina alinan
dort okul ug 6rneklem teknigi kullanilarak secilmistir. Okullarmn seciminde Ogrenci
Basarisin1 Belirleme Sinavi sonuglar: ve ilkogretim muiifettislerinin gortisleri dikkate
almmustir. Verilerin analizinde icerik analizi yaklasimi kullanilmistir. Girdiler, stireg-
ler, ¢iktilar, makro diizey sonuglar ve mega diizey sonuglar verilerin analizinde kul-
lanulan ana kategorilerdir. Bu ana kategoriler altinda alt kategoriler olusturulmustur.

Bulgular ve Sonuglar: Secilen okullarin ¢ok smirli kaynaklarla genel olarak diisiik
ve orta gelir grubundan ailelerin ¢ocukarina egitim hizmeti sundugu soylenebilir. Bu
okullarda veli ilgisinin ve olumlu 6rgiit ikliminin ytiiksek oldugu gozlenmistir. Aras-
tirma kapsamindaki okullarin yoneticileri ve 6gretmenleri okullarmmin vizyonlarimni
dosyalara bagvurarak ifade edebilmislerdir. Veliler ve 6grenciler ise bu dosyalarda
ve okullarin giris kismindaki levhalarda yazili vizyon ifadelerinden habersizdirler.
Katilimcilara biittin bu 6zverili ¢abalarla neyi gergeklestirmek istedikleri soruldu-
gunda ortiik bir vizyonun paylasildigr gorilmustir: “Tam 6grencilerini mezun eden,
mezunlarim basta Fen Liseleri ve Anadolu Liseleri olmak {izere Orta Ogretim Ku-
rumlar1 Giris Smaviyla (OKS) 6grenci kabul eden liselere yerlestiren bir ilkogretim
kurumu olma”. Bu ortiik vizyonun genel olarak paylasildig1, 6grenciler ve velilerin
bu vizyonun temel alicis1 olarak goriildiigii soylenebilir. Paylasilan ortiik vizyonun
okullar: farklilagtiran en 6nemli 6zellik oldugu sdylenebilir. Paylasilan o6rtiik vizyo-
nun yaninda okullarin yine yazili olmayan fakat paylasilan bir dizi ¢z degere sahip
oldugu goriilmiistiir. Katilimeilar bu giin okullarinda var olan ve yetmis yil sonra-
sinda da yine var olmasin istedikleri 6zellikler arasinda “tiim 6grencileri Gnemseyen

oo

ogretmenlerin varligl”, “ogretmen sevgisi”, “6gretmenlerin heyecani, ve 6gretme
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tutkusu”, “basar1”, “gtivenli ve diizenli bir ortam”, yeniliklere aciklik”, “veli ilgisi ve
katkist”, “ozgiirliik”, “6grenirken eglenme”, “Atatiirk ilkelerine baglilik”, “dayanis-
ma”, herkese adil davranma”, “meslek sevgisi”, “okul yoneticilerinin demokratik
davranislar1” gibi bir dizi 6z degeri siralamislardir. Bugiin iyi sonuglar elde etmele-
rini de biiyiik 6lciide bu 6z degerlerin varhgma baglamslardir. Ogrenme 6gretme
stirecinde 6gretmen merkezli siireclerin agirlig1 gézlenmistir. Genel olarak smiflarin
kalabalik olusu ve merkezi siavlarin temele alinmasi 6gretmen merkezli olusun ge-
rekgeleri olarak siralanmigtir. Okullar smirli olanaklarina ragmen mikro diizeyde ve
makro diizeyde 6nemli sonugclar elde ederken mega diizey sonugclar elde etmeye yo-
nelik vizyon ve uygulamalardan yoksun olduklar: goriilmiistiir.

“

Sonuglar ve Oneriler: Okullarin makro diizeyde bir kaliteye odaklandiklari goriil-
mektedir. Makro diizeyde olusturulan paylasilmus ortiik bir vizyon ve 6z degerler bu
okullar1 digerlerinden farklilagtiran en nemli etkenler olarak goriilmiistiir. Ogrenci-
ler ve veliler egitimin temel alicis1 olarak goriilebilir. Dolayistyla okulun vizyonunu
makro diizeyde olusturmak kabul edilebilir bir yaklasim olarak degerlendirilebilir.
Ancak, toplumun egitimin en temel alicis1 oldugu diistintilmelidir. Bu nedenle oku-
lun vizyonu toplumsal sonuglar1 ve yarar1 gozetecek sekilde mega diizeyde olustu-
rulmasi yoniinde de ¢aba gosterilmelidir. Lise tiirlerindeki cesitlilik azaltilarak OKS
odakli 8grenme 6gretme stireci farklilagtirilmalidir. Sinif mevcutlarinin azaltilmasi ve
toplumsal yarar gozeten bir egitim programinin hazirlanmas1 mega diizeyde sonug-
lar elde edilmesini saglayabilir.

Amnahtar Sozciikler: Okul kalitesi, uluslararas1 egitim, egitimsel gelisme, ilkogre-
tim
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Abstract

An Analysis of the Problem: Texts have an outstanding role in mother tongue educa-
tion. The majority of the mother tongue education in schools is achieved through read-
ing activities and by means of texts. Research has proved that the text types make a dif-
ference in the students’ level of reading comprehension. Again in many studies, it has
been identified that the use of different text types influence students” writing skills. In
literature review in Turkey, no studies have been encountered on whether the text types
influence reading comprehension, and this creates a need for a study to identify the
situation.

Objective of the Research: the purpose of this study is to identify whether text types
have an influence on the reading comprehension levels of primary school Grade 8 stu-
dents.

Research Method: The study group of the study was 140 Grade 8 students at three differ-
ent primary schools in central Ankara, Turkey. In order to identify whether text types
have an impact on reading comprehension of students, multiple choice questions have
been produced relating to two different texts; one informative and one fictional. The
academic success levels and sex of the students were identified through a questionnaire
and it was determined whether these variables make a significant difference to the stu-
dents’ reading comprehension levels. In order to identify the distinction of the scale
items, the technique of a 27% sub-top group was used. The KR-20 reliance coefficient of
the fictional text was found to be 80; and the KR-20 reliance coefficient of the informa-
tive text was found to be 83. The data was collected at two separate meetings held in
one week, was analysed by means of a t-Test and a one-way variance analysis.

Findings and Results: At the end of this study, it was found that text types do have an in-
fluence on reading comprehension levels. In accordance with this, the success of the
students in reading comprehension in fictional text was significantly higher than the in-
formative text. According to sex variable; female students achieved a higher level of
success compared with the male students both with the fictional and informative text.
As the level of academic success of the students increased, the reading comprehension
level for both text types increased as well.

*Asst. Prof., Gazi University, Gazi Faculty of Education, fahri@gazi.edu.tr
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Suggestions: The heavy load of concepts in the informative texts should be re-arranged
taking the levels of students into consideration. The inexperience of the students with
the informative texts should be overcome. The reading comprehension success level of
students should be increased through further activities.

Keywords: Reading skill, text, text types, language education.

Texts have a significant role in mother tongue education. They are the most
commonly used material used as an educational tool in schools. According the Erkul
(2004) a text is a communicative tool through which a writer conveys a thought, an
emotion or dream to the reader, audience or critic with a certain writing (composi-
tion) and language (or style) . On the other hand, a text is a whole of language system
that is produced by one or more individuals, verbally (orally) or in writing, within
the context of a certain communication (Gtinay, 2003). In accordance with this, lan-
guage products that bear a communication quality form the text.

According to Akyol (2003) texts are not only in the form of writing; while literal
texts include stories, chapters of books, poems, articles, fairy tales etc; semiotic texts
include signs and sketches such as pictures, photographs, films, songs, dramas,
maps, graphics, body language. According to Ozdemir (1969) a text is a verbal whole.
All statements that have a narrative context and are subject to being read are concrete
entities, and everything written is a text. Karatay (2007) expresses that all structures
that are based on textual language are meaningful, logical and contextual structures
and thus, the text is the subject of reading acquisition, all texts are written to address
a certain reader group, regardless of type, form and structure.

In terms of language, a text is a series of sentences that follow each other in a se-
quence and in meaningful wholes. This sequence is not incidental but in fact de-
signed consciously by the writer in a particular logical order, as regards grammatical
structure and textual function. The text is an individual whole, different from the
sentences that form it. In other words, it is not a structure which is formed by sen-
tences but materializes through the sentences. The text has the significance of being
both a process in terms of the reader’s conceptualization and also a product pro-
duced by the writer (Tasigtizel, 2004).

Literary texts that are used as a means of education have many functions. Re-
garding the function of the literary texts, Gogiis (1978) states: “The written texts
which consists of verbal indicators in an orderly and planned manner; are verbal
units that are rich in meaning and are convenient to create or use emotions, excite-
ment, enthusiasm, fear or other abstract values regarding human spirit. All texts
have a structure which covers how the ideas have been organised to convey its mes-
sage to the reader. Text structure helps the reader to relate the ideas in the text and to
differentiate relevant and unimportant content within (Saenz & Fuchs, 2002). There
are a variety of text types. Adal1 (2003) mentions two types; pragmatic and fictional
texts whereas Kiran and Kiran (2003) identifies four types of text: descriptive, narra-
tive, explanatory and verifying.

Informative texts are written to pass information to the readers who would like to
learn new things (Dodson, 2000; Saenz & Fuchs, 2002; Smith, 2003). Non fiction texts
such as text books, commercial books, encyclopaedias, newspapers, magazine articles
and handbooks can be considered to be informative texts. They contain the title, the
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subtitle, subject statements and statements of the objective, also statements and
words such as; firstly, secondly, on the contrary, similar to. Generally speaking, in-
formative texts contain a great amount of conceptual concentration and less common
concepts in comparison with fictional passages. Having little vocabulary knowledge
constrains students’ reading since informative texts contain complex terminology
and multi-syllable words that make it difficult for the students to resolve (Saenz &
Fuchs, 2002). Such texts hold an unusual content, heavy concept load, complex order
of words and hierarchical sequence of the main idea (Dodson, 2000).

Informative texts are neglected in primary school education (Williams et al., 2004,
Moss, 1993). In the early phases of primary school education fictional texts are
stressed more, and in the following years informative texts are used. The inequality
in experience in the sources, fictional and informative texts lead the educators to
seek new methods to compensate this difference and the educators realized that in-
formative texts can be taught even in early ages (Smith, 2003).

A story is a fictional kind of prose that relates anincident or inidents happening
to someone or a group of people, focusing on these characters, describing it as if the
reader is observing these events close up. In terms of its length, a story can be de-
fined as “"only as long as could be read in one time"” (Giindiiz, 2003). Fictional texts
mainly contain the following elements; characters who have an aim and motivation,
chain of results, lessons to be learned, and the main idea (Saenz et al., 2002; Williams
et al., 2003). Fictional texts typically have a hierarchical structure. The grammar of
the story helps identify the hierarchical structure (fiction, characters, the problem, the
solution and the result), and constructs the scene setting through various elements
and events (Hall et al., 2005).

Primary school students mainly read works of fiction such as short stories, verses
and story books (Smith, 2003). As a result, from the early years of their education
students have plenty of experience in terms of distinguishing the outline of a story
and expanding it. When they reach the second phase of their primary school educa-
tion, students acquire an adequate level of understanding of the narrative in fiction
and they gain certain perceptions and knowledgeof this type of text (Dodson, 2000).

In terms of spoken texts, it was found that students’ level of comprehension of
informative texts was lower than that of fictional texts. (Diakidoy et al., 2005). Simi-
larly, it was observed that students who write both fiction and non-fiction are more
successful in the former (Berman and Katzenberger, 2004; Sallabas, 2007). This indi-
cates that primary school students are successful in fictional texts, but it also indi-
cates that informative texts are not adequately taught.

A significant amount of learning at school is facilitated through reading activities
and texts. Reading skills are acquired from the first year at primary school and forms
the basis of learning. According to Gogtis (1978) “reading is to recognize the letters,
words, signs of a text and to comprehend the meaning within it. This action is
physiological in terms of visualisation and sound, and a spiritual process in terms of
comprehension”. The main objective of the reading activity is to understand what is
being read. According to Tazebay (2005) reading comprehension is an action to re-
ceive what is being conveyed in a text. The individual needs to expend a concep-
tional effort in order to receive the information or message that is being conveyed
and to prevent the loss of information. The individual should make particular effort
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to analyse the structure of the text, to comprehend the content of it and to interpret in
order to understand what he or she is reading.

Taking the research and statements, given above, into consideration, thus, the
importance of texts as an element of teaching is evident. No studies have been en-
countered in the literature survey regarding the influence of text types on reading
comprehension of students in Turkey. The objective of this research is to determine
whether the types of texts have an influence on the reading comprehension levels of
primary school Grade 8 students.

Method
Research Model

The method of this descriptive research is field research and a research model
which aims to describe an existing situation as it is is utilised (Karasar, 2003).

The Objective

The objective of the research is to ascertain whether the text types have an influ-
ence on the reading comprehension levels of primary school Grade 8 students.

The Subject of the Research and Sampling

The subject of the research is a group of Grade 8 primary school students in cen-
tral Ankara. The sample consists of 140 students attending Atatiirk Primary School in
Yenimahalle, Nasreddin Hoca Primary School in Etimesgut, and Amnittepe Primary
School in Cankaya.

Data Collection Tools

In order to ascertain whether the text types have an influence on reading com-
prehension of students, multiple choice questions have been produced on two differ-
ent informative and fictional story based texts. The texts were selected from Grade 8
Turkish Language course books which were currently used and experts were con-
sulted about the texts, and following their opinions, a total of 36 multiple choice
questions were prepared for both types of texts, taking the texts type into considera-
tion. Then the prepared texts and multiple choice questions examined by the experts
and the validity of their structure was approved. A pre-application was conducted
on a group of 80 students, as a result of the analysis the KR-20 reliance coefficient of
the story based fictional text was found to be .80; and the KR-20 reliance coefficient of
the informative text was found to be .83. Through a questionnaire, the sex, and the
academic success levels of the students were identified. Then these variables were
analysed to determine if they make any meaningful difference to the students’ levels
of reading comprehension.

Collection of the Data

The data which is subject of this research was derived from the reading compre-
hension tests on the informative and fictional texts that were prepared. The texts and
questions were administered in two sessions over a period of one week. At each ses-
sion, one fictional and one informative text and the questions prepared for these
texts were given.
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|
The Analysis and Interpretation of the Data

The data collected in relation to the objectives of this research was interpreted
with relevant analysis techniques regarding the nature of the data and using the
SPSS - 11.5 program, and the findings are presented and interpreted in tables. A t-
Test was applied in order to check the relationship between the two variables of the
collected data. One-way variance analysis (Anova) was applied in order to check the
relationship between more than two variables.

Findings and Comments

This section presents the results of the collected data derived from the tests that
the Grade 8 students took on the fictional and informative text types.

Table I
t-test Results of Primary School Grade 8 Students on Reading Comprehension According to Text Types
Text Type N X S SD t P
Fictional text 13.50 1.90
140 139 3.738 .000*
Informative text 12.79 217
*p<0.05

In Table I, average scores of t-test results of the primary school Grade 8 students’ reading
comprehension for informative and fictional texts are given. When the table is examined, the
Grade 8 students” average score of reading comprehension skills for the fictional text (13.50) is
higher than the average score of the informative text (12.79). In accordance with this result, the
Grade 8 students’ reading comprehension skills according to the text types reveal a significant
difference (t (139) = 3.738, p<.05) in favour of the fictional text.

Table II
t-test Results of Primary School Grade 8 Students on Reading Comprehension on the
Fictional text According to Gender

Gender N X S SD t P
Female 78 13.97 1.61
138 3.286 .001*
Male 62 12.91 2.07
*p<0.05

In Table 2, average scores of t-test result of the primary school Grade 8 Students’ reading
comprehension skills for fictional text according to sex are given. Examining the Table it is evi-
dent that average scores of female students on the fictional text (13.97) is higher than that of
male students (12.91). The reading comprehension skill in the fictional text for the sex variable
presents a significant difference (t(138) = 3.286, p<.05) in favour of the female students.

Table III
t-test Results of Primary School Grade 8 Students on Reading Comprehension on the
Informative Text According to Gender

Gender N X S SD t P
Female 78 13.93 1.93
138 3.007 .003*
Male 62 12.17 2.32

*p<0.05
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The results of average scores of t-test of the primary school Grade 8 students’
reading comprehension skills for the informative text according to sex are given in
Table 3 . The table shows that the average score of female students on the informative
text (13.28) is higher than that of the males (12.17). The level of the reading compre-
hension skill for the informative text for sex variable presents a significant difference
(t(138) = 3.007, p<.05) in favour of the female students.

Table IV
Anova Test Results of Primary School Grade 8 Students According to Academic Success in
the Fictional Text

Academic Success N X S SD F p Significant Difference (Tukey)
2 (Passing grade) 32 1212 233 139 10,711 .000* 2-3

3 (Fair) 26 1338 1.89 2-4

4 (Good) 47 13.82 146 2-5

5 (Excellent) 35 1442 119

*p<0.05

The Anova test (one-way variance analysis) results of primary school Grade 8
students reading comprehension skills average scores in the fictional text according
to academic success are given in Table 4. The average score of the primary school
Grade 8 students in reading comprehension the fictional text is 12,12 for the students
who have (2) Passing grades, 13,38 for those with (3) Fair grades, 13,82 for the stu-
dents who have (4) Good and 14,42 for the (5) Excellent grades. Reading comprehen-
sion sucess of primary school Grade 8 students in the fictional text is significantly dif-
ferent (F(139) = 10.711, p<0.5) according to their academic success level. In order to
determine the source of the difference between these groups, a Tukey multi-
comparison test was conducted. Analysis results indicated that; reading comprehen-
sion skills of the students who scored 5 (Excellent grades) were significantly higher
than the ones who scored 2 (Passing grades); reading comprehension skills of the
students who scored 4 (Good) were significantly higher than the ones who scored 2
(Passing grade); reading comprehension of the students who scored 3 (Fair) were
significantly higher than the ones who scored 2 (Passing grade).

Table V
Anova Test Results of Primary School Grade 8 Students According to Academic Success in
the Informative Text

Academic Success N X S SD F p Significant Difference (Tukey)
2 (Passing grade) 32 1112 245 139 21,719 .000* 2-4
3 (Fair) 26 1180 1.62 2-5
4 (Good) 47 1329 174 3-4
5 (Excellent) 35 1437 1.23 3-5
4-5

*p<0.05
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The Anova test (one-way variance analysis) results of primary school Grade 8
students reading comprehension skills average scores in the informative text accord-
ing to academic success are given in Table 5. The average score of the primary school
Grade 8 students in reading comprehension the informative text is 11.12 for the stu-
dents who have (2) Passing grades, 11.80 for those with (3) Fair grades, 13.29 for the
students who have (4) Good and 14.37 for the (5) Excellent grades. Reading compre-
hension sucess of primary school Grade 8 students in the informative text is signifi-
cantly different (Fusg= 21.719, p<.05) according to their academic success level. In
order to determine the source of the difference between these groups, a Tukey multi-
comparison test was conducted. Analysis results indicated that; reading comprehen-
sion skills of the students who scored 5 (Excellent grades) were significantly higher
than the ones who scored 4 (Good); reading comprehension skills of the students
who scored 5 (Excellent) were significantly higher than the ones who scored 3 (Fair);
reading comprehension of the students who scored 5 (Excellent) were significantly
higher than the ones who scored 2 (Passing grades); reading comprehension skills of
the students who scored 4 (Good) were significantly higher than the ones who scored
3(Fair); reading comprehension skills of the students who scored 4 (Good) were sig-
nificantly higher than the ones who scored 2 (Passing grades). When the results of
the table are analyzed it is understood that as the academic suces level increases,
reading comprehension level of the students increases as well.

Discussion and the Result

Turkish language classes are the main subject at school where primary school
students gain the language education in a systematic way. In Turkish language
classes, texts are used to facilitate students’ access to information. According to the
Turkish Language Teaching Program (MEB, 2005) the aim is to construct the knowl-
edge in the mind during the process of learning through texts, and to develop stu-
dents’ basic and advanced mental processes and thinking abilities.

In the study, the impact of text types on students’ reading comprehension skills
was examined. According to the results of the research, students’ levels of compre-
hension of informative texts are lower than their levels of comprehension of fictional
texts. Consequently, it can be stated that text types do have a significant impact in
reading comprehension levels. The reasons why students find it difficult to compre-
hend informative texts may be because of the unusual structure of such texts, their
abstract organisation, their usually unfamiliar content, and also because these texts
are quite difficult text types since they are based on a logical structure (Duke, 2003,
Singer and the others 1997). Moreover, the structure of the informative texts varies
(Englert & Hiebert, 1984). This is why readers cannot make use of the same scheme
they use when reading and comprehending fictional texts (Diakidoy et. al., 2005).

However, it was observed that students are more successful in comprehending
the fictional texts. In printed examples of the fictional texts, there are elements such
as; detailed conversations and a sequence of events related to the time and the situa-
tion. Furthermore, at home children occasionally engage with interactive texts such
as story reading which make comprehension easier (Neuman, 1996). As a result, the
information in the fictional text becomes more familiar and the organisation of the in-
formation becomes more predictable (Graesser and the others 1996). Such qualities
could lead to fictional texts being more easily understood by the students.
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In the research it was assessed whether students’” sex has an effect on their read-
ing comprehension. According to the results, it was observed that students’ sex does
make a significant difference on reading comprehension both for the informative and
the fictional texts, with female students being more successful in comprehending
both types of texts than the male students.

Another variable was the academic success level of the primary school Grade 8
students. The academic success grades used in the research were the Turkish Lan-
guage grades taken from the students’ report cards from the previous educational
term. According to the results of the research, the academic success grades of stu-
dents at Turkish Language classes are related to their reading comprehension. The
current study indicates that the reading comprehension level of the students increase
as their academic success goes up.

The first text types that children encounter in pre-school are fictional texts. The
books which are designed for pre-school children are those which have a simple
chain of events in which sketches and pictures are combined in the text. The text
types that children encounter varies when they start primary school. The Turkish
Language Teaching Program (MEB, 2005; 2006) states that, authors must include
minimum one informative and a fictional text must be included in course books.

For an informative text the main idea is the most important element followed by
the sub-ideas and small and significant details. Each paragraph contains a sub idea.
In the informative texts, no matter how much complicated the ideas are, the compre-
hension becomes easier as long as the ideas are conveyed clearly and in a well organ-
ised manner (Akyol, 2006). The heavy load of concepts that an informative text con-
tains should be considered carefully by taking the students’ levels into account. The
informative texts that the students will encounter should be organised in a way to
take the inexperience of children in these texts into account. Teachers should train
students with practises informative text types.

Reading comprehension succes of the students in fictional texts should be sup-
ported through further activities. In activities for improving language skills, stories
can be used. Students should be made aware of exploring details in the stories they
write or read, and activities should be made in order to make them understand the
qualities of the genre.
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Farkl1 Tiirlerdeki Metinlerin Ilkégretim 8. Siniflarda Okudugunu
Anlamaya Etkisi

(Ozet)

Problem Durumu: Ana dili egitimi icerisinde metinler 6nemli bir yer tutar. Okul-
larda 6gretim araci olarak en sik kullanilan materyal metindir. Egitimde arag olarak
kullanilan edebi metinler, bu yoniiyle bircok gorev {iistlenir. Okullarda 6grenmelerin
¢ogu okuma etkinlikleriyle metinler araciligiyla yapilmaktadir. Metin tiirlerinin, dil
becerilerinin kazanilmasinda etkili olup olmadig: cesitli arastirmalarla stnanmuistir.
Yapilan arastirmalarda, 6grencilerin dinledigini anlama diizeylerinde metin tiirleri-
nin etkili oldugu gorilmiistiir. Ogrencilerin dinledikleri metin tiirlerinde, bilgilendi-
rici metin ttirtindeki anlama basamaklarmin dykiileyici metne gore daha duistik ol-
dugu goriilmiistiir. Yine pek ¢ok arastirmada dgrencilerin yazili anlatimlarinda da
metin tiirlerinin etkili oldugu ve 6grencilerin 6ykiileyici metin yazmada, bilgilendiri-
ci metin yazmaya nazaran daha basarili olduklar1 tespit edilmistir. Tiirkiye’deki
alanyazin tarandiginda, okudugunu anlamada metin tiirlerinin etkili olup olmadigi-
n1 tespit etmeye yonelik bir calismaya rastlanmamaktadir. Bu durum, dgrencilerin
okuduklarin1 anlamada metin ttirlerinin etkili olup olmadigmin tespit edilmesine
yonelik bir calisma yapilmasi gerekliligi ortaya ¢ikarmaktadir.
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Arastirmanin Amaci: Bu ¢alismanin amaci ilkégretim 8. siuf 6grencilerinin oku-
duklarimi anlamada metin tiirlerinin etkisinin olup olmadigin1 tespit etmektir.

Arastirmanin Yontemi: Betimsel nitelikteki bu arastirmanin yontemi alan arastir-
masidir. Arastirmada tarama modeli kullanilmistir. Arastirmanin calisma grubu,
Ankara merkez ilgede bulunan ¢ ayr1 ilkogretim okulunda 8grenim goren 140 ilkog-
retim 8. sinif 6grencisidir. Metinler, 6nceki yillarda okutulan ilkogretim 8. siif Tiirk-
¢e ders kitaplarindan secilmis ve uzman goriisiine sunulmustur. Uzman goriisii a-
lindiktan sonra metin tiirlerinin 6zelliklerine gore metin tiirleriyle ilgili toplam 36
¢oktan se¢meli soru hazirlanmistir. Hazirlanan metinler ve sorular tekrar uzman go-
rusiine sunularak yap: gecerliligi saglanmustir. 80 kisilik 6grenci grubu tizerinde 6n
uygulama yapilmis, yapilan analizler sonucunda, 6ykiileyici metne iliskin okudugu-
nu anlama testinin KR-20 giivenirlilik kat say1s1 .80; bilgilendirici metne iliskin oku-
dugunu anlama testinin KR-20 giivenirlilik kat sayis1 .83 olarak bulunmustur. Bilgi
toplama formu araciligryla 8grencilerin cinsiyetleri ve akademik basarilar tespit e-
dilmistir. Ogrencilerin metin tiirlerine gore okudugunu anlama basarilar1 belirlen-
dikten sonra cinsiyet ve akademik basar: degiskenlerine gore okuduklarini anlama
diizeylerinde anlamli fark olup olmadigina bakilmistir. Arastirmaya temel tegkil e-
den veriler, 6grencilerin bilgilendirici ve dykiileyici metin tiirlerine gore hazirlanmis
okudugunu anlama testlerinden elde edilmistir. Uygulama bir hafta icerisinde iki o-
turumda yapilmistir. Her oturumda bir 6ykiileyici ve bilgilendirici metin ve bu me-
tinlere yonelik hazirlanan sorular verilmistir. Arastirmanin amaglar1 dogrultusunda
toplanan veriler, verilerin 6zelliklerine uygun analiz teknikleri ve SPSS - 11.5 prog-
rami kullanilarak ¢oziimlenmis, bulgular tablolar halinde sunulmus ve yorumlan-
mustir. Elde edilen verilerin iki degisken arasindaki anlamliligini test etmek icin veri-
lere t testi (iki ortalama arasindaki farkin anlamlilik testi ve iki es arasindaki farkin
anlamlilik testi) uygulanmustir. Tkiden fazla degisken arasindaki anlamliligim test
etmek icin tek yonlii varyans analizi (Anova) kullanilmistir.

Bulgular ve Sonuglar: Bu ¢alismanin sonucunda, okudugunu anlamada metin ttir-
lerinin etkili oldugu saptanmstir. flkogretim 8. sinif 6grencilerinin 6ykiileyici metin-
de okudugunu anlama becerileri puan ortalamasi, bilgilendirici metin puan ortala-
masindan daha yiiksektir. Bu sonuca gore ilkdgretim 8. sinif 6grencilerinin metin tiir-
lerine gore okudugunu anlama becerisi, 6ykiileyici metin lehine anlaml1 bir fark gos-
termektedir. Ogrencilerin okudugunu anlama becerilerinde cinsiyet ve akademik ba-
sar1 diizeylerinin etkili olup olmadig1 da stnanmistir. Arastirma sonuclarina gore; kiz
ogrencilerin 6ykiileyici metinde okudugunu anlama becerileri puan ortalamasi, er-
kek ogrencilerin puan ortalamasindan daha yiiksektir. Oykiileyici metinde okudu-
gunu anlama becerisi, cinsiyet degiskenine gore, kiz 6grencilerin lehine anlamli bir
fark gostermektedir. Kiz 6grencilerin bilgilendirici metinde okudugunu anlama be-
cerileri puan ortalamasi, erkek ogrencilerin puan ortalamasindan daha ytiksektir.
Bilgilendirici metinde okudugunu anlama becerisi, cinsiyet degiskenine gore, kiz 6g-
rencilerin lehine anlamli bir fark gostermektedir. Arastirma igin kullanilan bir diger
degisken, ilkogretim 8. smif 6grencilerinin bir 6nceki egitim-6gretim yili sonunda
Tiirkge derslerinden aldiklar1 karne notundan olusan akademik bagarilaridir. Aras-
tirma sonucuna gore, ilkogretim 8. smif dgrencilerinin Tiirkce dersinden aldiklar: a-
kademik basar1 puanlari, okuduklarini1 anlamada etkilidir. Yapilan ¢alisma, 6grenci-
lerin akademik basarilar1 arttikca okuduklarini anlama diizeylerinin de arttigini gos-
termektedir.
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Oneriler: Ana fikir, bilgilendirici metin icin en 6nemli 6gedir. Daha sonra yardim-
a1 fikirler ve kiigiik ve 6zel detaylar gelmektedir. Her paragraf bir yardimar fikri olus-
turur. Okullardaki 6gretim stireci 6grencilerin ana fikir ve yardimai fikirlere ulasma-
larma yardim edecek sekilde diizenlenmelidir. Bilgilendirici metinlerde konular ne
kadar karmasik olsa da acik ve iyi organize edildikleri takdirde anlasilmasi kolay-
lasmaktadir. Bilgilendirici metnin icerdigi agir kavram ytiikii, 6grencilerin diizeyleri
dikkate alinarak belirlenmelidir. Ogretimde kullanilan bilgilendirici metinler, 6gren-
cilerin bu metin tiirtindeki deneyimsizliklerini giderecek sekilde diizenlenmelidir.
Ogretimde kuramsal bilginin yaminda uygulamalara da yer verilmeli, 6gretmenler
bilgilendirici metin tiirtintin 6zelliklerini 6grencilere uygulamali olarak kazandirma-
lidir. Ogrencilerin dykiileyici metinde okudugunu anlama bagarisi, yapilacak diger
uygulamalarla pekistirilmelidir. Diger dil becerilerinin gelistirilmesine yonelik ¢a-
lismalarda da oykiilerden yararlanilabilir. Ogrencilerin gerek okuduklar1 gerekse
yazdiklar1 6ykiilerde ayrintilar: kesfetmeleri saglanmaly, tiiriin 6zelliklerini kazanma-
larma yonelik galismalar yapilmalidir. Ogrencilerin bilgilendirici metindeki dene-
yimsizlikleri goz ontinde bulundurulmals, bilgilendirici metinlere yonelik yapilan ¢a-
lismalarin say1 ve siklig1 artirtlarak onlarin bu konudaki deneyimsizlikleri giderilme-
lidir. Yapilacak calismalarla 6grencilerin tykiileyici metindeki okudugunu anlama
basarilar1 pekistirilmelidir.

Anahtar Sozciikler: Okuma becerisi, metin, metin tiirleri, dil egitimi.
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Abstract

Problem Statement: In the last half of the century, the discrepancy in primary school
graduation between the developed and developing countries has continually narrowed,
while the discrepancy in the rates of secondary completion have widened. Debates on
policies and analyses are on the worldwide increase in order to determine and prevent
the impediments to increasing school participation rates at the post-compulsory educa-
tion stages. According to the results of related research, there is a strong relationship
between children’s participation in education and their family’s socio-economic vari-
ables. Parents’ level of education and family income are stated to be significant vari-
ables in participation in education and to correlate strongly with other socio-economic
variables.

Purpose of Study: This study aims to determine the effect of family variables, which
play a role in school attendance among the population between the ages of 15-18 by
gender and place of residence.

Methods: This study is of an analytical nature. The dependent variable for the analytical
data analysis is binary and cross-sectional. For the nature of the data, the Binary Logis-
tic regression was employed to analyze the nature of the effect of independent variables
on the dependent variable. The dependent variable in this research is the student. The
independent variables are the father’s level of education, mother’s level of education,
size of the household, and level of income.

Findings and Results: Parents’ level of education, household size, and level of income
are variables, which affect children’s participation in education. However, there are dif-
ferences in the effects of the family variables in the child attending school. For example,
the father’s level of education shows the highest effect and the level of income shows
the lowest effect. The family variables have a particularly high effect on girls” participa-
tion in education. It can be said that the positive developments in the family variables
play an important role in girls going to school. The parents being elementary school
graduates show the maximum effect in the child’s attendance to school. The size of the
household being 4 or fewer members has a marginal effect on the child going to school.
Similarly, middle income has a marginal effect on the child’s participation in education.
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Conclusions and Recommendations: It can be said that negative conditions have a nega-
tive effect on girls’ education particularly. Improvements in these conditions play an
important role in girls going to school.

Keywords: educational participation, access to post-compulsory, household income,
educational inequality, socio-economic background.

Education gained the key role in progress with the tendency towards develop-
ment based on human rights and knowledge-based economy. With the realization of
the central role of education in social and economic development, improvements in
the quality and quantity of education and provision of equality in opportunity and
access to education have become primary issues on countries” political agendas. This
point to the indication that schooling levels of today will be the determiner of the fu-
ture of individuals and peoples. The schooling rates, which reflect the level of access
to education, are one of the areas where the existing inequalities in education become
apparent (Keyder & Ustiindag, 2006). Debates on policies and analyses are on the
worldwide increase in order to determine and prevent the impediments to increasing
school participation rates at the post-compulsory education stages (European Com-
mission, 2005; World Bank, 2005; United Nations Children’s Fund (UNICEF), 2005;
The Organisation for Economic Co-operation and Development (OECD), 2006). Ac-
cess to post-compulsory education is an important policy issue for two principal rea-
sons. First, at the individual level, advanced schooling is a critical determinant of the
individual’s career and economic success, and second, at the societal level, it is fun-
damental to the nation’s economic performance (Finnie, Lascelles & Sweetman,
2005).

In these debates and analyses, it is emphasized that secondary education is a
bridge between higher education and basic education and that it links education and
the labour market. In the last half of the century, the discrepancy in primary school
graduation between the developed and developing countries has continually nar-
rowed, while the discrepancy in the rates of secondary completion have widened.
For this reason, secondary education has become an indispensable part of efforts to-
wards Education For All (World Bank 2005).

Family background has a significant impact on access to preschool, less of an im-
pact in basic education, more impact in upper secondary (with the disadvantaged
over-represented in vocational schools), and the most impact in higher education.
Children from poor and otherwise disadvantaged families have less access to educa-
tion at every level (UNICEF, 2007). A number of studies show that young persons
from families with a higher socioeconomic level are more likely than their counter-
parts to participate in education. According to the results of related research, there is
a strong relationship between a child’s participation in education and their family
(area of settlement, parents’ level of education, family size, family occupation, family
income, and birth order among siblings). Parents’ level of education and family in-
come are stated to be significant variables in participation in education and to corre-
late strongly with other socio-economic variables (Blanden, Gregg & Machin, 2004;
Smits & Hosgor, 2006; Le & Miller, 2002; Crosnoe, Mistry & Elder, 2002; Behrman &
Knowles, 1999; UNICEEF, 2007). Knighton and Mirza (2002) show, using the Survey of
Labour and Income Dynamics in Canada, that both parental education and family
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income are significant determinants of post-secondary participation, but that paren-
tal education has a larger effect.

Families make a considerable investment in activities that can directly or indi-
rectly influence the development of human capital in their children. This investment
is not only financial. Parental investment of time and the fostering of learning atti-
tudes and habits are important inputs to the creation of human capital. Outlays for
cost of tuition, educational materials, and other costs associated with formal educa-
tion can have a direct impact. Other spending that influences the quality of children’s
lives can have an indirect effect, which cannot readily be quantified (OECD, 1998).

In spite of the large numbers of contributions in the area, there is no broad con-
sensus on the economic effects of participation in education. Acemoglu and Pischke
(2000), for the US, find that family income has a strong effect on the child’s participa-
tion in post-compulsory education. Maitra (2003) worked to explain the effects of
personal and family characteristics on the educational demand in Bangladesh. He
stated that as the family income increases, the school participation of the child rises.
Corak, Lipps, and Zhao (2004) suggest that individuals from higher income families
are much more likely to attend university, but that the participation gap between
high- and low-income families has been narrowing. Blanden, Gregg and Machin
(2003) state that there exist inequalities in participation in education based on income
groups. Gylfason and Zoega (2003), in their cross-country comparative study, state
that there is a strong relationship between distribution of income and the rates of reg-
istration to secondary education. The study conducted by Le and Miller (2002) re-
ports a positive and significant relationship between family income and the school
participation rate. Tansel (2002) indicates, in the study on the factors that affect par-
ticipation in education in Turkey, that family income has an impact on the participa-
tion in primary, middle level, and higher education. Another significant finding in
this study is that income has a stronger effect on girls’ participation in education
compared to boys’ participation.

Nevertheless, there are studies whose findings indicate that the relationship be-
tween family income and participation in education is not direct, but rather indirect.
These studies point out that the income is related to the parents’ level of education
and status of profession. Chevalier and Lanot (2002) state that the effect of income
on the child’s participation in education is uncertain, and that it is family characteris-
tics that have a relationship to participation in education. Harmon and Walker
(2000), for the UK, rely on schooling contingent income to identify income effect
(child support), but find it has no effect on the probability of staying in post-
compulsory education. Carneiro and Heckman (2003) suggest that current parental
income does not explain children’s educational choices, but that family fixed effects
that contribute to permanent income, such as parental education levels, have a much
more positive role.

Parents’ level of education is an important variable in participation in education.
Vella (1994) shows that the parents’ schooling is an important determinant of their
children’s education. The impact of the mother’s educational background on the in-
dividual’s investment in education is much stronger for females than for males. Le
and Miller (2002) show that an educated mother provides guidance and direction
primarily to their daughters; that is the mother may act as a role model for her
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daughters. Fathers’ educational attainment on the individual’s education is slightly
stronger for males than for females; that is the father appears to provide a more
prominent role model for sons than for daughters (Le & Miller 2002)

The risk of dropping out of the formal educational system early is higher among
children from families with a low education level (European Commission, 2005;
Traag & van der Velden, 2006). The mother’s period of education is more influential
in the children’s participation in education than the father’s period of education. The
child’s likelihood of attending school increases as the years of education that the
head of the household received increases (Sahabettinoglu et al., 2002). It is reported
that mothers’ level of education tends to influence girls, while fathers’ level of educa-
tion affects the boys’ level of education. The coefficient estimates on the father's and
mother's years of schooling were all positive and highly significant at the three levels
of schooling considered in Turkey. Further, the effects of both parents' schooling on
the probability of their daughters' achievement was larger than on their sons'
achievement except for the mother’s schooling at the primary level (Tansel, 2002).

The argument for the influence of siblings on a person’s educational level centers
on the availability of finances. Hence, it is assumed that having siblings puts extra fi-
nancial strains on the family and reduces the parents’ capacity to finance their chil-
dren’s education. Vella (1994) reports that having siblings significantly reduces the
educational attainment of females. In Western societies and some developing coun-
tries, family size tends to be negatively correlated to educational participation,
probably because the available resources have to be divided among more children.
However, this is not the case in all situations. For example, in rural Botswana, the
number of 7-14 year old children in the household was found to be positively related
to participation. The reason for this may be that with more children, there are also
more helping hands at home, which may raise the chance that at least some children
can go to school (Smits & Hosgor, 2006).

Access to educational facilities is partly related to the place of residence. Urban-
rural disparities in access to secondary education are virtually always to the detri-
ment of rural students (UNICEF, 2007). Facility for access to education is higher in
cities, while it is limited in rural areas. In developing countries, 30% of the children,
who do not go to school, live in rural areas, while 18% live in cities in the same coun-
tries. The highest numbers of people, who do not attend school in rural areas, are
girls (UNICEF, 2005). Compared to cities, the risk of children in rural areas to leave
formal education system early is higher (Traag & van der Velden, 2006). Qian and
Smyth (2005) state that economic welfare is more influential in the rural areas than in
urban areas in reducing educational inequalities.

The OECD (2005) report indicates that there are inequalities and insufficiencies in
Turkey due to gender, area of settlement, and school quality. Numerous studies sup-
port OECD’s evaluation on Turkey. These studies clearly establish that there are edu-
cational insufficiencies and inequalities related to gender in Turkey, which cause a
significant problem (OECD, 2006; UNICEEF, 2005; Tansel 2002). It is stated that girls’
participation in education in Turkey is still a rather important problem especially in
the rural areas and in the eastern regions (Smits & Hosgor, 2006). Besides the differ-
ences between regions, the emphasis is made on the existence of important imbal-
ances widespread in the educational indicators within the same region and/or city
(OECD, 2006; Keyder & Ustl‘indag, 2006; Hosgor & Smits, 2006; TUSIAD, 2006).
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The significant level of educational inequalities at the level of region, gender, and
settlement in Turkey, which has a young population, necessitates comprehensive
policies to be developed in order to increase schooling in the post-compulsory educa-
tion level. It is considered that studying the role of the socio-economic characteristics
of the family on children’s participation in education and analyzing these based on
gender and region will be significant in taking the economic power of the family into
consideration in the educational policy making process. This study aims to deter-
mine the effect of family variables (parents’ level of education, size of the household,
level of income) which play a role in attendance to school among the population be-
tween the ages of 15-18 by gender (male/female) and place of residence (urban or ru-
ral location).

Methods

Data and Variables

This study was conducted based on the data compiled from the 2005 Household
Budget Questionnaire Results of the State Statistics Institute (Devlet Istatistik En-
stittisti (DIE), 2005). The 2005 Household Budget Questionnaire was administered be-
tween 1 January and 31 December 2005, over a period of one year, on 720 sample
households, which were altered monthly in rural and urban areas, for a total of 8,640
households. The Household Budget Questionnaire is one of the most important
sources, which is used with the aim of collecting information on the socio-economic
structure of households, quality of life, and patterns of consumption, as well as de-
termining the needs of the public, finding out about the manner in which the usable
income is distributed among houses or individuals, and testing the validity of the
implemented socio-economic policies (DIE, 2005).

The dependent variable in this research is the student. This study covers the
population group between the ages of 15-17. The educational stage of this group in
the population was not considered in this study. The data was compiled by taking
the population between the ages of 15-17 as student (1)/not student (0) as the basis.
Within the scope of the 2005 Household Budget Questionnaire, 1,434 people are male
and 1,405 are female, which total 2,839 people between the ages of 15-17. Of the men-
tioned 2,839 people, 948 live in rural areas, while 1,891 live in urban areas.

The independent variables are the father’s level of education, mother’s level of
education, size of the household, and level of income. Parents’ level of education
was categorized as the following: parents who are non-graduates of any stage of
education (1), primary school graduate (2), elementary school graduate (elementary
school + elementary equivalent vocational schools) (3), high school graduate (high
school + high school equivalent vocational schools) (4), higher education graduate
(pre-graduate/ certificate + undergraduate + postgraduate + doctorate) (5). The cate-
gories were formed on the basis of the latest educational stage from which the par-
ents graduated. The size of the household was categorized as follows: 3 or fewer
members (1), 4 members (2), 5 members (3), 6 members (4), 7 members (5), and 8 or
more members (6). For the income level variable, the annual disposable income per
person was taken as the basis per household. The level of income was determined ac-
cording to the population in this study by quintiles. The income range per person
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based on quintiles of the population and definitions of groups has been provided in
Table 1.

Table I
The Income Range Per Capita and the Definition of Groups Based on the Population by
Quintiles

Population Groups  Income range per capita (TL) Described group
L. %20 —139%4 Low income
II. %20 1395 - 3011 Lower middle income
II. %20 3012 - 10661 Middle income
IV. %20 10662 - 2099831 Upper middle
V. %20 2099832 + High income
Data Analysis

This study is of an analytical nature. The dependent variable for the analytical
data analysis is binary and cross-sectional (student (1)/not student (0)). The inde-
pendent variables were transformed into multiple and categorical states. The vari-
ables do not have a normal distribution. For this nature of the data, the Binary Logis-
tic regression was employed to analyze the nature of the effect of independent vari-
ables on the dependent variable (Ozdamar, 2004). Logistic regression enables work
with a cross sectional data set related to a specific period and requires the use of each
observation value. The Binary logistic regression exponent (Exp (B)) allows the abil-
ity to decide whether the variables are effective on the dependent variable (Seger,
1997).

In this study, a two stage Binary logistic regression model was tried. In the first
stage of the model, the effects of each of the independent variables, that is, the fa-
ther’s level of education, the mother’s level of education, the size of the household
and the level of income, on the dependent variable were determined. In the second
stage of the model, the “exponents” (Exp (B)) that signify the relative effect of the
subcategories of each affecting independent variable on the dependent variable were
determined. Then, the states of effects of (Exp (B)) subcategories of independent vari-
ables on the dependent variable were examined and the “threshold” effects were in-
terpreted. For the interpretations of the states of effect of subcategories on the de-
pendent variable, the following were assumed as reference values: “non-graduate”
for parents’ level of education, “8 or more members” for the size of the household,
and “low income” for level of income. The significance level was set to P< .05 in the
evaluation of the existence of the effect of independent variables on the dependent
variable.

Findings and Results

The analysis results of the first stage of the model related to the effect of each in-
dependent variable - level of father’s education, level of mother’s education, size of
the household, and level of income - on the dependent variable according to gender
and area of settlement are presented in Table 2. According to Table 2, the effects of
each of the independent variables on the dependent variable were significant. When
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the partial correlation values (R) are ranked, it can be said that the variable with the
highest level of effect is the father’s level of education and the one with the lowest
level of effect is the level of income.

Table II
The Effect of Each Independent Variable on the Dependent Variable.
B R S.E. Wald Sig. Exp(B)
Father’s level of education .658 0.258 .051 169.797 .000 1.931
Mother’s level of education 775 243 .063 153.593 .000 2171
Size of household -.318 236 .026 151.989 .000 1.376
Level of income 119 .077 .029 16.614 .000 1.126

In the second stage of the model, the level of effects of the subcategories of vari-
ables, which had an independent variable effect on the dependent variable according
to gender and settlement, was examined. The exponents (Exp (B)) that indicate the
relative effect of the father’s level of education subcategory on the dependent vari-
able are presented in Table 3. According to Table 3, the higher the father’s level of
education, the higher the likelihood of the child to participate in education. In gen-
eral, the possibility for a child with a father, who is a higher education graduate, to
be a student is 12 times higher than that of a child with a father, who is not a gradu-
ate.

Table III
The Effect of Fathers” Education on Probability of the Children’s Participation in Education

Father’s Level of Edu- Non- Primary Elementary High School ~ Higher Educa-
cation graduate School School Graduate tion Graduate
Graduate Graduate
B Reference 0.74 1.27 2.08 2.54
General Sig. 0.00 0.00 0.00 0.00 0.00
Exp(B) - 2.09 3.55 8.01 12.69
B Reference 0.56 1.14 1.87 247
Boys Sig. 0.00 0.00 0.00 0.00 0.00
Exp(B) - 1.75 312 6.48 11.81
B Reference 0.95 1.40 2.33 2.74
Girls Sig. 0.00 0.00 0.00 0.00 0.00
Exp(B) - 2.58 4.07 10.23 15.55
B Reference 0.35 1.15 2.16 3.23
Rural Sig. 0.00 0.04 0.00 0.00 0.00
Exp(B) - 1.42 3.14 8.64 25.30
B Reference 1.01 1.26 1.97 2.35
Urban Sig. 0.00 0.00 0.00 0.00 0.00
Exp(B) - 2.73 3.54 7.18 10.50

The effect of the father’s education on the child attending school shows differ-
ences based on gender and rural-urban distinction. The effect of the increase in the
level of the father’s education is more on boys (Exp (B)= 11.81) in school participation
compared to that of girls (Exp(B)= 15.55). The possibility of those girls, whose fathers
are graduates of higher education, to attend school is 15.55 times higher than those
girls, whose fathers are not graduates, while this rate for boys is 11.81 times higher
than those boys, whose fathers are not graduates. It can be said that the education of
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a high school graduate father shows an increasing effect on the children (male and
female) becoming students, and that this effect tends to decrease after this level.
Compared to other stages of education, the father being a high school graduate has a
marginal effect on the children’s school participation.

The father’s level of education has a strong effect on children to attend schools
both in rural and urban areas. However, compared to urban areas, in rural areas, the
father’s high level of education has a stronger effect on the child’s school attendance.
In rural areas, the possibility of a child with a father, who is a higher education
graduate, is 25 times higher that of a child with a father, who is not a graduate.
Meanwhile, in the city, this effect is 10 times higher that of a child with a father, who
is not a graduate. In rural areas, the father’s low level of education has a lower effect,
while, as the level of education is higher, the effect grows by a few times. However,
in the cities, the effects of the differences in fathers’ level of education on the child’s
participation in education is lower compared to each other, but more consistent. It
can be said that the father has a gradually increasing effect on the child to become a
student up to the high school level according to the reference value, and that this ef-
fect decreases after this stage.

The indicator exponents (Exp (B)) that signify the relative effects of the subcate-
gories of the mother’s level of education on the dependent variable are shown in Ta-
ble 4. According to Table 4, as the level of education of the mother increases, the like-
lihood of the child’s participation in education becomes higher. Overall, compared to
a child with a mother, who is a non-graduate, a child with a mother, who is a higher
education graduate, has a value of 13.15, which means that they are 13.15 times more
likely to become a student. This effect increases between the mothers’ levels of
elementary and high school graduates.

Table IV
The Effect of Mother’s Education on Probability of the Children’s Participation in Education.

Mother’s Non- Primary Elementary High School Higher Educa-
Level of Education graduate School School Graduate tion Graduate
Graduate Graduate
B Reference 1.00 1.15 2.08 2.58
General Sig. 0.00 0.00 0.00 0.00 0.00
Exp(B) - 2.73 3.17 7.98 13.15
B Reference 0.84 0.72 1.57 20.61
Boys Sig. 0.00 0.00 0.01 0.00 1.00
Exp(B) - 2.32 2.05 4.79 0.58
B Reference 1.18 1.60 2.58 2.53
Girls Sig. 0.00 0.00 0.00 0.00 0.00
Exp(B) - 3.24 4.95 13.15 12.49
B Reference 0.14 0.57 0.55 0.71
Rural Sig. 0.00 0.00 0.02 0.00 1.00
Exp(B) - 2.09 4.00 7.14 0.53
B  Reference 0.12 0.24 0.30 0.60
Urban Sig. 0.00 0.00 0.00 0.00 0.00

Exp(B) - 286 246 6.75 8.78
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The effect of the mother’s level of education on the child’s participation in educa-
tion varies based on differences in gender and settlement in rural or urban areas. The
effect of the mother’s level of education is higher on females (high school Exp (B)=
13.15, higher education Exp (B)= 12.49) compared to that of boys (elementary school
Exp(B)= 4.79). While there is a significant effect of the mother’s level of education on
boys’ participation in education until the level of high school graduation (Exp (B)=
4.79), this effect is up to the level of higher education graduates on females (Exp(B)=
12.49). Compared to females, whose mothers are non-graduates, females, whose
mothers are higher education graduates, have a possibility of 12 times more likely to
participate in education. Compared to males, whose mothers are non-graduates,
males, whose mothers are high school graduates, have a possibility of 4 times more
likely to participate in education. The education of mothers, who are high school
graduates, has a marginal effect on the child’s participation in education.

The increase in mothers’ level of education is effective both in rural and urban ar-
eas on children’s participation in education. However, compared to rural areas, in
urban areas, the effect of the increase in the level of education of the mother on chil-
dren’s participation in education is higher. In the rural areas, mothers, who are
higher education graduates, do not have an effect on their child going to school. In
the cities, the education of a high school graduate mother has a marginal effect on the
child going to school.

The results of the analysis of the effects of the size of the household on the child’s
schooling are provided in Table 5. According to Table 5, as the size of household
grows larger, the likelihood of the child in the family to go to school decreases. As
the size of the household becomes smaller, the probability of inclusion into education
is higher. Compared to a child in a household of eight or more members, a child in a
household with 3 or fewer members has a possibility of 3 times more likely to par-
ticipate in schooling. Small size of household has a higher effect on girls” participa-
tion in education (4 members Exp (B)= 5.90) compared to that of boys (4 members
Exp (B)=3.01).

Table V
The Effects of Household Size on Probability of the Children’s Participation in Education.
. 8 or more 3orfewer 4 mem- 5 mem- 6 mem- 7 mem-
Size of household members members bers bers bers bers
B Reference 1.26 1.46 0.89 0.41 0.29
Genral Sig. 0.00 0.00 0.00 0.00 0.00 0.07
Exp(B) - 3.54 429 244 151 1.34
B Reference 0.88 1.10 0.73 0.13 0.37
Boys Sig. 0.00 0.00 0.00 0.00 0.52 0.13
Exp(B) - 241 3.01 2.08 1.13 145
B Reference 1.62 1.77 1.06 0.70 0.27
Girls Sig. 0.00 0.00 0.00 0.00 0.00 0.23
Exp(B) - 5.05 5.90 2.88 2.02 1.30
B Reference 0.66 144 0.73 0.50 0.56
Rural Sig. 0.00 0.02 0.00 0.00 0.01 0.02
Exp(B) - 1.93 4.23 2.08 1.65 1.74
B Reference 1.33 1.23 0.81 0.30 0.04
Urban Sig. 0.00 0.00 0.00 0.00 0.10 0.87

Exp(B) - 3.79 3.42 2.25 1.34 1.04
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The effect of household size in children’s participation in education shows differ-
ences based on rural and urban areas. In the rural parts, the likelihood for participa-
tion in education increases by (Exp (B)= 4.23) when the size of the household is up to
4 members in rural areas, while the likelihood for participation in education increases
by (Exp (B)= 3.79) in the households with three or fewer members in cities. The size
of the household being 4 members in rural and 3 or fewer members in urban areas
has a marginal effect on the child’s schooling.

The results of the analysis related to the effect of the level of income on children’s
participation in education are provided in Table 6. According to Table 6, rise in in-
come has an effect on children’s schooling. However, upper-middle income level
does not have an effect on the child’s schooling. The effect of the rise in income on
the child’s participation in education increases up to the “middle income” level; this
effect has the tendency to fall in the rest of the levels.

The effect of income on children’s participation in education based on gender dif-
ferences has variety. The increase in income affects girls” participation in education
(High Exp (B)= 2.78) more compared to that of boys’ participation (High Exp(B)=
2.02). The strongest effect is made by the middle income level on boys” (Exp(B)= 2.35)
and girls” (Exp(B)= 4.61) participation in education.

The effect of increase in income on the schooling of children shows differences in
rural and urban areas. The effect of increase in income on children’s participation in
education rises up to the middle income level, and after this point, the increase in in-
come is not influential. In cities, it can be stated that, compared to the lower income
group, the other income levels are influential on children’s schooling. This effect in-
creases up to the middle income level, and after this level, the effect decreases. This
situation shows similarities in rural areas.

Table VI
The Efect of Family Income on Probability of the Children’s Participation In Education.
Lower- . Upper- .
Income groups Low middle Middle mi dgi Higher
B Reference 0.60 1.22 0.02 0.89
General Sig. 0.00 0.00 0.00 0.90 0.00
Exp(B) - 1.83 3.40 1.02 244
B Reference 0.45 0.85 —-0.13 0.70
Boys Sig. 0.00 0.02 0.00 0.49 0.00
Exp(B) 1.56 235 0.88 2.02
B Reference 0.72 1.53 0.12 1.02
Girls Sig. 0.00 0.00 0.00 0.46 0.00
Exp(B) - 2.06 461 113 278
B Reference 0.61 141 —0.07 0.40
Rural Sig. 0.00 0.00 0.00 0.70 0.06
Exp(B) - 1.84 408 0.94 1.50
B Reference 0.50 1.02 0.33 1.06
Urban Sig. 0.00 0.00 0.00 0.06 0.00
Exp(B) - 1.65 2.76 1.39 2.89

Compared to rural areas, in urban areas, the effect of income on the dependent
variable is higher. It can be stated that the effect on the dependent variable shows a
gradually increasing trend up to the “upper middle income” group in cities, and that
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the effect decreases in the upper income group. It can be stated that “middle income”
has a marginal effect on children’s schooling.

Conclusions and Recommendations

A number of studies have revealed conventional results stronger effects of ma-
ternal education than paternal and stronger effects on sons than daughters. And also
suggest that the education effects remained significant even when household income
was included (Chevalier & Lanot, 2002; Tansel, 2002; Knighton & Mirza, 2002;
Maitra, 2003; Chevalier et al, 2005; Finnie, Lascelles & Sweetman, 2005; Smits & Hos-
gor, 2006). The results of this study supports findings mentioned above.

Parents’ level of education, household size, and level of income are variables,
which have effects on children’s participation in education. However, there are dif-
ferences in the effects of the family variables in the child attending school. The fa-
ther’s level of education shows the highest effect, while the level of income shows the
lowest effect. Moreover, the state of the effect of these family variables show differ-
ences based on gender and area of settlement. The family variables have a particu-
larly high effect on girls” participation in education. It can be said that the positive
developments in the family variables play an important role in girls going to school.
The parents, who are elementary school graduates, show the maximum effect in the
child’s attendance to school. The size of the household being 4 or fewer members has
a marginal effect on the child going to school. Similarly, middle income has a mar-
ginal effect on the child’s participation in education. It can be said that negative con-
ditions have a negative effect on girls” education particularly. Improvements in these
conditions play an important role in children, in particular girls, going to school.
From a policy view, the results suggest that increasing the participation of children,
especially in household with low income and low educated parents in rural and ur-
ban location in education. Government may supply direct economic aid for those
families and Non-government organizations attention should be taken to discuss the
issue in every level of society which may help for finding alternative solutions.



164 | Eurasian Journal of Educational Research

References

Acemoglu, D. & Pischke, S. (2001). Changes in the wage structure, family income, and chil-
dren’s education. European Economic Review, 45, 890-904.

Behrman, J. R. & Knowles, J. C. (1999). Household income and child schooling in Vietnam.
The World Bank Economic Review, 13 (2), 211-56

Blanden, J., Gregg, P. & Machin, S. (2004). Family income and educational attainment: A re-
view of approaches and evidence for Britain. CMPO Working Paper Series No. 04/101

Corak, M., Lipps, G. & Zhao, J. (2004). Family income and participation in post-secondary
education. Discussion paper series. Forschungsinstitut zur Zukunft der Arbeit Institute
for the Study of Labor. IZA DP No. 977. Retrieved March 3, 2007, from http://
www statcan.ca/ cgibin/downpub/ listpub.cgi?catno=11F0019MIE2003210 - 7k -

Checchi, D. (2003). Inequality in incomes and access to education: A cross-country analysis
(1960-95). Labour, 17 (2),153-201

Chevalier, A., Harmon, C., O'Sullivan, V. & Walker, I. (2005). The impact of parental income
and education on the schooling of their children. IFS Working Papers W05/ 05, Institute
for Fiscal Studies. Retrieved March 3, 2007, from http:// www.ifs.org.uk /wps/
wp0505.pdf

Chevalier, A. & Lanot, G. (2002). The relative effect of family characteristics and financial
situation on educational achievement. Education Economics, 10 (2),165-181

Carneiro, P. & Heckman, J. (2003). The evidence on credit constraints in post-secondary
schooling. Economic Journal, 112(482),705-734.

Crosnoe, R, Mistry, R. S. & Elder, G. H. (2002). Economic disadvantage, family dynamics,
and adolescent enrollment in higher education. Journal of Marriage and Family, 64, 690-
702

Devlet Istatistik Enstitiisii. (2005). 2003 Hanehalk: Biitce Anketi Sonuglar, Yaymlanmamis ham
veri seti CD'si.

European Commission (2005). Early School Leavers Final Report (Ref. DG EAC 38/04) DG
EAC A report submitted by GHK September 2005

Finnie, R,, Lascelles, E. & Sweetman, A . (2005). Who Goes? The Direct and Indirect Effects of
Family Background on Access to Post-secondary Education. Research paper Statistics Can-
ada, No: 237. Retrieved August 8, 2007, from http://www.statcan.ca/cgi-
bin/ downpub/listpub.cgi?catno=11F0019MIE2005237 - 7k -

Gylfason, T. & Zoega, G. (2003). Education, social equality and economic growth: a view of
the landscape. Economic Studies, 49(4),557-579

Harmon, C. & Walker, 1. (2000). The returns to the quantity and quality of education: evi-
dence for men in England and Wales. Economica, 67(265),19-35

Keyder, C. & Ustiindag, N. (2006). Dogu ve Giineydogu Anadolu’da sosyal ve ekonomik
oncelikler, Dogu ve Giineydogu Anadolu'nun Kalkinmasmda Sosyal Politikalar TESEV

Raporu.



Egitim Arastirmalari | 165

Knighton, T. & Mirza, S. (2002). Postsecondary participation: the effects of parents’ educa-
tion and household income. Education Quarterly Review, 8(3),25-32

Le, A. T. & Miller, P. W. (2002). The rising education levels of females in Australia. Education
Economics, 10(1),1-24

Maitra, P. (2003). Schooling and educational attainment: evidence from Bangladesh. Educa-
tion Economics, 11 (2),129-153

OECD. (1998). Human capital investment, an international comparison. Paris: OECD publica-
tions, 2, printed in France ISBN 92-64-16067-1 - No. 50053 1998

OECD. (2006). Education at a glance: OECD indicators. Retrieved January 27, 2007, from
www.oecd.org/bookshop/

Ozdamar, K. (2004). Paket programlar ile istatistiksel veri analizi. Eskisehir: 5. baski Kaan Kita-
bevi.

Qian, X & Smyth, R. (2005). Measuring regional inequality of education in China: widening coast-
inland gap or widening rural-urban gap? Department of Economics, Monash University,
Australia ABERU Discussion Paper 12.

Sahabettinoglu, M., Uyank, D., Ayhan, N., ,Bakir, A.& Ataov, A. (2002). Cocuklarm temel
egitime katilmasmin sosyo-ekonomik engelleri ve destekleri. Tiirkiye’de Calisan Cocuklar
Semineri, 29-31 Mayis 2001, DIE-ILO, 235-256, Ankara: DIE Yaym No. 2534, DIE Mat-
baasi,.

Seger, G. (1996). Logistic regression analysis & application, Ankara: Yaymlanmanus, Lisans Son-
rast Uygulamali Istatistik Sertifika Programu mezunuiyet tezi, DIE Uluslararast
Aragtirma, Egitim ve Lisanstistii Ogretim Merkezi

Smits, ] & Hosgor, A. G. (2006). Effects of family background characteristics on educational
participation in Turkey. International Journal of Educational Development, 26, 545-560

Tansel, A. (2002). Determinants of school attainment of boys and girls in Turkey: individual,
household and community factors. Econormics of Education Review, 21, 455-470.

Traag, T & van der Velden, R. K'W. (2006). Early school-leaving in lower secondary education.
The role of student-, family- and school factors. Word count: 10170

TUSIAD. (2006). Egitim ve siirdiiriilebilir biiyiime-Tiirkiye deneyimi, riskler ve firsatlar. Istanbul:
TUSIAD, Yayn No. TUSIAD-T/2006-06-420

UNICEF. (2005). A Report card on gender parity and primary education. Progress For Children,
2, April 2005.

UNICEEF. (2007). Education for some more than others? A regional study on education in central
and eastern Europe and the commonwealth of independent states. Retrieved November 21,
2007, from http:/ /www.unicef.org/media/files/ Regional_Education_Study_-.pdf -

Vella, F. (1994). Gender roles and human capital investment: the relationship between tradi-
tional attitudes and female labor market performance. Economica, 61, 191-211.

World Bank. (2005). Expanding opportunities and building competencies for young people: A new
agenda for secondary education. Washington: Published by World Bank. ISBN: 0-8213-
6170-8



166 | Eurasian Journal of Educational Research

Tiirkiye’de Ailenin Sosyo-Ekonomik Ozelliklerinin Egitime Katilim
Uzerinde Goreli Etkisi

(Ozet)

Problem Durumu: Bilgiye dayali ekonomi ve insan haklarina dayali gelisme
egilimleri egitimi kalkinmanin anahtar rolii haline getirmistir. Son yarim yiizyilda
gelismis ve gelismekte olan tilkeler arasindaki ilkogretim tamamlama fark: giderek
azalirken, ortadgretimi tamamlama fark: ise giderek artmistir. Bunun icindir ki or-
tadgretim Herkesi Icin Egitim cabalarinin ayrilmaz bir parcasi haline gelmistir.
Zorunlu 6gretim sonrasi egitim kademelerinde okullasma diizeyinin artirilmasi icin
engelleyici faktorlerin belirlenmesi ve onleyici politikalarin gelistirilmesi i¢in diinya
capinda artan bir bicimde politika tartismalar1 ve analizler yapilmaktadir. Yapilan
calismalarda okulu terk etmeyi etkileyen faktorlerin bir¢ogunun uluslararasi
diizeyde benzerlik gosterdigi belirtilmekle birlikte birgok faktoriin ise tilkelere 6zgii
oldugu hatta tilke icinde cinsiyet, bolge ve yerlesim yerine gore farklilik gosterdigi
belirtilmektedir. Yapilan ilgili calismalarda anne-baba egitim diizeyi ve gelirin
egitime katiimda onemli degiskenler oldugu ve diger sosyo ekonomik degiskenlerle
yiiksek diizeyde bir korelasyon gosterdigi belirtilmektedir. Geng niifus yapisina sa-
hip Tirkiye’de bolge, cinsiyet, yerlesim yeri diizeyinde onemli egitim esitsizlik-
lerinin olmasi zorunlu 6gretim sonrasi egitim kademelerinde okullasmay: artirmak
icin kapsamli politikalara gelistirilmesini gerektirmektedir. Egitime katilimda etikli
ailesel degiskenlerin belirlenmesinin uygulanan egitim politikalarinin sonuglarini
gorebilme, gelistirilecek egitim politikalarinda ailesel dinamikleri dikkate almada
olctilebilir ve karsilastirilabilir ham ve islenmis veri saglama agisindan énemli olacagt
diistiniilmektedir.

Arastirmamn Amact: Bu ¢alisma; cinsiyet ve yerlesim yerine (kir-kent) gore 15-18
yas arast niifusun ogrenci olmasinda rol oynayan ailesel degiskenlerinin
(anne/babanin egitim diizeyi, hanehalk: buiytikliigii, gelir diizeyi) goreli etkisini be-
lirlemeyi amaglamaktadir.

Arastirmanmin Yontemi: Bu calisma, Devlet Istatistik Enstitiisii 2005 Hanehalki
Biitce Anketi Sonuglar ile elde edilen ham verilere dayanarak yapilmistir. Arastir-
mada bagimli degisken olarak “6grenci olma (6grenci)” alinmistir. Bagimli degisken
ikili ve kesiklidir (6grenci (1)/6grenci degil (0)). Bu ¢alisma; 15-18 yas arasi niifusu
kapsamaktadir. Bu ¢ag niifusun belli bir egitim kademesine gore 6grenci olma du-
rumu dikkate alinmamuistir. Bagimsiz degiskenler ise, babanin egitim diizeyi, an-
nenin egitim diizeyi, hanehalki buiytkliigi ve gelir diizeyi alinmistir. Bagimli
degisken {izerinde bagimsiz degiskenlerin etki durumlarmi belirlemek icin iki
asamali Binary Logistic Regresyon modeli denenmistir. Modelin ilk asamasinda ba-
banin egitim diizeyi, annenin egitim diizeyi, hane halki biiytikligi ve gelir diizeyi
degiskenlerinin her birinin bagimli degisken tizerindeki tek basina etkisi belirlen-
mistir. Modelin ikinci asamasinda ise etkili her bir bagimsiz degiskenin alt kate-
gorilerinin bagimli degisken tizerindeki goreli etkisini belirten katsayilar (Exp(B)) be-
lirlenmistir. Bagimli degisken tizerinde bagimsiz degiskenlerin alt kategorilerinin
etki durumlar1 (Exp(B)) incelenerek “esik” etkileri yorumlanmustir. Bagimli degisken
tizerinde alt kategorilerin etki durumlarinin yorumlanmasinda; Anne/babanin
egitim diizeyinde “mezun degil”, hanehalki biiytikliigiinde “ 8 ve daha fazla kisi” ve
gelir diizeyinde ise “alt gelir” referans deger olarak alinmistir. Bagimli degisken tiz-
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erinde bagimsiz degiskenlerin etkili olup olmadig1 P<0,05 anlamlilik diizeyine gore
degerlendirilmistir.

Arastirmanin Bulgulari: Babanin egitim diizeyi, annenin egitim dtizeyi, hanehalk:
biytikltigi ve gelir diizeyi cocugun 6grenci olmasinda etkili degiskenlerdir. Gelir ve
anne/babanin egitim diizeyindeki artis gocugun 6grenci olmasini olumlu, hanedeki
fert sayisinin artmast ise olumsuz etkilemektedir. Kismi korelasyon degerleri (R) sira-
landiginda, etki diizeyi en yiiksek olan degiskenin babanin egitim diizeyi, en dustik
degiskenin ise gelir diizeyi oldugu soylenebilir. Ancak Exp(B) degerlerine gore ise
¢ocugun 6grenci olmasinda en fazla annenin egitim diizeyindeki bir birimlik artisin
etkili oldugu soylenebilir. Cocugun 6grenci olmasinda bu ailesel degiskenlerin etki
durumu cinsiyet ve yerlesim yerine gore farklilik gostermektedir. Babanin egitim
diizeyi arttikca cocugun dgrenci olma olasilig1 artmaktadir. Genel olarak babasi me-
zun olmayan cocuga gore babasi yiiksekogretim mezunu ¢ocugun ogrenci olma
olasilig1 12 kat daha fazladir. Babanin egitim diizeyindeki artisin etkisi erkeklere gore
kizlarin egitime katilimi {iizerinde daha fazladir. Kentlere gore kirsal kesimde
¢ocugun 6grenci olmasinda babanin egitim diizeyindeki artis daha fazla etkili olmak-
tadir. Annenin egitim diizeyi arttikca cocugun 6grenci olma olasilig1 artmaktadir.
Genel olarak annesi mezun olmayan ¢ocuga gore annesi yiiksekogretim mezunu
¢ocugun dgrenci olma olasilig1 13 kat daha fazladir. Bu etki annenin ortaokul ve lise
mezunu olmasi diizeyleri arasinda giderek artmaktadir. Erkek cocuklarina gore kiz
¢ocuklarin egitime katilimi tizerinde annenin egitim diizeyinin etkisi daha fazladir.
Lise mezunu annenin egitimi cocugun 6grenci olmasinda marjinal etki yapmaktadir.
Kirsal kesimde annenin yiiksekégretim mezunu olmasi ¢ocugun dgrenci olmasinda
etkili degildir. Kentlerde lise mezunu annenin egitimi ¢ocugun 6grenci olmasinda
marjinal etki yapmaktadir. Hanehalki biiytkligii arttikca ailedeki ¢ocugun 6grenci
olma olasilig1 azalmaktadir. Hanehalk: buyiiklugii kiigtildiikce egitime katilma
olasiligr artmaktadir. Sekiz ve daha fazla kisili hanedeki ¢ocuga gore, ti¢ ve daha az
kisili hanede olan ¢ocugun okula gitme olasilig1 3 kat fazladir. Hane biiytikligiiniin
kirsalda dort kisi, kentte ise ti¢ ve daha az kisi olmasi cocugun 6grenci olmasinda
marjinal etki gostermektedir. Cocugun 6grenci olmasinda hanedeki gelir artisi et-
kilidir. Cocugun 6grenci olmasinda gelir artisinin etkisi “orta gelir” diizeyine kadar
artmakta ve daha sonraki diizeylerde bu etki azalma egilimine girmektedir.
Hanedeki gelir artisinin etkisi erkeklere gore kizlarin egitime katilimu tizerinde daha
fazla etkilidir. Erkeklerin ve kizlarin 6grenci olmasinda en giiclii etkiyi orta gelir
diizeyi yapmaktadir. Cocugun dgrenci olmasinda orta gelir diizeyine kadar gelir ar-
tisinin etkisinin arttig1 ve bu noktadan sonraki artislarin etkili olmadig1 séylenebilir.
Kentlerde ise orta gelir diizeyine kadar bu etki giderek artmakta ve bu diizeyden
sonra ise etkisi azalmaktadir. Kirsal kesimdeki durum kentteki ile benzerlik goster-
mektedir. Kirsal kesime gore kentlerde gelirin bagimli degisken tizerindeki etkisi
daha fazladir. Kentlerde bagimli degisken tizerinde etkisi “orta tist gelir” grubuna
kadar giderek artan bir etki gosterdigi ve tist gelir grubunda ise azaldig séylenebilir.
Cocugun dgrenci olmasinda “orta gelir”in marjinal etki gosterdigi sdylenebilir.

Arastirmamin Sonuclari ve Onerileri: Cocugun ogrenci olmasinda anne/babanin
egitim diizeyinin, hanehalk: biiytikltigliniin ve gelir diizeyinin etkili degiskenlerdir.
Ancak c¢ocugun 6grenci olmasinda bu ailesel degiskenlerin etkileri ise farklilik
gostermektedir. Babanin egitim diizeyi en yiiksek etki, gelir diizeyi ise en diisiik et-
kiyi gostermektedir. Yine bu ailesel degiskenlerin etki durumu cinsiyet ve yerlesim
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yerine gore farklilik gostermektedir. Ailesel degiskenlerin tzellikle kizlarin 6grenci
olmasinda etkisi daha fazladir. Bu ailesel degiskenlerdeki olumlu gelismelerin
kizlarm 8grenci olmasinda 6nemli rol oynadig1 sdylenebilir. Anne /babanin or-
tadgretim mezunu olmasi ¢ocugun 6grenci olmasinda maksimum etki gostermekte-
dir. Yine hanehalki biiyiiklugtinin doért ve daha az olmasi ¢ocugun 6grenci ol-
masinda marjinal etkiyi gostermektedir. Orta diizeyde gelirin de gocugun 6grenci
olmasinda marjinal etkiyi gostermektedir. Olumsuz kosullarin 6ncelikle kizlarin
egitimini olumsuz etkiledigi soylenebilir. Olumsuz kosullarin iyilestirilmesi 6ncelikle
kiz ¢ocuklarin 6grenci olmasimda onemli rol oynamaktadir. Sosyo ekonomik agidan
gligstiz aile ¢ocuklarin egitime katilimimi artirmak icin ekonomik olarak desteklen-
melidir.

Anahtar Sozciikler: Egitime katilim, zorunlu egitim sonrasi, egitim esitsizligi,
hanehalki geliri.
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