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An Application of Hierarchical Linear Modeling:
OKS-2006 Science Test Achievement

Tiilin Acar”
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Abstract

Problem Statement: Recent research has commonly used hierarchical linear
models (HLMs). Also known as multilevel models, HLMs can be used to
analyze a variety of questions with either categorical or continuous
dependent variables. With hierarchical linear models, each level (e.g.,
student, classroom, and school) is formally represented by its own sub-
model. This study presents detailed descriptions of practical procedures to
conduct nested data analysis using HLM.

Purpose of Study: The purpose of this study was to illustrate the use of
HLMs to identify the effects of school districts and students” gender on
students’ science achievement.

Methods: A stratified random sampling method was used for the study, and
the data was gathered from 10,727 students nested in 81 school districts.
HLM 6.02 was used in order to build a two-level HLM model. In the
analysis, a one-way ANOVA with random effects model was used first,
followed by a Random-Coefficients Regression Model and finally the
addition of a Level-1 and a Level-2 Predictor.

Results: According to the results of the one-way random effects ANOVA
model, considerable variations were observed in the school means. 0.004 of
the variability in science achievement was observed between school
districts. According to the results of the Random-Coefficients Regression
Model, a significant difference was observed in the gender slope (i.e., the
effect of gender on science scores) across schools. According to the results
of the contextual model with gender in level 1 and socio-economic status
(SES) in level 2, SES had a significant effect on the means of school science
achievement. The effect of gender on science achievement in schools with

“Ph.D., Measurement and Evaluation Specialist , Ankara - TURKEY, totbicer@gmail.com
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the average percentage of SES was statistically different from zero. Further,
no significant effect by SES on the gender slope was observed.

Recommendations: Since the national exams show nested data structures,
our recommendation is to use statistical models containing the hierarchies
in which the student is classified, the characteristics belonging to these
hierarchies, and the characteristics belonging to the student in the analyses
concerning the factors that affect the success of the student.

Keywords: Hierarchical linear modeling, multilevel models, science
achievement

Hierarchical linear models (HLMs) have been applied to nested structured data
in the social sciences (Franks et al., 1996; Webster et al., 1996; Liu, 2004; Opdenakker
& Van Damme, 1998; Tamada, 2002). HLMs are used for continuous outcomes, while
hierarchical nonlinear models (HGLM) are used for dichotomous outcomes (Bryk &
Raudenbush, 1992). Nested data structures are generally used in many research
studies since individuals exist within organizational structures, such as families,
schools, cities, countries. Students also exist within hierarchical structures, including
classrooms, schools, school districts, cities, and countries (Osborne, 2000). The data
has a structure that violates one of the first assumptions associated with the
conventional linear model (i.e., observations in the data are sampled independently
of the other observations) when data is nested. For example, education research is
interested in the achievement (i.e., test scores) by the students. Students are nested
within classrooms. Classrooms are nested within schools, and those schools are
nested within school districts. Thus, students in the same classroom share a common
teacher, a common teaching style, and learning experiences. Students” scores can be
correlated with scores of other students in the same classroom. If this correlation is
ignored, statistical analysis can indicate differences that do not actually exist, thereby
resulting in inflation of the type 1 error rate (Williams, 2003). Consequently, the use
of traditional statistical approaches with most monitoring data yields biased
estimates of the relationships among variables (Willms, 1999).

As shown in Figure 1, students are nested within school districts.

Level 2 1

(School Districts)

2 3| |4 J=81

& 606 o So e 00 ©

Level 1 C£©© ®©|L3@©©© |J©®®®|L3®®®®| | 00
(Students) g © o Gee

Figure 1. Hierarchical data structure.



Eurasian Journal of Educational Research | 3

As seen in Figure 1, on level 1, each student can be assigned to one and only one
unit on level 2. Generally, observations can be defined for each level (e.g., student
level and school level). HLMs are used to analyze the effects of predictor variables
from different levels on one outcome variable on level 1. According to the study by
Novy and Francis (1989), common individual characteristics, such as gender and
ethnicity, have occasionally been included as factors in group outcome studies. Wang
(2000) showed the relevance of HLMs to the Trends in International Mathematics
and Science Study (TIMSS) data analysis, and Zhang and Zhang (2000) modeled
school and district effects on the mathematics scores of the Dekaware Student
Testing Program (DSTP) using HLM. In HLM, variables can be modeled in many
types. In this study, three types are explained, and the purpose of this study is to
illustrate the use of HLMs.

1-Unconditional model or One-way ANOVA with Random Effects

The simplest HLM is a model with no predictors. It is also called the
unconditional model or one-way ANOVA with random effects. When using such a
model, the researcher is still interested in predicting an outcome variable but does
not use any student level predictors or group level predictors. In HLM, the
unconditional model is equivalent to a one-way ANOVA with random effects. Thus,
a variance component is included for the group level or level-2, and another variance
component is included for the student level or level-1 (Raudenbush & Bryk, 2002).
For example, the level-1 (i.e., student level) equation for predicting Yij, i.e., science
achievement, for student i associated with school district j, can be formulated as
follows:

Vi =Bo; +1;
where Yj; represents the science test score for student i in school district j, B, jis

the mean science test score for school district j, and rij is the student level random

deviation around school district j's mean or the level-1 error. The level-2 (i.e., school
district) model would then be:

Boj = Yoo +Uy;

where Boj is the mean science test score for school district j, Y, is the overall
grand mean science test score, and Uy; is school district j's random deviation

around the grand mean (Var(BO i )=1 00)- The full model can be represented as:

Yii = Yoo tUgj +T

The unconditional model is usually used in HLM analysis to determine whether
partitioning the variance in science test scores into separate levels is necessary
(Raudenbush & Bryk, 2002). The intraclass correlation coefficient offers a way to
assess the proportion of variance in the science test scores (i.e., outcome variable) that
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can be explained at the second level (i.e., between groups) of the model relative to the

total variance in the model. The intraclass correlation can be represented as:
2
pP=Ty! (te+07)

where &%is the within-group variability and 7, is the between-group variability. A

high intraclass correlation indicates high dependency within groups; thus, the
hierarchical structure of the data should be taken into consideration. If the intraclass
correlation is zero, none of the variability in the outcome variable is due to between
group differences; thus, the hierarchical structure of the data can be ignored. Even a
low intraclass correlation indicates a dependency within groups; thus, HLM should
be used.

2-Adding a Level-1 Predictor: Random-Coefficients Regression Model

Additionally, HLM is a regression technique. Indeed, HLM is similar to that of
OLS regression. On level-1 (i.e., the student level), the analysis is similar to that of
OLS regression. Hence, an outcome (i.e., a dependent) variable is predicted as a
function of a linear combination of one or more level-1 variables plus an intercept
(Raudenbush & Bryk, 2002). In this study, the outcome variable is science
achievement test scores measured at the student level. In level-1, the independent
variables are gender and school district. Note that the predictors added to the model
may be either continuous variables or categorical variables (Williams, 2003). The
level-1 model (i.e., the student level) could be defined as:

Vi =Bpj + B Xy +1;
where Y represents the science test score of i student in j school district,

B, jrepresents the intercept in the j school district, B, j represents the beta

coefficient for gender in the j school, and Iy is the error term for level-1. This error

term is assumed to be independent among students. The level-2 (i.e., school district
level) equations can be modeled as follows:

Boj = Yoo +Uo;

Bij = Yio +Uy;
Bo i and B1 i the intercept values estimated at level 1, are used as outcome
variables (i.e., science test scores) in the level 2 equation. Y,is the overall grand

mean science test scores. ylo is the mean regression slope across the gender variable.

Ugj and U, j are level 2 random effects. The full model can be represented as follows:

Yi = Yoo +Up; + YioGender +u,;Gender +r;
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This model allows the researcher to estimate the variation in the regression
coefficients (i.e., intercepts and slopes) across different subgroups (Subedi, 2003;
Koopmans, 1998). HLM has a better ability to contain regression effects, which
remain a source of concern for the interpretation of basic skills evaluation data.

3-Adding a Level-1 and a Level-2 Predictor: Model in which the Constant and Slope
Parameters are outputted

Plausibly, a HLM can include a level-2 predictor to help explain the variability
between subgroups. In this model, a level-1 equation is the same as level-1 in the
regression with random effects model. Level 1 regression parameters are modeled as
outcome variables in the level 2 regression equation. The level-2 (i.e., school district
level) equations can be modeled as follows:

Boj = Yoo + YW +Uy;
By = Yio + YuWi; +Uy;

Boj and B

1j - the intercept values estimated at level 1, are used as outcome

variables (i.e., science test scores) in the level 2 equation. Bo jrepresents the intercept
in the jth school district. B1 j represents the beta coefficient for gender variable in the
j school district. Y, is the mean intercept across the level 2 school districts. Y,,is
the mean regression slope across the school districts. Ug; and U,;are level 2

random effects. W1 j is a level 2 independent variable (e.g., socio-economic status
(SES)).

A two-level model in HLM consists of two sub-models at level 1 (i.e., the student
level) and level 2 (i.e., the school level). In the level 1 model, science test scores are
estimated as a function of the student’s gender. Also, in the level 2 model, science test
scores are estimated as a function of school district’s SES (i.e., income).

Method
Population and Sampling

The entire population for the this study was 798,307 students taking 2006 student
selection and placement tests for secondary school-examination as conducted by the
Ministry of National Education in Turkey. A stratified random sampling method was
used, and the data was gathered from 10,727 students. Variables for the study were
student answers for the science test, their gender, their school districts, and each
school district’s SES.
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Instruments

The OKS-2006 science test is a 25 item multiple choice test offering four options
for each question. The Cronbach’s Alpha internal consistency coefficient was
calculated as 0.792.

Data Analysis

The OKS data has a hierarchical structure with students nested within school
districts. The data was gathered from 10,727 students nested in 81 school districts.
HLM 6.02 was used to build a two-level HLM model. In the analysis, first, a one-way
ANOVA with random effects model was built in order to partition the variance
within groups and between groups. Then, in order to investigate the effects of school
districts and student characteristics on the science achievement of students, a means
as outcomes model with one level 1 covariate was built by adding different groups of
variables successively at level 2. The independent variables for the level-1 model are
gender, which was coded as 0 for boys and 1 for girls, and school districts. Cities in
Turkey are defined as school districts. School districts, their SES, and school district
student counts are presented in Table 1.

Table 1
Incomes of School District and the Number of Students
School SES Number  School School SES Number
district School district ~ (Income  of district district (Income of
code YTL) Students code YTL) Students
1 Adana 2834 670 42 Karabiik 1919 22
2 Adryaman 1112 171 43 Karaman 1923 33
3 Afyonkarahisar 1530 153 44 Kars 2438 40
4 Agn 688 114 45 Kastamonu 1073 32
5 Aksaray 1170 44 46 Kayseri 2158 178
6 Amasya 1743 80 47 Kirikkale 2188 40
7 Ankara 3333 1838 48 Kirklareli 3301 27
8 Antalya 2657 392 49 Kirsehir 4349 29
9 Ardahan 1020 13 50 Kilis 1803 7
10 Artvin 2588 39 51 Kocaeli 2201 190
11 Aydin 2444 197 52 Konya 7468 211
12 Balikesir 2429 196 53 Kiitahya 1883 61
13 Bartin 1285 9 54 Malatya 2186 88
14 Batman 1473 41 55 Manisa 1716 134
15 Bayburt 1232 7 56 Mardin 2978 37

16 Bilecik 3131 45 57 Mersin 1191 220
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17 Bingol 963 53 58 Mugla 2970 79
18 Bitlis 782 65 59 Mus 4007 42
19 Bolu 5106 31 60 Nevsehir 700 29
20 Burdur 2364 51 61 Nigde 2564 24
21 Bursa 3037 419 62 Ordu 2158 68
22 Canakkale 2829 64 63 Osmaniye 1289 45
23 Cankir1 1376 26 64 Rize 1401 34
24 Corum 2003 93 65 Sakarya 2298 98
25 Denizli 2584 150 66 Samsun 2554 95
26 Diyarbakir 1591 204 67 Siirt 2035 31
27 Diizce 1384 37 68 Sinop 1346 24
28 Edirne 2911 49 69 Sivas 1767 74
29 Elazig 2065 76 70 Sanliurfa 1694 63
30 Erzincan 1403 32 71 Sirnak 1221 18
31 Eskisehir 1286 108 72 Tekirdag 773 88
32 Gaziantep 3044 164 73 Tokat 3026 57
33 Giresun 1929 62 74 Trabzon 1660 78
34 Giimiigshane 1748 9 75 Tunceli 1824 12
35 Hakkari 1303 37 76 Usak 1919 27
36 Hatay 1012 151 77 Van 1739 73
37 Igdir 2128 17 78 Yalova 1041 24
38 Isparta 1035 64 79 Yozgat 4195 58
39 Istanbul 1829 1457 80 Zonguldak 1032 50
40 Izmir 3711 512 81 Erzurum 3597 123
41 Kahraman 3894 124

Results and Comments

First of all, by constructing the random influence one-way ANOVA model, the
total variability in the science test scores has been analyzed in two separate sections,
i.e., between school districts and between students. The science test scores for the
students and average science scores for the students in districts in which they receive
their education has been brought into a model as a function of random error.
Findings related to the parameter estimations made in HLM are shown in Table 2.
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Table 2
One-way Random Effects ANOVA Model in HLM
Fixed Effect Coefficient Std. Error T-ratio D.f. P-value
Mean science test
scores (Po) 7.830 0.066 119.141 80 0.000*
Intercept, yoo
Random Effect Std.Deviation Variance Chi- Df. P-value

Component  square

Ty = Var(u,)

represents the 0.285 0.081
between-group
variability. 123503 80  0.002*
o? = var(ry)
4.668 21.788

represents the within-
group variability.

Table 2 shows the results from the one-way random effects ANOVA model. Average
school mean for science achievement was statistically different from zero (yo=7.830, p<0.05).
Considerable variations were observed in the school means (x 2=123.503 P<0.05). The
Intraclass correlation coefficient [z  / (z,, + o 2) = 0.081 /(0.081 + 21.788 ) = 0.004 ]

indicated that 0.004 of the variability in science achievement occurs between school
districts (i.e., 0.996 of the variability is within individual schools). On the other hand,
in the OKS-2003 data, 0.996 of the variation in students’ science scores was between
school districts. Considerable variation could be explained using school or student
level variables. A recommended next step in model building was to select student
level variables in an effort to explain the within school variation in science
achievement. The gender variable was added to the model and was considered as a
variable affecting the science test scores at the student level. So, the level 1 and level
2 equations could be modeled as

Level 1: y; = By + B, *Gender +r
Level 2: By = Yo, + U,

B, =Yy + Uy

Table 3 shows the results from the Random-Coefficients Regression Model in
HLM.
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Table 3
Random-Coefficients Regression Model in HLM
Fixed Effect Coefficient Std. Error T-ratio D.f. P-value

Mean Science

test scores yoo

The average

gender science

regression slope  0.261 0.092 2.842 80 0.006*
across school

districts y1o

7.702 0.084 92.214 80 0.000*

Random Effect SDtS\./iation \C,?)i:g:)csent ;}E;ﬂe D.f. P-value
Too = Var(uy,) 0325 0.106 115537 80 0.006*
Gender effect,

7., = var(Uy,) 0.093 0.009 69.804 80 >0.500
o’ =var(r;) 4666 21.773

The overall mean science achievement across schools was significant from zero
(Yo0=7.702, p<0.05). Also, a significant difference was observed in gender slope (i.e.,
the effect of gender on science scores) across schools (y10=0.261, p<0.05). For each
unit increase in student gender, an average increase of 0.261 points occurs in student
science scores across schools.

After including gender as a predictor of science achievement within schools,
between school variability was reduced by 0.001 [(21.788-21.773)/21.788=0.001]
relative to the one-way random effects ANOVA model. A statistically significant
difference was observed in the remaining variance in school means (t0=0.106,
p<0.05). This suggests that highly significant differences exist among means from the
81 school districts, which is quite similar to the result from the one way ANOVA
with random effects model. This between school variance might be explained after
incorporating school level (i.e., level 2) variables. However, since t1; was not found to
be statistically different from zero, the between school variance related to the effect of
gender seemed to be adequately explained (t11=0.009, p>0.500). The relationship
between gender and science achievement within schools did not vary significantly
across the population of school districts. Additional level 2 (i.e., school-level)
predictors were added in an effort to explain between school variance in the
following models. Then, Table 4 shows the result of these analyses.

Level 1: y; = By + B, *Gender +r
Level 2: By = Yo + Yo *(SES) + U,

B, = Yo + Yu *(SES) + Uy
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Table 4
Result of an Intercept and Slopes as Outcomes Model in HLM
Fixed Effect Coefficient Std. Error T-ratio D.f. P-value
Mean science test ¢ 0.087029 88.092 79 0.000%
SCOTes Yoo
The main effectof 5, 0.000059 2478 79 0.016*
SES Y[n
The average gender
SCIENCE TEGIessIon —— 377 0.091510 3.467 79 0.001*
slope across school
districts y1o
The cross level
interaction
involving SES with -0.0002 0.000062 -1.839 79 0.069
student gender yi1
.. Variance Chi-
Random Effect Std.Deviation D.f. P-value
Component  square

Ty = var(uo) 0.34101 0.11629 107.77740 79 0.017
Gender effect,

0.18620 0.035 67.68107 79 >0.500
7y, = var(uy)
o’ =var(r;) 4.66546 21.767

Table 4 shows the results of the contextual model with gender in level 1 and SES
in level 2. By including SES as a predictor in level 2, 0.001 of the variance [(21.788-
21.767)/21.788=0.001] in the between school difference in mean science scores was
accounted for by SES. Since 1t0=0.116, p<0.05, considerable differences were still
observed between schools. These differences might be explained by other level 2
variables. Because 111=0.035, p>0.05, no significant variance remained in the effect of
gender within schools once the adjustment for SES in the school was introduced.

Overall, the mean science achievement across schools was still significantly
different from zero (yo=7.667, p<0.05). Also, a significant effect of SES on mean
school science achievement was observed (yo1=0.0002, p<0.05). In other words,
students from the school districts where income is high scored on average 0.0002
units higher on the science tests.

The effect of gender on science achievement in schools with average percentage
of SES was statistically different from zero (y10=0.317, p<0.05). The female students’
science test scores are higher that the male students’ test scores. Further, no
significant effect of SES on the gender slope was observed (y11=-0.0002, p>0.05).
Additionally, a 0.0002 unit decrease was observed in the science test scores of female
students from the high income area.
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Conclusions and Recommendations

In this study, the science test success of the students who took the OKS (Middle
School Organization Student Selection and Placement Exam) -2003 science test were
analyzed using analysis methods and HLM applied to the structure of the nested
data. According to the random influence ANOVA model findings, a significant
difference was found in the science test scores of the students who attended the
examination from different school areas. Additionally, 0.996 of the variance in the
test scores came from the variance within the students. Therefore, the gender
variable from the student characteristics was added to the model, and the success on
the science test was reanalyzed. According to the Random Coefficient Regression
Model, the effect of gender on the science scores was significant. However, the
between school district variance and the effect of gender seemed to be adequately
explained because the relationship between gender and science achievement within
school districts does not vary significantly across the population of school districts.
By adding the SES variable for each school region to the model, the change in the
science scores was analyzed. The science scores were affected by the SES variable for
the region where the school is found, and the science scores are also affected by the
gender of the students from different school regions. However, no significant effect
was observed from both the gender and SES variables together in the science test
success.

According to Park (2005), the effects of student engagement are consistent
regardless of minority and gender. Among classroom level variables, such as
teachers’ degree, experience, certification, authentic instruction, content coverage,
and class size, no significant predictor of student math achievement growth has been
identified. The findings suggest that student engagement and educational policy for
student success should be emphasized in a school.

Acar (2005) indicated that a relationship of medium level significance was found
between the OKS science test scores and the social studies test scores of 2001-2002
and 2003. Additionally, when the results from Park (2005) are considered, analyzing
the variables belonging to the student (e.g., academic past) and variables belonging
to the environment in which the student resides (e.g., experience of the instructor,
study time at home, number of students in class, and school size) at a micro and
macro level may render the research results more reliable in analyses concerning
student success in later studies. Novy and Francis (1989) suggested that group
research for statistical methods are better suited for the study of group processes
than traditional analyses of variance and multiple regression.
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Asamali Dogrusal Modellemede Bir Uygulama:
OKS-2006 Fen Testi Basaris1

(Ozet)

Problem Durumu: Son yillarda i¢ ice ge¢mis veri yapisi sergileyen verilerde
asamali dogrusal modelleme (ADM) sik¢a kullanilmaktadir. Veriler i¢ ice
gecmis veri yapilar: sergiledikleri zaman, klasik dogrusal modellere iliskin
baslica varsayimlarin (veri grubundaki gozlemlerin, veri grubundaki diger
gozlemlerle olan bagimsizlig1) ihlal edildigi bir yapiya sahip olurlar.
Ornegin, egitimde sikga ogrencilerin cesitli alanlardaki basari puanlart
incelenir ve egitim sisteminde ogrenciler simflardan (egitim aldiklar
ortamlardan), siniflarda iginde bulunduklar: okullardan bagimsiz olarak
disiiniilemez. Ogrenciler, ayni smifin icinde ortak bir 6gretmeni, ortak bir
dgretme sitilini ve ortak bir 6grenme deneyimlerini paylasirlar. Bu ortak
deneyimler nedeniyle, 6grenci basari puanlari, ayni smifin igindeki diger
ogrencilerin basar1 puanlartyla dogrudan iliskilidir ve bagimsiz olarak
diistiniilemez. Asamali ya da i¢ ige ge¢mis verilere standart regresyon
esitlikleri uygulandiginda da bazi problemlerle karsilasilir. En temel
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problem gozlemlerin bagmmsizligi sorunudur. Standart regresyon
modellerinde degiskenlerin birbirinden bagimsiz olma kosulu hiyerarsik
verilerde bozuldugundan hiyerarsik yapilarda bulunan gozlemler,
birbirlerine, tesadiifi yolla 6rneklenen gozlemlerden daha ¢ok benzer olma
egilimindedirler. ADM’de degiskenler birka¢ sekilde modellenebilir. Bu
calismada ADM’de degiskenlerin 3 farkli sekilde modellemesi
aciklanmustr.

1-ADM’de Kosulsuz Modelleme Ya Da Tesadiift Etkili ANOVA: ADM’'nin en
basiti, kestiricileri olmayan “kosulsuz modelleme” y&ntemidir.
Arastirmacilar, sonug degiskeninin kestirimiyle ilgilenir fakat 6grenci veya
siuf diizeyinde her hangi bir kestirici degisken modelde kullanilmaz. Bu
haliyle bu teknik, tek yonlii varyans analizi modeline estir. Bu model
genellikle, diizeylere ayrilmis sonug degiskeni degerlerinde varyansmn
boliintip boliinmedigini belirlemek igin ADM’de birinci adim olarak
kullanilir. Ornegin, bircok yerlesim yerinden smava katillan 6grencilerin
fen bilgisi test puanlar1 sonug degiskeni olarak tanimlandiginda ADM’de
en kiiciik diizey olan diizey 1(6grenci diizeyi) soyle tanimlanir:

Vi =Bo; +1;
Denklemdeki Y, j. okul bolgesindeki i6grencinin fen bilgisi test

bagarisidir. B j - J-okul bolgesi igin fen bilgisi test puanlarinin ortalamasi

ve Iy ortalamas: sifir, varyanst & 2 olan bir normal dagilama yaklasan

diizey 1 denkleminin hatas1 olarak diistiniiliir. 2. asama olan diizey 2 (okul
bolgesi modeli) denklemi,

B, i = Yoo T Upj olarak kurulur. Bu denklemde, B, j j- okul icin fen
bilgisi test puanlarinin ortalamasidir. Y, , ttim verilerdeki gozlemlere ait
fen bilgisi test puanlarimn genel ortalamasi ve Ug;, j.okul bolgesine ait

ortalamast sifir, varyansi 7y, olarak degisen tesadiifi etkidir. Diizey 1 ve 2

model denklemleri birlestirildiginde birlestirilmis modelde su sekilde
olusturulur:

Yii = Yoo TUg; t 1
Sonug degiskeni icin toplam varyans, Var(y;)=Var(U,; +1;) =7y, + o’
olarak tanimlanir. Denklemdeki o7 gruplar ici degiskenligi (6grenciler

arasindaki degiskenligi) ve T, gruplar arast degiskenligi (okul bolgeleri
arasindaki degiskenligi) temsil eder.
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2- Diizey 1 Denklemine Kestiriciler Ekleme: Tesadiifi Katsayili Regresyon Modeli

ADM’de bu model, regresyon tekniginin 6zel bir halini temsil eder.
Kosullu modelleme kosulsuz modellemenin aksine, ilgili kestiriciler
(6rnegin 6grencilerin cinsiyeti) diizey 1 denklemine eklenir. S6yle ki,

Diizey 1 denklemi: yij = Boj + Blj Xijl + rij

Yjj sonug degiskenidir (fen bilgisi test puanlari), B, j J- okul bolgesi igin
beklenen fen bigisi test puanlari, X is kestirici degisken (6grencilerin
cinsiyeti degiskeni), B, j cinsiyet degiskeni ile ilgili fen bilgisi test
puanlarinda beklenen degisim ve I hata terimi. ADM’de Diizey 2
denklemi, diizey 1 denkleminin parametreleri diizey 2 denkleminin sonug
degiskeni olarak ele alinir. Diizey 2 denklemi,

Boj = Yoo +Uo;

B1 i= Yio T U i olarak modellenir.

ADM’de diizey 2 denkleminde BO j ve Blj diizey 1 denkleminde
kestirilen kesim noktasi degerleri bir sonu¢ degiskeni olarak modellenir.

Yoo fen bilgisi test puanlarinin genel ortalamasi, Y, cinsiyetler arasindaki

ortalama regresyon egim degeri, Uy ; ve U, ; diizey 2 denkleminin tesadtifi

etkileri olarak modellenir. Bu modelde kestirici degisken diizey 1 modeline
eklenir fakat diizey 2 modeli icin herhangi bir kestirici degisken
eklenmemistir. Diizey-2 modeline de kestirici degisken eklendiginde
kurulan model, tesadiifi etkili regresyon modelinden bir anlamda
farklilasir.

3- Diizey 1 ve 2 Denklemine Kestiriciler Ekleme: Sabit ve Egim Parametrelerinin
Ciktr Oldugu Modeller: ADM’de 6grenci diizeyindeki modele (diizey 1
modeline), sonu¢ degiskenini etkiledigi diistiniilen kestirici degiskenler
eklenebildigi gibi ogrencilerin dahil oldugu gruplara iliskin kestirici
degiskenlerde eklenebilir. ADM’de olusturulan diizey 2 denklemindeki
kestiriciler alt gruplar arasindaki degiskenligi agiklamaya yardimci olur.
Diizey 1 denklemi, “tesadiifi katsayili regresyon modelinin diizey 1
denklemi” ile ayni olurken diizey 2 denklemi su sekildedir:

Boj = Yoo + YW +Uy;
By = Vio + YWy +Uy;
B, j ve B, j dtizey 1 denkleminden kestirilen kesim noktas: degerleridir.

Dikkat edilirse diizey 1 denkleminin kestirici degiskenleri, diizey 2
denkleminde sonug degiskeni olarak kullanilir.
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Boj j. okul bolgesinin kesim noktasi, Bl jJ- okuldaki cinsiyet degiskeni
icin beta katsayisi, Y, diizey 2 denklemindeki okul bolgeleri arasinda
degisen ortalama kesim noktasi, Y;, okul bolgeleri arasinda degisen
ortalama regresyon egim noktas;, Uy; ve U,;diizey 2 denkleminin

tesadiifi etkileridir. W1 j J- okul bolgesindeki diizey 2 denkleminin kestirici
degiskenin (6rnegin okul bolgelerinin gelir diizeyleri) gostergesidir.

Aragtirmamn Yontemi: Arastirma verileri 10727 6grencinden elde edilmistir.
Arastirmanin degiskenleri 6grencilerin OKS-2006 Fen bilgisi alt testine
vermis olduklar1 yamitlar, ©grencilerin cinsiyeti, ogrenim gordiikleri
okulun bulundugu yerlesim yeri ve bu yerlesim yerine ait kisi basimna
diisen gayri safi yurt ici hasila(YTL) dur.

Arastirmanmin Sonuglart ve Oneriler: Bu cahsmada ig ice gecmis veri
yapilarina uygulanan analiz yontemlerinden ADM ile OKS-2003 Fen
bilgisi testini cevaplayan oOgrencilerin fen bilgisi test basarilar1 analiz
edilmistir. ADM’ de kurulan tesadiifi etkili ANOVA modelinin bulgularina
gore farkli okul bolgelerinden sinava katilan 6grencilerin fen bilgisi test
puanlarinda anlamli bir fark bulunmustur. Bunun yani sira, test
puanlarindaki degiskenligin 0.996’smin 6grenciler icindeki degiskenlikten
kaynakladig gortilmiistiir. Bunun tizerine modele 6grenci 6zelliklerinden
cinsiyet degiskeni eklenmis ve fen bilgisi basaris1 tekrar incelenmistir.
ADM'de tesadiifi katsayili regresyon modeline gore 6grencilerin fen bilgisi
test puanlar1 tizerinde cinsiyetin etkisinin anlamli oldugu bulunmustur.
Ancak, ADM’de okul diizeyinde kurulan modele, okul bolgelerine iliskin
sosyo-ekonomik dtizey bilgisi eklenerek ogrencilerin fen bilgisi testi
basarilarindaki degisim tekrar incelenmistir. Fen bilgisi test puanlarinin
okulun bulundugu yerlesim yerinin sosyo-ekonomik durumundan
etkilendigi ve aym zamanda farkli okul bolgelerinden gelen 6grencilerin
cinsiyet degiskeninden fen bilgisi puanlarimn etkilendigi gortilmiistiir.
Ancak, 6grencilerin fen bilgisi test basarilarinin hem cinsiyetinden hem de
ogrenim gordiikleri okullarimin bulundugu yerlesim yerinin sosyo-
ekonomik durumundan etkilenmedigi, fen bilgisi puanlar1 tizerinde
dgrencilerin cinsiyetlerinin ve 6grenim gordiikleri okullarin bulundugu
yerlesim yerinin sosyo-ekomnomik durumun anlamli bir etkisinin
olmadig1 goriilmiistiir. Ogrenci basarisina iligkin incelemelerde, 6greniciye
ait degiskenler (akademik ge¢misi) ve Ogrencinin icinde bulundugu
cevreye ait degiskenler (6gretmenin tecriibesi, evde galisma siiresi, stniftaki
dgrenci sayisi, okulun biiytikliigi, okulun tiirii...v.b.) olmak tizere ¢oklu
diizeyde incelenmesi, geleneksel istatistiksel yontemlerin sonuglarina gore
arastirma sonuglarinin karsilastirmalarinin yapilmasi énerilmektedir.

Anahtar Sozciikler: Asamall dogrusal modelleme, cok diizeyli istatistikler,
fen bilgisi basarisi
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Abstract

Problem Statement: The trichotomous model has been applied widely in
academic and university settings but little is known about its utilization in
physical education settings; therefore, it seems reasonable to study the
efficacy of the trichotomous achievement goal model in elementary school
physical education settings.

Purpose of Study: The purpose of this study is to examine whether the
trichotomous achievement goal model utilized with high school and
university undergraduate students might also be applied to elementary
students in physical education settings.

Methods: Participants included 158 students (68 boys and 90 girls) in grades
3-6 enrolled in a rural school district located in south-central Texas.
Participants came from a public elementary school within the district. Their
ages ranged from 8-12 years. Students’ mastery, performance-approach,
and performance-avoidance goals were assessed using a 15-item
questionnaire. The factorial validity of the models and internal consistency
reliability were tested with confirmatory factor analysis and tests of
internal consistency. Data were analyzed by AMOS 5.0 and SPSS 11.5.

Findings and Results: After some modifications, the results indicated that all
indices (y%/df = 1.09, CFI = .99, NNFI = .98, and RMSEA = .02) represented
an excellent fit between the three-factor model and the data, with factor
loadings ranging from .40 to .84. Cronbach’s alphas for the three scales
were .74, .85, and .71, respectively, indicating acceptable internal
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consistency. Reliability and validity analyses confirmed the existence of the
three-factor achievement goal model in elementary school physical
education, which is consistent with findings reported in the academic and
university settings and other physical education settings. Results of this
study revealed that the trichotomous achievement goal model fit the data
well and demonstrated satisfactory psychometric properties.

Conclusions and Recommendations: Given that reliability and validity
analyses produced valid scores, the trichotomous achievement goal model
is applicable to elementary school physical education settings. Future
researchers, however, might examine and assess other forms of reliability
and validity in different educational settings and with students from more
diverse backgrounds.

Keywords: Achievement goals, confirmatory factor analysis, elementary
school, physical education

Achievement goals are defined as the purposes students perceive for engaging in
achievement-related behaviors, and the meanings they ascribe to those behaviors
(Ames, 1992; Dweck, 1986; Maehr, 1983; Nicholls, 1989). They are also defined as a
cognitive-dynamic focus of competence-relevant behavior (Elliot, 1997). Elliot and
McGregor (2001) claim that competence may be defined according to whether one
has acquired understanding or mastered a task (an absolute standard), improved
one’s performance or fully developed one’s knowledge or skills (an intrapersonal
standard), and performed better than others (a normative standard). In other words,
achievement goals are concerned with how individuals approach, experience, and
perform in achievement settings as well as with the reasons people want to achieve
what they achieve.

Over the past two decades, achievement goals and their cognitive, affective,
motivational, and behavioral correlates among students have been examined
extensively in a variety of achievement settings, including classrooms and physical
education classes (Ames, 1992; Anderman & Maehr, 1994; Eren, 2009; Kaplan &
Maehr, 1999; Solmon, 1996; Xiang & Lee, 2002). Achievement goal research in the
domain of sports and physical education has primarily focused on two major goals
(i.e., the dichotomous model): mastery and performance (Ames 1992; Ames &
Archers, 1987, 1988). These two goals have been alternatively labeled task orientation
and ego orientation (e.g., Maehr & Nicholls, 1980; Nicholls, 1989), learning goals and
performance goals (e.g., Dweck, 1986; Elliot & Dweck, 1988), and mastery goals and
ability goals (e.g., Ames, 1984; Butler, 1992).

Mastery goals focus on learning, improving, and mastering skills, whereas
performance goals concentrate on social comparison and the demonstration of
competence relative to others. In performance goals, ability is judged by doing better
than others or achieving success with little effort because success is based on social
comparison. Research focusing on these two types of goals reveals two things.
Mastery goals are associated with adaptive motivational patterns such as showing
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intrinsic interest in learning, displaying positive attitudes toward school, and
believing that success is caused by effort. Performance goals are associated with less
adaptive motivational patterns such as avoidance of challenging tasks and
attributing success to ability. For a more in-depth review, see Chen (2001).

Previous research has also indicated that the achievement goal model has been
adapted and used successfully for elementary physical education, yielding reliable
and valid data (Xiang & Lee, 1998; Xiang, Lee, & Solmon, 1997). For example, guided
by both achievement goal theory and expectancy value theory, Xiang and associates
examined the relationships among achievement goal orientations, expectancy beliefs,
task values, and elementary school children’s motivation in physical education as a
general subject area (Xiang McBride, & Guan, 2004) and in running as a specific
activity (Xiang McBride, & Bruene, 2004). These research results suggest that
achievement goal research might profitably be extended downward to at least age 9.

Recently, Elliot and his colleagues (Elliot, 1997; Elliot, 1999; Elliot & Church, 1997;
Elliot & Harackiewicz, 1996) have proposed a trichotomous, approach-avoidance
achievement goal model because a number of studies employing the dichotomous
model revealed some mixed findings regarding performance goals and student
motivational outcomes. Some researchers (e.g., Ames, 1992; Butler, 1992; Elliot &
Church, 1997; Elliot & Dweck, 1988) found that performance goals elicit negative or
maladaptive processes and outcomes, whereas other researchers (e.g., Elliot &
Harackiewicz, 1996) indicated that performance goals generate adaptive achievement
behavior (e.g., striving to do better than others). For example, Ames (1992) reported
that performance goals were related to maladaptive motivational patterns such as
low persistence in the face of difficulty and the use of less effective or superficial
learning strategies. However, Harackiewicz, Barron, Carter, Lehto, and Elliot (1997)
found that performance goals were positively associated with academic performance
among college students. Given that performance goals are not able to fully account
for the mixed pattern of results from these studies, further differentiation among
performance goals may be essential (Guan, McBride, & Xiang, 2007).

Elliot and his colleagues (e.g., Elliot, 1999; Elliot & Church, 1997; Elliot &
Harackiewicz, 1996) developed a three-factor model that includes the approach and
avoidance motivation theory mentioned earlier. In their trichotomous model, the
construct of mastery goals remains the same as in the dichotomous model. The
construct of performance goals, however, is divided into approach and avoidance
goals. Performance-approach goals are defined as focusing on the attainment of
favorable judgments of competence, while performance-avoidance goals focus on
avoiding unfavorable judgments of competence (Church, Elliot, & Gable, 2001). The
approach-avoidance distinction is a critical element to understanding the
relationship between achievement goals and related cognitive, affective, and
behavioral responses. Harackiewicz, Barron, Pintrich, Elliot, and Thrash (2002)
stated, “At a logical level, this distinction is a key premise of the multiple goal
perspective, and accepting this distinction implies the need to revise goal theory to
include both types of performance goals” (p.639). Because of the division of the
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performance goal construct, the trichotomous model is assumed to clarify the role
performance goals play in student motivational patterns.

Within the trichotomous model, Elliot and Church (1997) developed an 18-item
questionnaire to assess mastery goals (e.g., “I want to learn as much as possible from
my university classes”), performance-approach goals (e.g., “It is important for me to
do better than other students in my university classes”), and performance-avoidance
goals (e.g., “I wish my university classes were not graded”). The questionnaire uses a
7-point Likert scale ranging from 1 (not at all true of me) to 7 (very true of me). The
results from a principle components factor analysis indicated that three separate goal
orientations were distinguishable in an academic setting. Elliot and Church (1997)
also reported that reliability coefficients (Cronbach’s alphas) for the mastery,
performance-approach, and performance-avoidance subscales were .89, .91, and .77,
respectively. Later, Elliot (1999) revised the 18-item questionnaire by replacing a
performance-avoidance goal item (“I wish my university classes were not graded”)
with a new item (“My goal for this class is to avoid performing poorly.”) When
compared to the initial questionnaire, the revised questionnaire demonstrated
greater face value and more satisfactory psychometrics of the measures. Analysis of
test validity and internal consistency provides strong support for this modified
trichotomous model.

To date, the three-factor trichotomous achievement goal model has been widely
used in the academic domain. Research based on participants from the United States
(e.g., Elliot, 1999; Elliot & Church, 1997; Midgley et al., 1998), England (Smith, Duda,
Allen, & Hall, 2002), Israel (Levy, Kaplan, & Patrick, 2004), and Turkey (Agbuga &
Xiang, 2008; Akin & Cetin, 2007; Eren, 2009) all support the three-factor model in
academic and university settings. However, there is limited research in the domain of
sport and physical education, mostly done with French students (Cury, 2000; Cury,
Da Fonseca, Rufo, Peres, & Sarrazin, 2003; Cury, Elliot, Sarrazin, Da Fonseca, & Rufo,
2002). Cury (1999), for example, developed an approach and avoidance achievement
goal instrument adapted from Eliot (1997) and Elliot and Church (1997). The
instrument consists of 15 questionnaire items with responses on a 5-point Likert scale
ranging from 1 (Don’t agree at all) to 5 (Completely agree); it has been reported as
valid and reliable in sport and physical education settings. Recently, Guan et al.
(2007) adapted achievement goal instruments from Elliot (1997), Elliot and Church
(1997), and Elliot and McGregor (2001) to examine whether the trichotomous and 2*2
achievement goal models were appropriate in high school physical education
settings. Their results showed that the trichotomous achievement goal model
provided a poor fit to the data (CFI = .84, GFI = .82, NNFI = .81, and RMSEA = .09),
although Cronbach's alpha coefficients indicated acceptable reliability.

None of these studies explore the efficacy of the trichotomous achievement goal
model in elementary school physical education settings. It seems reasonable to do so.
This study, therefore, was designed to study whether the trichotomous achievement
goal model utilized with high school and university undergraduate students might
also be applied to elementary school students in physical education settings.
Particularly, the factorial validity and internal consistency reliability of the Elliot
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(1999) three-factor of achievement goals were tested to determine if this model is a
good fit to a sample of students in elementary physical education classes.

Method
Participants

Participants included 158 students (68 boys and 90 girls) in grades 3-6 enrolled in
a rural school district located in south-central Texas. Participants came from a public
elementary school within the district. Ages ranged from 8-12 years. Racial and ethnic
distribution for participants consisted of 76.6% African-American, 17.1% Hispanic-
American, 5.1% Caucasian, and 1.3% not reported. The student population of the
school district consisted of children from families of lower to middle socio-economic
status. Approximately 90% of the students in the school were eligible for free or
reduced lunch. Participation in the study was voluntary and permission from the
institution, parents, and children was obtained.

Instrumentation

Students completed 15 items adapted from Elliot and Church (1997). These items
were prefaced with the heading, “In my physical education classes...” They reflected
three achievement goals: mastery, performance-approach, and performance-
avoidance. Students rated each item on a 5-point Likert scale ranging from 1 (Not at
all true) through 5 (Very true). Examples of the five items assessing mastery goals
are, “I try to learn as much as possible,” and “I learn something that is fun to do.”
Examples of the five items assessing performance-approach goals are, “I can do
better than my friends,” and “Others cannot do as well as me.” The five items
assessing performance-avoidance goals included, “I do not look like that I cannot do
activities,” and “Other children do not think that I am bad in activities.”

Several steps were taken to preserve the validity and reliability of these measures
with elementary school children. First, a panel of three professional pedagogues in
an American university evaluated all questionnaire items to make sure that
elementary children understand the items. Pedagogues found no inconsistencies.
Second, students were all pilot-tested for reading level and response scale prior to
data collection with a sample of 50 nonparticipating students from grades in their
physical education classes. Students raised no questions while completing the
questionnaires. Third, a confirmatory factor analysis (CFA) was conducted on items
measuring students’ achievement goals to test for the three distinct types of
achievement goals (mastery, performance-approach, and performance-avoidance)
proposed by the trichotomous model.

Procedures

After obtaining institutional and school district approval and informed consent
from the participants, all data were collected during the spring semester of 2006. The
questionnaire was administered by the researcher to students during regularly
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scheduled physical education classes. Each item was read aloud to the students. They
were encouraged to answer as truthfully as they could and to ask questions if they
had difficulty understanding instructions or items in the questionnaire. They were
also informed that their teachers would not have access to their responses. To ensure
the independence of their responses, the researcher had students spread out so that
they could not see one another’s responses. The questionnaire took approximately 30
minutes to administer.

Data Analysis

Using Analysis of Moment Structures (AMOS) Version 5.0 (AMOS 5.0; Arbuckle,
2003), confirmatory factor analysis (CFA) was conducted on items measuring
achievement goals to examine factorial validity. CFA is a statistical technique used to
verify the factor structure of a set of observed variables. CFA allows the researcher to
test the hypothesis that a relationship between observed variables and their
underlying latent constructs exists. When using CFA, the chi-square statistics assess
the absolute fit of the model, but it is sensitive to sample size. As a result, a variety of
fit indexes is suggested to evaluate the fit of the specified model(s) (Joreskog &
Sorbom, 1993). They include comparative fit index (CFI), Bentler and Bonnett’s non-
normed fit index (NNFI), root mean square error of approximation (RMSEA), and
ratio of chi-square to degrees of freedom. CFI and NNFI exceeding .90 are generally
considered to indicate a good fit; scores exceeding .95 are considered to indicate an
excellent fit (Hatcher, 1994; Hu & Bentler, 1995). Additionally, a RMSEA of less than
.10 is considered indicative of an adequate fit; less than .05 is considered to an
excellent fit (Browne & Gudeck, 1993). Finally, the chi-square to degrees of freedom
ratio should be less than 3.0 for an adequate fit (Mclver & Carmines, 1981).

Cronbach’s alpha coefficients were calculated to examine internal consistency of
test scores for each of the three achievement goal subscales. Many statisticians (e.g.,
Cronbach, 1951; DeVellis, 1991; Kline, 1998; Nunnally & Bernstein, 1994) agree that
internal consistency reliability is acceptable if a Cronbach alpha value is greater than
.70. This guideline for the acceptable alpha value is employed in this study.

Results

The results of descriptive statistics are presented in Table 1. The mean scores of
the mastery, performance-approach and performance-avoidance goals were all above
the midpoint (i.e., 3) of the scales, suggesting that students in this study endorsed all
three achievement goals.
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Table 1
Descriptive Data for Achievement Goals
M SD Range
Achievement Goals
1. Mastery Goals 4.20 .78 1.00-5.00
2. Performance-Approach 3.05 1.15 1.00-5.00
3. Performance-Avoidance 3.40 .97 1.00-5.00

A confirmatory factor analysis (CFA) was conducted to test for the three distinct
types of achievement goals (mastery, performance-approach, and performance-
avoidance) proposed by the trichotomous model. The results indicated that all
indices (y%/df = 1.57, CFI = .92, NNFI = .90, and RMSEA = .06) represented an
acceptable fit between the three-factor model and the data (see Table 2). However, for
the fit to be excellent, the RMSEA should be less than .05 and CFI and NNFI should
be higher than .95. To improve the model fit, two steps were taken. First, an
examination of the factor loadings revealed that the item, “I do not look like that I
cannot do activities,” loaded weakly on the performance-avoidance goal with a
factor loading of .36. Factor loadings, however, should be equal or larger than .40
(Clark & Watson, 1995). Therefore, this item was removed.

Second, modification indices were examined. The examination of modification
indices provides a guide for path additions to the model (Kline, 1998). If a
modification index between two items is high in relation to other modification
indices, then the addition of a path will improve the overall fit of the model. Based
on the modification indices provided by AMOS, a path of covariance was added
between error terms for the items, “Others cannot do as well as me” and “I am the
only one who can do the play or activity.” Both items measure the performance-
approach goal and are characterized by social comparison. Another path of
covariance was added between error terms for the items, “I try to learn as much as
possible” and “I learn something that is fun to do.” The two items reflect an
emphasis on learning, which is the essence of the mastery goal. After these
modifications, the final model revealed an excellent fit (y2/df = 1.09, CFI = .99, NNFI =
98, and RMSEA = .02) with factor loadings ranging from .40 to .84 (see Table 2).
Scales of mastery, performance-approach, and performance-avoidance goals were
then constructed by averaging the items on the scales. Cronbach’s alphas for the
three scales were .74, .85, and .71, respectively, indicating acceptable internal
consistency.
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Table 2
Fit Indices of the Trichotomous Achievement Goal Model (N = 158)

Trichotomous Model

Indexes Initial CFA Final Revised CFA
x2/df 1.57 1.09
CFI 92 .99
NNFI .90 .98
RMSEA .06 .02

Conclusions and Recommendations

In this study, the trichotomous achievement goal model was tested to determine
whether the model might represent a good fit to elementary school physical
education settings. Cronbach alpha coefficients and confirmatory factor analysis
were used to assess internal consistency reliability and factorial validity of the scores
produced by the three-factor achievement goal model.

Although the trichotomous achievement goal model has been widely used in
academic contexts (Akin & Cetin, 2007; Elliot, 1999; Elliot & Church, 1997; Eren, 2009;
Midgley et al., 1998; Smith, Duda, Allen, & Hall, 2002; Levy, Kaplan, & Patrick, 2004)
and all research supports the three-factor model in academic and university settings,
there are only a few studies in the sport and physical education setting. Cury (1999),
for example, provided evidence for the validity and reliability of the scores from the
instrument in sport and PE settings using French high school students (Cury 1999;
Cury, 2000; Cury et al., 2003; Cury et al., 2002).

Results of this study revealed that the trichotomous achievement goal model fit
the data well and demonstrated satisfactory psychometric properties. Remembering
that factor loadings should be equal or larger than .40 (Clark & Watson, 1995;
Raubenheimer, 2004), results of the current study indicated that all factor loadings
(ranging from .40 to .84) were acceptable.

Cronbach’s alpha coefficients were used to examine the internal consistency of
test scores produced by the achievement goal model. The results showed that the
internal consistency was acceptable, with alpha coefficients of .74, .85, and .71 for the
mastery, performance-approach, and performance-avoidance goals, respectively.
Many statisticians (e.g., Cronbach, 1951; DeVellis, 1991; Kline, 1998; Nunnally &
Bernstein, 1994) conclude that the internal consistency is acceptable if a Cronbach
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alpha value is greater than .70. Cronbach’s alpha coefficients for the three
achievement goals exceeded the minimum recommended value of .70, which
indicates that the scores produced by the trichotomous achievement goal model had
acceptable internal consistency in this population of elementary school students.
Furthermore, all the fit indexes (y 2 /df, CFI, NNFI, and RMSEA) in the model, after
some modifications, were in the excellent range, suggesting that the trichotomous
achievement goal model produced valid scores.

Consistent with the findings reported in academic and university settings (Elliot,
1999; Elliot & Church, 1997; Midgley et al., 1998) and physical education settings
(Cury, 2000; Cury et al., 2003; Cury et al., 2002), reliability and validity analyses
confirmed the existence of the three-factor achievement goal model in elementary
school physical education. Results of this study revealed that the trichotomous
achievement goal model fit the data well and demonstrated satisfactory
psychometric properties. Given that reliability and validity analyses produced valid
scores, the trichotomous achievement goal model is applicable to elementary school
physical education settings. Future researchers, therefore, should integrate the
distinction between approach and avoidance into an achievement goal framework
when evaluating elementary students’ achievement goal orientations in physical
education settings.

The validation of the trichotomous achievement goal model makes an important
contribution to physical education research because it offers a theoretically sound
and methodologically valid and reliable test for assessing student achievement goals
in elementary school physical education settings. Previous achievement goal research
has mostly focused solely on academics. This study supports the appropriateness of
using the instrument in elementary school physical education settings.

Opverall, the reliability and validity of the scores produced by the trichotomous
model were satisfactory with this sample of elementary school students in the
context of physical education settings. Future researchers, however, might examine
and assess other forms of reliability and validity in different educational settings and
with students from more diverse backgrounds.
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Uclii Bagar1 Hedefleri Modelinin ilkogretim Beden Egitimi
Derslerindeki Gegerlilik ve Giivenirliligi

(Ozet)

Problem Durumu: Basar1 hedefleri, 6grencilerin basari ile ilgili davranislar:
nasil gordiiklerini ve bu davranislarin  anlammin ne oldugunun
aciklanmasi seklinde tanimlanabilir. Basar1 hedefleri teorisi (Achievement
Goal Theory), dgrencilerin basarisii degerlendirmek igin onun temel
basar1 hedeflerinin belirlenmesinin énemini vurgular. Diger bir deyisle, bu
teori kisilerin basart durumlarina nasil yaklastiklarini, deneyimlerini ve
performanslarim tespit ettigi gibi ayn1 zamanda bu kisilerin neden basarili
olmak istediklerinin sebeplerini arar. Gegmis 20 yilda, ozellikle okul
ortamlarinda dgrencilerin basari hedefleri ve bu hedeflerin motivasyonel
davraruslar1 arasindaki iligkileri oldukca genis incelenmistir. Bu
arastirmalar 6zellikle iki temel hedef tizerinde odaklanmustir (ikili basar:
modeli): Gorev yonelimli hedefler ve performans yonelimli hedefler. Gorev
yonelimli hedefler 6grenme, ilerleme ve becerilerde uzmanlagsma tizerinde
odaklanirken, performans yonelimli hedefler daha ¢ok sosyal karsilastirma
ve bagkalarina karsi yeterliligin gosterilmesi tizerinde odaklanmustir.
Yapilan arastirmalar gorev yonelimli hedeflerin derse olan ilgi, dersi
ogrenme ve okula karsi olumlu duygular besleme ile ilgili oldugunu,
performans yonelimli hedeflerin ise daha ¢ok basarinin yetenege dayali
oldugu ve ok calismadan basar1 elde etme amaciyla iliskisini tespit
etmistir. Halbuki, yapilan arastirmalar bu ikili bagsar1 modelinin
ogrencilerin basarilarini ve buna bagh davranislarinin yeterli olmadigimni
gostermistir. Bunun {izerine, tclii basar1 hedef modeli bilim adamlar1
tarafindan ortaya atilmustir. Bu model icinde var olan gorev yaklasimh
hedefler ikili basar1 modelinde oldugu gibi aym1 kalirken, performans
yonelimli hedefler iki kisma ayrilmistir: (a) Performans yaklasimli hedefler
ve (b) performans uzaklasimli hedefler. Performans yaklasimli hedeflere
sahip olan ogrenciler diger ogrencilerden daha basarili olma istekleri
tizerinde dururken, performans uzaklasimli hedeflere sahip olan dgrenciler
ise yetersizlik hissi karsisinda kaginmaya odaklanmistir. Bu yaklasimli-
uzaklasimli ayrim, o6grencilerin basar1 hedefleri ile onlarmn bilissel,
motivasyonel ve davranissal yanutlar1 arasindaki iliskileri de daha detayl
ve daha dogru anlamak icin son derece 6énemlidir. Bu bilindigi i¢in son on
yilda ticlii basar1 modeli tizerinde bir¢ok arastirma yapilmis ve yapilmaya
devam etmektedir. Ancak bu arastirmalarin ¢ogu tiniversite 6grencileri ve
teorik dersler tizerinde yogunlasmistir. Bu yiizden bu modelin beden
egitimi ve spor derslerinde kullanimi hakkinda daha ¢ok bilgiye ihtiyag
vardir. Sonugta, ilkogretim beden egitimi derslerini kullanarak ticlii basar1
hedefi modelinin gegerliligini ve giivenirliligi tizerinde yapilacak bu
aragtirma bir ilk olacaktir.



30 |

Biilent Agbuga

Calismamn Amaci: Bu calismanin amaci, lise ve iiniversite diizeylerinde
kullanilan tiglii basar1 hedefi modelinin gegerlilik ve giivenirliligini tespit
ederek ilkdgretim seviyesinde de kullamiip kullanilamayacagini
incelemektir.

Yontem: Bu calismaya katilanlar, giiney-merkez Teksas, ABD’de yasayan
bir ilkogretim okulunun 3., 4., 5., ve 6. siniflarda okuyan 158 (68 erkek ve
90 kiz) 6grencidir. Ogrencilerin yaglar: 8 ve 12 arasinda degismektedir.
Ogrencilerin gorev, performans yaklasimli ve performans uzaklagimli
hedefleri ticlii basar1 hedef modeli anketi ile degerlendirilmistir. Enstitii ve
okul onay1 alindiktan sonra biitiin katilimcilardan ve ailelerinden izin
belgesi alinmustir. Biitiin veriler bahar 2006 egitim-6gretim yilinda elde
edilmistir. Uclii basar1 hedef modelinin faktoryel gecerliligi (factorial
validity), i¢ tutarlilik guivenirliligi (internal consistency reliability),
dogrulayic1 faktoér analizi (confirmatory factor analyses) ve ictutarlilik
deger testleri ile yapilmustir. Faktor analizi genellikle psikolojik dl¢me araci
gelistirmek veya olgme aracinin temel aldig1 var sayilan yapiyi test etmek
amaciyla kullanilan bir analiz tiirtidiir. Veriler AMOS 5.0 ve SPSS 11.5
istatik programlar1 kullanilarak analiz edilmistir.

Dogrulayic: faktor analizini kullanirken yapilan ki-kare istatistigi modelin
kesin uyumunu degerlendirir. Ancak bu analiz katilimc1 sayisina karsi
hassastir. Bu nedenle diger uyum indeksleri ele alinir. Bunlardan biri
Bentler'in karsilastirmali uyum indeksi (the Bentler's comparative index)
olarak da bilinen karsilastirmali uyum indeksi (comparative fit index- CFI),
0.00 ile 1.00 arasinda degisen degerler almaktadir. .90 ve {tizeri degerler
modeli kabul edebilecegimiz degerlerdir. indeksin .90 ve tizerinde gikmast
veri grubundaki %90 oramindaki kovaryans, onerilen model ile
agiklanabilecegini ifade eder. Diger bir uyum indeksi de normlanmamis
uyum indeksi, (Non-normed fit index-NNFI). NNFI'da CFI'da oldugu gibi
0.00 ile 1.00 arasinda degisen degerler almaktadir. .90 ve tizeri degerler
modeli kabul edebilecegimiz degerlerdir. Bir diger uyum indeksi de
yaklastirmanin ortalama karekok degeridir (Root mean square of
approximation-RMSEA). RMSE’in .05 ve daha diisiik degerler almasi iyi
uyumun gostergesidir.

Bulgular: Bu calismanin sonunda biittin istatiksel degerlerin (x2/df = 1.09,
CFI = .99, NNFI = .98, and RMSEA = .02) uglii basar1 hedefi modelinin veri
ile uyumlu oldugu tespit edilmistir. Ug basar1 hedefinin (gorev yonelimli,
performans yaklasimli ve performans uzaklasimli) Cronbach alfa degerleri
.74, .85 ve .71’dir. Bu istatististiki sonuclar, daha 6nce tiniversite ve teorik
derslerde yapilan arastirmalar ile paralellik gostermekte olup, ilkogretim
beden egitimi ve spor derslerinde de tigli basar1 hedef modelinin
gecerliligini ve glivenirliligini onaylamistir. Kisaca, bu ¢calismanin sonuglar:
t¢lit basart1 modelinin alinan veri ile uyumlu oldugunu ve olumlu
psikometrik 6zellikler gostermistir.

Sonug ve Oneriler: Bu galisma {iglii basar1 hedef modelinin gegerliligini ve
guvenirliligini tespit etmis ve bu modelin ilkogretim seviyesinde
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uygulanabilirligini kamitlamistir. Bu sonuglar daha tist siniflar kullanilarak
ve beden egitimi ve spor alan1 disinda yapilan arastirmalar ile paralellik
gostermektedir. Halbuki gelecekte yapilmasi diistiniilen arastirmalar gerek
farkli sosyo-ekonomik seviyeden gerekse farkli kiiltiirel yapidan gelen
ogrencileri kullanarak {iclii basar1 hedef modelinin gegerlilik ve
guvenirliligini tekrar tespit edebilirler. Ayrica farkli egitim kurumlarinin
(6zel ya da devlet okullar1 gibi) kullanilmasi da ticlii basar1 hedef
modelinin gegerlilik ve giivenirlilik seviyesini arttirabilecektir. Yapilan bu
calismada Ogrencilerin cinsiyet ayrimma bakilmadi. Biliyoruz ki kiz ve
erkek Ogrencilerin basar1 motivasyonlar1 ve/veya basariy1 algilayislar
farkli olabilir. Bu farkliik egitim kurumlarinda ogretmenlerin ders
planlarinda gerekli diizenleme yapmalarina neden olabilir. Bu yiizden
gelecekte yapilacak arastirmalar, kiz ve erkek o6grencilerin motivasyon
farkliliklarini inceleyebilir.

Anahtar Sozciikler: Basar1 hedefleri, dogrulayic: faktér analizi, ilkogretim
okulu, beden egitimi,



|@ Eurasian Journal of Educational Research, Issue 37, Fall 2009, 32-52

Accelerated Learning in Classroom and Computer
Environments

Cenk Akbiyik”

Nurettin Simsek™

Suggested Citation:

Akbiyik, C. & Simsek, N. (2009). Accelerated learning in classroom and
computer environments. Egitim Arastirmalari-Eurasian  Journal of
Educational Research, 37, 32-52.

Abstract

Problem Statement: Emotions have effects on learning. Learning becomes
more effective in emotionally non-threatening environments. The power of
emotions should be taken into account when designing, developing, and
implementing learning environments.

Emotions have a key role in accelerated learning; an instructional model
which emphasizes learning will enhance knowledge without anxiety,
stress, and prejudices. Accelerated learning claims that learning occurs
both at conscious and subconscious planes and that working principles of
the human brain should also be considered during instruction.

Purpose of the Study: The basic aim of the study is to compare the effects of
accelerated learning in a classroom environment with the effects of
accelerated learning in a computer environment, and also with effects of
expository teaching.

Methods: The research is an experimental study. It was carried out using a
science and technology lesson. The research was conducted with 73
students studying in the 5th grade in a primary school in Ankara. Three
groups were randomly assigned a learning environment. The first group
learned with accelerated learning in a classroom environment. The second
group learned with accelerated learning in a computer environment.
Finally, the third group learned through expository teaching. Throughout
the research, data regarding the students’ achievement was collected.
Student and teacher opinions were also collected. Data was analyzed using
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percentages, t test for paired samples, ANOVA and ANCOVA tests. All
hypotheses were tested at a .05 significance level.

Finding and Results: The findings of the study showed that both accelerated
learning environments had a more positive impact on student achievement
than did expository teaching. However, accelerated learning in a classroom
environment and accelerated learning in a computer environment were
equal in effecting student achievement. Student and teacher opinions
indicated students preferred accelerated learning.

Conclusions and Recommendations: According to the results, accelerated
learning should be considered for an instructional model in science
education. Accelerated learning principles could be employed in
educational software design to increase the retention of knowledge and
student motivation.

Keywords: Accelerated learning, Lozanov model, computer aided
instruction, learning environment, instructional technology, educational
software

It is well known that emotions have effects on learning (Bruton, 2003). Learning is
associated not only with our cognitive abilities, but also with our emotions,
expectations, prejudices, self efficacy, and our social needs. Emotions serve as a
powerful vehicle for enhancing or inhibiting learning (Greenleaf, 2003). They may
initiate, terminate, or disrupt information processing or they may organize recall.
(Pekrun, Goetz and Titz, 2002). Emotions also have an effect on learning and
achievement and are mediated by attention, self-regulation, and motivation;
emotions direct a person toward or away from learning matters with in a learning
situation (Ellis and Ashbrook, 1988). Studies indicate that the human brain responds
more quickly to stimuli that it finds to be meaningful. Also, the human brain tends to
better recall emotionally-loaded stimuli. Meaningful knowledge is associated with
existing knowledge better and makes learning more effective. Emotions have
important roles in deciding what is meaningful and what is not (Bruton, 2003).

Positive emotions are usually considered as “pleasant” states of emotions and are
distinguished from negative emotions regarded as “unpleasant” states of emotions
(Gadanho and Hallam, 2001). Positive emotions facilitate self-regulated learning
(Boekaerts, Pintrich, and Zeidner, 2000) and have a great impact on learning,
curiosity, and creative thought (Norman, 2004). Learning becomes more effective in
emotionally non-threatening learning environments when individuals feel secure
(Bruton, 2003). Therefore, the power of emotions should be taken into account when
designing, developing, and implementing learning environments. At this point,
accelerated learning becomes an eye catching model.

Accelerated learning in an instructional model. It emphasizes that learning
enhances when anxiety, stress and prejudices are not present. Accelerated learning
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claims that learning occurs both at conscious and subconscious planes and also that
the working principles of the human brain should be considered during instruction.
Accelerated learning was formulated in late 1960s by Georgi Lozanov, a Bulgarian
psychiatrist (Clark, 2001). Emotions have a key role in accelerated learning (LeHecka,
2002).

The basic principles of accelerated learning are: suggestion, desuggestion,
authority, infantilization, double planeness, intonation, rhythm, and concert pseudo-
passivity (Lozanov, 1978).

Suggestions are messages that come from the environment and from the
individual’s self. These messages could be addressing the conscious or subconscious
planes. Lozanov referred to these messages as suggestions. He claims that the
reserved capacities of individuals could be released by suggestion. Lozanov gives
seven sources of suggestion. These are: verbal messages of teacher, nonverbal
messages of teacher, classroom decoration, lesson materials, learning activities, peer
messages, and self messages.

Desuggestion is also a kind of suggestion. Because they are barriers to learning,
negative feelings and negative thoughts about learning should be eliminated. This is
desuggestion. Barriers to learning could be rational, emotional, and ethical. Real
learning capacity can be revealed by using suggestion and desuggestion together.

Authority is the reputation and respectfulness of the suggestion’s source.
Students tend to accept suggestions coming from an authority. They also tend to
recall knowledge better when coming from a respected source (Akturk, 1998). Hence,
teachers using accelerated learning should have a respected authority over the
students.

Infantilization is a child-like but not a childish state. It is the role of a child in a
child-mother relationship. This principle aims to employ the natural skills of
children, such as curiosity and ability for memorizing, in learning environments.
Infantilization is strongly tied with authority. In other words, the degree of
infantilization is determined by the degree of authority (Clark, 2001).

Double planeness concerns the messages that come from the environment that
the individual is not conscious about (Bass, 1985; LeHecka, 2002). These subliminal
messages have a great impact on human learning. Accelerated learning has a strong
emphasis on positive learning environments. Therefore, classroom design, teacher
characteristics, and the arrangement of learning activities are believed to affect
learning both consciously and unconsciously (Clark, 2001).

Intonation is the usage of the human voice in an appropriate manner. As stated
earlier, suggestions can be verbal or non verbal, such as body language. Intonation
should be considered while using verbal suggestions. An alternate meaning to what
is being said could be expressed by intonation. Intonation has a strong influence on
learning and on suggestion at the emotional and subliminal planes.

Rhythm is reading text in harmony with music (Bass, 1985). Rhythm can be
maintained by putting pauses between words, or by slowing down the reading. By
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using rhythm, text read can be saved from boredom and emotional flavor can be
added to the reading experience (Clark, 2001).

Concert pseudo-passivity is a state at which students are relaxed and open to
suggestion. In practice, the concert is a part of a lesson where slow music
accompanies the lesson (Clark, 2001). Accelerated learning sates that students can
give all their energy to learning and focus more in a relaxed state where there are no
prejudices and no stress. In other words, the absence of stress and negative thoughts
make people more open to suggestion (Bass, 1985; Clark, 2001). In order to maintain
a relaxed state, classical and baroque music should accompany lessons. Generally,
the concert session is divided into two parts as active and passive concerts. In the
active state, the lesson is read with intonation and with classical music in the
background. During the passive state the same text is read once more, but this time
with baroque music in the background (Akturk, 1998; LeHecka, 2002).

In practice, accelerated learning lessons generally have 3 phases. These are the
pre-session phase, session phase, and post-session phases. During the pre-session
phase, explanations (if necessary) and a review of previous lessons take place. The
session phase starts with relaxation. Relaxation could be maintained by physical
exercises, by fantasy trips, or just by listening to slow paced music. After relaxation,
students enter a relaxed awareness state where they feel peaceful, but they are not
allowed to fall asleep. Verbal suggestions could take place both at the pre-session
and session phases. The session phase also contains active and passive concerts
where new information is provided. New information should be provided with
music in the background. The teacher reads the material in accordance with the
music. Generally, classical era pieces are preferred for active and baroque era pieces
are preferred for passive concert states. During the active concert state students may
follow the text. However, on the contrary, students just listen to the text, with the
music in the background, during the passive concert state. They are expected to
absorb information unconsciously. Finally the post-session phase contains
elaborative activities such as playing, singing, and drills are examples of such
activities.

Literature contains a vast number of non-scientific studies on accelerated
learning. Generally these studies are built upon personal experiences and speculative
claims. Most of these studies claim that accelerated learning has positive effects on
student performance, motivation, participation, and retention of knowledge. On the
other hand, it is observed that related scientific studies have weaknesses in
documentation and methodology. Even Lozanov did not document his own studies
properly.

Dipomo and Job (1991) investigated scientific studies about accelerated learning
and determined that these studies were generally poorly documented. They had
methodological weaknesses and their results did not support speculative claims such
as 1000% increase in student performance.

Another eye catching point about literature on accelerated learning is that most of
the studies are only on concert pseudo-passivity, one of the principles of accelerated
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learning. However, as Lozanov (1978b) states, a successful accelerated learning
application should apply all accelerated learning principles. Accelerated learning has
a great potential to offer different instructional opportunities. This model should be
studied with the guidance of contemporary knowledge and technology.

On the other side, nowadays, the use of ICT in education is becoming more and
more obligatory due to the increasing volume of information, the increasing
emphasis on individual differences, and the increasing number of students (Alkan,
1984). Today, the main discussion is on how to use ICT effectively in education. But
unfortunately, many decades after the introduction of ICT into classrooms, there are
still unanswered questions about the impact of technology in the long and short term
on students’ learning, and how it has affected simple and complex learning tasks
(Cox and Marshall, 2007). Many years after the introduction of ICT into educational
systems still we cannot state about integration. Bax (2002) prefers the term
“normalization” to define the integration goal. The term normalization is relevant to
any kind of technological innovation and refers to the stage when the technology
becomes invisible, embedded in everyday practice, and hence “normalized”.
Normalization will occur when ICT becomes more humanistic and overcomes
technological limitations related to hardware and software. In fact, current ICT have
strict limitations in terms of interactivity and emotionality. As Prensky (2001) states,
the present generation of students want active participation and want to be able to
emotionality manipulate presented objects; they expect a degree of emotionality and
interactivity, these limitations may be barriers to ICT integration.

At this point, the implementation of accelerated learning in a computer
based/assisted learning environment is an unexamined topic. The accelerated
learning model may help educational technologists and educators in developing an
emotionally sound computer based/assisted learning environment. Although
academic studies involving accelerated learning have been conducted, the model has
not been experienced in an incomputer based or assisted learning environments. In
other words, it is not clear how accelerated learning in computer environment will
function.

Purpose of the Study

The basic aim of this research is to determine the effects of different accelerated
learning environments, classroom and computer, on student achievement. Because
expository teaching has been one of the most frequently used methods in the Turkish
education system, it was also included in this study. In order to reach these aims, the
following questions were addressed:

1. Are there significant differences between pretests and posttests of:
a. An expository teaching group?
b. accelerated learning in classroom environment group?
c. accelerated learning in computer environment group?
2. Are there significant differences between the academic achievements of three
groups?
3. What are the students’ opinions about accelerated learning?
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4. What are the teachers’ opinions about accelerated learning?

Method

This research is an experimental study. The independent variable of the study is a
teaching method which has three categories: expository teaching, accelerated
learning in a classroom environment, and accelerated learning in a computer
environment. The dependent variable of the study is academic achievement.
Academic achievement has two categories that are pretest and posttest.

Participants

The study was carried out with 73 fifth-grade students in a primary school
located in the Kurtulus district of Elmadag/Ankara/Turkey. All students’ parents
were of the average socio-economical level. Each of the three groups were assigned
randomly to expository teaching, accelerated learning in a classroom environment,
and accelerated learning in a computer environment. The groups were identical in
terms of student number, socio-economical level, and gender distribution.

Materials

No special materials were developed for the expository teaching group, the
course book was followed. However, special materials were developed for the
accelerated learning groups keeping in mind the principles of accelerated learning
(suggestion, desuggestion authority, infantilization double planeness, intonation,
rhythm, and concert pseudo-passivity).

All materials and measurement tools were prepared in parallel with the
objectives of the science and technology lesson curriculum (Earth, Sun, and Moon
unit) which was prepared by the Turkish Ministry of Education. The objectives of the
unit were generally in the knowledge and comprehension categories according to the
Blooms Taxonomy. The unit had no objectives involving critical thinking, creative
thinking, or problem solving skills. Because accelerated learning has a strong
emphasis on memory and retention of knowledge, this unit was especially selected
for this experimental study.

The steps of material design were as follows:
o A literature review was carried out.

e Short stories and texts were written for indirect suggestion. A primary school
teacher reviewed and corrected the stories.

e Eligible musical pieces were chosen.

o Texts were written for relaxation and direct suggestion. A primary school teacher
reviewed and corrected the texts.
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o The content of the course was prepared after reviewing the course book and lesson
objectives from the curriculum. A primary school teacher reviewed and corrected
the content.

o Activities were prepared for the post session phase. A primary school teacher
reviewed and corrected the activities.

e Three educational songs were written by a music teacher and a primary school
teacher.

e Video based software for the computer environment was designed. All texts were
reviewed and read in front of a camera. The accelerated learning teacher who was
going to teach in the classroom environment took the role of filming. After
correcting and editing videos, educational software was developed. The software
was checked many times to run error free.

Computer environment

There were 25 personal computers in the computer environment. All computers
had headphones. Students studied individually. The software used was designed
according to the following accelerated learning principles:

Table 1

Accelerated Learning Principles and Educational Software Design
Accelerated Learning Educational Software Design Principles
Principles
Suggestion and Use of direct verbal suggestion
Desuggestion Indirect verbal suggestion using stories

Increasing suggestibility using music and animations

Authority Use of decorative components to reflect authority
Use of human voice and video to reflect authority
Use of high quality animations, videos, and sounds
Error free software

Infantilization Use of decorative components to reflect infantilization
Use of educational songs
Use of activities and educational games

Double Planeness Creation of a suggestive environment by use of music,
relaxation animations, and stories.

Intonation Reading text with intonation
High quality sounds
Rhythm Designing learning activities in a rhythm

Use of music and animations to provide rhythm

Concert pseudo-passivity = Use of classical and baroque music
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When students ran the software, the first screen to appear was the welcoming
screen. They were asked to sit relaxed, wear the headphones, and adjust volume to
their preference. When they were ready, they clicked on the start button to access
main menu. The main menu contained 10 icons, one for each lesson. Lessons were
video based. Other than the videos, the software contained multiple choice questions,
games, and other interactive activities. Students could pause the lesson when
needed. Lessons were in a linear structure, no branching was allowed. At the
beginning of each lesson, students did pre-session activities. At this stage, a short
revision of the previous lesson and a few motivating questions about the current
day’s lesson took place. Afterwards, they participated in an indirect suggestion
activity. The indirect suggestion consisted of videos about motivating stories. Stories
were supported with music to increase suggestibility. The indirect suggestion
activity was followed by a relaxation activity. During the relaxation activities the
students listened to fantasy trip texts that had accompanying music and they
imagined themselves going on this trip. Fantasy trips were made to naturally
appealing places such as a beautiful island. The final activity of the pre-session phase
was a suggestion activity. During the suggestion activity the students listened to and
repeated direct suggestive sentences such as “I love learning” or “learning is fun”.

After the suggestion activity the pre-session phase ended and the session phase
began. As stated earlier, the session phase contained active and passive parts. First,
new material was read with classical music in the background. This was the active
phase. Students concentrated on the text and watched related images during this
phase. Next was the passive phase. During the passive phase, the same material was
read with baroque music in the background. This time the students relaxed and
listened to the music.

The final phase of the lessons was the post-session phase. The post-session phase
contained some interactive activities to repeat and elaborate on new information.
Crosswords, model making, creative writing, or role playing (role playing videos for
the computer environment) are examples of post-session activities. No homework
was given.

Sample screenshots from the software are as follows:
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Relaxation Activity Concert Phase

BULMACA

Yazmak istGgNT bir $020n izene tklayr

Keertrol Bt

Crossword Activity

Model Making Activity

Classroom environment

Because accelerated learning pays special importance to learning environments,
accelerated learning environments should be warm and visually appealing, in which
student will feel relaxed and secure. For this study, the classroom environment was
decorated with curtains and flowers. Visual materials such as informative posters
were hung on classroom walls. Also, a music system was set up and music CDs were
provided.

Teacher Education

Due to the special importance given to teacher characteristics in accelerated
learning applications, the teacher chosen for the classroom application had to have
the desired characteristics. The accelerated learning teacher had authority, paid
attention to her work, and could effectively use intonation, drama, and educational
games at lessons.

Three meetings were arranged with the teacher before the experimental study.
During these meetings accelerated learning principles and applications, and possible
problems that may arise during the application, were discussed.
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Data Collection Devices

Student achievement was measured by a test which was developed by the
researcher. The test consisted of 20 open ended questions. The questions were based
on the lesson curriculum. After reviewing course books and curriculum, possible
question items were drafted. The opinions of 14 educational experts and primary
school teachers were obtained concerning the selected items. The items about which
all experts specified a positive opinion were the ones included in the final form. An
evaluation key was also developed. A measurement and evaluation expert
supervised the entire process.

Student opinions were collected through a questionnaire developed by the
researcher. The questionnaire consisted of six open ended items. The items were
developed after a literature review and after recieving the opinions of a primary
school teacher. Teacher opinions were collected through interviews. Interview
questions were also formulated after a reviewing the literature.

Implementation

The study was implemented as a Science and Technology lesson. The duration of
the implementation was 5 weeks. During the first week, necessary explanations were
made and a pretest was given.

The study lasted for 10 lessons (3 lessons each week). Each lesson was 40 minutes
in length. In both accelerated learning groups the learning activities were arranged
according to pre-session, session, and post-session phases. For the pre-session phase,
suggestive stories and texts were used. Also previous lessons were recapped by
questions. Afterwards, the students relaxed while listening to slow paced music and
fantasy trips. Listening to and repeating direct verbal suggestion sentences ended the
pre-session phase and led to the session phase. During this phase, new information
was provided. Lesson texts were read two times; the first time with classical music in
the background and second with baroque music in the background. During the last
phase (post-session), elaborative activities such as singing, crossword solving, model
making, and role playing were performed. The last lesson for the accelerated
learning group was spent as a general review of the unit.

In the classroom environment, the teacher supervised all activities. She read
suggestive stories, asked questions, read new material in accordance with music, and
provided visual materials such as posters and pictures. She also supervised
post-session activities.

The teacher of the students who learned in the computer environment took the
students to the computer room. He helped the students turn on computers and run
the software. He also supervised the students while they completed their tasks.

In the expository teaching group, all activities were done according to the steps
specified in the curriculum (gain attention, motivation, revision, learning activities,
and summary). This group was provided with examples and organizers, such as
tables and mind maps, during the lessons. The teacher summarized the topic at the
end of each lesson. Also, the activities in the course book were performed.
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[
The Analysis of Data

The paired samples t test, ANOVA, and ANCOVA were used to analyze data. In
the first place, the difference between the pretests of the three groups was analyzed
using ANOVA. The results of the ANOVA analysis are given in table 2.

Table 2
Difference between Pretests

Groups N X S Df F P

Accelerated Learning in 22 2662 1349
Classroom Environment

Accelerated Learning in 26 4127 1778

Computer Environment 2 554 .006

Expository Teaching 25 3276 1576

ANOVA results indicated a significant difference between pretests. This means
that posttest scores were needed to be controlled statistically. So ANCOVA was
chosen to analyze the difference between posttests.

Findings and Results
Differences between pretests and posttests within each group

A paired samples t test was performed to test the difference between pretests and
posttests within each group. Table 3 shows the data regarding the paired samples t
test. It can be seen that there are significant differences between the pretests and
posttests within each group. This finding shows that all of the three methods have
positive effects on learning.

Table 3
Differences between Pretests and Posttest within Each Group
Expository Teaching Accelerated Learning in Accelerated Learning in
Classroom Environment ~ Computer Environment
X t P X t p X t p

Pretest 32.76 5.94 .00 26.62 14.99 .00 41.27  9.58 .00
Posttest 44.52 58.87 67.00
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Differences between posttests of each group

An ANCOVA analysis was performed to test the differences between posttests.
Table 4 shows pretest and posttest scores and also corrected posttest scores.

Table 4
Pretest, Posttest and Corrected Posttest Scores

Expository Accelerated Learning in ~ Accelerated Learning in
Teaching Classroom Environment ~ Computer Environment
X X X X X X
corrected corrected corrected
Pretest 32.76 - 26.62 - 41.27 -
Posttest 44.52 4514 58.87 63.42 67.00 62.56

ANCOVA results analyzing the difference between the posttests are given in
table 5. Table 6 shows that there is a significant difference between the groups in
terms of posttest scores [F = 28.82, p<.05]. This finding shows that at least one of the
methods has more of an effect on learning. A posthoc Scheffe test was performed to
test the differences between the paired groups.

Table 5
ANCOVA Results
Source of  Sum of Squares Df Mean of F P
Variance Squares
Pretest 6375.63 1 6375.63 70.39 .000
Group 5218.64 2 2609.82 28.82 .000
Error 6249.36 69 90.57
Total 6439.45 47

Table 6 shows the Scheffe test results. It can be seen that there is a significant
difference between the expository teaching group and the other two accelerated
learning groups, in terms of the posttest scores. On the other hand, there is no
significant difference between accelerated learning in the classroom environment and
accelerated learning in the computer environment, in terms of posttest scores. These
results show us that accelerated learning in both environments has a more positive
impact on learning than does expository teaching. In addition, accelerated learning in
the computer environment has the same impact on learning as accelerated learning
in the classroom environment.
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Table 6
Scheffe Test Results
Expository Accelerated Learning Accelerated
Teaching in Classroom Learning in
Environment Computer
Environment
Expository Teaching - F=18.28, p<.05 F=17.41, p<.05
Accelerated Learning
in Classroom F=18.28, p<.05 - F=2.96, p>.05
Environment
Accelerated Learning
in Computer F=17.41, p<.05 F=2.96, p>.05 -
Environment
Student Opinions

The students” opinions about accelerated learning in the classroom environment
are given in table 7. According to the table, all students who learned with accelerated
learning in the classroom environment stated that they liked the application in some
way. About half of the students (44.44%) stated that the unit was fun. 40.74% of the
students liked listening to information with music at the background. One third
(33.33%) of the students stated they liked the relaxation activities. 25.93% of the
students think that they learned the topic better than they had other topics.

Table 7
Student Opinions about Accelerated Learning in Computer Environment
f %

The unit was fun 12 44.44
I liked listening to the information with music at the background 11 40.74
I liked relaxation activities 9 33.33
Iliked everything about the application 7 25.93
I'liked singing 7 25.93
I understood better with help of this application 7 25.93

I learned quicker with music 1 3.70
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Student opinions about accelerated learning in the computer environment are
given in table 8. According to the table, 62.96% of the students who learned in the
computer environment stated that they liked the relaxation exercises. This results
was followed by listening to the lessons with music in the background (59.26%), and
singing (33.33%). 18.52% of this group stated that they liked everything about the
application.

On the other hand, 14.81% of the students in this group thought that the music
volume was too loud, 7.41% of them found the musical pieces boring. Even 1 student
stated that he could not understand the lesson because of the music.

Table 8
Student Opinions about Accelerated Learning in Computer Environment

f %

Iliked relaxation activities 17 62.96
Iliked playing games 16 59.26
I'liked listening to lesson with music in the background 16 59.26
I'liked singing 9 33.33
Iliked everything about the application 5 18.52
Ilearned better with the help of this application 4 14.81
Lesson would be better without music 5 18.52
The music was loud 4 14.81
The music was boring 2 741

I could not understand some lessons because of the music 1 3.70

Teacher Opinions

Mrs. Gonul, who implemented the accelerated learning application in the
classroom environment, stated that her students began looking forward to science
and technology lessons once they started using the accelerated learning application.
She thinks that, generally, all of her students liked accelerated learning. Some liked it
because they liked listening to the lessons with accompanying music, others liked it
because they found the accelerated learning to be different and interesting. Mrs.
Gonul also stated that accelerated learning helped her to communicate better with
low achieving students. One of these students said that the suggestions were so
effective that she got up early in the morning and studied her lessons.
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Mr. Bahadir, who supervised the accelerated learning application in the computer
environment, stated that all of his students liked the application; they went to the
computer room running. According to his observations, the students listened to the
lessons and effectively participated in the relaxation exercises. He also thinks that
accelerated learning best suits low achieving students.

Conclusions and Recommendations

Computers and related technologies have often been perceived as means for
achieving a wide range of educational goals, including increasing student
performance, enhancing student motivation for learning, and ensuring annual
academic progress (Birol et. al, 2009). Although it has been many decades since the
introduction of ICT into classrooms, there are still unanswered questions about the
impact of technology on students’ learning (Cox and Marshall, 2007). Although there
is a large body of optimistic research, it still is difficult to talk about an ICT
integration. According to one view (Bax, 2002), integration will occur when ICT
becomes more humanistic and overcomes the technological limitations related to
hardware and software. In fact, the current ICT has strict limitations in terms of
interactivity and emotionality. Since emotions serve as a powerful vehicle for
enhancing or inhibiting learning (Greenleaf, 2003), the lack of emotionality in current
technologies is one of the barriers to this integration. Although there is an increasing
interest in the inquiry on emotions in education, learner emotions in computer
based/ assisted learning environments has not become a serious research interest
among educational technologists.

Accelerated learning is an instructional model which puts great emphasis on
positive emotions. This manuscript embodies three chief aims. First, we wished to
determine the effects of different accelerated learning environments on student
achievement. Second student opinions and finally teacher opinions about the
application were determined.

Overall, the results showed that the accelerated learning groups in both
environments were more successful than the expository teaching group. As an
empirical study, it is worthwhile to note the limits of the study, but this finding
indicates that accelerated learning should be considered as an option in science
education. This finding is congruent with a large body of related literature. Despite
all methodological deficiencies, there are many studies supporting the positive effect
of accelerated learning on student achievement (Bordon and Schuster, 1976, Walters,
1977; Schuster and Prichard, 1978; Render and Boyle, 1982; Schuster and Mouzon,
1982; Stein, Hardy and Totten, 1982; Bass and Bass, 1986; Cooter, 1986; Prichard,
1986; Felix, 1989; Nelson, 1989; Dincay, 1990; Akturk, 1998; Post, 1998).

On the other hand, the two accelerated learning groups had equal achievement.
This means that accelerated learning in a computer environment has an equal impact
on student achievement with that of accelerated learning in the classroom
environment. This finding is significant because it shows that accelerated learning in
a computer environment could be used successfully for at least science education.
Accelerated learning has many principles such as authority, concert pseudo-
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passivity, and suggestion which may increase the effectiveness of educational
software. These principles should be considered while designing educational
software. For example, music may be employed during presentations, or relaxation
exercises may be used before lessons. Human-like characters which show intelligent
behaviors may be used in stories and teaching to maintain authority. Suggestion is
especially an interesting principle of accelerated learning. As stated earlier,
suggestion could be direct or indirect. For future research, indirect suggestion should
be studied using new developments in the fields of advertisement, cinema, and
graphical design.

We know that emotions have effects on learning and retention. Despite the great
emphasis that accelerated learning places on positive emotions, there are findings
that in some cases mild negative emotions may also have positive effects on learning
and motivation (Pekrun, Goetz and Titz, 2002). Still, it is not very clear which
emotion has how much effect on what kind of learning. Also, some educators may
find accelerated learning environments to be too optimistic, unrealistic, and
plasticated. New studies in this area, therefore, are obviously needed.

Although the software developed for this study did not have an emotion
recognition capability, educational software that is sensitive to user emotions could
be developed and tested. We hope that such software would increase learner
motivation and retention of knowledge. For example Shen, Wang, and Shen (2009),
integrated biofeedback devices into a college e-learning platform and collected bio-
physiological data such as heart rate, skin conductance, blood volume pressure, and
brainwaves. In this study, researchers concluded that the bio-physiological may be
used successfully to increase learner performance. Yet, such systems are subject to
research and far from real life applications. We invite future researchers to study on
the role of emotions in learning and the development of affective software.

Student opinions indicate that students liked accelerated learning. Teacher
opinions also support that finding. Teachers think that accelerated learning has
positive effects on student participation and motivation, especially for low achieving
students. Also, according to teacher opinions, accelerated learning has some positive
effects on student-teacher communication. For future research, the effects of
accelerated learning with differently achieving students should be studied. The
effects of accelerated learning on student-teacher communication should also be
studied.
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Sinif ve Bilgisayar Ortamlarina Dayali Hizlandirilmis Ogrenme
(Ozet)

Problem Durumu: Genel olarak duygular, insan davranislari tizerinde
onemli role sahiptir. Duygularin ayrica 6grenme {izerinde de etkileri
oldugu bilinmektedir. Ogretimin basarilh olabilmesi igin egitimde
duygulara onem verilmesi gerekmektedir. Bu diistincenin uygulamaya
aktarilmasma yonelik yaklasimlardan birisi de hizlandirilmis 6grenme
modelidir. Hizlandirilmis 6grenme, 6grenmenin kaygi, stres ve 6nyargilar
olmadan kolaylasacagini, egitim uygulamalarinda bilingdis1 ve bilingli
dgrenmelerin bir arada kullanilmas: gerektigini, 6gretimde beynin ¢alisma
ilkelerinin dikkate alinmasi gerektigini 6ne siiren bir 6gretim modelidir.
Hizlandirilmis 6grenme modeli 1960’larin sonlarinda Bulgar psikiyatr
Georgi Lozanov tarafindan olusturulmaya baslanmistir. Hizlandirilmis
ogrenmede duygular anahtar roldedir. Hizlandirilmis 6grenmenin temel
aldig1 kimi ilkeler vardir. Bunlarin baslicalar1 telkin ve zit telkin, otorite,
cocuksuluk, cift diizlem, tonlama, ritim ve konser sunumlaridir. Telkin;
bireyin cevresinden ve kendinden gelen mesajlardir. Bu mesajlar hem
bilince hem de bilingaltina yonelik olabilmektedir. Lozanov, telkin adini
verdigi uyaricilarin bilincaltini etkileyerek bireyin gizli kapasitesini agiga
¢ikaracagina, telkinle grenmenin kolaylasacagina inanmaktadir. Zit telkin;
bireyin 6grenmeyle ilgili onyargilarini, olumsuz tutumlarmi yok etmek
tizere telkinde bulunma anlamina gelmektedir. Bireylerin gercek kapasitesi
ancak telkin ve zit telkinin bir arada kullanilmasiyla ortaya
cikabilmektedir. Otorite; bilgi kaynaginin ve telkinlerde bulunan bireyin
saygmhgidir. Insanlar, otoritesini kabul ettikleri bir kaynaktan gelen
bilgileri daha ¢ok tnemsemekte ve bu bilgileri daha ¢ok hatirlamaktadir.
Cocuksuluk; oyunculuk ve cocuk gibi olma durumudur, 6grenenin bir
anne-cocuk iliskisindeki ¢ocugun roliine biirtinmesidir. Bu ilke, ¢ocuklarin
merak, dogallik, kolay ezber yapabilme gibi ozelliklerinin dgrenme
ortamina tasinmasini saglamaya yoneliktir. Cift diizlem; cevreden gelen
ancak bireyin bilingli olarak farkinda olmadig1 uyarilar ifade etmektedir.
Bu bilingalt1 uyarilar, 6grenme tizerinde giiclii etkilere sahiptir. Tonlama;
dgretmenin sesini uygun bi¢imde kullanabilmesidir. Gergekte ne istendigi
ve neye onem verildigi tonlamayla aktarilabilmektedir. Ritim; okunan
metnin miizikle uyum iginde okunmasidir. Ritim kullanilarak metin
sikiciliktan kurtarilabilmekte ve metne duygusal bir tat eklenebilmektedir.
Konser; 6grencilerin dinlenmis, rahatlamis ve telkine acgik olduklari bir
durumu ifade etmektedir. Uygulamada ise konser, &grenme siirecine
yumusak ve yavas tempolu miiziklerin eslik etmesi olarak anlagilmaktadir.
Hizlandirilmis 6grenmede ders anlatimlar: sirasinda anlatima klasik ve
barok miizik pargalari eslik etmektedir.

Calismanmin Amaci: Bu arastirmada ele aliman temel sorun, hizlandirilmis
ogrenmenin uygulandigr ortamla birlikte basari tizerindeki etkisinin
degisip degismediginin belirlenmesidir. Arastirmada ayrica Tirkiye'de
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siklikla kullanilan bir 6gretim yontemi olmasi dolayisiyla sunus yoluyla
ogrenmeyle hizlandirilmis 6grenmenin basar1 iizerindeki etkileri de
karsilagtirilmaktadar.

Yontem: Arastirma deneysel niteliktedir. Arastirmanin bagimsiz degiskeni
ogrenme ortamidir. Arastirmanin  bagimli degiskeni ise basaridir.
Arasgtirmanin ¢alisma grubunu Ankara ili Elmadag ilgesi Kurtulus
flkogretim Okulu besinci sinifta 6grenim goren 73 dgrenci olusturmaktadir.
Ogrencilerin tamami Elmadag Kurtulus Mahallesi'nde oturan orta sosyo-
ekonomik diizeydeki ailelerin cocuklaridir. Ug grupta (stmf ortammda
hizlandirilmis 6grenme, bilgisayar ortaminda hizlandirilmis 6grenme ve
sunus yoluyla Ogrenme) Ogretim gorecek gruplar seckisiz yolla
belirlenmistir. Cinsiyet, sosyo-ekonomik diizey gibi belli bash o6zellikler
acisindan gruplar denktir. Fen ve teknoloji dersi Diinya, Giines ve Ay
tnitesi ile ilgili basar1 ve kalicilik puanlar1 arastirmaci tarafindan
gelistirilen basar1 testi kullanilarak olciilmiistiir. Bu test, Diinya, Giines ve
Ay tinitesi kazammlar1 temel almarak hazirlanmistir. Ogrenci goriisleri
arastirmaci tarafindan gelistirilen anket formu kullamilarak alinmustir.
Ogretmen goriislerinin alinmasinda ise goriisme yolu tercih edilmistir.
Hizlandirilmis  6grenme gruplari igin modelin ilkelerine ve dersin
kazanimlarina uygun materyaller hazirlanmistir. Bilgisayar ortaminda
dgrenecek grup igin hazirlanan yazilim video tabanl olarak gelistirilmistir.
Videolar smuf ortaminda hizlandirilmis 6grenme uygulamasin
gerceklestiren Ogretmenin rol almasiyla ¢ekilmistir. Sunus yoluyla
dgrenme grubu igin herhangi bir materyal hazirlanmamus, bu grupta ders
kitab1 kullamilmistir. Deneysel islem stiresince her iki hizlandirilmis
ogrenme grubunda da seans Oncesi, seans ve seans sonrasi etkinlikleri
gerceklestirilmistir. Seans oncesi asamanin basinda 6grencilerin 6grenmeye
ve ders ¢alismaya yonelik tutumlarim etkileyebilecek metinlere, dykiilere
yer verilmistir. Ardindan daha once 6grenilenlerle ilgili sorular sorularak
dgrenilenlerin hatirlanmasi saglanmistir. Yeni islenecek konuyla ilgili bazi
aciklamalarin  yapilmasmin ardindan rahatlama etkinliklerine yer
verilmistir. Rahatlama etkinliklerinde 6grenciler rahatlatict bir miizik
esliginde hayal yolculuklarina ¢ikmustir. Bu yolculuklar sirasinda
ogrencilerin hem fiziksel hem de zihinsel olarak rahatlamalarina yonelik
ctimleler kullamilmistir. Rahatlamanin ardindan dogrudan sozel telkin
ciimlelerini dinleyen ve tekrar eden ogrenciler seans asamasma hazir
duruma gelmistir. Seans agamasi1 konser sunumlarindan olusmaktadir. Bu
asamada ders metni once klasik miizik esliginde okunmus, ardindan ayni
metin barok miizik esliginde tekrar okunmustur. Metinler konuya uygun
bigimde tonlanarak okunmustur. Seans sonrasi asamada ise 6grencilerin
ogrendiklerini tekrar edebilecekleri, eklemleyebilecekleri etkinliklere yer
verilmistir. Bu kapsamda ctimle tamamlama, sarki sdyleme, yaratic
yazma, resimli 6ykii yazma, dogaclama yapma, soru cevap ve model
olusturma etkinlikleri gerceklestirilmistir. Sunus yoluyla 06grenme
grubunda ise dersler ders planinda belirtilen basamaklara (dikkati ¢ekme,
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giidiileme, gozden gegirme, 6grenme etkinlikleri ve 6zet) uygun bigimde
iglenmistir. Smif ortaminda yapilan tiim etkinlikler ders ogretmeninin
rehberliginde ytratalmustir. Bilgisayar ortamindaki etkinliklerin
gerceklestirilebilmesi igin smif 6gretmeni 6grencilerini bilgisayar odasina
gotiirerek yazilimi ¢alistrmalarii ve tim etkinlikleri tamamlamalarmi
saglamustir.

Bulgular: Arastirmada elde edilen bulgulara gore her iki hizlandirilms
dgrenme grubunun basarilar ile sunus yoluyla 6grenme grubu basarisi
arasinda hizlandirilmis  6grenme gruplar1 lehine anlamli farklar
bulunmaktadir. Ancak smif ortaminda hizlandirilmis 6grenmeyle
bilgisayar ortaminda hizlandirilmis 6grenme arasinda basar1 yoniinden bir
fark bulunmamustir. Ogrenci goriislerine goére hem siuf hem de bilgisayar
ortamlarinda 6grenen denekler hizlandirilmis 6grenme uygulamasindan
hoslanmustir. Ancak bilgisayar ortaminda 6grenen deneklerin kiigiik bir
kismi dersin miizikle islenmesiyle ilgili olumsuz goriis belirtmistir.
Uygulamay1 gergeklestiren 6gretmenlerin goriislerine gore hizlandirilmis
ogrenme oOgrencileri giidiilemekte, 6zellikle diisiik basarih dgrencilerin
derse olan ilgilerini artirmakta ve ogretmen-ogrenci iletisimini olumlu
yonde etkilemektedir.

Sonug¢ ve Oneriler: Her iki hizlandirilmis 6grenme grubunun da sunus
yoluyla 6grenme grubundan daha yiiksek basari elde ettigi goz oniine
alindiginda hizlandirilmis 6grenmenin fen ve teknoloji Ogretiminde
dikkate alinmasi gereken bir model oldugu sonucuna varilabilir. Ancak bu
konuda daha fazla arastirmanin yapilmasi gerekmektedir.

ki hizlandirilmis 6grenme grubunun basari yoniinden denk olmalari,
basariy1 etkileme yoniinden bilgisayar ortaminda hizlandirilmis
ogrenmenin sif ortaminda hizlandirilmis 6grenmeyle denk oldugu
bigiminde de yorumlanabilir. Buradan yol ¢ikilarak bilgisayar ortaminda
hizlandirilmis  6grenmenin  fen ve teknoloji egitiminde basariyla
kullanilabilecegi sonucuna ulasilabilir. Aslinda hizlandirilmis 6grenme
biinyesinde yeni 6gretim olanaklar1 sunabilecek ilkeleri barmdirmaktadir.
Bu ilkeler gerek 6grenme ortamlarimin olusturulmasinda gerekse egitsel
yazilimlarinin hazirlanmasinda ise kosulabilir. Bu konuda daha fazla
calismanin yapilmasi gerekmektedir.

Ogretmen ve odgrenci goriislerine gore hizlandirilmis 6grenme dgrenci
motivasyonu tizerinde olumlu etkiye sahiptir. Uygulamay1 gerceklestiren
dgretmenler hizlandirilmis 6grenmenin 6zellikle diisiik basarili 6grenciler
agisindan daha faydali olacagini diisiinmektedir. Ogrenci ve &gretmen
gortisleri  dogrultusunda hizlandirilmis 6grenmenin farkli  basar1
diizeylerindeki ogrencilerin basarilar1 ve Ogretmen-6grenci iletisimi
tizerindeki etkilerinin incelenmesi anlaml1 olacaktur.

Anahtar Sozciikler: Hizlandirilmis 6grenme, Lozanov modeli, bilgisayar
destekli 6gretim, 6grenme ortamu, egitim teknolojisi, egitsel yazihm
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Abstract

Problem Statement: A critical component in counselor education training is
the practicum experience. Practicum is the first opportunity to assess the
counseling student’s ability to apply the knowledge and skills obtained
from course work with clients. For an effective practicum process,
supervised clinical work is a pivotal experience in the development of
professional counselors. Regarding counselor education, under the core
areas of helping skills, practicum experience is provided by the Individual-
Counseling Practice I-II courses in Turkey. Therefore, in the present study,
the effectiveness of these courses is examined.

Purpose of Study: The main purpose of the study was to evaluate the
effectiveness of individual-counseling practice courses on the basic
counseling skill competency levels of Turkish undergraduate counseling
students and to investigate the supervision process of the courses.

Methods: A mixed methods approach was used to obtain well-validated
and substantiated findings. A one-group pre-test post-test design study
was carried out with a sample of 42 senior counseling students. The
Counseling Skill Discrimination Scale (CSDS) was used to gather data.
Focus group interviews were conducted with 10 counseling students to
gain a deeper understanding of the counseling students” evaluations of the
courses.

Findings and Results: The results showed that individual counseling
practicum courses seemed to be effective in improving the reflection of
content skill and also general basic counseling skills competency level of
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counseling students but not in improving the reflection of feeling skill. The
results of the focus group interviews also are discussed with respect to
counseling skills enhancement, supervision intervention, methods,
supervisory relationship, and evaluation process.

Conclusions and Recommendations: The overall results of this study seemed
to suggest that individual-counseling practice courses offer an enriching
experience for the undergraduate counseling students and foster the steps
toward the development of skillful counselors. However, the supervision
process of the individual-counseling practice courses needs an improved
structure and organization.

Keywords: Individual-counseling practice courses, counseling practicum,
counseling supervision, basic counseling skills

A major focus in counselor education is the professional development of skillful
counselors. Counselor skillfulness has been characterized as counselor skills in the
areas of technical skills, therapeutic approaches and interventions, and counselor
cognitive skill development (Whiston & Coker, 2000). The development of technical
skills (e.g., basic interviewing skills, helping skills) is especially addressed in
counselor education programs, usually during prepracticum courses (Whiston &
Coker, 2000). However, it has been pointed out that skill based training models, as
prerequisite training to practicum, used in many counselor education programs may
not be sufficient to assist students in skill retention with real clients.

To maximize skill retention, increasing the integration of classroom training with
the actual practice of counseling skills during the practicum is highly important. In
this manner, a critical component in counselor education training is the practicum
experience. Practicum is the first opportunity to assess the counseling student’s
ability to apply the knowledge and skills obtained from course work with clients
(Bradley & Fiorini, 1999). Many countries in the world train counselors, and
professional organizations in these countries have created standards for counselor
education programs. For example, according to the Council for Accreditation of
Counseling and Related Educational Programs (CACREP, 2001), clinical instruction
includes supervised practica and internships that have been completed within a
student’s program of study. Students must complete supervised practicum
experiences that a total minimum of 100 hours. The practicum provides for the
development of counseling skills under supervision. For an effective practicum
process, supervised clinical work is a pivotal experience in the development of
professional counselors (Borders and Brown, 2005). Research studies have provided
evidence of the impact of supervision on the development of skills, self-awareness,
and self-efficacy of supervisees (Wheeler & Richards, 2007). Moreover, in the United
States, a substantial body of literature exists concerning counselor education,
specifically on counseling practicum and counseling supervision (Prieto, 1996;
Bernard & Goodyear, 2004; Borders & Brown, 2005), including the main elements of
the supervision process such as supervision models (e.g, Ronnestad & Skovholt,
1993), supervision interventions (e.g., Hillenbrand, 1989; Wilbur, Roberts-Wilbur,
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Hart, Morris & Betz, 1994; Starling & Baker, 2000; Ogren & Jonsson, 2003),
supervision methods (e.g., Arthur & Gfroerer, 2002), supervisory relationships, and
the roles and responsibilities of supervisors and supervisees. On the other hand,
there are few empirical and systematic evaluations of attained skills following
practicum supervision (Bradley & Fiorini, 1999).

Counselor Education in Turkey

The Turkish counseling movement dates back to 1950 and derives largely from
advances and developments in the United States’ system of counseling. In addition,
the Turkish counselor education model was greatly influenced by the American
counselor education model at the beginning (Dogan, 2000). Turkey, one of the rare
countries in the world that has been carrying out counselor education at three levels
(undergraduate, master’s, and doctoral), predominantly trains counselors at the
undergraduate level (Dogan, 2008).

The major purpose of the undergraduate program is to provide students the basic
counseling formation and also to develop the knowledge, performances, and
dispositions needed to work effectively and professionally as a counselor, primarily
within the school setting and also within different public and private institutions. For
undergraduate counselor education programs, there is no identification like “clinical
instruction” in counselor education as CACREP. However, under the core areas of
“helping skills,” the individual counseling practicum courses are given. These are
Individual-Counseling Practice I and II.

In Turkey, there has been little research done concerning counselor education in
general (Akkoyun, 1995; Dogan & Erkan, 2001) or about counseling skills (Bikos,
Uruk, Sun, Karairmak, & Denizli, 2003; Yaka, 2005), prepracticum skill training
courses (Bektas & Aladag, 2005; Aladag & Bektas, 2007), counseling practicum, and
counseling supervision in particular (Kavas, 2006). In this regard, the main purpose of
this study was to evaluate the Individual-Counseling Practice I-II courses and the
courses effectiveness on increasing the basic counseling skill competency levels of
Turkish senior undergraduate counseling students. This study also aimed to
investigate the supervision process of the courses in the guidance and counseling
undergraduate program at a large western state university in Turkey. The basic
counseling skill competency levels can be defined as the ability to disciminate
between effective and ineffective verbal helping messages. Helping messages
represent the counselor’s reflection of feeling and content responses (Lee, Zingle,
Patterson, Ivey, & Haase, 1976). Since one of the main goals of individual-counseling
practicum courses is to train students to use these basic reflection skills in a helpful
manner. It is needed to examine courses effectiveness for providing some evidences
of validation for successful completion of the courses and also to determine the needs
for the revision.

In order to examine the main purpose, the following research questions were
asked;

1. What is the effect of the Individual-Counseling Practice I-II courses on the basic
counseling skill competency levels of counseling students?
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2. How do counseling students evaluate Individual-Counseling Practice I-II courses
in terms of their basic counseling skills competency levels and supervision process of
courses?

Method
Research Design

A concurrent triangulation strategy (mixed methods approach) was used to
obtain well-validated and substantiated findings (Creswell, 2003). A one-group pre-
test post-test design study was carried out with a sample of 42 senior undergraduate
counseling students. Focus group interviews were also conducted with 10 senior
undergraduate counseling students in order to more deeply understand the senior
undergraduate counseling students” evaluations of the courses and their supervision
process.

Sample

This study was conducted with undergraduate counseling students in the
Guidance and Counseling Undergraduate Program of a large state university located
in western Turkey, during the 2005-2006 academic year.

Participants of the counseling skill discrimination scale (CSDS): Out of 60 senior
undergraduate counseling students, 42 counseling students (20 females and 22
males) were willing to participate in the study.

Participants of the focus group interviews: Out of the 42 participants, 10 senior
undergraduate counseling students were selected for focus group interviews. This
was done by using the maximum variation sampling strategy of the purposeful
sampling method, with respect to their gender and GPA. Then, these 10 students
were assigned to two different focus groups.

Research Instruments

The counseling skill discrimination scale (CSDS): The CSDS was used to assess the
basic counseling skill competency level of the counseling students. The CSDS was
adapted to Turkish culture by Yaka (2005) from the formerly used Micro-counseling
Skill Discrimination Scale (MSDS) developed by Lee et al. (1976). The purpose of the
CSDS is for measuring the counseling students’ ability to discriminate between
effective and ineffective verbal helping messages. For a validity study of the CSDS,
Yaka (2005) conducted a confirmatory factor analysis to determine the content and
constructs validity of the scale. The results of the factor analysis yielded two factors
in terms of effective and ineffective verbal helping messages. For a reliability study of
the CSDS, Yaka (2005) reported the Cronbach alpha reliability coefficients of the
Turkish version of CSDS as .87 for effective helping messages and .94 for ineffective
helping messages.

The CSDS includes 44 client-counselor interactions on a 7-point scale ranging
from most negative (1) to most positive (7) representing Reflection of Feeling (CSDS-
RF) and Reflection of Content Responses (CSDS-RC). The possible scores that can be
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obtained from the scale changed between 44 and 308. Higher scores indicate that
individuals have a higher ability to discriminate between effective and ineffective
verbal helping messages.

Focus group interviews: Focus group interviews were conducted in order to more
deeply describe the effect of the supervision process on the counseling skills. Out of
42, 10 counseling students were invited to attend a focus group. There were two
focus groups, each including five students. In this study, the researchers were also
the instructors of the two courses that were investigated. As a result, another faculty
member in the program was asked to lead the focus groups as a moderator so that
the students would not fear that what they may disclose during the focus groups
could affect their grades in the courses and, therefore, a more reliable information set
could be obtained. The moderator’s main role was to help counseling students stay
on task and be responsible for time management. The moderator began the focus
group by getting permission to audiotape the interview. The moderator also took
notes in order to prevent data loss. The moderator also briefly described the purpose
of the focus group and ensured them of confidentiality. Examples of interview
questions were: “What were your expectations from the Individual-Counseling
Practice I-II courses (and specifically for counseling skill enhancement)?” “Which of
your expectation(s) were met?” and “What are the most and the least helpful aspects
of the courses for developing counseling skills?”

Validity and Reliability

The reliability of the research instrument. In the present study, the Cronbach alpha
reliability coefficients of the Turkish version of the CSDS was found as .77 for
effective helping messages and .81 for ineffective helping messages.

The wvalidity and reliability of analysis of focus group interview. In order to verify
internal reliability, researcher variation was used. When the coding process was
completed, researchers came together and discussed their codes, themes, and the
possible conflicts. The other analysis conducted concerning the consistency of the
study used parallel student comments that supported each other. In order to verify
the external reliability of the study, both the participants and the data collection
instruments were described in as much detailed as possible. Moreover, the data
collected was saved for further analysis of other researchers. For the internal validity
of the study, consistency was achieved during the data collection, data analysis, and
data interpretation processes. For the external validity of the study, research design,
data collection procedure, data collection instruments, data analysis, and the
interpretation of data and organization of the findings were described in detail.

Individual-Counseling Practice I-1I Courses

The individual-counseling courses are given in the last year of the undergraduate
program. Individual-Counseling Practice I involves the carrying out of at least 15
individual counseling sessions under supervision using basic counseling skills and
techniques. Meanwhile, Individual-Counseling Practice II involves the carrying out
of at least 15 individual counseling sessions under supervision using basic and
advanced counseling skills and techniques of a specific counseling theory. In these
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courses, the students are divided into small groups so that each instructor (faculty
supervisor) is responsible for 12 to 14 counseling students. Each small group is also
divided into two supervision groups (6 or 7 students). Each individual-counseling
practice course takes 5 hours weekly. Therefore, the group supervision hour is
approximately 2-2.5 hours for each supervision group. This means that every
counseling student in each weekly supervision group has supervision for 20 minutes
of his/her counseling sessions.

In the present study, for each course, the counseling students were required to
conduct individual counseling sessions with two real clients at most. They audio
taped the counseling sessions and transcribed them on a regular basis for
supervision. In addition, after their fifth counseling session, they wrote case notes
instead of transcribing the entire session. Before group supervision, each counseling
student evaluated her/his counseling session with respect to a) the kind of each of
their responses on the transcript, b) the effectiveness of it, c) if not effective, what a
more effective response would be, d) the conceptualization of client problems and an
intervention plan. They participated weekly in group supervision. Before the group
supervision, each supervisor read and evaluated each student counseling session
transcript. During the group supervision, each student presented his/her counseling
session. After a general summary, each student first received feedback from his/her
supervisor and then from his/her peers. Supervision was mainly conducted based on
four main focus areas: counseling skills (basic/advanced skills, process skills), case
conceptualization and counseling interventions, professional behaviors, and self-
awareness.

Procedure

This study was conducted in the spring semester of the 2005-2006 academic year.
The Counseling Skill Discrimination Scale (CSDS) was administered to counseling
students both at the beginning and the end of the courses in order to examine their
basic counseling skill competency levels. In addition, two focus group interviews
were also conducted at the end of the academic year.

Data Analysis

The data was analyzed through qualitative and quantitative data analysis
methods. For research question 1, the paired sample t-test was used to examine the
basic counseling skill competency levels of the counseling students. In order to test
research question 2, content analysis was used. First, audiotapes of each focus group
interviews were transcribed and a qualitative data set was created by combining the
participants’ answers with the questions in the focus groups. The data set was
continuously read by the researchers and during these readings a draft coding list
was formed. By this draft coding list, qualitative data was coded. During draft
coding, possible themes were created. The coding process was completed when the
researchers came together and discussed their codes, themes, and the possible
conflicts. How students evaluated the counseling courses was investigated by both
examples about themes and codes.
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Findings and Results

The Basic Counseling Skill Competency Levels of Counseling Students

There was a significant difference between the pre- and the post-test scores of the
CSDS-RC, t (41) = -2. 254 and p = .030. There was also a significant difference
between the pre- and the post-test scores of the CSDS, t (41) = -2. 245 and p = .030.
However, there was no significant difference between the pre-test and the post-test
scores of the CSDS-RF, t (41) =-1.327 and p = .192 (see Table 1).

In other words, the results indicated that there had been an increase in the
competency levels of the students’ reflection of content skills and also of general
basic counseling skills. However, there was no increase in the competency level of
the counseling students’ reflection of feeling skills.

Table 1

The Means and Standard Deviations of the Pre-test and Post-test Scores of the CSDS with
the Paired t-Test Comparisons

Test Subscales/ Scale M SD t df
Pre-test CSDS-RF 124.62 7.48

-1.327 41
Post-test CSDS-RF 126.21 8.31
Pre-test CSDS-RC 122.93 9.3

-2.254* 41
Post-test CSDS-RC 126.21 10.8
Pre-test CSDS 247.55 14.60

-2.245* 41
Post-test CSDS 252.43 17.50

CSDS-RF= Reflection of Feeling Responses; CSDS-RC = Reflection of Content Responses; CSDS= CSDS
general, * p <.05

Senior Undergraduate Counseling Students” Evaluations of the Course

The second research question referred to the senior counseling students’
evaluations of the Individual Counseling Practice I-II courses in terms of their basic
counseling skills competency levels and the supervision process of courses. The
content analysis results of the students” responses during the focus groups indicated
six main themes: (a) expectations from the courses, (b) contributions of the courses,
(c) the most and least helpful aspects of the courses, (d), supervisory relationship, (e)
basic problems and (f) suggestions.
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Expectations

Under the expectations theme, five expectations were mentioned: (a) to learn how
to conduct counseling, (b) to use counseling skills effectively with real clients, (c) to
transfer what they learned theoretically into practice, (d) to determine their own
counseling styles, and (e) to get regular and effective supervision. One of the
students mentioned that:

“Since we learned these skills in class environment, I expected to use
counseling skills effectively with real clients.”

Of the 10 students, eight reported that their expectations were met. This was
reflected in such statements as:

“I think that supervision became a jumping point for us because it provided us
opportunities to use counseling skills with real clients.”

“These courses taught us how to conduct counseling with real clients.”

However, two students stated that their expectations were not met because of the
irregular supervision and inadequacy of the courses to help them with respect to the
development of advanced counseling skills. One counseling student said:

“I don’t know how objectively I was evaluated and I received little feedback
about my sessions.”

Contributions of Courses

Under this topic it was seen that each course’s contribution was evaluated
separately. The majority of the counseling students agreed that while Individual-
Counseling Practice I was effective in enhancing basic counseling skills, Individual-
Counseling Practice II was effective in improving advanced counseling skills. This
was reflected in the following statements:

“The first semester course helped us to internalize basic counseling skills.”

“With the second semester practice course, we really started to better
understand where and how to use advanced counseling skills.”

However, some counseling students pointed out that they experienced
difficulties in implementing counseling interventions.

The Most and Least Helpful Aspects of Courses

Under this theme it was found that the transcription of counseling sessions and
group supervision were the most helpful aspects of courses. One of the students
mentioned that:

“While transcribing, I experienced my previous session again. I saw clearly
what I did, and also what I could do different than what I did.”

The other student said that:

“With transcripts, we had a chance to see the effect of our responses on our
clients and were also discuss what other responses might be more effective in
the supervision sessions.”.
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About group supervision, one of the students indicated that:

“The most helpful part was group supervision. I had a chance to get feedback
from both my supervisor and my peers. I also had a chance to see my peers’
approaches to counseling.”

In terms of the least helpful aspects of courses, case notes were found to be
ineffective. One counseling student stated that:

“Case notes decreased the effectiveness of supervision since it did not reflect
the entire session and then you missed many points of the session.”

Moreover, some students also stated that sometimes audio taping was not always
useful because supervisors had no time to listen to each session entirely. Moreover,
there was no opportunity to listen to them during group supervision sessions.

Supervisory Relationship

Under this theme, two aspects of the supervisory relationship were mentioned:
(a) academic competencies and teaching skills, and (b) human relationships and
communication. Regarding both academic and relational aspects, the majority of the
students evaluated their supervisors positively. One of the students stated:

“My supervisor was so professional and very good at developing effective
relationships with us.”

However, they also reported their concerns. Regarding the academic aspect, one
student commented:

“Supervisors should come together in order to reach a consensus about how to
supervise us in practice courses.”

Regarding the relational aspect, one counseling student stated that:

“Supervisors should balance positive and negative feedback, and also give
more constructive feedback.”

Basic Problems

Two main problems were mentioned by the students as (a) the structure of the
courses and (b) counseling sessions. Regarding the structure of the courses, the
following problems were emphasized as: (a) too many students in each supervision
group, (b) insufficient supervision time for each student, (c) long supervision hours
and the lack of breaks, and (d) the unavailability of rooms for supervision (most of
the sessions were conducted in the supervisors’ offices). The majority of the students
mentioned that the duration for each student in weekly group supervision
(approximately 20 minutes) was not sufficient. This was reflected in one of the
student’s statement:

“In this duration, I reported my session in five minutes, then I had only 15
minutes to get supervision. It caused me to skip many points of the session. “
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The majority of the students reported that they needed much more time for
supervision, especially in the first semester when they are first starting to use
counseling skills with real clients.

Regarding counseling sessions, the following problems were pointed out: (a) no
place to conduct counseling sessions and (b) difficulties in finding clients.

Suggestions

In terms of suggestions to improve the effectiveness of the courses, eight
suggestions were made: (a) limiting the number of students to five for each
supervisor, (b) increasing the duration of supervision for each student, (c) increasing
the number of supervisors in the program, (d) creating available places to conduct
counseling sessions in the department, (e) creating opportunities for live supervision,
(f) getting written evaluations from supervisors at the end of the courses, (g)
decreasing the workload of students in the last year during the practicum, and (h)
conducting supervision in more appropriate places.

Conclusions and Recommendations
The Basic Counseling Skill Competency Levels of Counseling Students

The results showed that the Individual-Counseling Practice I-II courses were
effective in improving the reflection of content skill and also on general basic
counseling skills competency levels of counseling students. However, there was no
significant difference regarding the reflection of feeling skill.

These results were supported by some of the experimental studies in the
literature. However, in these studies, the reflection of content or basic skills
competency level were not directly investigated. For example, Borders (1990) found
that first practicum supervisees reported a significant increase in skills acquisition as
a result of supervision. Ogren and Jonsson (2003) also revealed that group
supervision had a favorable impact on supervisees’ perceived psychotherapeutic
skill acquisition. Moreover, the quantitative result of the present study was well
supported by the reports of the counseling students during the focus group
interviews concerning the positive effect of courses on increasing reflection of
content skill and basic counseling skill competency level of counseling students. In
these interviews, the majority of the students specifically reported that the
Individual-Counseling Practice I course was effective in enhancing their basic
counseling skills.

The lack of empirical evidence concerning the significant effect of individual-
counseling practicum courses on reflection of feeling skill of counseling students
might be attributable to several reasons. First, it can be stated that the reflection of
feeling skill is a more detailed and complicated skill than reflection of content skill
and, consequently, discriminating the effective and ineffective reflection of feeling
responses is more difficult than discriminating effective and ineffective reflection of
content responses. As it has been pointed out by Young (2001), reflecting feelings is



Eurasian Journal of Educational Research | 63

one of the most valuable tools of the counselor, but it is not an easy one to learn since
feelings are often implicit in a client’s statements and require hunches and guesses on
the part of the helper to identify them. Understanding and getting to feelings may
require more time and effort. Thus, it might be argued that counseling students need
more practice and time to internalize the reflection of feeling skill into their repertoire
during their development as a counselor. Secondly, the first step to reflecting feelings
is identifying the client’s feelings and the second step is articulating the underlying
emotions detected in the client’s statement. For the effective reflection of feeling, a
counselor first should generate his/her own personal list of feelings. However, both
in the prepracticum counseling skills training courses and individual-counseling
practicum courses, it was observed that counseling students had difficulties
identifying their own feelings. This difficulty might be related to cultural
characteristics in which Turkish people experience some difficulty in identifying
their feelings (Voltan Acar, 2004). There might be some explanations of this difficulty.
The main cultural aspect may be related with family background or culture. In
Turkish culture, expressing feelings usually is evaluated as a weakness and a
majority of people use few feeling words.

However, in these interviews, the majority of the students reported that the
Individual-Counseling Practice I course was effective in enhancing basic counseling
skills including the reflection of feeling skill, and Individual-Counseling Practice II
was also effective in improving advanced counseling skills. These results of focus
group interviews might be accepted as evidence of the positive effect that the courses
have on reflection of feeling skill. There are few empirical studies and systematic
evaluations of attained skills following supervision. Therefore, the quantitative result
of the present study seems to be promising in regard to the positive effect of the
individual-counseling practice courses and their supervision process on the
improvement of the basic counseling skills competency level of counseling students.

The Qualitative Evaluation of Courses and Their Supervision Process

In the evaluation of courses and their supervision process, through the focus
group interviews, the overall examinations of the students’ evaluations suggested
that the students’ expectations of the courses seemed to be largely met. Moreover,
they stated that the courses contributed to their development of both basic and
advanced counseling skills. More specifically, Individual-Counseling Practice I was
found be more effective in developing the students’” basic counseling skills while
Individual-Counseling Practice II was found to be more effective in developing their
advanced counseling skills. Both of these results might indicate that the individual-
counseling practice courses reached their previously defined goals in the course
descriptions of the undergraduate counselor education program.

Two important themes emerged with respect to the supervision process being the
most helpful aspect of the courses when it came to developing counseling skills: (a)
the transcription of counseling sessions as a supervision method and (b) group
supervision as a supervision intervention (format). Regarding transcripts, the
majority of the counseling students found the transcription of the sessions to be very
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beneficial for their self-evaluation and for their development as a counselor.
However they reported that the transcription of sessions took a great deal time and,
hence, became very difficult for them. Counseling supervision literature supported
this result. Bernard and Goodyear (2004) emphasized the use of transcripts of
counseling sessions as a supervision method to provide an enormous amount of
material for a subsequent supervision session. Arthur and Gfroerer (2002) found that
some positive attributes of using transcripts in supervision, as indicated by interns,
were that it was time efficient, that it was easier to process specific aspects of the
counseling dialogue, that interactions were visual and concrete, that it was easier to
see where skills were employed and were needed, that the supervisor listened to the
entire counseling session, and that it was used as a basis for feedback. Similar to the
results of this study, the least positive attributes were also expressed as nonverbal
omissions, time and the amount of work. Moreover, Borders and Brown (2005)
highlighted the value of audiotapes since counseling students” reviews of their own
tapes, as a teaching tool, became a self-supervision and self-monitoring process for
them. It also increased their awareness of strengths and areas for growth, especially
for counseling skills. They also suggested that reviewing entire sessions seemed
particularly critical for supervisors in university training programs, as they are
working with beginning level counselors who need lots of feedback. Overall, it can
be concluded that the present study seems to suggest that transcribing counseling
sessions as a supervision method may be a powerful resource for both supervisors
and counseling students (supervisees). More specifically, transcripts could be
especially beneficial in the first practicum process of counselor education where
counseling students, developmentally, need lots of and more concrete feedback and
also need more self-awareness as beginning counselors.

Regarding group supervision, the majority of the students found group
supervision to be very helpful as an effective supervision format for their counseling
skills development. They also specifically pointed out the value of the discussions in
relating the effectiveness of their responses during the counseling sessions, of peer
feedback, and of having the opportunity to listen to their peers’ sessions as a learning
opportunity. These results are consistent with those reported by US researchers
(Hillerbrand, 1989; Wilbur, Roberts-Wilbur, Hart, Morris & Betz, 1994; Starling &
Baker, 2000). Our results also mirrored the supervision literature such as the
opportunity for vicarious learning to observe peers’ successes and failures as they
conceptualize and intervene in particular ways (Bernard & Goodyear, 2004) and the
opportunity to learn from each other through feedback and brainstorming as
emphasized by Borders and Brown (2005).

In the supervision literature, it has been argued that although the use of group
supervision seems to be widespread in training programs, relatively little research
have been focused specifically on the group supervision (Holloway & Johnson, 1985;
Prieto, 1996). In this manner, although the present study specifically did not aim at
examining the effectiveness of group supervision, the result of this study seemed to
be promising regarding its positive effect on improving counseling skills. Moreover,
this initial qualitative result of the positive effect of group supervision might be a
starting point for further narrative or interview-based qualitative studies. These
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could focus more specifically on the process of group supervision by which
counseling students learn individual counseling, as pointed out in a review study of
the group supervision literature conducted by Prieto (1996).

As the least effective aspect of the courses, the students” responses focused on the
ineffectiveness of the case notes as a supervision method. The main reason for the
ineffectiveness of this method was its lacked the representativeness of the entire
session. One of the reasons for this might be related to the unstructured nature of the
case notes. During the supervision process, the students were not provided with a
structure for writing case notes. Therefore, a specific guideline that covers all of the
important points of entire counseling session might be useful in making case notes
more effective and useful.

Regarding the supervisory relationship, the majority of the students evaluated
their supervisors positively with respect to their academic competencies, teaching
skills, human relationships, and communication. However, they also reported their
concerns about supervisors’ feedback. They pointed out the importance and value of
constructive feedback, the balance of supports and challenges, and the continuous
encouragement during the supervision process. The developmental models of
supervision, as pointed out by Ronnestad and Skovholt (1993), especially for the
beginning counseling students, also showed the importance of more emotional
support and less confrontational behavior or feedback from supervisors.

Regarding basic problems throughout the courses, the reported problems mainly
focused on general structure, requirements of practice courses and the practice
environment (such as the number of students in group supervision), duration of
supervision, number of supervisors, place of both counseling and supervision
sessions in the program, and workload of counseling students in the last year during
the practicum. Once again, these results highlight the critical importance of
practicum standards and also of the necessity of counseling facilities or laboratories
with an assurance of privacy, as well as of having sufficient space and equipment to
support a variety of types of supervisory activities in each counselor education
program for successful practicum and supervision process.

The overall results of this study seem to suggest that individual-counseling
practice courses offer an enriching experience for undergraduate counseling students
and that foster the steps toward the development of skillful counselors. The results of
this study concur with the goals of the practice courses under study, which
emphasized supervision in basic skills and practice with real clients. However, since
only one program was studied, the generalization of all undergraduate programs in
counselor education is premature. Future researchers should continue to evaluate the
effectiveness of individual-counseling practice courses with different research
designs. The current study only provides preliminary information for counselor
educators in Turkey regarding the effect of individual practice courses and their
supervision process on the basic counseling competency level of counseling students.
Furthermore, it is believed that the current study also helps counselor educators in
different countries to better understand the effective modes of practicum supervision
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from the perspectives of undergraduate counseling students. Generally, the results of
the study suggest that individual-counseling practice courses and their supervision
process are critical and worthwhile in the development of students as skillful
counselors. However, the supervision process of individual-counseling practice
courses needs an improved structure.
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Bir Tiirk Psikolojik Danisma ve Rehberlik Lisans Programindaki

Bireyle Psikolojik Danigma Uygulamasinin Incelenmesi
(Ozet)

Problem Durumu:Psikolojik danisman egitimin temel odaklarindan biri de
etkili psikolojik damisman yetistirmektedir. Psikolojik danmismanin
yeterliligi sahip oldugu teknik beceriler, terapotik yaklasim ve miidahaleler
ve psikolojik danismanin bilissel beceri gelisimi ile tanimlanmaktadir. Bu
baglamda yeterli/etkin psikolojik danisman yetistirmede beceri egitimi
onemle {tizerinde durulan konularin basinda gelmektedir. Beceri
egitiminde smif igi egitim ile psikolojik damsma uygulamalarmi
biitiinlestirilmis bir sekilde ele almak son derece kritiktir. Ozellikle
uygulamalar psikolojik danisman egitiminin en temel 6gelerindendir.
Uygulama, psikolojik danisman adaylarina ders kapsaminda 6grendikleri
bilgi ve becerileri danisanlarla uygulama ve kendilerini degerlendirmeleri
i¢in olanak saglamaktadir.

Etkili bir uygulama stirecinde, klinik calismalarin stipervizyon esliginde
yurttiilmesi  gereklidir. Stipervizyonun etkililigi ~ {izerine yapilan
arastirmalarda stipervizyonun beceri gelisimine, psikolojik danisman
adaymmn 6z farkindalik ve yeterlik kazanmasma katkisi oldugu
gorulmiistiir.

Psikolojik danisma alanin dogdugu ve gelistigi A.B.D’deki psikolojik
danisman egitiminin standartlar;, Psikolojik Damismanlik ve Ilgili
Programlarmn Akreditasyonu Konseyi (The Council for Accreditation of
Counseling and Related Programs [CACREP]) tarafindan belirlenmektedir.
Tiirkiye'de ise heniiz psikolojik danisman egitiminin hangi yeterlikler
tizerinde nasil yapilandirilmasi gerektigi tartisma asamasindadir ve uzun
sire de giindemde kalarak iizerinde tartismalarin ve ¢alismalarin
yiiriitiillecegi temel ve kritik bir konu olacagt sylenebilir. Ote yandan,
Tiirkiye’de hentiz psikolojik danisman egitimi, uygulama oOncesi ve
uygulama derslerine, bununla birlikte uygulama kapsamindaki
siipervizyon siirecine iliskin yeterli arastirma bulunmamaktadir. Etkili bir
psikolojik danisman yetistirmenin en temel ve kritik 6gelerinden biri
verilen formal egitimin niteligi oldugundan, tilkemizde PDR lisans ve
lisanstistii programlarinda kazandirilmaya calisilan psikolojik danisma
becerilerine iliskin arastirmalarin yapilmasinin geregi ortadadir.

Mevcut PDR Lisans Programi ders tanimlar1 incelendiginde, Psikolojik
Damsma Ilke ve Teknikleri, Bireyle Psikolojik Danisma Uygulamasi I ve II
olmak tizere toplam ti¢ ders kapsaminda beceri egitimi verilmektedir. Bu
arastirmanin ytruttldigi lisans programi kapsaminda incelenen Bireyle
Psikolojik Damisma Uygulamasi I ve II dersleri son smifta iki donem
boyunca yer alan uygulama dersleridir. Bireyle Psikolojik Danisma
Uygulamas: I dersi stipervizyon altinda temel psikolojik danisma beceri ve
tekniklerini kullanarak en az 15 oturum bireyle psikolojik danisma
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yapmay1, Bireyle Psikolojik Damisma Uygulamasi II ise siipervizyon
altinda belirli bir psikolojik danisma kurami gercevesinde, temel ve ileri
psikolojik danigsma beceri ve tekniklerini kullanarak en az 15 oturum
bireyle psikolojik damisma yapmay: icermektedir. Her 6grencinin gercek
danisanlarla en az 15 bireyle psikolojik danisma yapmas1 beklenmektedir.
Bireyle psikolojik danismalarin en fazla 3 farkli damisanla yapilmasi
gerekmektedir. Yapilan psikolojik danisma oturumlarmnin hepsi kasete
alinarak desifre edilmektedir. Ayni zamanda ogrenciler oturumlarma
iliskin oturum 6zeti raporu da hazirlamaktadir. Her iki uygulama icin de
ogrenciler en cok 15 kisilik kiiciik gruplar halinde dersi veren ogretim
elemanlarina atanmaktadir. Her kiigiik grup kendi iginde 7-8 kisiden
olusan iki gruba ayrilarak grup stipervizyonu ytriitiilmektedir.
Arastirmanmin Amaci: Bu arastirmanin temel amacit “Bireyle Psikolojik
Damisma Uygulamasi I ve II” derslerinin Rehberlik ve Psikolojik Danisma
lisans son smif ogrencilerinin temel psikolojik danisma yeterlik
diizeylerine etkisini incelemek ve uygulama kapsaminda yiiriitiilen
siipervizyon stirecine iliskin 6grenci goriislerini arastirmaktir.

Aragtirmamn  Yontemi: Bu c¢alismada karma arastirma = yontemi
kullanilmistir. Arastrmanin ilk asamasinda, Bireyle Psikolojik Danisma
Uygulamast I ve II derslerinin psikolojik danisma son smif dgrencilerinin
temel psikolojik danisma becerilerine iliskin yeterlik diizeylerine etkisini
incelemek amaciyla tek grup on test son test modeli kullamlmistir.
Arastirmaya 42 son smif 6grencisi katilmustir. Arastrmada Psikolojik
Danisma Beceri Ayirt Etme Olgegi (PDBAO) kullanilmustir. fkinci
asamasinda ise Ogrencilerin bu derslere ve kapsamindaki stipervizyon
siirecine iliskin degerlendirmelerini arastirmak amaciyla 10 ogrenci ile
odak grup gortismesi yapilmistir.

Aragtirmamn Bulgulari: Arastrmamn bulgular: incelendiginde psikolojik
danisman adaylarmin PDBACO’den aldiklar1 6n test ve son test puanlarmin
ortalamalari ve Igerik Yansitma Tepkileri kismindan aldiklar1 6n test ve son
test puanlar1 arasinda anlamh bir fark bulunmustur. Ancak Duygu
Yansitma Tepkileri kismindan aldiklar1 6n test ve son test puanlari
arasinda anlamli bir fark bulunamamustur.

Ayrica yapilan odak grup goriismesi sonucunda 6grencilerin a) bireyle
psikolojik danisma uygulamas1 derslerine iliskin beklentileri, b) derslerin
psikolojik danisman adaylarinin becerilerine katkilar: c) derslerin etkili ve
etkisiz yonleri, d) stipervizyon iliskisi, e) derste yasanilan temel sikintilar
ve f) derslere yonelik oneriler olmak tizere alt1 temel tema elde edilmis ve
bu temalar cercevesinde goriisler degerlendirilmistir. Psikolojik danisma
son smif ogrencilerinin derse iliskin psikolojik danisma hizmeti vermeyi
ogrenme, gercek damsanlarla etkili bir sekilde psikolojik danisma
becerilerini kullanma, kuramsal bilgilerini uygulamaya gecirebilme, kendi
psikolojik danisma tarzini belirleme ve etkili ve dtizenli stipervizyon alma
olmak tizere bes temel beklentileri oldugu ve 6grencilerin ¢ogunun bu
beklentilerinin karsilandigr goriilmiistiir. Ogrencilerin  gogu “Bireyle
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Psikolojik Danigsma Uygulamas1 1”7 dersinin temel psikolojik danisma
becerilerini, “Bireyle Psikolojik Danisma Uygulamasi II” dersinin ise ileri
diizey psikolojik danisma becerilerini gelistirmede katkis1 oldugunu
belirtmistir. Derslerin etkili ve etkisiz yonlerine iliskin olarak ise bir
stipervizyon teknigi olan desifrenin ve bir stipervizyon format1 olan grup
stipervizyonun etkili bulundugu, bir stipervizyon teknigi olan oturum
ozetlerinin ise etkisiz bulundugu belirtilmistir. Derste dgrenciye ayrilan
siipervizyon siiresinin de ¢ogu Ogrenci tarafindan yetersiz bulundugu
goriilmustiir. Stipervizor olarak ogretim tiyelerine iliskin olarak ise
ogrencilerin cogunun oOgretim tyelerini hem akademik hem iliski
baglaminda olumlu degerlendirdikleri bulunmustur. Son olarak derste
yasanilan temel sikintilar iki ana tema altinda toplanmustir; dersin genel
yapisi ve psikolojik danisma uygulamasina yonelik sikintilar.

Aragtirmanin Sonuglart ve Oneriler: Bireyle Psikolojik Danisma Uygulamast
ve II derslerinin psikolojik danisma ogrencilerinin temel psikolojik
damisma becerilerine iliskin yeterlik diizeylerine etkisi incelendiginde,
bulgular, dersin sonunda psikolojik damisma son smif 6grencilerinin
PDBAO'niin genelinde ve Igerik Yansitma Tepkileri boyutundaki etkili ve
etkisiz psikolojik danisman tepkilerini iyi ayirt ettiklerini gostermistir.
Dersin degerlendirmesinde ise ogrencilerin derslere iliskin beklentilerinin
biiytik oranda gerceklestigi, derslerin temel ve ileri diizey beceriler
kazandirmada katkist oldugu bulunmustur. Ozellikle Bireyle Psikolojik
Damisma Uygulamast I dersinin temel becerileri, Bireyle Psikolojik
Danisma Uygulamast II dersinin ise ileri diizey beceri kazandirmada etkili
oldugu goriilmiistiir. Bu bulgular dogrultusunda, derslerde hedeflenen
amaglara ulasildigini sdylemek miimkiindiir.

Genel olarak, arastirmanin bulgular1 uygulama derslerinin 6nemini bir
kere daha vurgulamistir. Ancak, bu derslerin {iniversitelerde nasil
yiritiilecegi konusunda standartlarin belirlenmesine, bilgilendirme ve
kurumsallasma calismalarinin baslatilmasina biiytik yarar ve gereklilik
bulunmaktadir.

Anahtar sozciikler: Bireyle psikolojik danisma uygulamasi dersleri, bireyle
psikolojik damisma uygulamasi, stipervizyon, temel psikolojik danisma
becerileri
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Abstract

Problem Statement: Because of innovations in science, technology, the media
and changing lifestyles, the quality of education and the socio-cultural
backgrounds of families play an important role in the problem-solving
skills of children. How and to what extent negative or positive life
experiences which are carried out by rapid changes through life would
affect alternative problem solving thinking skills of children.

Purpose of the Study: This studyaimed to assess whether or not the rapid
changes and the progress in education affect the number of solutions
related to the interpersonal problem-solving skills of children. The
categories of the solution also were examined that children propose more
socially accepted solutions with prosocial categories rather than those with
violence categories.

Methods: Two different groups of participants were compared in this study.
The sample of the first study conducted in 1994 consisted of 74 children (34
girls, 40 boys) who attended public preschools (Dinger, 1995). The sample
of the second study conducted in 2004 consisted of 56 children (26 girls, 30
boys) attending two private and public preschools (Anliak, 2004). The
Preschool Interpersonal Problem Solving Test (Shure, 1992), which took 20-
30 minutes to complete individually, was used by well-trained testors to
evaluate the alternative thinking skills of children.

Findings and Results: The findings of the PIPS Test indicate that there was a
significant increase in the number of categories and solutions proposed by
children when compared to the findings of the first group, ten years ago.
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Although the numbers of solutions and categories concerning peer- and
mother-related problems were high in total, it was observed that
statistically there was not a significant increase in the total number of
solutions concerning peer-related problems.

When the categories that the children used to solve interpersonal problems
were examined, we observed that today’s children use the categories of
Loan and Physical Attack on Person for peer problems and the categories
of Replace, Repair, Authority Aid, and Hide for mother-related problems.

Conclusions and Recommendations: These findings show that it would be
beneficial to enrich preschool education in Turkey in terms of interpersonal
cognitive problem-solving skills. In other words, preschool education
programs need to be supported with activities that systematically help
children to gain these skills.

Keywords: Interpersonal cognitive problem-solving skills, social skills,
preschool, prevention.

The rapid transformation of the field of education has created a learning
environment for children that they can actively explore rather than remain in a
passive position where information is not mutually shared by both sides. Recently,
issues like the physical features of the learning environment, its psychological
dimension, and use of instructional technology have been emphasized in an attempt
to construct a well-qualified, effective and interactive learning environment (Winter,
1999; Sonmez, 2001; Bunting, Li, Locke & Prakash, 2005). Using technology in a
variety of educational contexts might lead to more productive and scientific
instruction, accelerating the learning process as well (Helm & Katz, 2001; Winter,
1999; Kaya, 2005; Yalin, 2003; Oktay, 2005). Furthermore, an increase in the diversity
of teaching materials ensures that teachers use more appropriate educational
methods to meet the needs of individual children.” Instruction is supported through
visual/auditory educational tools, which get the attention of the children and
increase their motivation (Winter, 1999; Kaya, 2005; Yalin, 2003).

Recent global advancements have emphasized the significance of early education
beginning from the very first years of childhood and have expanded the duties and
responsibilities of families (Oktay, 2005). Numerous families have been constantly
struggling to maximize the learning capabilities and potentials of their children to
keep up with 21st century educational techniques. These families have realized that
when proper and supportive environments are offered, the individuals become more
self-confident, actively engaging and problem solving, independent and successful.

Researchers have also shown that nurturing and supportive relationships
between children and parents improve the social, emotional and psychological
development of children (see Pianta, 1998, see Anderson, Christenson, Sinclair, and
Lehr, 2004). It has been pointed out that early positive, close and supportive
relationships are critical when it comes to dealing with problem situations and the
acquisition of problem-solving skills (Pianta, 1998; Anderson et al., 2004; Anliak,
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2004; DeJames, 2001). If children have close, secure and sensitive relationships with
their parents, they probably display caring and sensitive attitudes towards peers or
friends in the classroom. In this respect, it has been stated that children should be
competent in their interactions with peers, by collaborating with others and solving
and coping with problems in social and emotional contexts (Denham and Burton,
1996, 2003, Shure and Spivack, 1980, 1982, Shure, 2001a, b). However, it has been
observed that some children could have difficulties in using and improving their
social skills in their close relationships for various reasons. These kinds of negative
experiences would probably be risk factors for the determinants of adaptation
problems in terms of psycho-social development (Asher, 1978; Bloomquist and
Schnell, 2002; Rogers & Ross, 1986; Howes, Hamilton, and Matheson, 1994). Adults
should try to find effective ways of improving children’s interpersonal problem-
solving skills so as to allow the children to adapt to new social developments,
especially today’s relationship style (Shure & Spivack 1982; Spence, 2003, Demir,
2008). Chidren's problem-solving success would help to prevent frustration,
aggression, anxiety and sadness, factors which often lead to various behavioral
problems.

Societies hold advantageous positions when they have many opportunities in the
technological and educational arena; however, the speed and permanency of these
developments would possibly affect the future skills of children. These skills, as
prerequisites for further success, include metacognitive thinking, socio-emotional
and problem-solving skills that children constantly refer to when solving daily
problems (Bingham, 1983; Geng¢ & Senemoglu, 1999; Shure, 2001a; b; Zembat &
Unutkan, 2005). While information exchange has increased through technology, it
can weaken interpersonal relationships (Caglar, 2005). Lifestyles are becoming
increasingly stressful and complicated, negatively affecting the social interactions of
individuals. People encounter many challenges in different contexts each day;
therefore, they have to adapt to changing relationships that they need to satisfy by
using their interpersonal cognitive problem-solving skills. An individual’s
adaptation to daily changes can be easier if he/she realized the problems, evaluates
the outcomes of possible alternative solutions, discovers the proper solution and uses
it efficiently. The research supports the idea that these skills can be improved by
their integration into educational settings beginning from as early as 4 years old and
continuing throughout adulthood (Shure, Spivack & Jaeger 1971; Shure & Spivack,
1980; 1982; Shure, 1992; Erwin & Ruane, 1993 Erwin, 1994; Dinger, 1995; Vestal, 2001;
Spence, 2003; Anliak, 2004, Demir, 2008).

Adapting to rapid improvements and modifications (e.g. in education,
technology, social relations) might be challenging and take some time for people in
developing countries. Hence, these restrictions during the education process limit the
self-development of individuals and reduce the quality of their lives. Although
technology, science and education contribute to people’s cultural and social lives,
especially in societies that are not yet ready for other innovations, it is difficult to
create a common ground for the adaptation of changes and to revise the values while
protecting the social balances. Assimilation to contemporary culture and the
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identification of new urban lifestyles and the existing cultural structure must take
place gradually and systematically (Caglar, 2005). Otherwise, deviations, disputes
and instabilities are inevitable in the societies that are not ready for such social
innovations (Sayar, 2006).

Turkey is among these countries experiencing rapid changes and advancements,
an economic crisis, and income inequalities. Therefore, the majority of the society is
trying to keep pace with the advancements and cope with the economic crisis while
attempting to achieve high-quality living conditions. This may result in negative
consequences within the society, including a decrease in desiredfamily relationships.
Thus, adults’ negative attitudes toward solutions to problems within either the
family or the society prevent them from establishing themselves as good examples
for their children. It is important that children structure their social relationships first
in the family and then reformulate their other relationships accordingly (Hennessy &
Martin, 1992; Howes, Hamilton & Matheson, 1994; Wittmer & Honig, 1994; Dinger &
Giineysu, 1997; Hortagsu, 2002).

Parents who are capable of finding the appropriate problem-solving methods,
evaluating a range of social options and reflecting those in their behaviours will
bring up children with problem-solving skills. In addition, children are exposed to
violent behaviors and acts not only in their families; unfortunately, they are not
offered a peaceful world either. Violence displayed in television programs, radios,
newspapers, etc. (namely through the means of mass communication) undeniably
affects the interpersonal problem-solving skills of children negatively. The increasing
amount of violence and war scenes on television, video games and the Internet
present children with non-peaceful images of the world. Insuring these scenes
accelerates the reflection of violence onto our daily lives. High rates of television
viewership in our country indicate that television increases the probability that
children will imitate the aggressive behaviours they see, acting violently toward
other children uncontrollably and unkindly.

Consequently, innovations in science, technology, the media and people’s
changing lifestyles as well as the attitudes of parents, the quality of education
provided, the socio-cultural background of families and the society play an
important role in children solving their problems constructively and developing
better cognative skills (Dinger, 1995; Dinger & Gtineysu, 1997; Shure, 2001a;b, Demir,
2008). The purpose of this study is to show how and to what extent negative or
positive life experiences of preschoolers’ problem solving skills are affected by the
last 10 years’ developments in Turkey. For this reason, this research evaluates
whether the rapid changes in science, technology, education and general social
progress bring any changes to the number of solutions and the categories used by
preschoolers for interpersonal problems they face in their lives. It was expected that
the results of this study would reveal to what extent children would need any
preventive programs in order to improve their problem-solving skills. It was also
assumed that the content of the solutions, either social or aggressive, would be
helpful for teachers who could figure out how children think about problems in
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order to solve them; these teachers could have an opportunity to enrich current
preschool program to support children’s problem-solving skills.

Method
Participants

In the first study, carried out in 1994, 74 out of 130 5-year-old children formed
the sample; in the second study, conducted in 2004, 56 children participated. The
sample of the first study consisted of 74 children (34 girls, 40 boys) who attended
public preschools (Dinger, 1995). The sample of the second study consisted of 56
children (26 girls, 30 boys) attending two private and public preschools (Anliak,
2004). One limitation of this study is that we did not select the sample from schools
with similar characteristics, instead choosing to include children from public and
private preschools. However, although these schools seem to differ in their functions
and the variety of their educational programs, all refer to the national curriculum
managed by the Ministry of National Education (MONE). The program was revised
in 2002 within the framework of new educational approaches, called the Preschool
Educational General Directorate’s Standard Studies (MEB, 2002), for 36-72 month-old
children. Therefore, when this study was conducted at the public preschool in 1994,
the ex-curriculum of MONE was in progress. It is assumed that data gathered from
diverse schools (private, public) has affected the results of this research. Nonetheless,
as these schools were then following a revised common curriculum, it was
hypothesized to contribute to the variation between the interpersonal problem-
solving skills of children through different periods.

In the 1994 curriculum of public preschools, teachers tended to use teacher-
initiated instruction in their classes. In this respect, it might be assumed that this
program did not meet the needs of children in terms of enhancing problem-solving
skills since there was no systematic and/or organized use of these kinds of problem-
solving prevention/intervention programs. Although both private and public
preschools have carried out national preschool program basicly, the private
preschool school used in the 2004 sample has enriched its programs more by
integrating the new national curriculum, the multiple intelligence theory, the project-
based approach and other activities fostering creative thinking skills and focusing on
interpersonal relationships. On the other hand, all of the participating schools in 1994
and 2004 had similar characteristics as they offered high-quality education and
followed a common program. Because we selected schools that had integrated the
enriched national curriculum, we were able to examine 20th century educational
skills. Thus, the participating students in 2004 that were instructed in a child-initiated
program and those in 1994 in a teacher-initiated program have been evaluated by
comparing the level of interpersonal cognitive problem-solving skills, the number of
solutions offered and their categories (aggressive or social solutions).

Research Instruments
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Preschool Interpersonal Problem Solving Test (PIPS) (Shure, 1992). This test has been
developed to evaluate the alternative problem-solving skills of children. The test,
which usually takes 20-30 minutes to complete, contains two parts related to
children’s peers as well as their mothers, and includes short stories which narrate the
problems between two children of the same age and between a child and his/her
mother. The first parts of the test were peer-related; in each story, it is stated that one
of the children would like to play with the other child’s toy ; every child in the class
is asked to consider himself/herself as the main character in the story and then find
ways to play with the toy. In the mother-related part of the test, it is narrated that the
child in the story damages one of his/her mother’s belongings; every child in the
class supposes that she/he is the main character and is asked to think of possible
solutions to prevent the mother from getting angry with her child.

The validity and reliability of the PIPS Test were tested by Shure and colleagues
based on various studies. It has been clarified that the test can distinguish between
children who behave differently from the standpoint of adaptive behaviors and
indicate the differences at the end of the problem-solving training. The test-retest
reliability of PIPS was found to be .72. Also, the percentage of total intercoder
reliability was found to be 97%. The test-retest reliability was found to be .85 for the
Turkish sample. Also, the percentage of intercoder reliability for the Turkish version
has varied between 82% for the peer section and 99% for the mother section (Anliak,
2004).

Procedure

The test called the “Preschool Interpersonal Problem Solving Test - PIPS”,
prepared by Shure (1992), was used to determine whether or not the intervening ten
years had brought any changes to the problem-solving process of children. The
location of the test needed to be prepared prior to the test administration. Before the
pretest, participants were introduced to the classroom where they were going to be
tested and informed about the procedure. The tests took 20-30 minutes to complete in
a silent room, outside the regular classroom. Children were tested by educators and a
psychologist who was also a well-trained PIPS tester.

Findings and Results
Total Numbers of Solutions and Categories Concerning Peer- and Mother-Related Problems

The present study was conducted to determine if the interpersonal cognitive
problem-solving skills of 5-year-olds create a significant difference in the categories
used in problem situations and in the number of solutions during the past ten years.
When the averages of the numbers of solutions and categories that they used for
peer- and mother-related problems were compared in the PIPS Test of the 1994 and
the 2004 groups, it was determined that there was a significant difference in the total
solution numbers concerning peer- and mother-related problems between the groups
(t=2.082 p<0.05). It was observed that the total number of solutions in the 2004 group
was higher than that of the 1994 group and the number of categories used for peer-
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and mother-related problems was significantly different in both groups; additionally,
the group from 2004 used more categories than the group from 1994 (t=3.059 p<0.05)
(see Table 1). In other words, it was observed that five-year-old children instructed
by the new national program, based on the current conditions and needs, produced
more solutions within different categories than those instructed ten years ago.

Table 1

Averages of the Numbers of Solutions and Categories Used Concerning Peer- and Mother-
Related Problems

Year i T SD it df r
Total solution number - peer and mother 19%4 74 5,973 | 2,993 2.082% 128 39
problems
2004 58 7.08% § 2.070
Total category number - peer and mother 1954 74 4.864 | 2360 3.069* 128 003
problems
2004 58 65,214 ;| 2.654
Solution number - peer problems 1994 74 3.135 ¢ 1.6%8 1.706 128 050
2004 58 3.660 1 1.791
Solution number - mother problems 1954 74 2837 1 1767 1.957* 128 052
2004 56 3464 | 1858
Category number - peer preblems 1994 74 2.675 | 1366 L2512 128 {026
2004 56 3.214 1 1331
Category number - mother problems 1994 74 2,189 | 1420 2.881" 128 005
2004 56 2.964

*p<0.05

When these findings obtained from the PIPS Test were examined in-depth
according to numbers of solutions for peer-related problems, for mother-related
problems, the numbers of categories for peer-related problems and for mother-
related problems, we were able to figure out how the results can be interpreted. It
could be possible to discover at which points children’s needs should be supported
more in order to improve those skills.

Numbers of solutions concerning peer-related problems. The numbers of solutions of
the two groups concerning peer-related problems were not found to be significantly
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different from each other (t=1.706 p>0.05) (see Table 1). In other words, the numbers
of solutions to peer problems were not found to be significantly different between the
years.

Numbers of solutions concerning mother-related problems. When the total solution
numbers of the two groups were compared concerning mother-related problems, w
observed that there was a statistically significant difference (t=1.957 p<0.05) and that
the 2004 group found more solutions than the 1994 group (see Table 1).

Category number concerning peer-related problems. The 2004 group used more
categories than the 1994 group concerning peer-related problems (t=2.251 p<0.05)
(see Table 1).

Category number concerning mother-related problems. It was determined that the 2004
group used more categories than the 1994 group concerning mother-related
problems (t=2.881 p<0.05) (see Table 1).

The examination of the averages of the categories used by the two groups
concerning peer- and mother-related problems was used in order to assess the
categories of the solutions (social-aggressive) found by children over 10 years.

When we examined the averages of the categories used for peer-related problems,
we found that the 2004 group seemed to use the Loan and Physical Attack on Person
categories more than the 1994 group. It was also determined that the 2004 group’s
category scores for the Loan category were significantly different from those in the
1994 group (t=2.357 p<0.05). Additionally, the 2004 group’s category scores for the
Physical Attack on Person category were higher than those of the 1994 group (t=2.726
p<0.05). The 2004 group used the categories of Tricks, Wait, Plan for Future, Force-
Grab and Command more than the 1994 group, although there was no statistically
significant difference between the two groups (p>0.05) (see Table 2).
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Table 2

Averages of Categories Concerning Peer-Related Problems

Peer Related
Problem Caegories  Year N x 5D
IR
N A AN YO R et
D R
ranshee,mams | 1| 7 0ms L oosm Lol
Trade-Eribe ;33: g: gf?é gi}? 0243 128 0.508
A O T2 T T R
R T I YU A
T B O TR RV B
Manipulate Affect ;33: g: glg? gg}lg ooz 128 0.988
o e e
Plan for Future ;gg: g: g?zg ggg.g 1098 128 0.273
Force-Grab ;gg: ;z gg;g g;gi 0154 128 0.554
PhySiC;i;:;tnaCk - ks 74 i i 2.726% 128 0.008
2004 J& 0.214 0.494 ' ’
command | I A 000000 gy

*p<0.05
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When Table 3, presenting the distribution of categories used for mother-related
problems by the two groups, was examined, significant differences between the
groups were found in the categories of Replace, Repair, Authority Aid and Hide It. In
these four categories, the values were: Replace (t=2.497 p<0.05), Repair (t=3.132
p<0.05), Authority Aid (t=2.420 p<0.05) and Hide It (t=3.311 p<0.05). It was observed
that the related category scores of the 2004 group were significantly higher than those
of the 1994 group, and the 2004 group suggested more solutions than the 1994 group
using these categories more. Although there was not a statistically significant
difference between the two groups concerning the categories of Finagle and Clean
Up-Throw Away, both of which were among the categories used for mother-related
problems (p>0.05), it was determined that the 2004 group suggested solutions using
these categories more than the earlier group (see Table 3).

Table 3
Averages of Categories Concerning Mother-Related Problems

Mother-Related Problem Year N Y SS t sd P
Categories

1994 74 0135 0344 .
Replace 2004 56 0321 0471 2.497 128 0.014

. 1994 74 0202 0404 "
Repair 2004 56 0463 0503 3.132 126 0.002

1994 74 0108 0312

Authority Aid 2004 56 0283 0454

2,420% 125 0.018

1994 74 1256 0922
Apology-Truth 2004 56 1107 1003 0.882 128 0.380

Blame Other-Lie Deny éggi ;é 83);; 82;3 0.585 128 0.559

, 1994 74 0256 0.439
Don’t Be Mad 2004 56 0196 0400 0.804 128 0.423

. 1994 74 0432 0.777
Manipulate Affect 2004 56 0392 0593 0.317 128 0.752

. 1994 74 0,027 0.163
Finagle 2004 56 0425 0384 1.789 128 0.078

. 1994 74 0229 0423
Hide 2004 56 0178 0386 0.708 128 0.480

1994 74 0,013 0.116

Hide It 2004 56 0196 0.400

3.311* 128 0.002

Clean Up- Throw Away éggi ;: 8';)(5;; 85%; 1,075 128 0.285
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Conclusions and Recommendations

In this study, the findings of the PIPS Test illustrate that there was a significant
increase in the number of children’s suggestions for categories and solutions
compared to the statistics of ten years ago. Various effective factors underlying this
significant difference come into play. The most essential factor affecting the increase
in the numbers of categories and solutions appears to be related to the efforts of
preschools to utilize innovations and follow an up-to-date common program. In
addition, factors such as being aware of the significance of the preschool period in a
child’s life, raising parents’, teachers’ and society’s awareness of childcare and
education, increasing the amount of stimulating materials such as television and
newspapers, and reaching a much higher level of preschool education through
scientific studies are considered to be other important factors.

In this study, which found that children produced more solutions than they
produced ten years ago, it was observed that statistically there was not a significant
increase in the total number of solutions concerning peer-related problems, although
the numbers of solutions and categories concerning peer- and mother-related
problems were high in total. This finding reveals that preschool curriculum needs to
be enriched and combined with preventive programs to improve children’s
education more systematically. Preschools, where children both interact and
communicate with their peers and also come together for activities, provide a natural
environment for interpersonal problems to occur (Cagdas & Secer, 2002; Asher &
Papuette, 2003). In this respect, the basis of preschool educational programmes
should be supported by activities that aim to encourage children to be higher
thinkers when it comes to social problems (Shure & Spivack, 1980, 1982; Bingham,
1983; Honig & Wittmer, 1996; Ozusta, 1998; Shure, 2001a, Deveci, Yilmaz & Karadag,
2008).

The literature supports the idea that children’s alternative problem-solving skills
have been developed in the institutions where preschooling had integrated
preventive programs (Shure & Spivack; 1980; 1982, Erwin & Ruane; 1993, Shure,
1992; Dinger & Giineysu, 1997 Anliak, 2004; Deveci, Yilmaz & Karadag, 2008 ). If
programs building upon at least one of those skills have been implemented
systematically and regularly in participating preschools, both solution and category
numbers would probably have reached the desired level. Therefore, teachers should
build activities based on preschool preventive programs to deal with class problems
and allocate time for improving the problem-solving skills of children. Therefore,
these findings show that it will be beneficial to enrich preschool education in our
country to improve children’s interpersonal cognitive problem-solving skills. In other
words, preschool education programs need to be supplemented with activities
helping children to gain cognitive problem-solving skills associated with healthy
human relationships. One of the targets of preschool educational institutions must be
to not only improve academic success but also to continue to socialize the individuals
who already have social and interpersonal problem-solving skills.
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In addition, when the solution categories concerning peer- and mother-related
problems are assessed in order to compare them, it becomes clear that a
multidimensional educational program for the development of interpersonal
cognitive problem-solving skills in preschool education is needed. When the
categories concerning peer-related problems of the two groups were examined, it
was found that there was a statistically significant difference in the categories of Loan
and Physical Attack on Person. It was observed that today’s children (the group from
2004) suggested more solutions concerning the category of Loan when faced with
interpersonal problems than the group from 1994. They prefer thinking of solutions
within social categories such as Loan in peer-related problems. This finding with
social categories and correspondingly, with aggressive catogories on the other hand
have been observed to increase. In other words, a surprising and noticable finding
was that there was an increase in the number of aggressive solutions which appear in
the Physical Attack on Person category. One of these solutions features an
unaggressive social solution (Ask) while the other solution involves violence, namely
physically harming the other individual. In addition, the categories using anti-social
solutions, such as Tricks, Finagle, Force-Grab, Command, support the conclusion that
these are being referred to more often than they were 10 years ago. In this study, it
was expected that well-educated children would propose more socially-acceptable
solutions within prosocial categories rather than within aggressive categories. In
other words, it is believed that solutions within social categories (ask, fair, share,
turns, manipulate affect, etc.) would increase along with living conditions, high-
quality education, etc. However, this finding reveals that the education system must
be enriched with communication skills, social skills, and interpersonal cognitive
problem-solving skills. For this reason, the education children receive in their
childhood is of great importance in regards to how they cope with their conflicts and
feelings of anger and in how they learn to solve problems without hurting other
people. Children are supposed to have certain ideas and behaviors in their repertoire,
including primarily, politeness and cooperation to manage and solve their problems
using more positive and social behaviors (Spence, 2003).

In addition to the above-mentioned findings, when the categories of mother-
related problems were examined, some contradictory findings were identified. When
the categories that the children suggested in this study for mother-related problems
were assessed, it was found that children in the 2004 group produced more ideas
than the children in the 1994 group in terms of how to solve the problems in a more
social and harmonious way (Replace, Repair, Authority Aid). However, a significant
increase in the averages of the 2004 group compared to those of the 1994 group in the
Hide It category is considered to be a finding that requires attention and further
study. In addition, today’s children’s use of solutions including the Finagle and
Clean Up-Throw Away categories can be explained by their tendency to solve their
problems by dishonest means. An examination of the categories shows that children
have not defined an honest and clear approach. The participants of this study might
have proposed more responses within social categories in the mother-related solution
categories (manipulate affect, apology-truth, etc.).
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In accordance with the socio-economic conditions, the gradual enlargement of the
nuclear family structure, an increase in the number of working mothers, violent
incidents in both the media and family and so on, the need for educational
institutions that provide various facilities to support children’s personal and social
development in addition to their academic success has increased (Zembat &
Unutkan, 1999; Cagdas & Secer, 2002). Hence, with the aim of developing alternative
solutions to the problems they encounter and gaining the problem-solving skills
which are critical for life, it is necessary for various educational programs to be
carried out both within the family and in preschool educational institutions. For this
reason, it is important to enhance educational programs with regard to interpersonal
problem-solving skills by determining new strategies suitable for the ever-changing
daily conditions in the field of education (Anliak & Dinger; 2005 a;b; Ozusta, 1998;
Greenberg, Domitrovich & Bumbarger, 2001; Dinger & Giineysu, 2001).

Multidimensional intervention programs must be used in order to help students
develop suitable solutions in managing problems occuring among their friends and
to teach them how to show their anger without hurting their peers. Children’s ability
to solve their problems skillfully can positively impact their future careers, the
development of close relationships with friends, and most importantly to an
improvement in the well-being of the individual. Erwin (1994), one of the researchers
suggesting a multidimensional educational model, points out that social skills
training has led to significant improvements in children’s social interactions, social
status and cognitive problem-solving skills regardless of the techniques used. The
purpose of this study is to compare the efficiency levels of three different social skill
training programs (coaching, modelling and interpersonal cognitive problem
solving). According to the findings, no technique was better than the others in terms
of improving the social skills of children.

Enhancing preschool educational programs by integrating social skills and
interpersonal cognitive problem-solving skills programs would increase the quality
of education. Additionally, it has been frequently emphasized that not only training
children and teachers but also training parents is highly recommended in order to
improve those skills effectively (Bloomquist ve Schnell, 2002; Webstern- Stratton ve
Reid, 2008; Reid, K., Littlefield, L., & Hammond, S.W. ,2008, Shure, 2001a).
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Cocuklarin Kisiler Arasi Bilissel Problem Cozme Becerileri
Zaman I¢gerisinde Nasil Bir Degisim Gosteriyor

(Ozet)

Problem Durumu: Guintimiizde egitimde yeni yaklasimlar: takip eden okul
oncesi egitim programlarinda, ¢ocuklarda bilimsel ve etkili diistinme,
yasam boyu ogrenme istegi, etkili kisiler arasi iligkiler kurabilme, problem
cozme gibi gesitli niteliklerin kazandirilmasmin énemi vurgulanmaktadir.
Sosyal becerilerin daha sonraki akademik basarilarda énemli bir belirleyici
oldugu goriistinii benimseyen egitim yaklasimlarinda, etkili sosyal ve
kisiler aras1 problem ¢ozme becerilerinin, entellektiiel becerilerle iligkili
oldugu diistiniilmektedir. Dolayisiyla okul 6ncesi egitim kurumlarmin
cocuklarin sadece akademik basarilarinin gelismesini desteklemedikleri
ayn1 zamanda sosyal ve kisiler arasi problemlerini ¢tzebilen bireyler
yetistirmeyi de hedeflerinin arasmna alarak ¢ok boyutlu egitim
programlariyla okul oncesi egitim programlarini zenginlestirdikleri
gozlenmektedir. Tiirkiye’de okul 6ncesi egitim kurumlari incelendiginde,
kisiler arasi problem ¢ozme becerilerini gelistirebilecek ¢ok yonlu egitim
programlarmin smurh diizeyde uygulandigl goriilmektedir. Okul 6ncesi
egitim programlarinda ocuklarda bu beceririyi gelistirebilecek cesitli
etkinlikler gerceklestirilmesine ragmen bu becerilere yonelik programlara
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ihtiyag duyulmaktadir. Bu baglamda, Tiirkiye'de kisiler arasi problem
¢ozme becerilerine iliskin ¢ok yonlii egitim programlarinin gelistirilerek
etkililik  diizeylerinin ve  yeterliliklerinin  saptanmasi ya da
degerlendirilmesi gerekmektedir. Bu nedenle, siirekli degisen giintimiiz
kosullarma uyum saglamada belirleyici rolii olan kisiler aras1 problem
¢ozme becerileri agisindan okul 6ncesi egitim alaninda da yeni stratejiler ve
yontemler belirlenmesine, onleyici ve miidahale edici programlarin
zenginlestirilmesine ihtiya¢c duyulmaktadir.

Arastirmanmmn Amacr: Guniimiizde giderek yaygmlasmakta ve gelismekte
olan okul oncesi egitim kurumlarinda c¢ocuklarda bu becerilerin
gelisebilmesi amaciyla gesitli etkinlikler gerceklestirilmektedir. Cocuklar1
cok yonli gelistirmesi beklenen ¢agdas egitim yaklasimlarinin, cocuklarin
kisiler arasi bilissel problem ¢6zme becerileri {iizerindeki -etkilerinin
arastirmalar kapsaminda degerlendirilmesi gerekmektedir. Bu noktadan
hareketle ytirtitillen bu ¢alismanin amaci, yasamin ve egitimin getirdigi
hizli degisim ve gelismelerin, okul oncesi dénem c¢ocuklarmn
yasamlarinda karsilastiklar1 kisiler arasi problemlere yonelik iirettikleri
¢oztim sayilarinda ve kullandiklar1 kategorilerde farklilasmaya yol agip
a¢madigin degerlendirmektir.

Aragtirmamn Yontemi: Bu karsilastirmali calismada 5 yas grubunda iki farkl
grupla calistlmistir. Orneklem grubunu olusturan ilk calisma 1994 yilinda,
ikinci ¢alisma ise 2004 yilinda yapilmistir. Birinci ¢alismanin drneklemi,
resmi kurumlara bagli anaokullarma devam eden 34’ii kiz 40’1 erkek olmak
tizere toplam 74 ¢ocuktan olusurken, ikinci ¢alismanin 6rneklemi ise 6zel
ve resmi kurumlara bagl iki anaokuluna devam etmekte olan 26’s1 kiz 30'u
erkek toplam 56 ¢ocuktan olusmaktadir. Calismada, aradan gecen on yillik
stirenin problem ¢dzme siirecinde bir degisiklik yaratip yaratmadigim
degerlendirmek amaciyla Shure (1992) tarafindan gelistirilmis, orijinal ad1
“Preschool Interpersonal Problem Solving Test - PIPS” olan Okul Oncesi
Kisiler Arast Problem Coézme (OKPC) Testi, ornekleme alinan tiim
cocuklara bireysel olarak uygulanmustir.

Arastirmann Bulgulari: Bu amag¢ dogrultusunda arastirmada, kisiler arasi
problem ¢6zme becerileri egitiminin (Interpersonal Cognitive Problem
Solving Program), 5 yas grubu cocuklar tizerindeki etkisinin incelendigi
1994 ve 2004 yillarinda yapilan iki farkli arastirmadan elde edilen bulgular
karsilastirilmistir. Arastirma sonucunda aradan gecen on yillik siirecte
guntimiiz ¢ocuklarinin kisiler arasi iliskilerinde ortaya cikan problemler
icin trettikleri ¢6ztim sayilarinda artis oldugu saptanmistir. OKPC
Testinde, ¢ocuklarin akran problem ve anne problem durumlarima iliskin
urettikleri ¢oztim sayilarinin  ve kullandiklar1 kategori sayilarmin
ortalamalar1 karsilastirildiginda, gruplar arasinda, akran problem ve anne
problem durumlariyla ilgili tiretilen toplam ¢6ztim sayilarinda anlamli bir
fark oldugu bulunmustur. Her iki grubun akran problem ve anne problem
durumunda kullandiklar1 kategori sayilarmin da anlamli diizeyde
farklilast1g1, giintimiiz ¢ocuklarmin daha fazla sayida kategori kullandigt
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bulunmustur. Diger bir deyisle giiniimiizde egitim almakta olan 5 yas
grubu ¢ocuklarimin 10 yil énce egitim alan 5 yas grubu ¢ocuklarmna gore
daha fazla sayida ve farkl icerikte ¢oziimler tirettikleri gozlenmistir. Ancak
OKPC Testi'nden elde edilen bu bulgu; akran problem durumu ¢6ztim
say1st ve anne problem durumu ¢dziim sayisi, olarak ayr1 ayr1 daha detayl
bir sekilde degerlendirildiginde; her iki grubun anne problemlerine iliskin
urettikleri toplam ¢oziim sayilarinda anlaml bir fark saptanirken akran
problemlerine iliskin trettikleri toplam ¢6ziim sayilarinda, anlamli bir
farklilik gozlenmemistir.

Yillar igerisinde g¢ocuklarin problem ¢ozme durumunda hangi icerikte
(sosyal - saldirgan) c¢oziimler onerdiklerinin degerlendirilmesi amaciyla
her iki grubun akran ve anne ile ilgili problem durumunda kullandiklar:
kategorilerin ortalamalarindan elde edilen bulgular incelendiginde ise; her
iki grubun akranla ilgili problem durumunda kullandiklar1 kategorilerin
ortalamalarma  bakildiginda, Odiing Alma ve Fiziksel Zarar
kategorilerinde, gitintimiiz cocuklarinin, bu kategorileri daha fazla
kullandiklar1 saptanmustir. Ayrica Hile, Bekleme, Gelecek igin Plan Yapma,
Zor Kullanarak Alma, Emir Verme kategorilerinde iki grup arasinda
istatistiksel olarak anlamli bir fark olmamakla birlikte giintimiiz
cocuklarinin ¢oztimlerinin bu kategorilerden geldigi saptanmustir. Her iki
grubun anne ile ilgili problem durumunda kullandiklar1 kategorilerin
dagilimi incelendiginde ise dort farkll kategoride; Yerine Koyma, Tamir
Etme, Otorite Yardim ve Saklama kategorilerinde gruplar arasinda anlamli
farklilasmalarin oldugu bulunmustur. Giintimiiz ¢ocuklarinin sozii edilen
kategorileri kullanarak daha fazla ¢oztim oOnerisinde bulunduklar:
gozlenmistir. Anne problemlerine iliskin kullanilan kategoriler arasinda
yer alan Kandirma ve Temizlemek-Atmak kategorilerinde, iki grup
arasinda istatistiksel olarak anlamli bir fark olmamakla birlikte giintimiiz
cocuklarinin bu kategorileri daha fazla kullanarak ¢oziimler 6nerdikleri de
belirlenmistir.

Arastirmann Sonuglart ve Onerileri: Bu galismadan elde edilen bulgulara
gore, cocuklarin giinliitk yasantilarinda karsilasabilecekleri kisiler arasi
problemleri ¢ozerken kullandiklar1 ¢6ztim ve kategori sayilarinda on yil
oncesine kiyasla onemli bir artismn oldugu gozlenmistir. Bu anlaml
farklilasmanin altinda yatan cesitli faktorlerden so6z edilebilir. Cocugun
yasaminda okul oncesi donemin oneminin giderek daha fazla anlasilmasi,
uzmanlar tarafindan, toplumun, ebeveynlerin ve dgretmenlerin cocuk
bakimi ve egitimi konusunda bilin¢lendirilmesi, televizyon, gazete, dergi
v.b uyaranlarin sayilarinda artis olmasi, bilimsel ¢alismalar dogrultusunda
okul oncesi donem egitiminin niteliksel olarak daha iyi bir diizeye
ulastirllmasi gibi faktorlerin bu farklilasmada etkili temel nedenler
arasinda yer aldig1 distiniilmektedir. Giintimiiz ¢ocuklarimin on yil
oncesine kiyasla daha fazla ¢oziim tirettigi belirlenen bu ¢alismada, elde
edilen genel toplamdaki akran ve anne problem durumlarina iliskin ¢6ztim
ve kategori sayilar1 yiiksek olmasmna ragmen akran problem durumu
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toplam ¢6ziim sayist agisindan sonuglar degerlendirildiginde, okul éncesi
donemde tilkemizde verilen egitimin, kisiler aras: bilissel problem ¢ozme
becerileri yoniinden zenginlestirilmesi gerekliligini ortaya koymaktadir.
Simif ici etkinlikler kapsaminda; ¢ocuklarin alternatif problem ¢6zme
diistinme becerisini gelistirebilecegi ¢esitli miidahale programlarimn
bitiinlestirilerek diizenli bir sekilde uygulanmasi, karsilasilan degisik
problemlerin iyi birer firsat olarak degerlendirilmesi, degisik ¢o6ztiim
onerilerinin ¢ocuklarla birlikte simanarak problemlerin farkli yollar ile
coziilmesi gerekmektedir.  Diger bir deyisle okul oncesi egitim
programlari, saglikli insan iliskilerinin gelismesine dayali kisiler arasi
bilissel problem ¢ozme Dbecerilerini kazandiracak etkinlikler ile
zenginlestirilmelidir.

Yillar igerisinde akranlariyla ilgili problem durumlarinda Odiing Alma gibi
sosyal igerikli ¢oztimler diistinmeyi daha fazla tercih etmelerinin yan sira
carpict ve degerli diger bir bulguya gore, saldirgan ¢oziimlere yonelik
kategorilerden biri olan Fiziksel Zarar kategorisinde yer alan saldirgan
¢oziimlerin sayisinda da bir artis oldugu saptanmustir. Ayrica, Hile, Zor
Kullanarak Alma, Emir Verme gibi sosyal olmayan c¢oziimleri iceren
kategorilerin de giintimiiz ¢ocuklarinda on y1l 6ncesine nazaran biraz daha
fazla kullanulmus olmasi bu bulguyu destekler niteliktedir. Giintimiiz
cocuklarinin sosyal ve saldirgan igerikli kategorilere yonelik tirettikleri
¢oziim Onerilerinin ayrintili bir sekilde daha fazla denek kullanilarak
degerlendirilmesi durumunda daha agik 6ngoriilerde bulunulabilecegi
diistiniilmektedir. Ancak elde edilen bu bulgu, kisileraras1 problem ¢6zme
becerilerinin gelistirilmesi agisindan egitim sisteminin yeniden gozden
gecirilmesi gerektigi diistincesini pekistirmektedir.

Anahtar Sozciikler: Kisiler arasi problem ¢dzme becerisi, sosyal beceri, okul
oncesi, miidahale
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Abstract

Problem Statement: Early adolescence is a rather challenging period with
regard to experiencing positive feelings and making positive evaluations of
life. It is important to reveal the relationship between life satisfaction,
(which shapes the cognitive component of subjective well-being) and
irrational beliefs (which lead to psychological disturbances as a cognitive
structure during early adolescence). Relationships between irrational
beliefs and life satisfaction in adults may be better understood when they
are examined from the perspective that irrational beliefs rooted in
childhood and adolescence may have a negative role on an individual’s life
in his or her advanced years.

Purpose of Study: This study investigated the relationship between life
satisfaction domains and irrational beliefs among Turkish early
adolescents. Life satisfaction in different domains was examined with
respect to irrational beliefs (the demands for success, respect, and comfort)
in the total sample and in girl and boy groups.

Methods: The Multidimensional Students” Life Satisfaction Scale and the
Irrational Belief Scale for Adolescents were administered to 304 adolescents
attending three junior high schools in Denizli, Turkey. Hierarchical
regression analysis and Pearson correlation coefficients were used for data
analysis.

Findings and Results: Research findings indicate that total irrational beliefs
and the demand for comfort generally have a negative relationship with
life satisfaction domains and that the demands for respect and success have
an unexpected positive relationship with some life satisfaction domains
(e.g., self satisfaction). Among girls, only a negative demand for comfort
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was found to predict life satisfaction domains; however, among boys,
besides the demand for comfort, a demand for success and a demand for
respect were found to predict life satisfaction positively in several domains.
Demand for comfort generally emerged as the strongest predictor of life
satisfaction in the total sample and the girl and boy groups.

Conclusions and Recommendations: The present study indicated a generally
negative relationship between (1) life satisfaction domains and total
irrational beliefs and (2) the demand for comfort. However, there is an
unexpected positive relationship between the demands for respect and for
success and some life satisfaction domains. Since the findings of this study
are based on correlation and regression values, it is difficult to establish a
causal relationship. For this reason, further studies are necessary to
investigate the relationships between irrational beliefs and life satisfaction,
together with familial and cultural factors and demographic variables.
Furthermore, a longitudinal research study may likewise be conducted to
study the changes in the relationship between irrational beliefs and life
satisfaction from early adolescence to late adolescence.

Keywords: Trrational beliefs, life satisfaction, Turkish early adolescents,
gender

One of the main concepts investigated in the field of positive psychology is
subjective well-being. Subjective well-being, which is also popularly known as
“happiness” encompasses both affective and cognitive evaluations of an individual’s
life (Diener, 2000). Subjective well-being consists of a cognitive component, known as
life satisfaction, and an affective component, which covers pleasant and unpleasant
emotions (Diener & Suh, 1997). Individuals with high subjective well-being possess
more positive feelings and thoughts about their lives. Individuals with high
subjective well-being at the affective level have less frequent experiences of such
unpleasant emotions as anxiety, depression, and anger. However, individuals with
high subjective well-being at the cognitive level evaluate their own lives more
positively in the areas of their occupation, marriage, etc. (Myers & Diener, 1995). Life
satisfaction, also known as perceived quality of life (Huebner, Suldo, Smith, &
McKnight, 2004), is defined as the self-cognitive evaluation of an individual’s own
quality of life (Myers & Diener, 1995).

Unpleasant emotions are regarded as part of the affective component of
subjective well-being and are considered an indicator of low subjective well-being.
Unpleasant emotions are explained within the concept of “irrational beliefs” from the
perspective of the Rational-Emotive Behavior Therapy (REBT). According to the
REBT (one of the cognitive behavioral therapies), the causes of such psychological
disturbances as anxiety, anger, depression, guilt, and inefficiency are not rooted in
the experienced events of an individual, but they are rather the irrational beliefs that
an individual holds related to events (Ellis, 1973). Ellis (1979), the pioneer of the
REBT, categorizes irrational beliefs leading to self-defeating unpleasant emotions into
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three groups: (1) “I absolutely must be competent and successful and must earn
others’ respect and approval,” (2) “People must always treat me with kindness,
respect, and honesty,” and (3) “The circumstances that I am in should be comfortable,
non-problematic, and easy.” This classification reflects one’s irrational beliefs about
oneself, others, and surrounding conditions. These irrational beliefs are usually
expressed in terms of absolute musts, commands, or demands, and if people hold
rigid beliefs, they are likely to experience emotional disturbances (Ellis, 1979). Beliefs
that are not expressed as demands but as preferences are accepted to be rational and
lead to more adaptive levels of emotionality and appropriate behavior (Bernard,
Ellis, & Terjesen, 2006).

In literature, numerous studies investigated the relationship between irrational
beliefs and unpleasant emotions such as anxiety, depression, and anger, which form
the affective component of subjective well-being; however, few studies addressed the
relationship between life satisfaction in the cognitive component of subjective well-
being and irrational beliefs. In addition, a limited number of existing research studies
(e.g., Bernard, 1998; Ciarrochi, 2004; Froh et al., 2007; Matel, 1992; Snell & Hawkins,
1985; Wicker, Richardson, & Lambert, 1985) focused on adults. The same is true for
research on life satisfaction. Studies on life satisfaction tend to focus on aspects
associated with adult life such as marriage, jobs, and senility (Greenspoon &
Saklofske, 1998), but studies on the life satisfaction of children and adolescents are
limited (Gilman, Huebner, & Laughlin, 2000). However, irrational beliefs that
negatively affect an individual’s evaluation of his own life are mostly established
during childhood and adolescence. The majority of irrational beliefs arise during
childhood when rational and logical thinking capacity is very limited (Bernard,
1984). Due to lack of knowledge and experience, school-age children are more likely
to draw wrong conclusions and make erroneous estimations of real situations than
adults are (Bernard & Joyce, 1991). In addition, adolescence is a period during which
the irrational thoughts that developed in childhood are perpetuated, and new beliefs
accompanied by adolescent egocentrism are established (Bernard, 1984).

The early adolescence period covers the initial years of transition to adolescence
from childhood (approximately ages 11-14), and it is a period during which
undesirable feelings such as anxiety, shyness, guilt, depression, and anger are felt
and are accompanied by the physical and hormonal changes experienced during
puberty (Vernon, 1999). In this period, adolescents may feel anxiety and stress due to
such issues as their physical appearance, popularity, rejection in peer groups, peer
pressure, or growing independence from adults (Stone & Bradley, 1994). Some
studies indicate that life satisfaction decreases (Chang, Chang, Stewart, & Au, 2003)
and trait anxiety increases (Byrne, 2000) in the early years of adolescence. Toward the
end of early adolescence, anger increases (Roeser & Eccles, 1998), and school and
family satisfaction decreases (Huebner, Valois, Paxton, & Drane, 2005). Similarly,
irrational beliefs have been found to be higher in early adolescence than in late
adolescence (Marcotte, 1996). Given these results, early adolescents may face
challenges to experiencing positive feelings and evaluating their lives in a more
positive way.
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Early adolescence is a period when puberty changes occur and gender differences
emerge (Glenn, 1999). Some research findings indicate that girls in the early ages of
adolescence experience more depression (Marcotte, 1996), anxiety (Byrne, 2000), and
stress-causing events than boys and need more peer support than boys do (Liu,
2002). The self-esteem and anger levels of boys are higher than for girls (Roeser &
Eccles, 1998). On the other hand, in some of the studies on early adolescents’ life
satisfaction, significant differences have been found in favor of girls regarding school
satisfaction (Huebner et al., 2005; Nickerson & Nagle, 2004) and friend satisfaction
(Huebner et al.,, 2005). However, according to some research, there are no gender
differences between satisfaction with family, school, friends, living environment, and
self (Huebner et al., 1998) and overall life satisfaction (Fogle, Huebner, & Laughlin,
2002; Huebner, Laughlin, Ash, & Gilman, 1998; Seligson, Huebner, & Valois, 2003).
These results indicate that the effect of gender on such variables as anxiety,
depression, stress, and anger (that constitute the affective component of subjective
well-being in early adolescents) is more prominent than on life satisfaction, which
forms the cognitive component of subjective well-being. On the other hand, some
findings show that irrational beliefs do not vary by gender during early adolescence
(Civitci, 2006; Hooper & Layne 1983; Lee, Hallberg, & Haase, 1979; Liu, 2002;
Marcotte, 1996). As aforementioned, according to the REBT, irrational beliefs lead to
unhealthy feelings such as anxiety, anger, and depression, which form the affective
component of subjective well-being. Therefore, investigating the relationships
between life satisfaction and irrational beliefs based on gender may contribute to
understanding the role of gender on the affective and cognitive components of
subjective well-being in early adolescents.

In the present study, the relationships between total irrational beliefs; the demand
for success, the demand for respect, and the demand for comfort; and overall life
satisfaction and life satisfaction in the domains of friend, school, living environment,
family, and self were studied among Turkish early adolescents. In addition, the
power of irrational beliefs in predicting life satisfaction of male and female students
in the various domains was investigated.

Method
Participants

The participants included 304 students (156 boys and 148 girls) from one private
and two public junior high schools in Denizli, a mid-sized city in western Turkey.
Participants ranged in age from 11 to 15 years (M= 12.78, SD= 0.93), and the majority
of the participants’ ages (94%) ranged from 12 to 14 years old. The data of
individuals” socio-economic statuses (SES) were not collected; however, considering
the schools’ type (public and private) and the school districts, the students were
estimated to come from predominantly middle and upper SES families.

Measures

Multidimensional life satisfaction. Adolescents’ life satisfaction was measured
through the Turkish version of the Multidimensional Students’ Life Satisfaction Scale
(MSLSS), which measures both overall life satisfaction and satisfaction with specific
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life domains (friends, school, living environment, family, and self). The original
version of the MSLSS was developed by Huebner (1994) and consisted of 40 items.
The psychometric properties of the MSLSS were reported to be valid and reliable for
children and adolescents in previous research studies (Gilman et al., 2000; Huebner,
1994; Huebner et al., 1998). The MSLSS was adapted to Turkish by Civitci (2007). The
MSLSS-Turkish version contains 36 items with a loading of .34 or higher. Each item is
rated on a four-point Likert scale (never; sometimes; often; and almost always), and a
high score shows a high degree of life satisfaction. Life satisfaction in all domains
correlates significantly with depression (r range= .30 to .59, p< .01) for concurrent
validity. Test-retest coefficients for the MSLSS subscales and total scale ranged from
.70 to .86. The alpha coefficients for the subscales ranged from .70 to .85 (total score=
.87) (Civitci, 2007). The obtained internal consistency reliability for friends, school,
living environment, family, self, and total scores were .81, .78, .74, .74, .67, and .88,
respectively, in this study.

Irrational beliefs. Adolescents’ irrational beliefs were measured using the Irrational
Beliefs Scale for Adolescents (IBSA). The IBSA, developed by Civitci (2006), is a self-
report scale for early adolescents designed to assess irrational beliefs. The instrument
was designed to assess Ellis’s three, core, irrational beliefs. The IBSA consists of 21
items in Turkish, and each item is rated on a 5-point Likert scale from strongly
disagree (1) to strongly agree (5); in which, high scores indicate higher irrationality. The
IBSA includes three subscales that reflect Ellis’s conceptualization of irrationality
(especially the three, core, irrational beliefs): (a) a demand for success, which focuses
on the belief that one should be successful and thoroughly competent, (b) a demand
for comfort, which involves the idea that life must be comfortable, easy, and positive,
and (c) a demand for respect, which consists of the belief that others must be kind
and considerate. The IBSA’s factor items had loadings of at least .40 for construct
validity. The IBSA total and subscales significantly correlated with the Children’s
Depression Inventory (CDI) and the Test Anxiety Inventory (TAI). The three-week
test-retest reliability for the total score was .82, and the reliability scores for the
subscales ranged from .67 to .84. The alpha coefficient for the total score was .71, and
coefficients for the subscales ranged from .57 to .62 (Civitci, 2006). Internal
consistency reliabilities estimated in the present sample for demand for success,
demand for comfort, demand for respect, and total score were .71, .72, .59, and .71,
respectively.

Procedures

Permission to collect data was obtained from the local education authorities.
Scales were applied (in one-course hour) on the students from one class randomly
selected from each grade. Scales were applied by the final-year students attending
the psychological counseling and guidance department. Students were informed
about anonymity, privacy, and confidentiality. Demographic information was
obtained through selected demographic questions (i.e., gender, age, and grade),
which were completed as part of the instruments. The instruments took
approximately 40 minutes to complete. All students who volunteered to participate
in the study gave their consent.
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Results

As Table 1 illustrates, bivariate correlations indicate a negative relationship
between Total Irrational Beliefs and all life satisfaction domains, except for Self
Satisfaction for the total sample. The Demand for Comfort negatively correlates with
all life satisfaction domains for the total sample. The correlations indicate that the
Demand for Success correlates significantly with only Family Satisfaction for the total
sample. The Demand for Respect was also related significantly with only Self
Satisfaction for the total sample.

Table 1
Intercorrelations of All Variables for Total Sample

1 2 3 4 5 6 7 8 9
1. Overall life satisfaction -
2. Friends satisfaction 83** -
3. School satisfaction VA S Vel -

4. Environment satisfaction = .85**  .66**  48** -

5. Family satisfaction 80**  53**  b4** 5o

6. Self satisfaction 74%%  B4*+ 36* 59+ 45 -

7. Total irrational beliefs -20%% L22% D4 _15% - 17%* 01 -

8. Demand for success .06 -.03 .06 03 12 06 71* -

9. Demand for respect .08 .01 .03 .06 .03 19%*  50** .08 -
10. Demand for comfort ~A7FE SB6F SB1FF -34%F A7 L7 69%F a1 .21+

*p <005 **p<001

To explore more specific effects of the IBSA dimensions (the demand for success,
the demand for respect, and the demand for comfort) on life satisfaction, hierarchical
regressions were conducted, using each of the subscales of the MSLSS as predictor
variables. Gender and age were statistically controlled for their possible influence on
the hierarchical regression analysis. As shown in Table 2, when gender and age were
controlled, all regression models were significant. The subscales of the IBSA
significantly explained 26% of the variance in Overall Life Satisfaction for the total
sample. The Demand for Success and the Demand for Respect contributed
significantly to the variance in adolescents’ total life satisfaction as did the Demand
for Comfort in a negative direction. The subscales of IBSA predicted 14% of the
variance in Friends Satisfaction, and an examination of the beta weights indicates
that only the Demand for Comfort made a significant contribution. Thirty percent of
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the variance in School Satisfaction was predicted by the regression model with the
Demand for Success, the Demand for Respect, and the Demand for Comfort making
significant contributions. The subscales of the IBSA explained 13% of the variance in
Living Environment Satisfaction, and an examination of the beta weights indicates
that the Demand for Respect and the Demand for Comfort made a significant
contribution. Twenty-seven percent of the variance in Family Satisfaction was
explained by the model, and all subscales of the IBSA contributed significantly. The
regression model predicted only 9% of the variance in Self Satisfaction, and beta
weights indicate that the Demand for Respect and the Demand for Comfort
significantly contributed to the variance.

Table 2

Summary of Hierarchical Regression Analysis for Effects of Irrational Beliefs on Satisfaction
Domains

Variables Total Sample
B t R? F
Overall life satisfaction
Block 1
Gender -.10 -1.65
.01 216
Age -.08 -1.38
Block 2
Demand for success 10 2.05*
Demand for respect 17 3.36** .26 21.31%**
Demand for comfort -51 -9.87%x*
Friends satisfaction
Block 1
Gender =11 -1.93
.01 1.88
Age .00 .01
Block 2
Demand for success .01 27
14 9.92%x
Demand for respect .09 1.60
Demand for comfort =37 -6.72%%*
School satisfaction
Block 1
Gender =11 -1.97*
.03 4.82%
Age -14 -2.53*%
Block 2
Demand for success .10 2.10*
Demand for respect 12 2.43* .30 25.46%**

Demand for comfort -53 -10.62%**
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Table 2
(Continued)
B t R2 F
Environment satisfaction
Block 1
Gender -.07 -1.16
.01 .76
Age -.03 -51
Block 2
Demand for success .06 1.09
Demand for respect 13 2.38* 13 9.20%**
Demand for comfort -.36 -6.54*+*
Family satisfaction
Block 1
Gender -.05 -.90
.02 2.81
Age -13 -2.25%
Block 2
Demand for success 16 3.18**
Demand for respect 12 2.27* 27 21.49%**
Demand for comfort -.50 -9.73%**
Self satisfaction
Block 1
Gender -.03 -.50
.01 15
Age -.01 -25
Block 2
Demand for success .07 1.25
Demand for respect 23 411+ .09 5.62%**
Demand for comfort =22 -3.89**

* p<0.05, ** p< 0.01, ** p< 0.001

In this study, gender differences were examined through separate hierarchical
regressions for girls and boys. As shown in Table 3, when age was controlled, all
regression models were significant for both girls and boys. The subscales of the IBSA
significantly contributed to the variance in total score and subscales of the MSLSS for
girls. The beta weights indicate that only the Demand for Comfort significantly
contributed to the variance in all domains of life satisfaction for girls. The subscales
of the IBSA significantly contributed to the variance in the total score and subscales
of the MSLSS for boys. The beta weights indicate that the Demand for Respect was
significantly predicted by all domains of life satisfaction for boys. The Demand for
Success significantly contributed to the variance in Overall Life Satisfaction, Family
Satisfaction, and Self Satisfaction for boys. The Demand for Comfort was a significant
predictor of Overall Life Satisfaction, Friends Satisfaction, School Satisfaction, Living
Environment Satisfaction, and Family Satisfaction in a negative direction for boys.
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Table 3

Summary of Hierarchical Regression Analysis for Effects of IBSA Subscales on Life
Satisfaction Domains by Gender

) Girl Boy
Variables
p t R2 F p t R2 F
Opverall life satisfaction
Block 1
Age -13 -1.62 .02 2.63 -.02 -.28 .01 .08
Block 2
Demand for success .04 .60 16 2.20*
Demand for respect .08 117 40 23.71%* 30 3.98* 21 9.86™**
Demand for comfort  -.64  -9.42*** =38  -5.13%*
Friends satisfaction
Block 1
Age -10 -1.15 .01 1.32 .086 1,07 01 114
Block 2
Demand for success .03 46 -.01 -.01
Demand for respect -.02 -21 26 12.75%* 20 2.49* 10 3.99%
Demand for comfort  -50  -6.70%** -26  -3.23*
School satisfaction
Block 1
Age -17 -2.09% .03 4.35*% =12 -1.44 .01 206
Block 2
Demand for success .09 1.29 12 1.60
Demand for respect .08 1.13 37 2118 19 2.56* 23 11.38***
Demand for comfort  -.60  -8.70*** -46  -6.31%**
Environment satisfac.
Block 1
Age -15 -1.84 .02 3.39 .09 1.10 .01 120
Block 2
Demand for success .00 -.01 12 1.55
Demand for respect .07 94 22 10.05%** 21 2.70%* A2 5.01%
Demand for comfort  -46  -5.96*** -28  -3.57%*
Family satisfaction
Block 1
Age -.09 -1.14 .01 1.29 -17 -2.13* .03  451*
Block 2
Demand for success 13 1.94 18 2.37*
Demand for respect .07 97 36 20447 19 2.53* 20 9.66%**

Demand for comfort  -.60  -8.68*** -39 524w
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Table 3
(Continued)
Girl Boy
B t R? F B t R F
Self satisfaction
Block 1
Age -.03 =30 .01 .09 -.01 -.05 .00 .01
Block 2
Demand for success -12 -1.55 .25 3.33**
Demand for respect 13 1.54 14 5.78** 37 5.00%** 20 9.15%**
Demand for comfort =36 -4.49% =11 -1.40
* p<0.05, ** p<0.01, *** p<0.001
Discussion

In this study, significant negative relationships were obtained, though at a low
level, between total irrational beliefs and life satisfaction domains (except for self-
satisfaction) in the total sample. These findings are consistent with other studies
reporting a negative relationship between overall life satisfaction and irrational
beliefs in adults (Bernard, 1998; Ciarrochi, 2004, Froh et al., 2007; Matel, 1992).
Ciarrocchi (2004) found in his study on university students that the relationships
between irrational beliefs and such unpleasant emotions as depression, anxiety,
stress, and hopelessness, which form the affective element of subjective well-being,
were relatively higher compared to the relationships with life satisfaction that
constitutes the cognitive element of subjective well-being. Similar findings were
reported in a study carried out by Bernard (1998). In this research, correlations
between irrational beliefs and overall life satisfaction were relatively lower than
those found between irrational beliefs and anxiety, anger (Bernard & Cronan, 1999),
and depression (Burnett, 1995; Liu, 2002; Marcotte, Marcotte, & Bouffard, 2002) in
children and adolescents. It can be inferred from these results that, just as in adults,
irrational beliefs in children and adolescents are more strongly related to such
affective variables as anxiety, anger, and depression than life satisfaction. Therefore,
it can be stated that these findings are consistent with previous studies (Bernard,
1998; Ciarrochi, 2004) and conceptual views of the REBT, which proposes that
irrational beliefs lead to such unhealthy feelings as anxiety, anger, and depression.

In the total sample, significant negative relationships at a moderate level were
observed between the demand for comfort and all domains of life satisfaction.
Similarly, both in the total sample and in girls and boys, the strongest predictor of life
satisfaction domains (except for self satisfaction in boys) was the demand for
comfort. These results are consistent with a study (Bernard, 1998) that showed the
relationship between the need for comfort as one of the domains of irrational beliefs
and life satisfaction. Early adolescence is considered to be a rather challenging period
with regard to irrational beliefs (Marcotte, 1996), life satisfaction (Chang et al., 2003),
and trait anxiety (Byrne, 2000). A study conducted on Turkish early adolescents
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(Sayil, Uganok, & Giire, 2002) revealed that adolescents tend to expect understanding
and tolerance at a very high degree from all adults, especially from their parents and
teachers. In the early adolescence period, the developmental difficulties encountered
by early adolescents who may experience anxiety and stress pertaining to such issues
as their physical appearance, relationships with peers, peer pressure, and
independence from adults (Stone & Bradley, 1994) may have exacerbated their
demand for comfort, pertaining to the thought that “I must always have an easy life
free of problems.” In adolescence, student expectations for tolerance and
understanding from adults are high. Adolescents, who continue to experience
developmental difficulties unique to early adolescence, may be more negative in this
period when evaluating their lives as they think that their expectations for
independence are not sufficiently met.

In this study, the demand for success positively correlated with only family
satisfaction in the total sample. The regression coefficients obtained from the total
sample indicate that the demand for success positively predicts both overall life
satisfaction and school and family domains. Studies that show significant negative
relationships between life satisfaction and the need for success in university students
(Bernard, 1998) and those that indicate a significant relationship between depression
and the demand for success among Turkish early adolescents (Civitci, 2006) are not
consistent with the findings of the present study. An interpretation of this result may
be that in the early adolescence period when efforts to gain independence and
identity begin, the demand for success may not have started to play a negative role
on adolescents” evaluation of their lives. Some studies (Blasi & Milton, 1991; Roeser &
Eccles, 1998) show that self-esteem in the early years of adolescence is lower
compared to the following years. The demand for success may act as a motivating
power among early adolescents in displaying their self-sufficiency. Based on research
studies showing the importance of parental social support (Suldo & Huebner, 2004),
parental warmth (Chang et al., 2003), relationships with parents (Huebner, Gilman, &
Laughlin, 1999; Leung & Zhang, 2000), and attachment to parents (Huebner et al.,
1999; Leung & Zhang, 2000) in early adolescents’ life satisfaction, early adolescents
use the demand for success in their relationships with their parents to gain more
acceptance of and satisfaction from them by “proving” their sufficiency. In the
present study, the demand for success positively predicted school satisfaction. In a
study on adolescents by Stoeber and Rambow (2006), it was seen that as efforts for
perfectionism increased, hope of success, motivation in school, and grades also
increased. In light of these two studies, the demand for success may play a positive
role in increasing academic success at school and motivation, and therefore, it may
facilitate school satisfaction.

Regression results showed that the demand for success did not significantly
predict any dimension of life satisfaction in girls; however, surprisingly, it positively
predicted overall life satisfaction, family satisfaction, and self satisfaction in boys.
The findings of this study can be explained by the value that males are ascribed in
the Turkish culture. In a study by Kagitgibasi and Ataca (2005), the utilitarian/
economic value attributed to children by the family has decreased, and the
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psychological value has increased in the last 30 years in Turkey. However,
traditionally, utilitarian/economic expectations from boys continue to exist. In some
studies carried out on Turkish youth, it was found that the roles related to success,
status, and self-confidence are mostly ascribed to boys (Kisag, 1999) and that boys
had a more positive perception of themselves with respect to athletic, academic, and
employment sufficiency ($Sahin & Giiveng, 1996). Because the utilitarian/economic
expectations of boys are higher than those of girls in the Turkish culture, this
expectation can be a factor in the higher tendency of boys to be sufficient and
successful. The demand for success in boys may also help boys gain more acceptance
or approval in their cultural environment and, thus, make it easier for boys to
perceive their lives more positively.

In this study, a significant correlation was not found between the demand for
respect and life satisfaction domains (except for self-satisfaction) in the total sample.
Nevertheless, a positive relationship was found between the demand for respect and
self satisfaction. Regression results also showed that the demand for respect
positively predicted overall life satisfaction and the four other domains except for
friend satisfaction. According to REBT, a person who believes that he or she must be
treated with kindness, honesty, and thoughtfulness and who thinks that the situation
is dreadful and unbearable when they are not treated as such experiences feelings of
rage, hate, hostility, etc. (Ellis, 1979). Therefore, as the demand for respect (which
may lead to such unhealthy feelings as hatred and hostility) increases, life satisfaction
in adolescents would be expected to decrease. The result obtained in the present
study is not consistent with the conceptual view of the REBT. While a study carried
out on university students (Bernard, 1998) has shown that the demand for fairness
(which has a similar conceptual content to the demand for respect) has a relationship
with trait anger and anger expression at a moderate level, a study conducted on
adolescents (Bernard & Cronan, 1999) has shown that the relationship between the
demand for fairness and trait anger is relatively low. The lower level for the
relationship between the demand for honesty and trait anger in adolescents seems to
indicate, from the perspective of the REBT, that the demand for respect in this period
does not lead to anger that causes a decrease in life satisfaction. This situation may be
explained by the importance that early adolescents place on the relationships with
persons from whom they demand respect (parents, peers, teachers, etc.). Numerous
studies (Chang et al., 2003; Huebner et al., 1998; Huebner et al., 1999; Leung & Zhang,
2000; Nickerson & Nagle, 2004; Suldo & Huebner, 2004) indicate that the life
satisfaction of early adolescents increases as their positive relationships increase with
their parents and peers. Because of the importance of positive relationships with their
parents and peers on life satisfaction in early adolescents, the demand for respect
may not yet have a negative impact on their relationships and, therefore, on their life
satisfaction. However, more studies examining the demand for respect, anger, and
life satisfaction are needed to conduct a more in-depth evaluation of the way in
which the demand for respect positively predicts life satisfaction in early adolescents.

According to the regression values, the demand for respect positively predicts
total life satisfaction and overall life satisfaction domains in boys, whereas it does not
significantly predict any domain of life satisfaction in girls. This could in part be due
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to the gender roles of the mainstream Turkish culture. The dominant, assertive,
independent, and strong personality roles are more often attributed to males in
Turkish culture (C)Zkan & Lajunen, 2005). Thus, males’ expectations from other
individuals to treat them kindly, thoughtfully, and respectfully may be accepted as
culturally “normal.” A study conducted on Turkish early adolescents (Sayil et al.,
2002) showed that boys have lower expectations of understanding, attention, and
tolerance from adults than do girls. Therefore, that boys” demand for respect is met in
the cultural environment may be a factor in the increase of their life satisfaction.

In conclusion, this study shows that total irrational beliefs and the demand for
comfort have a negative relationship with life satisfaction domains in Turkish early
adolescents and that the demand for respect and the demand for success surprisingly
have a positive relationship with some life satisfaction domains. Since the findings of
this study are based on correlation and regression values, it is difficult to establish a
causal relationship. For this reason, further studies should investigate relationships
between irrational beliefs and life satisfaction together with familial and cultural
factors and demographic variables. In this way, the reasons for the increase in life
satisfaction (in domains such as school and family) as the demand for respect and the
demand for success increase can be understood better. Furthermore, longitudinal
research may be conducted to examine the changes in the relationship between
irrational beliefs and life satisfaction from early adolescence to late adolescence.

In the literature, the number of studies investigating the relationship between
irrational beliefs and life satisfaction is limited, which constrained the interpretation
of the findings related to certain variables (e.g., the demand for success and the
demand for respect). In new studies on the relationship between irrational beliefs
and life satisfaction, unhealthy emotions such as anxiety, anger, and depression,
which are rooted in irrational beliefs (according to the REBT), should be included as
mediator variables. In this way, the relationship between the REBT’s theoretical
views and life satisfaction of adolescents may be examined more closely.

The present study is of importance since it shows that irrational beliefs generally
play a negative role on early adolescents” perceptions of their lives. Therefore, school
counselors should implement activities (such as rational emotive education) at school
to help students to recognize their irrational beliefs and to replace them with rational
beliefs. In this way, they can enable students to perceive their lives more positively.

A number of limitations of this study should be noted. First, the study was based
on adolescents in three schools in Turkey. The present results cannot be generalized
beyond the homogeneous sample included in the study. Further studies on
adolescents from different national and cultural backgrounds are necessary to
determine the generalizability of the findings. The data collected in this study were
obtained through self-report measures, which may be influenced by social
desirability.
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i1k Ergenlikte Mantikdis1 inanglar ve Yagam Doyumu
Arasindaki iliskiler

(Ozet)

Problem Durumu: Konusma dilinde “mutluluk” olarak adlandirilan 6znel
iyi olus, bireyin kendi yasamina iliskin hem duyussal hem de biligsel
degerlendirmelerini icermektedir. Oznel iyi olus, olumlu ve olumsuz
duygulari igeren duyussal unsur ile yasam doyumu olarak bilinen bilissel
unsurdan olusmaktadir. Algilanan yasam kalitesi olarak da adlandirilan
yasam doyumu bireyin kendi yasam Kkalitesini bilissel degerlendirmesi
olarak tanimlanmaktadir. Oznel iyi olusun duyussal unsurunda yer alan ve
oznel iyi olusun disiik oldugunun gostergesi sayilan olumsuz duygular,
Akilar Duygusal Davramis Terapisi (ADDT) perspektifinden mantikdist
inanglar kavrami ile aciklanmaktadir. Bilissel davranisci yaklasimlardan
birisi olan ADDT’ye gore bireydeki kaygi, ofke, depresyon, sugluluk,
yetersizlik vb. duygularm ve psikolojik rahatsizliklarin nedeni yasadigt
olaylar degil, olaylara iliskin sahip oldugu mantikdist inanclardir.
Literattirde oznel iyi olusun duyussal unsurunda yer alan kaygi,
depresyon, ofke gibi olumsuz duygular ile mantikdisi inanglar arasindaki
iliski pek ¢ok arastirmada incelenmesine ragmen, 6znel iyi olusun biligsel
unsurunu olusturan yasam doyumu ile mantikdisi inanglar arasindaki
iliskiyi ele alan arastirmalarm oldukca az oldugu goriilmektedir. Varolan
stmirll  sayidaki arastirmalarin  da yetiskinler tizerinde yapildig:
gozlenmektedir. Pubertal degisimlerin yasandig ilk ergenlik donemi,
ergenlerin olumlu duygular yasamalar1 ve kendi yasamlarini olumlu
degerlendirmeleri agisindan genellikle daha dezavantajli bir evre olarak
degerlendirilmektedir. Literatiirde son yillarda ilk ergenlikte yasam
doyumu ile psikolojik sagligin olumlu ve olumsuz gostergelerini yansitan
degiskenler (6rnegin, benlik saygisi, kaygi, depresyon vb.) arasindaki
iligkileri inceleyen arastirmalarda goreceli bir artis oldugu gozlenirken, bu
dénemde yasam doyumu ile mantikdisi inanglar1 inceleyen bir calismaya
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rastlanmamstir. {lk ergenlikte 6znel iyi olusun biligsel yoniinii olusturan
yasam doyumu ile bilissel bir yap1 olarak psikolojik sorunlara yol agabilen
mantikdist inanglar arasindaki iliskilerin ortaya konulmasi onemlidir.
Ciuinkii, yetiskinlerde mantikdisi inanglar ile yasam doyumu arasinda
bulunan iliskiler, cocukluk ve ergenlikte olusan mantikdis1 inanglarin ileri
ki yillarda da bireyin yasaminda olumsuz bir rol oynadigi biciminde
degerlendirilebilir. Ayrica, ergenligin ilk yillarinda okul, aile, arkadas gibi
alanlarda “mutsuzluga” yol acabilen mantikdisi ya da islevsel olmayan
inanglarin belirlenmesi, bilissel-davranis¢i yaklasima dayali daha etkili
miidahale ya da egitim programlarimin hazirlanmasma da katk:
saglayabilecektir.

Arastirmanin  Amaci: Bu calismanmn amaci, ilk ergenlik donemindeki
dgrencilerin mantikdis: inanglar1 (basari talebi, sayg: talebi, rahatlik talebi)
ile yasam doyumu boyutlar (genel, arkadas, okul, yasanilan gevre, aile ve
benlik) arasindaki iliskileri incelemektir. Ayrica, mantikdis: inanglarm kiz
ve erkek ergenlerin farkli alanlardaki yasam doyumlarim yordama giicii de
aragtirilmustir.

Aragtirmanin Yontemi: Arastirma grubunu Denizli Il merkezinde bulunan
tig ilkdgretim okulunun 6., 7. ve 8. siiflarinda dgrenim goren 304 6grenci
(148 kiz ve 156 erkek) olusturmustur. Ogrenciler 11-15 yaslar1 arasindadir
ve %94'ti 12-14 yas grubundadir. Veriler, Cokboyutlu Ogrenci Yasam
Doyumu Olgegi ve Ergenler I¢in Mantikdis1 Inanglar Olgegi kullamlarak
elde edilmistir. Verilerin analizinde hiyerarsik ¢oklu regresyon analizi ve
Pearson korelasyon katsayist ve kullanilmustir. Olgme araglari, resmi
izinlerin alinmasindan sonra okullarda yaklasik bir ders saatinde
uygulanmustir.

Aragtirmamn  Bulgulari: Bu calismada, tiim grupta toplam mantikdist
inanglar ile yasam doyumu boyutlar1 arasinda (benlik doyumu harig),
diisiik duzeyde olmakla birlikte anlamli negatif iliskiler elde edilmistir.
Tiim grupta rahatlik talebi ile yasam doyumunun tiim boyutlar1 arasinda
genellikle orta diizeyde anlamli negatif iliskiler gozlenmistir. Yine, gerek
tim grupta gerekse kizlarda ve erkeklerde yasam doyumu boyutlarmin
(erkeklerde benlik doyumu haric) en giiclii yordayicis: rahatlik talebidir.
Tum grupta basar1 talebi ile aile doyumu disindaki yasam doyumu
boyutlar1 arasinda anlamli bir iliski gozlenmemis; basar1 talebi ve aile
doyumu arasmndaki anlamli iligki pozitif yonde bulunmustur. Ttim gruptan
elde edilen regresyon katsayilar1 ise, basar1 talebinin hem genel yasam
doyumunu, hem de okul ve aile boyutlarini pozitif yonde yordadigini
gostermektedir. Basar talebi kizlarda yasam doyumunun hi¢bir boyutunu
anlamli olarak yordamamus; erkeklerde ise beklentilerin aksine, genel
yasam doyumu, aile doyumu ve benlik doyumunu pozitif yonde
yordamistir. Arastirmanin bir diger bulgusuna gore, tiim grupta saygi
talebi ile yasam doyumu boyutlar1 arasinda (benlik doyumu harig) anlaml1
korelasyon elde edilmemis; sayg1 talebi ve benlik doyumu arasinda ise
pozitif iliski bulunmustur. Regresyon sonuglar: da, sayg: talebinin genel
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yasam doyumunu ve arkadas doyumu disindaki diger dort boyutu pozitif
yonde yordadigmi gostermistir. Sayg: talebi erkeklerde genel yasam
doyumunu ve tiim yasam doyumu boyutlarini anlamli olarak pozitif
yonde yordarken; kizlarda yasam doyumunun hicbir boyutunu anlamh
olarak yordamamustir.

Sonuglar ve Oneriler: Bu arastirma, ilk ergenlikte toplam mantikdis inanglar
ve rahatlik talebini yansitan mantikdisi inanglarin genellikle yasam
doyumu boyutlari ile negatif yonde iliskili oldugunu; sayg talebi ve basar1
talebini yansitan mantikdisi inanglarin ise beklentilerin aksine bazi yasam
doyumu boyutlar1 ile pozitif yonde iliskili oldugunu gostermektedir.
Literatiirde ergenlerdeki mantikdis inanglar ile yasam doyumu arasindaki
iliskiyi inceleyen arastirmalarin oldukc¢a az olmasi, bu calismada bazi
degiskenlerle (basar1 talebi, saygi talebi gibi) ilgili bulgularn
yorumlanmasinda bir sirliik olusturmustur. Mantikdist inanglar ve
yasam doyumu iliskisini ele alacak yeni arastirmalarda, ADDT’ye gore
mantikdist inanglardan kaynaklanan kaygi, ofke, depresyon gibi saglikli
olmayan olumsuz duygular da degisken olarak yer almalidir. Boylece,
ADDT'nin kuramsal goriisleri ile ergenlerin yasam doyumlar1 arasindaki
baginti daha iyi anlasilabilir. Bu arastirma Tiirk 6grenciler iizerinde
gerceklestirildigi icin, ozellikle cinsiyete iliskin bulgular: kiiltiirel etmenler
1s1ginda yorumlanmustir. Ergenlerdeki yasam doyumu ve mantikdist inang
iliskisinde cinsiyet ve diger demografik degiskenlerin etkisinin farkl
kiiltuirlerde nasil isledigini daha iyi anlayabilmek icin, benzer arastirmalar
kiiltiirler arasinda karsilastirmali olarak yapilabilir. Ayrica, mantikdis
inanglar ve yasam doyumu iligkisinin gocukluktan ilk ergenlige ve ilk
ergenlikten son ergenlige geciste nasil bir degisim gosterdigini incelemek
i¢in boylamsal arastirmalar da gergeklestirilebilir.

Anahtar Sozciikler: Mantikdist inanglar, yasam doyumu, ilk ergenlik,
cinsiyet
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Abstract

Problem Statement: Teachers are responsible for making a difference with
students and society. Therefore, improving the personal development of
teacher trainees and their subject matter knowledge and pedagogical
content knowledge is an important concern for educators and counselors.
Counselors are concerned about investigating teacher trainees in terms of
behaviors and self concepts in the field of arts because of their professional
commitment to the total development of the students and their role as a
consultant to administrators and curriculum planners.

Purpose of Study: This study was designed to examine Turkish teacher
trainees in terms of their behavior in arts activities (BAA; consumption,
production, or indifference), participation in art activities in free times
(PAA), and art self-concepts (ASC). Based on earlier literature, this study
also will investigate these characteristics in relation to gender and the
demographic and familial predictors of ASC.

Methods: A descriptive study was conducted on 199 (117 females, 82 males)
teacher trainees selected from volunteering students of the Faculty of
Education of Middle East Technical University. Data were collected by
using the Art Self-Concept Scale (ASCS) and a questionnaire designed to
gather demographic and background information from the participants.

Findings and Results: Although most of the teacher trainees were art
consumers, art production behavior was rare among the teachers of the
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future. Moreover, a great deal of the teacher trainees reported insufficient
PAA and lack of family guidance toward arts. While gender was not found
to be related to BAA, a significant gender effect was found on ASCS scores
in favor of females. Moreover, females reported significantly less PAA than
males. The results also revealed that art producing behavior was the best
predictor of ASC for both gender groups. However, for males there were
two additional predictors of ASC—family’s guidance toward arts and place
of residence in most of life.

Conclusions and Recommendations: Based on these findings, examining the
possible reasons for limited art production behavior or arts participation in
free time among teacher trainees should be investigated in further studies.
Moreover, providing male teacher trainees with opportunities to improve
their art self-concepts can be the focus of future studies.

Keywords: Behavior in arts, arts participation, art self-concept, teacher
trainees.

Teachers are responsible for making a difference for students and society. In
addition to playing a vital role in the intellectual, emotional, social, and spiritual
development of students by their subject knowledge and pedagogical knowledge,
they act as role models for their students. Therefore, during the training of teacher
trainees, improving their personal development is as important as improving their
subject matter knowledge and pedagogical content knowledge. Commonly, pre-
service teacher education programs include components of opportunities for teacher
trainees to develop their teaching skills and content knowledge (Sag, 2008). However,
the personal development of teacher trainees is a component of these programs that
requires more attention.

Taking part in artistic events during training can contribute to the personal
development of young teacher trainees. According to Grytting (2000), arts foster a joy
of learning and support the development of spatial kinesthetic, interpersonal and
intrapersonal intelligences, and emotional and social growth. Powell (1997) reported
the importance of creating arts for teachers to find their inner resources, trust
themselves as tools for children's learning, and become a means to evoke children's
creativity. According to Powell, the arts can feed the inner lives of teachers and the
whole education enterprise depends on the quality of those inner lives.

In recent literature, many studies have underlined the effects of arts participation
on many outcome indicators. For instance, some studies revealed causal links
between participating in arts and academic achievement (Hetland & Winner, 2001;
Winner & Cooper, 2000; Winner & Hetland, 2000), while others found the positive
effects of participation in arts on personal and social characteristics such as self-
esteem, self-confidence, self-effectiveness, and satisfaction (Heat & Soep, 1998).
Therefore, participating in art activities is important both for the development of
teacher trainees and for positive youth development (Eccless, et al., 2003).



112 | Nagihan Oguz Duran

Despite the deep-rooted place of arts and their countless benefits in the lives of
human beings, there are many people that are not interested in arts or have negative
attitudes toward them (McManus & Furnham, 2006). Therefore, the characteristics of
people that are interested or disinterested in art activities are a concern of inquiry.
However, rather than investigating the characteristics of ordinary individuals
interested in arts, most of the studies in the literature are about artists or composers
(e.g., Andreasen, 1987; Frantom & Sherman, 1999; Jamison, 1993) and reveal data for
their psychopathology or neuropathology.

People may produce art without being a professional artist, or they may just
consume arts without being involved in artistic production. Hence, besides the
studies on artists, recent literature provides data on the characteristics of people who
consume or/and produce art without being an arts expert. McManus and Furnham
(2006) found that individuals involved in one form of aesthetic activity were also
involved in others. In addition, they found a relationship between aesthetic activities
and demographic variables such as gender, social class, age and education.
According to their findings, females are more interested in literature and the
performing arts and males are more likely to go to the cinema. They stated that the
more people come from higher social class families, the more they participate in
aesthetic activities. Moreover, youth and individuals taking specific music and arts
education tended to participate in aesthetic activities more than middle-aged and
older people. These findings are consistent with previous literature on the
interrelationship of multiple forms of aesthetic activities (e.g., Boerdieu, 1969, as cited
in McManus & Furnham, 2006: 556, Furnham & Chamorro- Premuzic, 2004), the
social class and gender differences in cultural participation (DiMaggio, 1982; Katsillis
& Rubinson, 1990), and the negative effect of science education on the cultural range
and aesthetic activities of students (McManus, 2006).

With the emergence of the idea of art self-concept (ASC) as a result of the
tremendous progress in the self literature, research on the characteristics of people
interested in art have increased in recent literature. As it is proposed by Vispoel
(1995) as an extension of the Marsh-Shavelson hierarchical model of self-concept,
ASC means to feel positively about oneself in artistic activities. People with higher
ASC are expected to consider themselves skilled in arts compared to other people
and fields; feel confident in performing artistic tasks alone and in company of other
people; welcome participation in art tasks; quickly and easily learn artistic tasks;
accept or deny evaluative statements about their skills; perceive themselves as
having a natural ability and perceive that other people approve this ability; perform
well (e.g. receive high test scores, grades) in art; and plan future tasks in art (Vispoel,
1993). Since self-perceptions and people’s actions are shaped by early interactions
with the environment (Brigham, 1986; Higgins, 1991), self perceptions regarding art
also could be expected to be influenced by early family experiences and
environmental opportunities. According to Higgins (1991), children and young
people evaluate their behaviors with regard to whether they do the same thing with
their parents (especially the same sex parent). Besides, it is often the role of adults to
facilitate and support the interests, motivations, and learning of children.
Accordingly, family background is one of the most important variables to consider
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when investigating the characteristics of people that are interested in art. However,
in the literature on ASC, there were no findings about the family characteristics of
people with high ASCs. However, the ASC literature has provided evidence of
gender differences in ASC, indicating that women score higher in artistic domain of
self (Vispoel & Forte Fast, 2000) and are better in music, dance, and dramatic artistic
self-concepts than men (Vispoel, 1993; Vispoel & Forte Fast, 2000). In addition, ASC
was found as related to self-esteem (Oguz-Duran & Tezer, 2005) and wellness (Oguz-
Duran, 2006) in several studies. However, ASC is still a new interest area in the field
that calls for further investigation.

Previous works in the field of arts participation mainly investigated Western
countries, except Katsuura’s study (2008) on determinants of arts participation in
Japan, which reported similar results to previous research on Western countries.
Education, income, age, gender, and occupation were found as factors that affect arts
and cultural participation in Japan. However, whether the previously listed
correlates of arts participation for Western countries remain valid in non-Western
countries remains a challenging topic.

Investigating Turkish teacher trainees in terms of their behaviors, participation,
and self concepts in arts seems as a concern of Turkish counselors providing services
for teacher trainees for several reasons. First, based on earlier counseling literature,
all arts that come from an emotional depth provide a process of self-discovery and
insight (Rogers, 2001), two main purposes of counseling services. Both the ancient
and recent counseling literature tend to glorify arts. For instance, the client-centered
perspective of humanistic origins has a tradition of honoring arts. From this
perspective, art can be used to encourage people for self-actualization via self-
expression and integration of perception with an understanding of self and
environment (Cochran, 1996). Moreover, the role of art in integrity and self-direction
has been emphasized by most of the authors when describing the characteristics of
self-actualized or fully functioning individuals (Resnick, Warmoth, & Serlin, 2001).
Recent literature’s interest in positive psychology also calls our attention to arts. With
the positive paradigm a renewed focus on capabilities and potentials of the
individuals rather than their problems, unresolved issues, or missed opportunities
occurred, and concepts that emphasize human potential such as appreciation of
beauty and art, and creativity have been investigated (Csikzentmihalyi, 2003;
Seligman & Csikzentmihalyi, 2000). As a result, several studies suggest a strong
contribution of arts on many personal and social characteristics (e.g., Oguz-Duran,
2006; Heat & Soep, 1998; Hetland & Winner, 2001). Therefore, the relationship of
teacher trainees with arts is a concern of counselors because of their professional
commitment to the total development of the students and their role as a consultant to
administrators and curriculum planners.

As a consequence, the purpose of the present study was to investigate behavior in
arts activities (BAA; active production, passive consumption, and indifference
toward arts), participation in art activities in free times (PAA), and ASC, among
Turkish teacher trainees. More specifically, the purpose of this study was threefold —
first to investigate teacher trainees in terms of their BAA and PAA; second, based on
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earlier literature, to investigate these characteristics in relation to gender; and finally
to examine demographic and familial factors that might predict ASC. Possible
demographic and familial predictors of ASC were revealed through the existing
Western literature. First, gender was selected as a demographic variable to be
investigated in relation to ASC. Second, based on the idea that people’s behavior is
particularly influenced by their self-concept (Rogers, 1961), higher art production
behavior is assumed to be a predictor of ASC. The contribution of family as a
primary social agent in terms of their socio-economic characteristics and their
guidance toward art was also examined. In addition, location (the place of residence
in most of the subject’s life) was used as a background variable that might be related
to artistic activities and ASC because it may cause restrictions or opportunities and
affect the development of self-concept. Since domain specific art self-concepts could
be represented by a higher order creative arts factor (Yeung, Mclnerney & Russell-
Bowie, 2001), the present study investigated ASC at a global level, without
considering specific art domains such as music, visual art, dance, etc.

Method
Participants

The present study was conducted at the Faculty of Education of Middle East
Technical University (METU). Participants were selected from volunteering
sophomores and seniors from different departments of the Faculty of Education of
METU. Junior students were not included since they may not be familiar enough
with the city and university campus to use the opportunities for art participation. A
total of 204 questionnaire packs were distributed to the sample in the fall semester of
2005-2006 school year. As a result of data cleaning procedures, five cases were
omitted since missing values were greater than 5 % (Tabachnick & Fidell, 2001).
Therefore, the final sample included 199 students (117 female, 82 male) from 19 to 25

years of age (¥= 22.03, SD= 1.25). Sophomores consisted of 21.1 % of the sample.
Third and fourth grade students consisted of 40.2 % and 38.7 % of the sample,
respectively.

Research Instruments

Art Self-Concept Scale. The measure of art self-concept used in this study was the
Art Self-Concept Scale (ASCS) developed by Oguz-Duran and Tezer (2005) based on
Vispoel’s (1993) Arts Self-Perception Inventory. Different than Vispoel’s scale, ASCS
items measure the self perceptions of an individual in artistic activities without
identifying art modalities. The ASCS is a 10-item Likert type scale for measuring art
self-concept with alternatives ranging from (1) Strongly disagree to (5) Strongly
agree. Higher scores indicate more positive art related self-evaluations. The construct
validity of the scale was investigated by employing Principle Component Analysis
with Varimax rotation indicating the unidimensional nature of the scale. The
correlation between ASCS and the self-esteem measure was significant (r = .15, p <
.05), whereas the correlation between ASCS and the social desirability measure was
not significant (r = .03) indicating further evidence for the validity of the scale. The
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internal consistency coefficient was .92. Test-retest reliability with one month interval
was found as .74 (Oguz-Duran & Tezer, 2005). In the present study, the Cronbach
Alpha coefficient for ASCS was .93, indicating a satisfactory level of reliability for the
present study.

Demographic Information Sheet. Participants also were given a 10-item
demographic questionnaire designed to gather demographic and background
information on the participants. In addition to basic demographics such as age and
gender, this questionnaire also was used to gain information about family SES,
location (metropolis, city, town, village, and abroad) where participants spent most
of their lives, family’s guidance toward art activities, students” perception of PAA,
and BAA. Parental education level and family income were used as two separate
indices of SES. Family income was divided a priori into three levels as 1 (low), 2
(middle) and 3 (high). Level of parental education was measured separately for
mothers and fathers on scales ranging from 1 (illiterate) to 8 (graduate level). In terms
of BAA, students were asked to choose the best option to describe themselves among
three categories (art producer, art consumer, indifference toward arts) of BAA.
Students also were asked whether they could sufficiently participate in art activities
in their free time, and whether their families guided them toward any art activities.

Procedure

The instruments were administered to the students in classrooms. The purpose
and value of the study were introduced and anonymity of data collection, that there
were no right or wrong answers, and that participation was voluntary was
emphasized. The administration took 15-20 minutes.

Data Analysis

In addition to descriptive statistics such as frequencies, percentages, means, and
standard deviations, the present study calculated chi-square (x2) analyses and
Pearson product-moment correlations for the relationships among the variables.
Moreover, ANOVA was used to compare gender groups on ASC, and stepwise
regression analyses were conducted to examine the predictors of ASC. Analyses were
performed using the Statistical Package of Social Sciences (SPSS, version 13.0).

Findings and Results

The Description of the Demographic Characteristics of the Participants

Mean, median, and standard deviation for the continuous variables, and
frequencies and percentages for the categorical variables of the study were
calculated. The mean was 29.26, and the median was 29.0 for the ASCS scores (SD =
8.59). Table 1 shows a detailed summary of the demographics of the participants.

Table 1
Demographic and Background Characteristics of the Participants
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Variable Group N %
Gender Female 117 588
Male 82 412
Location (in most of life) Metropolis 73 36.7
City 64 322
Town 45 226
Village 17 8.5
Family income Low 13 6.5
Medium 162 814
High 24 121
Mother’s education Illiterate 13 6.5
Literate, no degree 19 9.5
Elementary 87 437
Middle 16 8.0
High 42 211
Undergraduate 21 106
Graduate 1 0.5
Father’s education Illiterate 3 1.5
Literate, no degree 7 3.5
Elementary 59 296
Middle 30 151
High 45 226
Undergraduate 47 236
Graduate 8 4.0
Family’s guidance Yes 57 286
No 142 714
BAA Consumer 122 613
Producer 71 357
Indifferent toward art 6 3.0
PAA Yes 62 312
No 137  68.8

As seen in Table 1, the sample of the study included 58.8 % females and 41.2 %
males. None of the students lived most of their lives abroad. Thus, this category was
excluded from the further analyses. 36.7 % of the students have lived in metropolises,
32.2 % in cities, 22.6 % in towns, and 8.5 % in villages. Most of the students (81.4 %)
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classified their family income as medium, while 6.5 % of the students reported low
and 12.1 % of the students reported high. In terms of mothers’ education level most
of the students” mothers (43.7 %) have an elementary level degree, while 6.5 % were
illiterate, 9.5 % were literate but have no degree. The rest, 8 %, 21.1 %, 10.6 %, and 0.5
% were graduated from middle school, high school, undergraduate, and graduate
level, respectively. In terms of fathers” education level, most of the students’” fathers
(29.6) have an elementary level degree. 1.5 & of the students reported their fathers as
illiterate, 3.5 % as literate but having no degree, 15 % as graduated from middle
school, 22.6 % as graduated from high school. In undergraduate and graduate levels,
fathers” education levels were higher than mothers’ education levels with
percentages of 23.6 and 4, respectively. On the category of the families’ guidance
toward arts, most of the students (71.4 %) reported no guidance, while approximately
29 % reported that their families guided them toward arts in several ways.
Concerning BAA, nearly 62 % of the sample reported themselves as being related to
art as an art consumer, and approximately 36 % of the sample reported themselves as
active art producers. Only 3 % of the sample reported no interest in arts. Finally,
approximately 70 % of the students said they could not participate in art activities in
their free time, whereas 31.2 % reported sufficient participation.

The role of gender in BAA, PAA, and ASC

In order to investigate BAA, PAA, and ASC among females and males, a
X2 analysis was performed to compare gender groups on the two categories
(consumer, producer) of BAA. The “indifferent” category of BAA was excluded from
the analysis to avoid violating the assumptions of x2concerning the “minimum
expected cell frequency” which should be 5 or greater. The analysis revealed no
significant relationship between gender and BAA. Afterward, another X2 analysis
was performed to investigate the relationship between PAA and gender. This
analysis revealed a significant relationship, indicating that the proportion of males
that reported sufficient PAA is significantly higher than the proportion of females
that reported sufficient PAA. Results are presented at Table 2.

Table 2
Comparison of Females and Males on BAA and PAA
(%) BAA (%) PAA
Variabl ~ Consume Producer 2 P  Sufficient Insufficient  x2 P
e r
Gender 355 0.60 9.57  0.002*
8
Female 57.4 42.6 22.7 77.8
Male 71.8 28.2 439 56.1

p<.01
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Finally, a one-way ANOVA was conducted to explore the effect of gender on
ASCS scores of teacher trainees. The results indicated a statistically significant
difference in ASCS scores for two gender groups [F(1,197)=11.91, p=.001]. Females

scored significantly higher on ASCS ( X = 30.97) than males ( X = 26.81).
Predictors of ASC

Based on the finding that gender has a significant effect on ASCS scores, two
stepwise regression analyses were performed separately for females and males. First,
dummy coding for the dichotomous variables (BAA and family guidance toward art)
were done. Two categories (consumer, producer) of BAA were used in the analyses
due to the limited number of students at the third category (indifferent). Thereafter,
multivariate outliers were analyzed by using Mahalonobis distance, but no outliers
were found. Additionally, normality was examined through descriptive statistics and
visual inspection of data. Finally, intercorrelations among predictor variables
(Stevens, 2002), and tolerance and VIF values were taken into account while checking
multicollinearity. Since intercorrelations above .80 (Jacop, 1969) and tolerance less
than .20 and VIF higher than 4 (Stevens, 2002) signal a possible problem, after all the
investigations, no violations for any of the assumptions of multiple regressions were
detected for the present data. The results of the bivariate correlations among the
variables are presented in Table 3.

Table 3
Bivariate Correlations among Variables of the Study

Family Mother’s Father’s Location Family’s BAA ASC

income education  education guidance
Family income 1 317%* 279** -125 151 .049 .039
Mother’s education 1 .666** -.105 379** 146* 146*
Father’s education 1 -.071 391+ .160* 125
Location 1 -.057 -.079 .039
Family’s guidance 1 .285%* 357**
BAA 1 .597**
ASC 1

** p <.01, two tailed; * p < .05, two tailed.

As seen in this Table 3, the higher correlation coefficients were detected between
fathers” and mothers’ education level and ASCS and dummy coded BAA scores.
ASCS scores also were found significantly correlated with family’s guidance and
mothers” education level. However, these correlations were not high.

Then, the first stepwise regression analysis was conducted to examine the
demographic and familial predictors of ASCS scores of females. The results indicated
that only one variable, BAA, was meaningful to ASCS scores [F(1, 113)= 62.304,



Eurasian Journal of Educational Research |119

p<.001], accounting for approximately 36 % of the variance. This result indicates that
female students that describe themselves as art producers tended to have higher
scores on ASCS. Table 4 shows this information.

Table 4
R and R? Change Predicting the ASCS Scores

Variable  Multiple R R? Adjusted R2  R2Change FChange df1 df2  Sig.

BAA .596 355 350 .355 62.304* 1 113 .000

*p <.001

Another stepwise regression was performed to evaluate the predictors of ASCS
scores of males. Three variables contributed meaningfully to ASCS scores. These
variables account for 43 % of the total variance [F(1,75)= 5.025, p<.05]. BAA seems the
best predictor of ASCS scores by accounting for 32 % of the variance. The results are
presented in Table 5. These results suggest large effects according to Cohen (1988).
Although family guidance toward art activities and location were also significant
predictors, their effects seem as small (Cohen, 1988).

Table 5
R and R2 Change Predicting the ASCS Scores

Variable MultipleR ~ R? Adjusted R? R2Change F Change  df1l df2  Sig.

BAA .569 324 315 324 36.836 1 77 .000*

BAA 629 .395 379 .072 9.026 1 76 .004**

Family’s
guidance

BAA .658 433 411 .038 5.025 1 75 .028***

Family’s
guidance

Location

*p < .001; **p < .01; ***p < 05

Conclusions and Recommendations

This study provides information regarding the relationship of Turkish teacher
trainees with arts. The results revealed relatively high art consumption, but low art
production behaviors among teacher trainees. Indifference toward arts was quite
rare. A great deal of teacher trainees reported insufficient arts participation and
females constituted the majority of this group. Nevertheless, females tended to have
better art self-concepts than males. Moreover, although art producing behavior was
the best predictor of art self-concept for both gender groups, for male teacher trainees
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it is possible to mention the small effects of a family’s guidance toward arts and the
place of residence on art self-concept.

The results of the present study on gender differences that demonstrate that
females perceive themselves better in arts than males are consistent with existing
literature. Although most artists throughout history, except for a slightly lesser
number in the past centuries, have tended to be males (McManus & Furnham, 2006),
studies on arts participation (Katsuura, 2008; McManus & Furnham, 2006) and ASC
(Vispoel, 1993; Vispoel & Forte Fast, 2000) revealed significant differences in favor of
females. Katsuura (2008) stated that the reason for this difference is not obvious.
Females might be inherently interested or talented in arts or they might be affected
by early socialization processes. If the difference between gender attitudes is due to
different past experiences and socialization processes, then it means that gender may
not affect arts participation when all factors (including past experiences) are
controlled (Katsuura, 2008). Considering the changeable nature of the self-concept
(Rogers, 1959, 1961), it is possible to change the art self-concepts of potential teachers
from negative to positive despite their past experiences. Therefore, providing male
teacher trainees with opportunities to improve their art self-concepts can be the focus
of future studies.

Comparing these findings with the other findings of this study on the predictors
of art self-concept might be interesting. For instance, this study points out that the
place of residence where the students have spent most of their lives was relevant to
the art self-concepts of males along with their art production behaviors and their
family’s guidance. This result indicates that for positive self perceptions in the field
of arts, males need to be supported by their families and have opportunities in their
near surroundings, but these factors are not essential for females. This finding
doubled the importance of providing male teacher trainees with opportunities to
participate in arts and improve their art self-concepts.

Another finding regarding gender indicated that although females perceive
themselves as better in arts than males, they do not produce or consume arts more
than males. Considering the power of art production behavior on the prediction of
art self-concept, and the existing self literature on the effects of self-concept on
human behaviors (Rogers, 1961) it can be concluded that if females perceive
themselves as better in arts than males, they are more likely to produce arts than
males. Therefore, the possible reasons for limited art production among female
teacher trainees could be investigated in further studies.

Although the previous literature underlined the effects of SES on aesthetic and
cultural involvement (DiMaggio, 1982; Katsillis & Rubinson, 1990; McManus &
Furnham, 2006), in the present study it was seen that parents” income or education
level, two indicators of SES, cannot predict ASC. According to the literature,
individuals from higher social class families are likely to be more aesthetically active,
perhaps due to childhood learning experiences (McManus & Furnham, 2006).
Moreover, they are more likely to have the ability to pay for arts participation
(Katsuura, 2008). On the other hand, as stated by DiMaggio (1982), coming from low
status families became a source of motivation for participation in arts and cultural
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activities, especially for males, since these activities provide upward social mobility.
The present study gives rise to thought that neither high level education nor the
ability to pay for art could ensure higher arts participation, production, and
consumption for Turkish parents. Hence, teacher trainees may not have suitable
childhood experiences with art due to their well educated and wealthy parents. Nor
have they inclined toward art for social mobility. Further studies may provide
important insights regarding the cultural reasons for these findings.

The commonality of art consumption behavior among teacher trainees presented
in this study also was consistent with earlier literature on the effects of age in arts
participation. According to McManus and Furnham (2006), higher age resulted in
declining aesthetic activity due to simple lack of time in older subjects with families,
or perhaps a lack of opportunity or mobility, or other constraints. The study sample
consisted of university students, an advantaged population in terms of arts
participation. In addition, this study’s sample was found in an old and prestigious
state university in the capital city of Turkey with a modern campus equipped with
advanced facilities. Therefore, the university and the city might provide additional
opportunities to teacher trainees to participate in arts activities. Despite the broad art
consumption behavior among teacher trainees, a huge amount of subjects reported
insufficient participation in art activities in their free time. Therefore, examining the
possible reasons for insufficient arts participation among teacher trainees such as
work load and time management habits, etc., might be a subject of further studies.
Considering the finding that females reported significantly more insufficient arts
participation than males, an investigation of female teacher trainees’ reasons for
insufficient arts participation could be important for future research. For instance,
females might not participate in fewer art activities than males, but they may
perceive their participation insufficient. Therefore, asking the number and quality of
participation in art activities rather than asking whether or not the subject perceives
his/her own participation as sufficient is recommended for further studies.

Despite the common art consumption behavior, art production behavior was
limited among teacher trainees. Taking into account the findings on the prediction of
art self-concept from art production behavior, it can be concluded that high art self-
concept is also inadequate among teacher trainees. As stated by McKean (2001),
when teachers view the arts too much from the perspective of requiring special
talents found only in a few individuals, they acknowledge feelings of inadequacy
and inaccessibility. Therefore, based on the findings of the present study, providing
teacher trainees opportunities for positive experiences in arts (i.e., elective art
courses) and helping them develop positive self-evaluations in arts by appropriate
counseling services might be taken into consideration by curriculum designers and
counselors in higher education. Consequently, teacher trainees may perceive
themselves as adequate and want to participate in art activities and production.

One of the most satisfying findings of this study was the very limited number of
teacher trainees that are indifferent toward arts. Considering the interrelationship
between multiple forms of cultural and aesthetic involvement (e.g., Boerdieu,1969; in
McManus & Furnham, 2006: 556; Katsuura, 2008), it can be assumed that art
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consumer and producer teacher trainees that made up nearly all of this study’s
sample will participate in several forms of arts and cultural activities that will
contribute eventually to their personal development. Moreover, this finding is
promising for counselors that use arts in counseling practices, knowing the holistic
quality of arts to connect mind, body, and spirit, and appreciating the potential of
arts to help people develop, change, integrate, be self-aware, and/or transcendent.
Being aware of the client population’s relationships with arts might light the way for
counselors when deciding to use arts.

Finally, there are two limitations that need to be acknowledged regarding the
present study. The first limitation concerns the study sample. This study was carried
out with undergraduate students in METU. For this reason, the results cannot be
generalized to other teacher trainees in Turkey. For further research, it is suggested
that the sample include students from various universities across the country to be
more nationally representative. Second, while classifying art activities of individuals,
two groups appeared in the present study as art consumers and art producers. Due
to the small sample size of students that indifferent toward arts, it was not possible to
compare those students with arts consumers and art producers. Therefore, further
studies with large sample sizes could be conducted with these comparisons.
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Ogretmen Adaylarinin Sanatsal Davranis, Sanatsal Katilim Ve
Sanatsal Benlik Kavramlar1 Uzerine Bir Aragtirma

(Ozet)

Problem Durumu: Ogretmenler hem &grencileri hem de icinde yagadiklar:
toplumu olumlu yonde degistirme sorumlulugu tasirlar. Alan bilgisi ve
pedagojik bilgilerini kullanarak 6grencilerinin entelekttiel, duyussal, sosyal
ve tinsel gelisimlerinde rol oynamalarinin yani sira, Ogretmenler
ogrencileri icin ¢nemli birer rol modeli de olustururlar. Bu nedenle,
Ogretmen adaylarinin yetistirilmesi stirecinde, konu alam ve etkili
ogretmenlik konusundaki gelisimleri kadar, kisisel gelisimleri de &nem
tagimaktadir. Ogrencilerin sanata zaman ayirmalari ve sanat alaminda
egitim almalari, sanatin bireylerin cesitli alanlardaki zekalarina,
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yaraticiliklarina, akademik basarilarina, kendilerini ifade giiclerine ve
akademik basari, 6z-saygl, 6z-giiven, doyum vb. pek cok kisisel ve sosyal
ozelliklerine olan olumlu katkilar: nedeniyle pek cok egitimci tarafindan
onerilmektedir. Bu bakimdan, 6gretmen adaylarinin sanatsal etkinliklere
katilima yonelik davraniglarmin incelenmesi énemli goriilmektedir.
Literattirde, son donemde sanat¢1 olmayan bireylerin sanatla iliskilerinin
arastirilmasina yonelen bazi arastirmalarin bulgular: sanatsal etkinliklere
katimin cinsiyet, sosyal siuf, yas ve egitim degiskenleri ile iliskili
oldugunu, ayrica herhangi bir sanatsal etkinlige katilan bireylerin baska
tirden sanatsal etkinliklere de katilma egilimleri bulundugunu
gostermektedir. Son yillarda hizla gelisen benlik kavramu literatiirtinde,
bireylerin sanat alaminda kendilerini algilamalarindan olusan sanatsal
benlik-kavrammin tartisilmaya baslanmasi da sanatla ilgilenen bireyler
hakkindaki arastirma bulgularinin artmasini saglamistir. SBK literatiirii de
bu alanda kizlarin lehine bir cinsiyet farki bulundugunu, ayrica bu
kavramin benlik-saygisi ve iyilik hali gibi kavramlarla da iligkili oldugunu
ortaya koymaktadir. Bireylerin kendilerine iliskin algilamalarmin ve
bunlarin sonucu olan davranislarinin, yasamlarinin erken donemlerinde
gevreleriyle olan etkilesimlerinden biiyiik 6lgiide etkilendigi goz oniine
alindiginda, sanat alanindaki benlik algilamalarinin da bireylerin erken
yillardaki aile etkilesimlerinden ve cevresel olanaklarindan etkilendigi
diistintilebilir. Ancak, literatiirde olumlu bir SBK'ya sahip bireylerin
ailelerinin 6zelliklerine iliskin bir bulguya rastlanmamaktadir. Ayrica,
bireylerin sanatsal etkinliklere katilimlar1 konusunda ge¢miste yiiriitiilen
arastirmalar ¢ogunlukla batili toplumlar tizerinde yapilmistir. Batida
sanatsal davranslarla iliskili bulunan degiskenlerin batili olmayan
kiiltiirlerde  gegerligini  koruyup korumadiklar1 bagka arastirma
bulgulariyla da desteklenmeyi beklemektedir. Ogretmen adaylarim
sanatsal davrams, katilim ve benlik kavramlarmin incelenmesi, psikolojik
damsmanlarin bu 6grencilerin biitiinsel gelisimleri ile olan ilgileri ve
egitim yoneticileri ve programcilarma misavirlik etme gorevleri
bakimindan énem tasimaktadir.

Arastirmanin Amact: Bu arastirmada Tirk 6gretmen adaylarinin sanatsal
davramnislar1 (SD; sanat tiiketimi, sanat tiretimi, sanatsal etkinliklere ilgisiz
kalma), sanatsal etkinliklere katilimlar1 (SEK) ve sanatsal benlik
kavramlarinin (SBK) incelemesi amaglanmistir. Ayrica mevcut literatiire
dayanarak arastirmada bu ozelliklerin cinsiyete gore ele alinmasi ve
SBK’'nin demografik ve ailesel yordayicilarin incelenmesi de amaglanmustir.
Aragtirmanmin Yéntemi: Caligma, Orta Dogu Teknik Universitesi (ODTU)
Egitim Fakiiltesinin cesitli boltimlerinde okumakta olan ve arastirmaya
katilmaya gonilli olan 199 (117 kiz, 82 erkek) ogrenci tizerinde
yuriitilmiusttir. Arastirmada Ogretmen adaylarmin sanatsal benlik
kavramlarini 6lgmek amaciyla Sanatsal Benlik-Kavrami Olgegi (SBKO),
demografik bilgileri toplamak icin ise 10 maddelik bir Kisisel Bilgiler
Formu (KBF) kullamilmustir. Verilerin ¢6ztimlenmesinde betimleyici
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istatistiklerin yam sira kay kare, ANOVA, pearson momentler ¢arpim
korelasyon teknigi ve asamali regresyon analizinden yararlanilmstir.
Bulgular: Bu arastirmanin bulgulari, SD bakimindan 6gretmen adaylarmin
btiyitk bir kisminin (%61.3) kendilerini sanat tiiketicisi olarak
tamimladiklarini, sanatsal tiretimde bulunanlarin ise yaklasik %36'lik bir
grup oldugunu gostermistir. Sanatla hi¢bir bicimde ilgilenmediklerini
bildiren kisilerin orami ise %3'tiir. Ogretmen adaylarimn biiyiik bolimii
bos zamanlarinda sanatsal etkinliklere katilimlarinin yeterli olmadigim
bildirmistir; bu grubun ¢ogunu kizlar olusturmaktadir. Bununla birlikte
kizlarin sanat alaninda kendilerini algilamalar1 erkeklerinkinden anlamil
derecede daha olumludur. Olumlu sanatsal benlik kavraminn
yordayicilarmin da kiz ve erkek 6grenciler icin farklilastig1 gortlmiistiir.
Sanatsal tiretim her iki cins igin de sanatsal benlik kavraminin en giiclii
belirleyicisi olmakla birlikte, erkek ogretmen adaylarinda yasamin
¢ogunun sanatsal etkinliklere katihm acisindan daha elverisli olanaklara
sahip biiyiik yerlesim yerlerinde gecirilmis olmasi ve aile tarafindan
sanatsal etkinliklere yonlendirilme faktorlerinin, etkileri zayif olmakla
birlikte anlamli yordayicilar olduklar: goriilmiistiir.

Sonug ve Oneriler: Bu arastirmanin bulgularma dayanarak bundan sonra
yiirtitiilecek arastirmalar ve 6gretmen adaylari igin diizenlenecek rehberlik
ve psikolojik danisma hizmetleri icin gesitli onerilerde bulunulabilir.
Omegin, bu calismada erkek ogretmen adaylarmin  kizlarla
kiyaslandiginda anlamli diizeyde daha diisiik sanatsal benlik algisina
sahip olduklar1 goriilmuistiir. Bu nedenle, 6zellikle bu grubun sanatsal
benlik algilarini gelistirmeye yonelik olanaklar ve calismalar (6rnegin
sanatsal olarak kendilerini daha olumlu algilamalarina olanak saglayacak
secimlik derslerin agilmasi, rehberlik ve danisma hizmetlerinin verilmesi
vb.) arttirilabilir.

Arastirmanin bir baska bulgusuna gore, kiz 6gretmen adaylar1 erkeklerden
daha olumlu sanatsal benlik algisina sahip olduklari halde, sanatsal
uretimleri erkek oOgretmen adaylarindan anlamli olciide daha fazla
degildir. Gelecekte yiiriitiilecek arastirmalarda kiz 6gretmen adaylarinin,
olumlu bir sanatsal benlik kavramina sahip olmalarina ragmen sanatsal
tretimlerinin diisiik olmasinin nedenleri arastirilabilir.

Arastirmada, literatiirde vurgulanan yas donemi ozellikleri ile tutarh
olacak bir bicimde, katilimcilarmn cogu sanat tiiketicisi olduklarini
bildirmislerdir. Ancak arastirmanin bir baska bulgusunda da katilimcilarin
%69unun bos zamanlarinda sanatsal etkinliklere katilamadiklarini
bildirdikleri goriilmektedir. Yetersiz sanatsal katiim bildiren grupta
kizlarin anlaml 6lciide fazla olmas: dikkat cekicidir. Bu bakimdan, bagka
calismalarda 6gretmen adaylarimin, 6zellikle de kizlarin, bos zamanlarinda
sanatsal etkinliklere katilamama nedenleri (6rnegin, ders ve 6dev ytikiiniin
fazlaligl, bos zaman degerlendirme aliskanliklar1 vb.) arastirilabilir ve bu
konuda gerekli 6nlemler almabilir.
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Batida yapilan pek c¢ok arastirmanin bulgulular: ailenin sosyo-ekonomik
diizeyinin kisilerin sanatsal davramislari tizerinde etkisi bulunduguna
isaret ederken, bu arastirmada anne ve babanin egitim diizeyleri ve ailenin
gelir diizeyinin sanatsal benlik kavramini yordamadigr gorulmiistiir. Bu
bulgunun olas1 kiiltiirel nedenleri gelecek arastirmalarda ele alinmay:
beklemektedir.

Ayrica, ne tiretici ne de tiiketici olarak sanatla ilgili olan dgrencilerin yok
denecek kadar az olmasi bu arastrmanmn en sevindirici bulgularmdan
biridir. Herhangi bir sanatsal etkinlik veya dal ile iliskisi bulunan bireylerin
diger sanatsal etkinlikler ve sanat dallar1 ile de iligkilerinin olma
olasiigimin yiiksekligi bilindiginden, dgretmen adaylarinin sonug olarak
kisisel ~gelisimlerine katkis1 olacak bicimde sanatla iliski icinde
bulunduklarin1  gérmek psikolojik damismanlar acisindan 6nemlidir.
Ayrica, sanatin akil, beden ve ruha ayni anda ulasabilen biitiinlestirici
gliciinii ve gelisme, degisme, biitiinlesme, 6z-farkindalik ve/veya askinliga
yonelik potansiyelini bilerek, yardimci veya temel bir yontem olarak
danisma hizmetlerinde sanattan yararlanmak isteyen darnismanlar
acisindan, hitap ettikleri kitlenin sanatla iliskilerini bilmek yararh olacaktir.
Anahtar Sozciikler: Sanatsal davramig, sanatsal katilim, sanatsal benlik
kavrami, 6gretmen adaylar.
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Abstract

Problem statement: It is known that personal attitudes about a job acquired
through organizational socialization have a positive influence on an
employee’s performance and effectiveness in the organization. Successful
organizational socialization efforts increase an employee’s job satisfaction
and devotion to their job. The socialization of the administrator contains
getting the elements of the culture as a new member, joining the active
progression in the organization, and learning the various behavior roles
and putting them into practice.

Purpose: The aim of this study is to find out the organizational socialization
levels of principals in Turkish public schools.

Method: The study universe was composed of principals and assistant
principals in secondary education institutions in the center districts of
Ankara. The sample group consisted of 226 administrators. This evaluation
used a one way variance analysis (ANOVA) with the aim of determining
whether there is a meaningful difference stemming from the length of
service.

Results and Findings: When the responses of school administrators were
examined using the dimensions of job satisfaction, motivation, and
devotion, it was observed that their socialization level increased as their
seniority increased. Moreover, a meaningful difference was found in the
three dimensions in the responses of school administrators according to
their seniority. The averages of the responses of administrators in the
acceptance dimension increase as seniority increases. In addition, no
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meaningful difference was found in responses to articles in the acceptance
dimension.

Conclusion and Recommendations: The study discovered that the
organizational socialization level of new administrators is low. A structure
should be developed as a package based on the school to put
organizational socialization into practice so administrators can accept the
organizational reality in educational organizations.

Keywords: Organizational socialization, administrators, job satisfaction,
motivation, devotion, acceptance.

The career development of individuals becomes more effective with
organizational socialization at work. Personal attitudes about a job acquired through
organizational socialization have a positive influence on the performance and
effectiveness of an organization. Also, successful organizational socialization efforts
increase an employee’s job satisfaction and devotion to his or her job. These efforts
also prevent employees from quitting (Chao, 2007). Besides, organizational
socialization efforts not only teach employees the skills and roles necessary for
effective job performance, but they also facilitate the adaptation of employees to the
organization by giving them information about the organization’s history, language,
values, and policies (King, Xia, Quick & Sethi, 2005).

Organizational socialization is defined as the obedience of the individual to
values and norms of the organization. Even though the teacher is regarded as the
principal executive of works in educational organizations, the administrator makes
the teacher conform to the organization. Organizational socialization of school
administrators due to the adoption of a school’s values and norms also may be an
indicator for other employees at school. Therefore, determining the organizational
socialization levels of school administrators is important for the future of education.

There have been a lot of research about organizational socialization. Some of
these studies in education include Ashforth, 1998; Louis, 1980; Reichers, 1987; Allen
& Mayer, 1990; Blau, 1988; Jones, 1986, Chatman, 1991; Wanous, Reichers & Malik,
1984; Dodd-McCue & Wright, 1996, Buono & Kamm, 1983; Hall, 1987, Hart, 1991;
Griffin, Colella & Gaparaju, 2000; Riorden, Weatherly, Vandenberg & Self, 2001;
Filstad, 2004; Kwesiga & Bell, 2004; Cooper- Thomas & Anderson, 2005; Gruman,
Saks & Zweig, 2006; Saks, Uggerslev & Fassina, 2006; Blake, Sluss & Saks, 2007. Other
research as been conducted in the education field by Kuhlman & Hoy, 1974; Zeichner
& Tabachnick, 1985; Greenfield, Marshall & Reed, 1986; Hoy & Woolfolk, 1990;
Kuzmic, 1993; Cherg & Pang, 1997; Johnson, 2001; Aiken, 2002; Browne & Ferrigno,
2003; Browne-Ferrigno, & Muth, 2004; Crow, 2007; Young, 2007.

Studies about organizational socialization in Turkish education literature are few
and it is understood that this limited number of studies generally concentrate on the
organizational socialization of teachers rather than administrators (Celik, 1998; Zoba,
2000; Ozkan, 2004; Kusdemir, 2005; Ozkan, 2005). Only Author is this the author’s
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last name? (2003), studies the socialization of primary school administrators as a
second dimension along with the socialization of teachers. The purpose of this study
is to reveal the organizational socialization levels of administrators at secondary
education institutions in terms of their professional seniority by using the
organizational socialization scale developed by Author is this the author’s last name?
(2003). The research intends to expose the organizational socialization levels of
administrators at secondary education institutions (general and vocational high
schools) whose experience in administration ranges between 1-5 years, 6-10 years,
and 11 years or more.

Organizational Socialization

Previous studies of organizational socialization show that socialization is a
component of an organization; the concept of organizational socialization has come
out because of this fact (Porter, Lawler, & Hackman, 1981, p. 162). It is understood
from the relevant studies that the individual’s adaptation to the organization is
regarded as the main principle. Adaptation is considered in a double way in the
literature. The first is the education process supplied to the individual by the
organization (Schein, 1975, p. 168), and the second is the process experienced by the
individual in learning the organizational values, attitudes, and behaviors (Chatman,
1991, p. 462). Also, when recent studies are examined, it can be seen that socialization
is both learning and teaching (Feldman, 1980, p. 175). Other than the assistance
supplied by the organization, the individual should be active in socialization
(Morrison, 1993, p. 173). The definition of organizational socialization demonstrates
the importance of the adaptation process. Achieving this process of adaptation is
bound to make the individual go through a rigorous selection procedure, give him
duties proper for his vocational experiences, develop his abilities and talents, and
demonstrate the appropriate role behavior for the organization (Hellriegel, Slocum,
& Woodman, 1998, p. 562; Feldman, 1980, p. 170; Nelson and Quick, 1997, p. 486).

Organizational Socialization of School Principals

The socialization of the administrator involves learning the elements of the
culture, joining the active progression in the organization, and discovering the
various behavior roles and putting them into practice (Schein, 1992, p. 229). Going
through the process of organizational socialization is necessary for school
administrators to gain job experience and learn the culture and the social system of a
school (Normore, 2003, p. 7). Weindling & Early (1987) suggest training programs for
the socialization of new administrators. These programs may include activities such
as visits of schools by newly assigned administrators, planned introductions, training
courses about the job, preparing handbooks, and consultation activities given by
experienced colleagues. In comparison with the other kinds of administrators,
individual socialization practices for school administrators are more common and
more possible. After completing the formal training programs, educational
administrators experience a completely random and changeable socialization which
is mostly unplanned and limited to school (Balci, 2000, p. 13-14). Organizational
socialization efforts are important for the vocational development of school
administrators, helping them achieve managerial success (Normore, 2003), establish
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strong formal and informal communication in the school structure, and manage the
school effectively (Glasspool, 2007).

Method
Sample

The sample consisted of secondary education administrators (principles, their
chief assistants, and assistants) in the center districts of Ankara, Turkey. To reach the
group of 675 people, e-mail addresses of all schools were taken from the address of
ankara.meb@gov.tr. The questionnaires are sent via e-mail or applied to some
respondents at the general provincial assembly of administrators. After subtracting
the number of the questionnaires rejected by administrators and the incomplete
questionnaires, a total of 226 questionnaires were evaluated. The administrative
experience of 82 administrators ranged between 1-5 years; 64 had between 6-10 years
of experience; and 80 of them had 11 years or more.

Scale and Data Analysis

The organizational socialization scale developed by Author is this the author’s
last name? (2003) was used with administrators working at specific educational
institutions, so it could be determined whether their levels of organizational
socialization and the dimensions of socialization (job satisfaction, motivation,
organizational devotion, and acceptance) change according to the professional
seniority of the administrators at secondary education schools. There were 13 items
in the scale’s job satisfaction dimension, 16 items in the motivation dimension, 18
items in the devotion dimension, and 13 items in the acceptance dimension. All items
carry a factor load of 30 and above in all dimensions. The coefficient of reliability
(alpha) was calculated as 76 in the job satisfaction dimension, 87 in the motivation
dimension, 80 in the devotion dimension, and 76 in the acceptance dimension. The
mean and standard deviations related to the statements of organizational
socialization dimensions are used to define the perception levels of the secondary
education school administrators. One way variance analysis (ANOVA) is used in this
evaluation to establish whether there is a meaningful difference stemming from the
length of service (1- 5 years, 6- 10 years and 11 years and above).

Results

In the job satisfaction, motivation, devotion and acceptance dimension, the
variance analysis and Sheffe test results of secondary education administrators in
terms of their seniority are presented in Tables 1 and 2. In Table 1, there is a
statistically significant result among the answers given for the job satisfaction
dimension [F (2,537)=3.022; P<.05]. When the result of Sheffe test (Table 2) aimed at
finding the source of the difference is examined, a significant difference is found
between the administrators with 6-10 years of experience (44.65) and those with 11 or
more years of experience (45.90). According to the professional seniority of the
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administrators, there is a significant difference among the answers given for the
motivation dimension [F (2,529)=3.50; P<.05].

Tablo 1
Variance Analysis Results According to Length of Service

Source Total of the sd Average of F

squares the squares

Job satisfaction

Among groups 352.699 2 117.388

Within groups 859.12 391 56.069 3.089
Total 33211.8 393

Motivation

Among groups 499.466 2 246.235
Within groups 35356.89 529 69.155 3.50
Total 35856.35 531

Devotion

Among groups 662.501 2 324.188

Within groups 28110.29 519 54.616 5.05
Total 28773.30 521

Acceptance

Among groups 191.639 2 91.811

Within groups 18151.69 505 31.401 2.49
Total 18343.32 507

When the result of the Scheffe test is examined, a difference between
administrators with experience of 6-10 years (X= 54.10) and those with 11 or more
years of experience (56.94) is seen. The difference stays the same between the
administrators with 1-5 years of experience (53.75) and those with 11 or more years of
experience (56.94).
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Tablo 2
Sheffe Test Results
Dimension Seniority N Mean Meaningful
Difference
Job satisfaction 1.1-5 years 82 44.10
2.6-10 years 64 44.65 2-3*
3.11 years 80 45.90
and above
Motivation 1.1-5 years 82 53.75
2.6-10 years 64 54.10 1-3*
3.11 years 80 56.94 2-3*
and above
Devotion 1.1-5 years 82 63.10
2.6-10 years 64 63.34 1-3*
3.11 years 80 65.79
and above
Acceptance 1.1-5 years 82 40.90
2.6-10 years 64 41.08
3.11 years 80 41.76 -—--
and above

There is a statistically significant result among the answers given by high school
administrators for the items in the devotion dimension in terms of occupational
seniority [F (2,519)=5.05; p<.05]. The examination of the Scheffe test results —which
aims to find the source of the difference—reveals a significant difference between
administrators with 1-5 years of experience (63.10) and those with 11 or more years of
experience (65.79), and the administrators with 6-10 years of experience (63.34) and
those with 11 or more years of experience (65.79). According to the information in the
table, there is no meaningful difference among the answers given for the items in the
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acceptance dimension in terms of seniority [F (2,507) =2.49; p>.05]. While the
difference among groups is not statistically meaningful, it is understood from the
table that the average of those having 1-5 years of service is 40.90, of those having 6-
10 years of service is 41.08, and of those having 11 or more years of service is 41.76.
Therefore, acceptance and socialization increase in parallel with seniority.

Discussion and Conclusion

Ensuring the job satisfaction of education personnel is considered rather
significant in increasing organizational socialization. Jones (1986, p. 266) states that
there is a positive relation between job satisfaction and tactics of institutional
socialization. It is already known that employees feel a high level of job satisfaction
through successful socialization practices (Nelson & Quick, 1997, p. 488; Balc1, 2003,
p. 12). Since job satisfaction is an important attitude concerning the job, it is a basic
criterion in evaluating the attitudes and is used as a criterion for production,
productivity, job negligence, and irregular attendance at work (Robbins, 1986, p. 98).
In addition, since job satisfaction is regarded as one of the outcomes of successful
socialization, the level of satisfaction becomes important in socialization practices for
education personnel (Hellriegel et al., 1998, p.562).

The research found that school administrators individually make an effort to
realize the organizational targets. When motivation is thought of as voluntarily
trying to achieve organizational objectives, an administrator’s endeavor becomes
important for the future of our educational system (Robbins, 1986, p. 121). As it can
be seen in the research, secondary education administrators with a low level of
seniority get less “motivated,” so the low level of their socialization attracts attention.
One of the reasons for this is because their colleagues and upper administrators do
not support them well enough to solve the problems they encounter. The way of
overcoming this matter is providing effective organizational socialization. When the
answers given for the questions about the motivation dimension by the
administrators were checked, it could be seen that averages increase in parallel with
seniority. As the length of service increases, the individual gets more experienced
and motivated, which increases the level of organizational socialization. One of the
results of successful socialization is showing high motivation in the occupation
(Hellriegel et al., 1998, p. 562; Wanous, 1980, p. 198). One of the organizational
socialization factors of new personnel especially is the necessity for creating a high
motivation to get a higher performance from them (Wanous, 1980, p. 169). When this
necessity is taken into consideration, the school administrators should learn two
basic roles in organizational socialization. First, they should learn the roles of their
own responsibilities, and second, they should learn the general culture of the school.

When considering the thesis of Morris and Steers stating that as the written rules
and procedures of an occupation get more formal, the devotion level of the employee
increases, it is revealed that devotion of administrators is high on the named topic
according to research findings (Ozden, 1997, p. 38). When organizational
socialization is evaluated as “learning the rules,” being educated, and the process of
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teaching is important in an organization or in its lower units, it can be said—
according to the results obtained —that secondary education administrators show
devotion in “obeying the rules,” so their level of socialization on this matter is high
(Can, 1999, p. 325). Besides conforming to the present regulations, following the
professional innovations accelerates the studies of socialization. The activities of an
administrator who has gained the spirit of being a researcher include benefiting from
his informal communication with colleagues, education seminars, scientific
periodicals, conferences, and books.

Previous research has claimed that an individual’s social relations in an
organization are connected with the feeling of devotion (Ozden, 1997, p. 38). Blau
(1988) said that the quality of the relations between new and the old employees is
important for the success of the organizational socialization strategies with new
employees. The meaningfulness of a new administrator’s job relations and successes
are related to the control mechanisms provided for them. One of the targets of
organizational socialization is to create the ideal communication among the members
of an organization. Communication opportunities help the new members learn the
organization’s norms and helps the new members experience effective socialization
as well (Porter et al., 1981, p. 165).

When looking at seniority in regards to the devotion dimension, it is understood
that administrators with less experience generally become socialized by reflecting
less devotion than others. It is possible to observe the same condition in the total of
devotion. Therefore, as seniority increases, devotion to the occupation increases, and
consequently organizational socialization increases. Feldman and Arnold (1983, p.
79) found that the devotion level of new employees is low and their optimism level
about their accomplishment in the organization is also low, which consequently
creates a problem. This matter is a serious problem for educational organizations.
While opportunities for success at the beginning of the profession present a chance of
promotion, a low interest level causes unsuccessful results. Therefore, organizations
should develop a strategy of adaptation for inexperienced administrators. Although
organizational socialization programs can make it easier for fresh administrators to
adapt to their new positions, there is no program for inexperienced administrators in
the Turkish Education System. However, establishing a formal adaptation program is
important because it will strengthen organizational devotion by removing the
worries of the administrators about their new positions.

In conclusion, this research found that organizational acceptance increases as
seniority increases and the same is valid for the increase in the socialization level. The
findings of dissatisfaction among administrators with the administration and
inspection system are interesting. Inspection has significant functional dimensions
such as guidance and evaluation in the professional development of the
administrators and in their evaluation. Except for the two important functional
dimensions of inspection which are explained above, the concentration of the
inspection depends more on the dimensions of control and investigation and their
ability to make the right decisions and have the technical sufficiency expected from
them. In research conducted by Giines (2001, p. 58), the question of “What is the
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contribution of the inspection practices to the occupational development of the
teachers in primary schools?” is answered as, “It doesn’t have any contribution,” by
45 percent of teachers and primary school administrators. People with the power of
inspection should focus on the potential of administrators—the focal point in the
education system. Similarly, Aydin (1993, p. 6) points out that the most striking
feature of the modern inspection approach is the importance given to human sources.

In the hierarchical structure of education, all administrators are considered
consultants, “superior” officers, and people who have solutions to problems besides
being an educational leader. Such an impression causes the formation of
expectations. The low level of the secondary education administrators’” answers may
stem from the hard hierarchical structure of the Turkish education system, the
restraints of making decisions in the school setting, the disallowance of flexibility in
the curriculums, or the fact that all decisions are made in the administrative centers.
Developing a structure based on schools in putting the administrative processes into
practice may be helpful in improving the present negative situation.

It is necessary to put organizational socialization into practice as package
programmes so administrators can accept the organizational reality in educational
institutions. The research shows that an employee feels nervous and disappointed in
the early period of organizational learning due to the conflict between reality and
idealism, the first step in occupational development. Most young administrators
experience difficulties when they notice this situation. The young administrators are
also disappointed with the insufficient support of the inspection and administration
bodies and with their inefficiency in carrying out their responsibilities in guidance.
Using the tactics of collective, fixed, and investiture (Allen, 2006) and assigning
mentors and the other administrators (Crow, 2007) will be major factors in increasing
the socialization levels of the new administrators in particular.

Sufficient formal training programs are not carried out for the socialization of the
school administrators in the Turkish education system. The new administrators are
influenced especially by the other administrators in an informal way. Although the
experienced administrators negatively affect the inexperienced ones, there are cases
in which experienced administrators have positive effects such as increasing the
motivation of their colleagues by encouragement (Schein, 1992, p. 170). After being a
member of the organization, most principals learn the different behaviors by accident
or by practicing them themselves. As stated by Porter et al. (1998, p. 170), this side of
socialization is conducted with the least cost although it is not systematic like formal
socialization activities. Filstad (2004), Baruch and Winkelmann- Gleed (2002)
discovered that new employees see the other employees of the organization as
models and they get experience by modeling them. Therefore, there is a direct
relationship between organizational socialization and job experience. Glasspool
(2007) states that experience helps school administrators in preparing for any
possible problems. It is revealed that experience is effective for the formation of
administrators” leadership characteristics (Boon & Stott, 2003) and school
administrators” skills of occupational leadership develop as they perform their duties
(Normore, 2004).
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In spite of the importance of organizational socialization in the adaptation of the
individual to an organization, the study concluded that generally, socialization is not
at demanded levels. The same may be said for job satisfaction, motivation, devotion
and accepting the organization, important determinants of organizational
socialization. Furthermore, the organizational socialization level of administrators
with less seniority is low, but this level increases as with more seniority.

As a result of the research, the fact that the socialization level of administrators
with less seniority is low is important and socialization activities should be applied
to these administrators. Various models on organizational socialization have been
suggested by the literature. Feldman (1976), Buchanan (1974), Porter, Lawler &
Hackman (1975), Schein (1978), and Wanous (1980) support the stage model in
socialization (Hart, 1991, p. 460; Wanous et al., 1984, p. 672; Jones, 1986, p. 262; Buono
& Kamm, 1983, p.1127; Blau, 1988, p. 177-179; Balci, 2003, p. 80; Wanous, 1980, p.
174). According to these authors, as long as the individual stays in the organization
and gets a certain education and experience, there is an increase in his or her level of
organizational socialization. In terms of the study, Buchanan’s three-stage model
(1974), “The Model of First Job,” states that personal success will increase in the fifth
year and afterward, or as the length of service increases. It is during this stage that an
employee gains experience with the group, makes a positive impression on the
others, and starts to show his difference from the others. In contrast to Buchanan’s
study, the idea that organizational socialization will increase in parallel with the
length of service is taken as the main starting point in this study, and the findings
support this idea. The most significant finding of this study is that socialization
increases as the length of service increases.
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Tiirkiye’de Resmi Ortadgretim Okulu Yoneticilerinin Orgiitsel
Sosyallesmeleri

(Ozet)

Problem Durumu: Orgiitsel ortamda mevcut durumu 6grenmede
bagvurulacak temel konulardan birisi ¢rgiitsel sosyallesmedir. Orgiitsel
sosyallesme orgiit ile galisanlari arasindaki etkilesimi kapsar. Orgiitsel
sosyallesme calismalarma iliskin tarama, sosyallesmenin orgiitiin bir
parcasi oldugu ve bireyin 6rgiite uyumunun esas alindig; ilgili literatiirden
anlasiimaktadir. Uyumun 6rgiit tarafindan bireye saglanan 6gretim siireci
ile bireyin orgiitsel deger, tutum ve davramnuslar1 6grenmesi siireci seklinde
iki tarafli ele alindig1 goriilmektedir. Yoneticinin sosyallesmesi ise orgiit
kilturtini benimsemesi, orgiitteki aktif siirece etkin olarak katilmasi ve
yonetimin degisik davranis rollerini edinmesi olarak tanimlanmaktadir.
Ozellikle yeni yoneticilerin sosyallesmelerinde yetistirme programu gesitli
yazarlarca onerilmistir. Bu programlarda yeni atanan yoneticilerin okullar1
ziyaret etmeleri, ise alistirma kurslar1 ve tecriibeli meslektaslarin
darnismanlik yapmalar: gibi etkinlikler yer almaktadir.

Egitim literatiirtine bakildiginda Tiirkiye disindaki tilkelerde orgiitsel
sosyallesme ile ilgili oldukca ¢ok ¢alismanin oldugu goriilmektedir. Bunun



142

Sadik Kartal

yaninda Tiirkiye egitim literatiiriinde orgiitsel sosyallesme ¢alismalarinin
kisith oldugu yapilan galismalarin ise daha ¢ok uyum ile ilgili oldugu
soylenebilir. Bu ¢alismada var olan boslugu gidermek amaciyla ozellikle
egitim sisteminin temel birimi olan okullardaki yoneticilerin orgitsel
sosyallesmeleri ele alinmistir.

Aragtirmanmin Amaci: Bu arastirmanin amaci, ortadgretim okullar1 (genel ve

mesleki lise) yoneticilerinin 6rgiitsel sosyallesme diizeylerini tespit etmek
ve bu yoneticilerin 1-5 yil, 6- 10 y1l ve 11 yil ve {istii yoneticilik kidemlerine
gore orgiitsel sosyallesmenin boyutlar1 olan is doyumu, motivasyon,
baglilik ve kabullenme boyutlarina gore farklilik gosterip gostermedigini
belirlemektir.
Aragtirmamn  Yontemi: Ortadgretim okulu yoneticilerinin sahip olduklar:
kideme gore orgiitsel sosyallesme diizeylerini tespit etmeye yonelik olan
bu aragtirma, var olan durumu ortaya koyan tarama tiirti bir ¢alismadir.
Orgiitsel sosyallesme ve sosyallesme boyutlari(is doyumu, motivasyon,
baglhlik ve kabullenme) diizeyinin  ortadgretim  okullarindaki
yoneticilerinin kidemlerine bagl olarak degisiklik gosterip gostermedigini
saptamak {izere adi gecen kurumlardaki yoneticilere “Orgiitsel
Sosyallesme Olgegi” uygulanmistir. Calisma Ankara ili merkez
ilgelerindeki toplam 226 ortadgretim okulu yoneticisi (muidir, mudiir
basyardimcisi, muidiir yardimcisi) tizerinde yiiriitilmiistiir. Ortadgretim
okulu yoneticilerinin 6rgiitsel sosyallesme boyutlarindaki ifadelere iligskin
alg1 diizeylerinin belirlenmesinde aritmetik ortalama ve standart sapma
degerleri kullanilmistir. Bu degerlendirmede kideme (1- 5 yil, 6- 10 yil ve
11 yil ve distii) bagh olarak manidar bir farkliligin olup olmadigini
saptamak amaci ile de varyans analizi kullamlmistir. Bu uygulama
sonucunda manidar bulunan farkliigin kaynagin belirlemek igin Scheffe
Testine bagvurulmustur.

Arastirmamn Bulgular: Orgiitsel sosyallesmenin is doyumu boyutunda 1-

5 yil ile 6- 10 y1l aras1 kideme sahip olan yoneticilerin ( X= 44.35, X= 44.25)
daha az doyum sagladiklari, ancak 11 yil ve {istii kideme sahip olanlarin

(X= 46.10) ise, daha cok doyum saglayarak sosyallestikleri goriilmdistiir. is
doyumu boyutunda yoneticilerin mesleki kidemlerine gore verdikleri
yamitlar arasinda anlamli bir farkliik bulunmustur. Farkin kaynagim
bulmaya yonelik scheffe testi sonucuna goére 6- 10 yil kideme sahip

olanlar( X = 44.65) ile 11 yil ve tistii kideme sahip olanlar( X = 45.90)
arasinda anlamli farklilik oldugu saptanmustir.

Motivasyon boyutunda mesleki kideme gore ortadgretim okulu
yoneticilerinin verdikleri cevaplarin toplam olarak aritmetik ortalamalar1
incelendiginde 11 yil ve tistii kideme sahip yoneticilerin diger iki grupta
yer alan yoneticilere gore daha ¢ok sosyallestikleri anlasilmuistir.
Yoneticilerin mesleki kidemlerine gore, motivasyon boyutuna verdikleri
yanitlar arasinda anlamli bir farkliik bulunmustur. Farkin kaynagim

bulmaya yonelik scheffe testi sonucunda 1-5 yil kideme sahip olanlar( X=
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53.75) ile 11 yil ve iistii kideme sahip olanlar(;(= 56.94) ve 06- 10 yil

mesleki kidemi olanlar( X= 54.10) ile 11 yil ve tistii kidemliler( X= 56.94)
arasinda farklilik oldugu tespit edilmistir.

Baglilik boyutunda 1- 5 yil, 6- 10 y1l ve 11 yil ve iistii kideme sahip olan
yoneticilerin verdikleri cevaplara gore 11 yil ve istii kideme sahip
olanlarin 64.82 aritmetik ortalama ile diger iki grupta yer alan yoneticilere
gore daha cok baglilik gostererek sosyallestikleri anlasilmistir. Ayrica
yoneticilerin kidemlerine gore baglhilik boyutunda yer alan maddelere
verdikleri yanitlar arasinda anlamli bir farklilik da saptanmistir. Bu farkin
kaynagimi bulmaya yonelik scheffe testine gore, 1-5 yil kideme sahip

olanlar ( X =63.10) ile 11 y1l ve istii kideme sahip olanlar( X =65.79) ve 6-
10 yil kideme sahip olanlar (X=63.34) ile 11 yil ve distii

kidemliler( X =65.79) arasinda anlamli farklilik oldugu tespit edilmistir.
Mesleki kideme gore yoneticilerin kabullenme boyutunda verdikleri
yanitlardan kidem arttikca ortalamalarin da arttigi gordlmiistiir.
Yoneticilerin kidemlerine gore kabullenme boyutunda yer alan maddelere
verdikleri yanitlar arasinda anlamli bir farkliik bulunmamustir. Gruplar
arasindaki fark istatistiki olarak anlamli olmamakla birlikte 1-5 y1l kideme

sahip olanlarin X =40.90, 06-10 yil kidemi olanlarin X =41.08, 11 yil ve

tistii kideme sahip olanlarin X =41.76 ortalama gosterdikleri belirlenmistir.
Oneriler

Arastirma sonucunda genel olarak kidem arttikga sosyallesme diizeyinin
arttigr soylenebilir. Boyle bir sonug¢ yeni yoneticilerin sosyallesme
diizeylerinin yani orgiite “yakinlik” diizeylerinin diistik oldugu ve de
uyumlarmin tecriibeyle gerceklestigi sonucunu da getirmektedir. Onun
icin meslege yeni baslayan yoneticiler i¢in egitim orgiitlerinde yoneticilerin
orgiitsel gercege uyumlarini saglamaya yonelik orgiitsel sosyallesmenin,
cesitli kurs ve okul ziyaretleri gibi paket programlar seklinde uygulanmasi
gerekmektedir.

Anahtar Sézciikler: Orgiitsel sosyallesme, yonetici, is doyumu, motivasyon,
baglilik, kabullenme.
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Abstract

Problem Statement: The idea of teacher thinking is primarily a base for
professional growth. Especially for curricula which change periodically,
teachers should carry out individual roles and duties in order to derive
expected outcomes. Reflection—asking the questions “What have I done?”
and “What can I do for the better?” —plays an important role in developing
lively experiences in professional life. There is also a need for control of
teacher reflection as a tool for professional growth. This study presents a
standard scale which is valid and reliable in order to measure teacher
reflection.

Purpose of the Study: The purpose of this study is to develop a standard
reflection scale which helps elementary and secondary school teachers to
control in-class activities and contribute to their professional growth.

Method: To examine the validity and reliability of the scale, a study was
conducted using responses from 437 math and social science teachers
whose experience ranged from 1 to 29 years. Additionally, 34 judges
contributed in developing items for problematic situations in which teacher
reflection was needed. To reveal evidence for the validity of the scale,
Point-Biserial Correlation Coefficient for the item total correlation
coefficients was computed using ITEMAN Windows Version 3.50
statistical package. Pearson Product Moments Correlation Coefficient for
the relationship between TRS and Responsibility Scale, and the relationship
between TRS and Rotter’s Internal-External Locus of Control Scale were
employed, and Principle Component Factor Analysis and Principle
Components Analysis were determined by using STATISTICA 6 and SPSS
11.5. The internal consistency coefficient of the scale was computed by
using KR-20. In order to examine the difference between genders,
Independent Samples t-Test was used.
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Results: Item analysis showed that the scale, which has an Eigenvalue of
10.13, included 22 items and one factor explaining 46.05 percent of the total
variance. To reveal evidence for the validity of the scale, the relationship of
the Teacher Reflection Scale with Responsibility Scale (0.233, p<0.006) and
with Rotter’s Internal-External Locus of Control Scale (-0.448, p<0.002) was
examined. The internal consistency coefficient of the scale was computed
by using KR-20 (0.868). Moreover, a significant difference was not found in
the analysis realized according to gender.

Conclusions and Recommendations: TRS results indicate that reflection is an
attribute which can be gained by experience, and it can be developed via
education and experience. Thus, other studies with large samples are
needed for examining the structure of the scale, making cross-cultural
comparisons, and studying the relationship between reflection and
teachers” commitment, self-efficacy, and motivation.

Keywords: Reflection, Teacher, Scale, Factor Analysis, Reliability, Validity.

The purpose of this study is to develop a standard scale which is valid and
reliable in order to measure teacher reflection. The scale was developed to be useful
for an international audience. The measure indicates teacher reflection in a control of
unexpected outcomes and trials of individual hypotheses in order to solve the
problem of growing professional development. The professional life of any teacher
presents a challenge of professional life practicum with the need for lifelong
commitment and growth.

The particular growth primarily depends on the “teacher thinking paradigm”
(Marland, 1998). Gabrielatos (2002) states that the teachers’ contextualized
interpretations of any given methodological framework are actually put to use in the
classroom. Dewey’s (1910) “fork road” situation (Roberts, 1998) which needs “active,
persistent, and careful consideration of any belief or supposed form of knowledge”
leads the way to the importance of professional growth (Dewey, 1933; Calderhead,
1989).

Similarly, Schon (1987) brings reflection into focus as an understanding of what
professionals do. He states that the individual finds himself/herself in an uncertain
or unique situation which is experienced by surprise, puzzlement, or confusion.
Moreover, he (1987) puts forth the notions of reflection-in-action and reflection-on-
action for consideration. Schén defines reflection-in-action as the individual’s
thinking which serves to reshape what he/she is doing while it occurs. The process
follows the steps below:

1. There is a situation of action, and the individual brings routinized responses to it.

2. Those routine responses produce a surprise or unexpected outcome which gets
attention.
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3. The unexpected outcome leads to reflection within an “action-present.” Moreover,
the questions “What is this?” and “How have I been thinking about it?” make
individual’s thoughts turn back on the surprising phenomenon.

4. Reflection-in-action has a function which leads individuals to think critically in
order to restructure strategies, comprehend the phenomena, or frame the problem.

5. Reflection paves the way to an “on-the-spot-experiment” which makes the
individual think of new methods and attempt new actions to test the
understanding of the newly observed phenomena or to confirm the moves with
the intention of changing the actions for the better.

Greene (1984) states, “Thinking about our craft often brings conscience to bear on
the actions we undertake in the course of our work.” Additionally, Wiggins (1978)
describes practical deliberation as a process of searching for an “adequate
specification” of the situation, a constant remarking and evaluation of concerns, an
evolving conception of the point of acting, and a reciprocal relation between the
individual and the world.

In this respect, the nature of practice is such that improvement can only be
fostered by the professional’'s own understanding of self and of the nature of the
practical, and reflection plays a major role (Calderhead, 1987a; Calderhead, 1987b).
Gilpin (1999) describes the reflective process as noticing and observing, describing
and analyzing, and evaluating. In this way, it is apparent that reflection or thinking
about practice for growth can take place in the midst, during, or after an action as
individual’s thoughts turn back to the situation. For this reason, reflection deserves
respect for those individuals who educate others.

Korthagen (2001) describes the ideal process of reflection for teacher development
in Figure 1 below:

[ Creating alternative methods of action —l

Awareness
of essential
aspects

Action

Looking back on the action

Figure 1. The ALACT Model Describing the Ideal Process of Reflection
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The reflective cycle here is based on observation that focuses on practical
problems and making interpretations; that is, a process of “noticing” classroom
events (McDonough & McDonough, 1997: 101) and a form of practitioners’ responses
to practical events that are commonly noticed and discussed in the “plain words” of
everyday conversations (Griffiths & Tann, 1992; Handal & Lauvas, 1987).

Thornton and Maher (2005) present Wallace’s (1991) diagram as an alternative for
teacher professional growth in the following;:

Received

Trainee's Knowledge R
PROFESSIONAL

existin, —4 Practice Reflection y
sting lep] ¥ 4 Lyl compETENCE

conceptual
schemata or x m’;[ |
mental constructs . pe al

Knowledge

Figure 2. Reflective Practice Mode! Professional Education/Development

Moreover, the essentials of reflective teacher are summarized from Dewey (1933)
to Rodgers (2002) by Lee (2005) as follows:

1. Being aware of the experience; interpreting the experience,

2. Naming the problems or the questions that arise out of the experience; describing
the experience,

3. Generating possible explanations for the problems or questions posed, analyzing
the experience, ramifying the explanations into full-blown hypotheses, and

4. Experimenting or testing the selected hypotheses intelligently.

Reflection enables teachers to develop a habit formation of continually learning
from their experiences by framing problems of practice in light of various
perspectives, critiquing and reframing problems within broader perspectives, and
taking action that is fostered by such reframing. In this sense, teachers” reflective
abilities can develop, and their awareness of the potential of engaging in problem
identification can raise through noticing and questioning events of everyday practice
(Kemmis & McTaggart, 1982). In this respect, the highly structured forms of research
may be prompted, and the consequent demands of time and expertise may be
imposed on teachers (Allwright, 1992; Allwright, 1995; Allwright, 1997; Wallace,
1996).

Whipp (2003) studied the patterns of reflection in field experiences and the
scaffolds in higher levels of reflections in online discussions in a study with 40
students taking place over a period of ten weeks. The study shows that students need
to understand reflection and higher levels of reflection can be supported with
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carefully structured online discussions. Moreover, helpful scaffolds in online
discussions about field experiences are tailored, and general questions were
submitted from educators and peers about particular issues.

Bulpitt and Martin (2005) examined the development of reflection of a group of
students within a counseling training environment. The transcripts showed that
students felt reflection could create change and lead to growth and transformation.
Moreover, they perceived reflection to be a significant phase in their development as
professional practitioners.

Chiu (2006) states that in one of his participatory evaluation projects, reflective
meetings were held as part of the evaluation process. Participants were
systematically introduced to the practice of reflecting upon their work by using
simple story telling methods which provided rich developmental data for evaluation.
Chiu stated, “The intention is to skill-up participants to practice reflection on their

”

own.

Ticha and Hospesova (2006) examine the cultivation of teachers’ competences
through reflection in a Comenius project based on mathematics teaching. Each
member of the team used video recordings of a chosen lesson orlessons to analyze
and assess. Those recordings became the core of joint reflection in the meeting of the
entire team and for the written records. The researchers found growth in the
teachers’ ability to reflect and showed a shift from teacher toward novice researcher.
The investigation suggests that reflection contributes to the answering of some
theoretical and practical questions.

Garcia, Sanchez and Escudero (2006) showed how reflection-on-action has made
it possible for a group of mathematics educators and researchers improved their
professional development by connecting theory and practice in their study of ten
classroom problems with 130 student teachers. They stated that reflection enabled
them to identify significant incidents and make a critical analysis of the issues
detected from the transcripts.

Additionally, many valuable attempts have been made (Clarke, 2006; Conway,
2001; Dinkelman, 2000; Lee, 2005, Reiman, 1999; Tillema, 2000) to show the
importance of reflection and reflective practices in teaching and teacher education.
However, it seems that a standard comparison is not possible, because each study is
held in a different context with different data gathering and analysis instruments,
such as online discussions, story telling, written records, and transcript analysis. In
fact, the source behaviours and processes in professional development basically
emerge from similar problematic school and classroom contexts. In this respect, a
standard instrument could be developed to measure reflection for empirical designs
and necessary comparisons. The experience could detect a teacher’s ability to reflect.
A measured reflection level could lead the way to qualified teachers in school, which
would enhance their educational abilities. The purpose of this study is, therefore, to
develop a standard scale which is valid and reliable in order to measure teacher
reflection.

Method



Eurasian Journal of Educational Research |149

I
Research Design

Because the purpose of the study is to develop a reflection scale for teachers, an
empirical scale development process was used with validity and reliability studies.
For this reason, the method of the study flows from item development and scale
tryout to validity and reliability analysis.

Sample

Participants of the Item Development Process. An open-ended question form
was distributed to 20 teachers acting as the judges, and their responses were
examined line by line by the researchers in order to reveal the problematic context
under which reflection could be included in the educators’ professional life. This
study paved the way to the development of items which would be used in the tryout
administration. After the researchers developed the items from the teachers’
responses, 14 judges, who were experts in educational sciences, evaluated the items.
Although the judges knew about reflection, they were given a text on the subject so
that they could be more thoroughly informed. They were asked to a) identify if each
item was suitable for examining reflection, b) choose the alternative which matches
reflection, and c) express the possible weaknesses of the items. All of the judgments
were consistent, and the researchers agreed that no other statistical analysis was
needed. After the feedback from the experts was received, the items were
reexamined and prepared for the scale tryout.

Participants of the Scale Tryout. After the scale items were ready, the tryout
scale was presented to a sample including 437 respondents. The characteristics of the
sample respondents are detailed in Table 1.

Table 1
Pilot Study Sample
Gender N Experience Departments
Female 212 1-28 years Social Sciences
Male 225 5-29 years and Maths
TOTAL 437 1-29
Research Instruments

Question Form. Before the items were presented to teacher volunteers, a form,
composed of open-ended questions including scenarios of problematic classroom
and school situations was developed by the researchers in order to develop items for
the scale.

The items concerning problematic situations were constructed in two settings;
one reflected the classroom setting, and the other reflected items involving colleagues
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and school management. Because reflection is seen as a psychological attribute, the
response categories of the items were structured around three positions below:

1. Reflection on the problem
2. Attribution of the problem to external causes
3. A lack of concern for the problem

Teachers read the items and chose one of the response categories, which can also
be seen in the following sample item from the scale:

“One of your students prevents others from learning.”
a. I'look for the ways to end the situation.
b. I make him/her sit down in the front alone.

c. Everyone is responsible for himself/herself.

“_ o

If the teacher marks the alternative “a,” he/she seems to be responding in a
reflective manner. However, if one of the other alternatives is chosen, it seems that
the teacher is not behaving in a reflective manner.

Responsibility Scale. With the assumption that the teacher with a high reflection
score would have a higher degree of responsibility, the criterion of responsibility was
decided to be used for the evidence of criterion-related validity. Responsibility as a
research area has been studied in terms of occasion worldwide (Hakstian et al., 1986;
Kyries and Bhar, 1995; Kluever and Green, 1998; Ludlow, 1999; Salkovskis et al.,
2000; Singg and Ader, 2001). In Turkey, the scale is the one which measures the
attribute of responsibility (Erkus and Stinbiil, 2007). The Likert type scale which has a
high Cronbach Alpha reliability value (0.89) is composed of 21 items. The scale
combines two subcomponents which are the responsibility to self and the
responsibility to others. Each subcomponent score and total responsibility score can
be used with the scale. The correlation between the scale and RIDKO is significant as
expected; external control scores increase as responsibility scores decrease, and
internal control scores increase as responsibility scores increase.

Rotter’s Internal-External Locus of Control Scale. The condition that a teacher
with a high reflection score attributes this score to himself/herself rather than to
external factors is expected. In this respect, the correlation between TRS and Rotter’s
(1966) Internal-External Locus of Control Scale was examined for the evidence of
criterion-related validity. The scale developed by Rotter (1966) was adapted to
Turkish by Dag (1991). It includes 29 items and the internal consistency coefficient is
.77 and .68. The factor analysis results of both scales seem quite similar. A significant
correlation is found between the internal locus of control scores and Rosenbaum’s
(1980) Learned Resourcefulness Schedule Scores (-.29; p<.001). The correlation
between the external locus of control and General Symptom scores (GSI) of Brief
Symptom Inventory (SCL-90-R) (Derogatis, 1992) is computed as .21 (p<.001).
Additionally, the test-retest reliability of the scale changes between .49 and .83 for a
one or two month period (Dag, 1991). The Turkish adapted version of the scale is
used for the study (for the scale see Rotter, 1966 and/or Dag, 1991).
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I
Data Analysis

The scoring format of the scale was binary; therefore, the item total correlation
coefficients were computed by using the ITEMAN Windows Version 3.50 statistics
program. The point-biserial correlation coefficients of the tryout scale (43-item) were
computed as item discrimination indexes and factor analysis was conducted.

Principal Components Factor analysis was realized by using Tetrachorical
Correlation Matrix, and item selection was done via analysis results of item-total
correlations and the factor structure of the scale. Unrotated two factors were found
by making the Principal Components Analysis by using STATISTICA 6. In addition,
the internal consistency coefficient of the scale was computed by using KR-20.

Findings and Results
Item Discrimination Analysis of the Scale

The results are given in Table 2 below:

Table 2

Item Discrimination Indexes and Factorial Loadings of the Tryout Scale
Item 1 Factor Item 1 Factor Item rp  Factor Item rp,  Factor
No Loading No Loading  No Loading No Loading
1 49 604 12 .67 541 23 58 545 34 54 627
2 40 553 13 24 669 24 56 .688 35 40 729
3 23 765 14 37 .685 25 55 522 36 32 598
4 46 581 15 40 556 26 45 655 37 46 548
5 30 .708 16 54 .607 27 30 .650 38 53 547
6 23 733 17 58 .642 28 55 423 39 18 766
7 42 682 18 36 580 29 38  .637 40 37 647
8 48 588 19 51 .640 30 .04 670 41 59 531
9 27 634 20 44 527 31 50 621 42 18 599
10 36 .568 21 .50 .520 32 43 707 43 59 676
11 60 621 22 38 722 33 48 604

As seen in the table, the item-total scale correlations and factorial loadings of
some items may indicate that the scale has more than one component. However; the
scale was decided to measure a one-factor structure, because a significant factorial
structure was not revealed by various rotations, and the Eigenvalue of the first factor
and all the items attribute to the first factorial load positively.

First analysis of item discrimination led to the exclusion of the items which had
values under the acceptable level (.30). In addition to excluding the items and
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conducting a second analysis, Principal Components Factor analysis was realized by
using Tetrachorical Correlation Matrix, and item selection was done via analysis
results of item-total correlations and factor structure of the scale. Unrotated two
factors (first factor’s Eigenvalue: 13.213; second factor’s Eigenvalue: 3.237; explained
variance: 47 percent) were found in the Principal Components Analysis by using
STATISTICA 6. The analyses were repeatedly continued by examining item
discrimination indexes and the item complexity in factor analysis. Then, the items
which were not suitable were excluded from the scale. This resulted in the Teacher
Reflection Scale-TRS which includes 22 items and one factor explaining 46.05 percent
of total variance which has an Eigenvalue of 10.13.

Table 3
Item Discrimination Indexes and Factorial Loadings of Tryout Scale

Item T'pb Factor Ttem T'pb Factor Item T'pb Factor
No Loading No Loading No Loading
1 .68 0.6222 10 .85 0.7477 19 .78 0.6796
2 73 0.6344 11 .66 0.5681 20 .70 0.6376
3 .63 0.5731 12 .75 0.6850 21 .63 0.5773
4 .79 0.6822 13 .61 0.5275 22 .77 0.7174
5 .76 0.7127 14 .83 0.7605

6 .90 0.8573 15 74 0.6810

7 91 0.7960 16 .81 0.7510

8 .66 0.5794 17 .70 0.6034

9 .78 0.7126 18 .70 0.7160

Reliability Evidence of TRS

After the items were selected, the internal consistency coefficient of the scale was
computed by using KR-20 and the reliability coefficient was found to be 0.868.
Because test-retest reliability provides evidence for scale’s stability, a test-retest
reliability was computed after a second administration of the scale on another sample
(n=141) and it was found to be 0.835.

Validity Evidence of TRS

Although the Teacher Reflection Scale has one factor, the items in the scale were
developed according to two settings. One of them refers to the reflection for classroom
setting (RCS); the other one refers to the reflection for colleagues and school management
setting (RCMS). These settings should not be interpreted as a two-factor structure.
The items were developed according to two settings and the scale was revealed as
one-factor. However, it may be useful to examine the differentiation of the items
according to the settings in studies of validity because of item additivity. The
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relationship between these two settings and the relationship between scores related
to the settings and the total scale scores were examined.

The researchers examined the relationship between total scores and the two
settings of the same factor including items (1, 2, 4, 6, 7, 8, 9, 10, 11, 12, 14, 16, 17, 18,
19, 20), which belonged to RCS, and items (3, 5, 13, 15, 21, 22), which belonged to
RCMS. Moreover, the correlation between RCS scores and RCMS scores is .634
(p<0.01), and the correlation between RCS/RCMS scores and the total scores is .953
for RCS and .838 for RCMS. The correlation coefficients between total sub-scale
scores and total scale scores prove that the scale may be used as a whole and/or as
independent parts for determining reflection levels according to the settings.

Further examinations demonstrated that the reflection scores do not differentiate
according to gender (t=1.494; df=130; p>0.05) and subject areas, math and social
sciences (t=-1.881; df=126; p>0.05). The relationship of reflection with some other
variables is given in Table 4.

Table 4
The Relationship of Reflection with Some Other Variables.

Reflection
Responsibility .233 (p<0.006)
Locus of Control -.448 (p<0.002)
Experience .242 (p<0.005)

Considering the possible relationship between the reflection attribute and
responsibility, the scale was administered together with the Responsibility Scale
(Erkus & Stinbiil, 2007) on a sample of 138 teachers. A significant correlation (.233,
p<0.006) was found between two scales, which means reflection scores increase as
responsibility level increases.

Moreover, a significant correlation coefficient was found (.242; n=130; p<0.005)
between teaching experience and TRS; that is, reflection scores increase depending
on experience.

Considering the importance of the possible change in reflection attributes of
teachers according to internal-external locus of control, the relationship between the
scores obtained from Rotter’s (1966) Internal-External Locus of Control Scale (Dag,
1991) and the scores obtained from TRS were examined in another sample (n=47, r=-
.448). In this respect, the reflection scores of the teachers who have internal locus of
control are higher than the reflection scores of the teachers who have external locus
of control.

Conclusions and Recommendations
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As mentioned earlier, description and measurement attempts in reflection studies
to date (Bulpitt and Martin, 2005, Chiu, 2006, Clarke, 2006; Conway, 2001;
Dinkelman, 2000; Garcia, Sanchez and Escudero, 2006; Lee, 2005; Reiman, 1999; Ticha
and Hospesova, 2006; Tillema, 2000; Whipp, 2003) do not seem to allow for standard
comparisons. The results of the current studies give a limited possibility for the
comparisons mentioned. For this reason, TRS, which was intended to be developed
in this study, has a one-factor structure, and it is seen that the reflection attribute is
effective in both in a classroom setting and in a colleagues/management setting. Both
the internal consistency of the scale and the factorial structure of the scale showed
evidence for this. Furthermore, reflection can be seen as a personality feature when
its relationship with responsibility and internal-external locus of control is taken into
consideration.

Moreover, the relationship between reflection and teaching experience indicates
that reflection is an implication of teacher identity and an attribute which can be
gained by experience. It can also be stated that reflection can be developed via
education and experience especially by teacher educators who are aware of teacher
roles. Since teachers’ educational practices are an expression of their beliefs and
images (Ben-Peretz, 2001), measurement of reflection can be a powerful tool for
education. The measurement of reflection can also be an indicator of teachers’
commitment to teaching, problem solving, and professional growth, because
commitment is seen as a nested phenomena emerging from personal beliefs, self
images, role, and identity (Day, Elliot, & Kington, 2005). In addition, the TRS can lead
the way to cross-cultural comparisons in forthcoming studies. In this study, strong
evidence was found that TRS is a one-factor, reliable, and valid scale. However,
further studies with large samples are needed for examining the structure of the
scale, making cross-cultural comparisons, and studying the relationship between
reflection and teachers’ commitment, self-efficacy, and motivation.
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Ogretmen Yansitmasinin Olgiilmesi: OYO’niin Gelistirilmesi

(Ozet)

Problem Durumu: Ofretmen inans ve diisiince sistemi mesleki gelisim igin
bir dayanak noktasidir. Ozellikle belli araliklarla degisen programlar sz
konusu oldugunda beklenmedik {irtinlerle karsilasmamak icin 6gretmenin
bireysel rol ve gorevlerini yerine getirmesi gerekir. Yansitma -“Ne
yaptim?” ve “Daha iyisini nasil yapabilirim?” sorularini sorarak- mesleki
yasamda gegirilen yasantilarda ¢nemli bir rol oynamaktadir. Bununla
birlikte Ogretmen yansitmasiin mesleki gelisimde bir arag olarak
kullanilabilmesi i¢in denetime gereksinim vardir. Bu baglamda, bu calisma
dgretmen yansitmasim 6lgmek icin gegerli ve giivenilir standart bir 6lgek
sunmay1 amaglamaktadir.

Aragtirmamn  Amaci: Bu calismanin amacit Ogretmenlerin smuf ici
yasantilarina ve mesleki gelisimlerine katki saglayacak standart bir
yansitma olcegi gelistirmektir.

Aragtirmanim  Yontemi: Olgegin gecerlik ve giivenirligini incelemek igin
denemelik olgek 1 ile 29 yil aras1 deneyimi olan 437 fen bilimleri ve sosyal
bilimler Ogretmeni tarafindan yamtlanmistir. 34 Ogretmen, ogretmen
yansitmasinin gerekli oldugu problem durumlarinin belirlenip maddelerin
gelistirilmesine yargic1 olarak katkida bulunmuslardir. Olgegin gecerligine
kanit aramak igin, madde toplam test korelasyonlar: i¢in ITEMAN
Windows Version 3.50 istatistik programu kullamilarak Nokta Cift Serili
Korelasyon Katsayisi hesaplanmistir. OYO ve Sorumluluk Olgegi
arasindaki iliski ve OYQO ile Rottern I¢-Dis Kontrol Odagi Olgegi
arasindaki iliskinin hesaplanmas1 i¢in Pearson Momentler Carpimi
Korelasyon Katsayist kullanilmistir. Olgegin faktor analizi islemleri
STATISTICA 6 ve SPSS 11.5 istatistik paket programlar1 kullanilarak
yapilmistir. Olgegin i¢ tutarlilk katsayisi ise KR-20 kullamlarak ortaya
cikarilmustir. Cinsiyetler arasindaki farkin bulunmas: igin ise Bagimsiz
Gruplar igin t testi ise kosulmustur.

Aragtirmamn Bulgulari: Madde analiz sonuglar1 Eigenvalue degeri 10,13
olan 6lgegin 22 maddeden olustugunu ve tek faktoriin toplam varyansin %
46,05'ini agikladigini gostermistir. Olgegin gegerligine kanit aramak igin
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Ogretmen Yansitma Olgegi ile Rotter'in Ig-Dis Kontrol Odag1 dlcegi (-
0.448, p<0.002) ve Sorumluluk Olgegi (0.233, p<0.006) ile iligkisi
hesaplanmistir. Olgegin i¢ tutarhlik korelasyon katsayis1 KR-20 korelasyon
katsayis1 kullanilarak ortaya ¢ikarilmistir (0.868). Bununla birlikte, cinsiyete
gore yapilan analizde anlamli bir farka ulasilmamustir.

Arastirmanmn Sonuglart ve Onerileri: OYO analiz sonuglar1 yansitmanim
deneyim ve yasant1 yoluyla kazanilabilen bir 6zellik oldugunu ve yine
deneyim ve egitimle gelistirilebilecegini gostermistir. Bu noktadan yola
cikarak daha genis 6rneklem ya da calisma gruplar: ile dlgegin yapismin
incelenmesine gereksinim vardir. Ayni zamanda kiiltiirel karsilastirmalar
ve Ogretmen yansitmasin adanmuslik, 6z-yeterlik ve giidillenme ile
iliskisinin ¢alisilmasi da énerilebilir.

Anahtar Sozciikler: Yansitma, Ol¢me, ogretmen, olgek, faktor analizi,
guvenirlik, gegerlik.
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Abstract

Problem Statement: Recent decades have witnessed remarkable increases in
the number of international students seeking educational opportunities
outside of their countries of origin. Increasing numbers of students with
diverse cultural backgrounds pose challenges to existing student personnel
services at contemporary university campuses. Studies investigating the
needs and attitudes of these students can guide effective service delivery to
this population. To date, a great deal of research with international
students has focused on undergraduate students. It is essential to explore
the needs and attitudes of international graduate students in order to
develop effective interventions.

Purpose of the Study: The purpose of this study was to compare help-seeking
attitudes of American and Turkish graduate students.

Methods: Sixty-four graduate students were given the Attitudes toward
Seeking Psychological Help developed by Fischer and Turner via electronic
mail. Data were analyzed with t-tests and ANOVA procedures. Students’
scores were compared according to country of origin, gender, and socio-
economic status.

Findings and Results: Results partially supported findings of previous
research on gender and help seeking. No significant differences were found
according to country of origin and socio-economic status.

Conclusions and Recommendations: Despite the growing body of research and
apparent concerns for diversifying counseling services, there remains a
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considerable need for further empirical work with international graduate
students.

Keywords: Help-seeking, international students, graduate students, gender,
socio-economic status.

In 2004, the number of international students worldwide was 2.5 million. The
number was 1.68 million in 1999 (a 56% increase in 5 years) (UNESCO Institute of
Statistics online, 2007). That number is projected to reach 7.2 million by 2025 (Boehm,
Davis, Meares, & Pearce, 2002). International student enrollment in the United States
peaked in 2002-03 (586,323 students) then decreased by 2.4% and 1.3% in the
proceeding two years (565,039 in 2004-05) (Institute of International Education: IIE,
2005). International graduate students constitute almost half of the total enrollment in
the science and engineering fields in the United States (National Science Board: NSB,
2006). The US. had the weakest growth rate in international student enrollment
among six host countries from 1999-2000 to 2004-05. While international student
enrollment grew by almost 17% in the United States, it grew by 29% in the United
Kingdom, 46% in Germany, 81% in France, 42% in Australia, and 108% in Japan. Yet,
the United States continues to be the leading host for international students. In 2004-
05, 565,039 international students were enrolled in the U.S. In other words, one out of
four international students worldwide was enrolled in American higher educational
institutions during 2004-05 (IIE, 2005; UNESCO, 2006). According to statistics by the
International ~ Association for Education Counselors (Uluslararasi Egitim
Damismanlar1 Dernegi, 2007), in 2007, 11,622 Turkish students were enrolled in
American universities. Almost one third of these (32.2% - 3,742) were undergraduate
students; over half of these (60.6% - 7,042) were graduate students, and 7.2% of these
(838) were students at short-term language programs.

Along with the impacts of events on September 11 of 2001, other developments
such as the Bologna Process, and initiatives by various countries to attract
international students have had a remarkable impact on the distribution of
international students to host countries and on their overall mobility. In 1999, the
ministers of education of 29 countries met to discuss the future of higher education in
Europe. The post-summit declaration —the Bologna Declaration—expressed the goal
of developing a European Higher Education Area by 2010. This development is
known as the Bologna Process. Although these developments will change the
demographics of international students worldwide, American universities will
continue to have a considerable number of graduate students in the near future,
which will bring about challenges to universities, student personnel services, and
counseling services alike.

International students go to the United States for better educational opportunities.
The academic and personal challenges that they encounter provide them with
opportunities for personal and professional growth. As pointed out by various
college student development theories (Chickering & Reisser, 1993; Pacarella &
Terenzini, 1991), it is important to create an educational environment that balances
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challenges and supports students in order to foster positive change. Accordingly, it is
imperative to find better ways of supporting international students in their
challenging experience of schooling abroad. In doing so, it is essential to acquire
satisfactory empirical knowledge about their interaction with this cultural
environment in ways that can guide professionals in tailoring services for this
particular population. Counseling services on American college campuses are
important parts of higher educational experience. Given the challenging nature of
their experience, international students’ utilization of these services may greatly
contribute to the quality of their experience in this country.

Attaining knowledge regarding international students’ attitudes toward seeking
professional psychological help might constitute a beginning step to arranging new
services or modifying existing ones. A great deal of research has focused on factors
relevant to the help-seeking behavior of various groups. One of the most frequently
investigated factors is socioeconomic status (Cohen, 1972). It would be an accurate
analogy to see counseling similar with classical and/or contemporary arts, whose
knowledge, consumption, or appreciation is almost exclusive to certain groups of
people. Fischer and Cohen (1972) propose that both psychological mindedness
(subjectivity) and obtaining psychotherapeutic help for personal problems
(objectivity) are strongly relevant to one’s socioeconomic status. The authors mention
a number of reasons for underutilization or drop out from mental health services —
even when available at no cost—by people from lower socioeconomic statuses. These
two concepts offered by the authors seem to be cultural constructs of European and
North American societies. The gap between the availability of mental health services
and the rate of their utilization is known as the “service gap” (Cramer, 1999; Stefl &
Prosperi, 1985). This gap might at least in part be due to a value difference (conflict)
these individuals encounter with mental health professionals, which may contribute
to their relatively high dropout rate (Tsan-Yu, Yu , & Mian-Yoon, 2005). A perceived
conflict of values might interfere with international students” use of mental health
services in college campuses (Shea & Yeh, 2008).

Many studies on attitudes toward seeking psychological help focused on gender
differences. Some studies did not find any significant differences between the male
and female participants” attitudes (Dadfar & Friedlander, 1982; Kalkan & Odaci, 2005;
Lorion, 1974; Solberg, Ritsma, Davis, Tata, & Jolly, 1994; Tata & Leong, 1994; Zhang &
Dixon, 2003). Interestingly, Dadfar and Friedlander (1982) reported that male and
female international students held more similar attitudes toward seeking help than
male and female American students did. On the other hand, most studies seem to
acknowledge gender differences. They contend that when other variables are
controlled, females are more likely to seek help than their male counterparts
(Braithwaite, 1994; Cook, 1983; Gim, Atkinson, & Whiteley, 1990; LeVine & Franco,
1981; Price, McNeill, 1992; Rickwood & Shack-Finger, 1988; Sanchez & Atkinson,
1983; Tedeschi & Willis, 1993; Voit, 1983). For instance, Manese, Sedlacek, and Leong
(1988) worked with undergraduate international students and found that female
students, as a group, reported a greater need for talking to a counselor for their career
plans than international male students did. Despite the existence of some studies’
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contrary findings, it seems safe to conclude that gender is a highly reliable predictor
of attitudes toward seeking professional psychological help across samples.

Studies with minority members in the United States have guided and modeled
research with international populations. There has been a considerable amount of
research with major minorities in the United States. These studies dealt with different
aspects of such populations’ relations or rather lack of relations with available mental
health services. Delphin and Rollock (1995) point out that many African American
students deal with differential treatment and feelings of alienation by withdrawal and
separation. They further indicate that such coping mechanisms might reduce
students’ opportunities to learn from social interactions. Duncan (2003) found a
significant negative relationship between cultural mistrust (toward mainstream/
majority culture) and African American male undergraduate students’ help-seeking
attitudes. A body of literature addresses cultural differences between Caucasian
Americans and ethnic groups that have a rather collectivist value orientation. Studies
with minority members’ attitudes toward mental health services (e.g., Nickerson,
Helms, & Terrell, 1994) have revealed cultural mistrust and opinions about mental
illness and may also expose influential factors on international students” help-seeking
behavior as well. Although there can be certain similarities between international
students and students of minorities, there are significantly unique aspects of
international students” experience in the United States.

Along with the educational and vocational tasks and challenges, international
students need to “acquire linguistic and daily living skills, integrate new values, and
adapt socially” (Dadfar and Friedlander, 1982. p. 335). Furthermore, Dadfar and
Friedlander (1982) point out that students may have additional stressors if there is
turmoil in their country of origin. Although not empirically proven, one of the unique
aspects of international students is that they have a smaller number of individuals
from their culture of origin. Hence, they may have difficulty finding the kinds of
friendships they used to have in their previous lives. Such an aspect is important
because it may narrow down their likelihood of forming supportive relationships that
may further alleviate their feelings of alienation.

In their comparative study, Angelopoulos and Catano (1993) found that
international students were less likely to seek professional psychological help than
Canadian students were for academic, personal, social, and economic problems. On
the other hand, they also found that both groups of students showed exceptional
similarities in their rankings of help sources (i.e., students and older friends being the
most preferred sources). In a similar study, Atkinson et al. (1984) found that students
of Vietnamese origin have less positive attitudes toward seeking professional help
than Anglo-American students. The students of Vietnamese origin also indicated less
recognition of personal need for professional help, less tolerance of the stigma
associated with psychological help, less interpersonal openness in relation to their
problems, and less confidence in the ability of mental health professionals to be
helpful for their issues. Ka-Wai Yuen and Tinsley (1981) compared American
students’ expectations about counseling with those of Chinese, Iranian, and African
students. Their findings indicated that American students expected the counselor to
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be less concrete, directive, emphatic, and nurturing. They also reported less concern
for the counselor to solve their problems. On the other hand, Chinese, Iranian, and
African students indicated concern for the counselor to be an authority figure
prescribing more tangible solutions to their issues. Their study indicated a distinct
difference between American students’ expectation of counselors’ attitudes in the
therapeutic relationship and those of the studied international students.

Fischer and Farina (1995) reported the research findings addressing cultural
affiliation with broader American culture as a contributing factor to help-seeking
behavior (Atkinson & Gim, 1989; Price & McNeill, 1992; Sanchez & Atkinson, 1983).
In other words, these findings indicate that the degree to which the individuals
appear to be affiliated with mainstream American culture is favorably associated with
their attitudes toward seeking professional psychological help. Given the religious,
geographic, historical, and cultural differences they have with Americans, Turkish
students may have less favorable attitudes toward seeking psychological help when
compared to college students from Latin America.

Studies have consistently confirmed that international students” attitudes toward
seeking help are less favorable than those of American students (Dadfar &
Friedlander, 1982). Zhang and Dixon (2003) also found that compared to their
American peers, Asian international students had less favorable attitudes toward
seeking professional help. However, Dadfar and Friedlander (1982) reported that the
differences found in their study appeared to be less than those of previous studies.
Although more studies with new diverse samples are needed to confirm this finding,
it may be interpreted as an indication of changes in international students’ help-
seeking attitudes.

There has been a lack of studies with international graduate students regarding
help-seeking behavior. With the exception of a limited number of studies (i.e., Shea &
Yeh, 2008), researchers have almost exclusively focused on undergraduate students.
Since graduate students constitute the majority of the international student
population (US Department of Education, 1996), studying this particular subgroup is
important. Due to various factors, these students’ attitudes might be different from
those of undergraduate students. For instance, these students are older, more likely to
be married, and often a selected group of successful students; some may have stayed
here from the beginning of their undergraduate education. Furthermore, they may be
more involved with the host culture. As a result, their attitudes toward seeking
professional help might significantly differ from those of undergraduate students.
The purpose of this study was to investigate help-seeking attitudes of Turkish and
American graduate students according to socioeconomic status and gender.

Method
Participants and Procedures

Different procedures were followed to obtain participation of American and
international graduate students. American graduate students were randomly
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selected from a campus phone directory and were contacted by electronic mail.
International graduate students (Middle Eastern and Latin American) were selected
based on availability. In other words, these two groups were contacted if they were
members of cultural or ethnic student organizations, if they were listed by the
university international center, and if their organizations were available for electronic
mail.

After sending electronic mails to listserv moderators of these organizations
requesting their cooperation with the study, several of them responded that they
were willing to forward the questionnaire to their respective group members (i.e., the
Mexican Student Association, Brazilian Student Association, Cuban Students,
Columbian Students, Hispanic Engineering Students, Islam on Campus, and Arabic
Students). Except for the Turkish student association members, none of the other
members responded to the survey. Then, reminder messages were sent to the group
moderators twice; however, this effort did not yield any responses.

Therefore, the international sample was reduced to Turkish graduate students
(N=25; male: 12; female: 13). The number of graduate students on the Turkish
student listserv was not known; thus, the return rate could not be detected. From the
phone directory of a large Southeastern public university, 120 American graduate
students (male and female) were randomly selected. Their electronic mail addresses
were found through the university web page. The survey was sent to them three
times. The first time, 8 individuals responded; the second time, 14 responded, and
the last time, 17 participated (total 39). The overall return rate for this group was
32.5%.

Instruments

Attitudes toward Seeking Psychological Help (Fischer & Turner, 1995) is a
shortened version of the previous instrument developed by Fischer & Turner (1970).
It has 10 questions in a four-point Likert format. Responses involve the following:
agree, partially agree, partially disagree, and disagree. The instrument consists of 5
straight (favorable to seeking help) items and 5 reversal (unfavorable) items.
Favorable items are scored 3-2-1-0 and reversal ones 0-1-2-3, respectively. Although
no reliability studies of the instrument could be found, the authors found a sufficient
correspondence between the responses to both instruments (r=.87, accounting for
76% of the shared variance). Thus, the correlation between the two instruments is not
perfect, but the authors endorse the use of the shortened version instead of the
original 29-item version with .83 test-retest reliability. Students were also asked to
indicate their gender and the socioeconomic status of their family of origin (working
class, middle class, and upper class).

Data Analysis

Data analyses were performed with t-test and One-Way analysis of variance in
SPSS software package.
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Results

Below, the results of the study are reported according to each independent
variable. First, descriptive statistics such as the number of cases, mean, and standard
deviation for the country of origin, gender, and SED are summarized in Table 1
(N=64).

Table 1

Descriptive Statistics for Help-Seeking according to Country of Origin and Gender
Variable N Mean Standard deviat.
American 39 17.6410 5.343
Turkish 25 16.2000 6.403
Female 32 20.7813 4.535
Male 32 13.3750 4.346
LOWER SED 14 17.8571 5.6549
MIDDLE SED 26 16.2692 5.4446
HIGHER SED 24 17.5000 6.3039

To analyze mean differences, t-tests for independent samples were performed for
the country of origin and gender. These tests did not detect any significant difference
between American and Turkish graduate students’ help-seeking scores. As shown in
Table 2, both t values (.97, .94) are not significant. Females do seem to indicate more
favorable attitudes toward seeking professional psychological help. As seen in Table
3, these differences were significant only when the two groups were combined. That
is to say, within the groups, gender did not yield significant mean differences but did
so only when sexes were compared regardless of their country of origin.

Table 2
T-test for Equality of Means according Country of Origin

Variances df SE Confidence t p
Interval (95%)
Equal 62 1.480 -1.518 ; 4.400 97 334

Unequal 44.60 1.540 -1.662 ; 4.544 94 355
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Table 3
T-test for Equality of Means according to Gender

Variances df SE Confidence

t b
Interval (95%)
Equal 62 1.110 5.187;9.626 6.67 .000
Unequal 61.89 1.110 5.187;9.626 6.67 .000

Table 4 summarizes the results of the analysis of variance for SES and help-
seeking attitude scores. The illustrated F values were not significant with the given
degrees of freedom. Hence, a significant difference among the three SES (working,
middle, and upper classes) was not detected.

Similarly, as summarized in Table 4, the analysis of variance did not detect
significant mean differences among the three socioeconomic statuses. Furthermore,
within the groups, comparisons of social classes and of sexes did not indicate
statistically significant differences at a 95% confidence level (p< .05).

Table 4
Analysis of Variance according to SES

Source of SS Df MS F p
Variation
Main Effects 29.780 2 14.890 439 .647
SES 29.780 2 14.890 439 . 647
Explained 29.780 2 14.890 .439 . 647
Residuals 2070.830 61 33.948
Total 2100.609 63 33.343
Table 5
Test of Significance for Help-Seeking Using Unique Sums of Squares
Source SS Df MS F r
Within + residual 1051.84 52 20.23
Class 2.27 2 1.13 .06 946
Country 51.31 1 51.31 2.54 117
Gender 571.74 1 571.74 28.27 .000
Class x country 46.97 2 23.48 1.16 321
Class x gender 29.16 2 14.58 .72 491
Country x gender 15.99 1 15.99 .79 378
Class x country x 36.05 2 18.03 .89 416

gender
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In conclusion, the above-mentioned statistical procedures revealed statistically
significant differences only among male and female graduate students. Differences in
help-seeking attitude scores on the basis of country of origin and SES and the
interaction of country, gender, and SES were not significant.

Discussion

The results of this study only confirmed previous research findings regarding
gender differences in help-seeking attitudes (Braithwaite, 1994; Cook, 1983; Gim et
al., 1990; LeVine & Franco, 1981; Price, McNeill, 1992; Rickwood & Shack-Finger,
1988; Sanchez & Atkinson, 1983; Tedeschi & Willis, 1993; Voit, 1983). Furthermore,
these findings have been confirmed by studies with Turkish samples (Ttirkiim, 1999).
On the other hand, respondents did not differ in their attitudes based upon the other
two independent variables of the study.

The findings did not detect significant differences in help-seeking attitudes of
graduate students based on their country of origin or SES. These findings are
peculiar for two reasons: First, considering the cultural differences between Turkish
and American societies, one would expect differences in the help-seeking attitudes of
the two sets of students. Second, given that individuals with different socioeconomic
statuses would hold varying values, significant differences could be expected. It
could be hypothesized that the unexpected findings might be due to a host of factors.
Some of these factors have to do with the limitations of this study. For instance, the
Turkish graduate students who did not respond to the survey may in fact have
differing help-seeking attitudes than those who did respond. Furthermore, as it is in
Turkish society, the students who study in the U.S could be classified into two
groups; those who hold significant degrees of Western values and those who are
traditionalists. If in fact, the respondents are mostly from the former group, then
their attitudes might not be illustrative of help-seeking attitudes of Turkish graduate
students. Similarly, Turkish graduate students’ favorable attitudes might be
associated with their levels of acculturation. Furthermore, it could be hypothesized
that possible SES differences might be eliminated by one’s educational level.
Working with the Turkish adult population, Arslantas (2003) found that higher SES
and higher levels of education were associated with more favorable help-seeking
attitudes. Since respondents of this study were graduate students, they might have
differing values regarding seeking or using mental health services than the other
members of their socioeconomic status.

There are various implications of this study and of the existing body of research
regarding international students. Perhaps, the university offices responsible for
international student affairs may take a more active stance in familiarizing
international students with the mental health services at college campuses. For
example, they may consider actively participating in orientation programs for these
students to broaden their outreach efforts. Moreover, since international students are
mostly involved with international student centers, some modifications in these
programs could be of great help in making counseling services more accessible to
international students. For instance, the personnel in such centers could be trained in
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counseling basic skills In addition, in institutions with large numbers of international
students, such centers could include a professional — preferably one who experienced
being an international student in a host country. Finally, these centers could inform
international students, at least through e-mail, of the existence and functions of on-
campus mental health services. However, as recommended by Angelopoulos and
Catano (1993), such outreach efforts may succeed by emphasizing a rather informal
image of counseling services rather than a “cold” image of a professional institution.

It is clear that international students’ primary reason for being in the United
States is academic. Therefore, they may conceptualize their issues around academic
matters. Particularly, many non-Western and partially Latin cultures are less familiar
with the concept of counseling and with the developmental orientation that rather
characterize the industrial-European or European-descended cultures. Accordingly,
they might view psychological issues in their lives in significantly different ways
than American students.

Conclusion

As discussed above, the findings of this study only partially supported those of
previous researchers. This fact could be attributed to the small sample size and other
methodological issues discussed above. Therefore, research with international
students may utilize qualitative methodologies in order to capture the totality of their
experiences, their needs, and their attitudes toward counseling. Such approaches
may also be informative in tailoring the current services in ways that can better
match international student expectations. In conclusion, despite the growing body of
research and apparent concerns for diversifying counseling services, there is need for
further empirical work with this population. This need is greater than ever
considering the ever-blooming numbers of international students seeking
educational opportunities in the United States.
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Profesyonel Psikolojik Yardim Aramaya iliskin Tutumlar:
Tiirk ve Amerikan Lisansiistii Ogrencilerle Kargilagtirmal1 Bir
Calisma

(Ozet)

Problem Durumu: Giintimiiziin kiiresellesen diinyasinda ticari ve Kkiilttirel
iliskilerde oldugu gibi, yiiksek dgretim de biitiin 6ceki zamanlara kiyasla
daha bir uluslaras: nitelik kazanmistir. Giintimiiziin diinyasinda baska bir
tilkede yiiksek 6grenim goren bireylerin sayisi ti¢ milyona yaklasmustir.
Yabanc iilkelerde egitimin yayginlasmasi ile beraber buralarda 6grenim
goren oOgrencilerin ihtiyaclar1 ve bu ogrencilere sunulacak hizmetler
konusu o6nemli hale gelmistir. Bireylerin egitimden en iist diizeyde
yararlanmalari, énemli Sl¢tide karsilastiklar1 giigliikler ile sahip olduklar:
destek kaynaklari arasindaki dengeye baghdir. Bugiine dek yapilmis
calismalar daha ¢ok lisans diizeyindeki ogrenci orneklemlerine
yogunlasmistir. Lisansiisti  6grencilerin ihtiyaglar1 tizerinde duran
arastirmalarin sayisi goreli olarak azdir. Bu 6grencilerin ihtiya¢ duyduklar:
durumda psikolojik yardim almalar1 hem ruh sagliklari, hem bulunduklar:
yabana tilke kosullarma uyumlari, hem de 6grenimlerinin verimli gecmesi
agisindan dnem tasir.

Arastirmanmin Amaci: Bu calismanin amact yabanci (Tirk) ve Amerikan
lisanstistii  6grencilerin profesyonel psikolojik yardim aramaya iliskin
tutumlarmu incelemektir. Bu iki grubun, profesyonel psikolojik yardim
aramaya iliskin tutumlarin belirten puanlar1 kiyaslanmistir. Ayrica sosyo-
ekonomik durum ve cinsiyet gibi fakttrlerin profesyonel psikolojik yardim
aramaya iliskin tutumlarla iliskisi arastirilmistir.

Aragtirmamn Yontemi: Yabanci ve Amerikan lisansiistii 6grencilere ulasmak
icin farkli yollar izlenmistir. Amerikan 6grenciler tiniversitenin elektronik
adres rehberinden rastlantisal olarak segilmis olup, kendileriyle elektronik
posta araciligiyla irtibat kurulmustur. Orta Dogulu ve Latin Amerikali
ogrencilerle bagh olduklar1 kiiltirel ya da etnik 6grenci kuliipleri
araciligiyla irtibat kurulmustur. Bu kuliiplerin ve kendilerine bagl
ogrencilerin elektronik posta adresleri Florida Universitesi Uluslararas
Ogrenci Merkezinden (International Center) elde edilmistir.
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Bu kuliip yetkililerine elektronik posta ile arastirma hakkinda bilgi verilmis
ve kuliiplerinin tiyelerine s6z konusu mesaji gondermeleri rica edilmistir.
Bu kisilerden birkag1 yanit vermistir (6rn., Meksikali Og'renciler Dernegi,
Brezilyal1 C)grenciler Dernegi, Kiibali Ogrenciler Dernegi, Kolombiyal1
Ogrenciler Dernegi, Arap Ogrenciler Dernegi, v.b.). Ancak biitiin bu
yabanci 6grenci gruplarindan sadece Tiirk Ogrenci Dernegi {iyeleri
anketlere yanit vermistir. Her ne kadar birka¢ kez daha yukaridaki
derneklere mensup 6grencilerle elektronik posta ile irtibat kurulduysa da
anketlere hicbir yamit alinamamustir. Bu nedenle de lisansiistii yabanci
ogrenci 6rneklemi sadece Tiirk 6grencilerden olusmustur (N=25; erkek: 12;
kadin: 13). Tiirk Ogrenci Dernegine kayitli 6grenci sayis bilinmedigi icin
ankete yanit veren Ogrencilerin orami tespit edilememistir. Amerikan
lisanstistii ogrencilerden 120 kisilik bir 6rneklem tesadiifi olarak segilmistir.
Bu 6grencilere anketler 3 kez gonderilmistir. Birinci defa 8 kisi; ikinci kez
14 ve tictincti kez 17 kisi yanit verdi (toplam 39). Bu grubun ankete yanit
verme yiizdesi 32.5'tir.

Fischer ve Turner tarafindan gelistirilen Psikolojik Yardim Aramaya fliskin
Tutumlar Olgegi, ayni aragtirmacilar tarafindan gelistirilen aym isimdeki
Olgegin kisa bir formudur. Bu olgek 4 segenekli Likert-tipi 10 sorudan
olusmaktadir. Olgegin tepki kategorileri; katiliyorum, kismen katiliyorum,
kismen katilmiyorum ve katilmiyorum seklinde siralanir. Hernekadar bu
kisaltilmis formun gecerlilik ve giivenirlik ¢alismasi yapilmamissa da,
Fischer ve Turner (1995) iki 6lgek arasinda manidar bir benzesiklik tespit
etmislerdir (r=.87, bu % 76 ortak varyansa karsilik gelir). Tki dlcek arasinda
miikemmel bir korelasyon olmamasma karsin, Bu arastirmacilar, 29
maddeden olusan kisa formun test-tekrar-test giivenirligi .83 olarak tespit
etmiglerdir.

Aragtirmamn  Bulgulart ve Sonuglari: Amerikali ve Tiirkiyeli lisanstistii
ogrencilere ait betimsel istatistikler ve bu istatistiklerin cinsiyete gore
dagiimlar1 verilmistir (N=64). Ulke ve cinsiyete gore ortalamalar
arasindaki farklari incelemek icin bagimsiz orneklemler igin t-testleri
kullanilmistir. Bu t-testlerden iki tilkenin lisanstistii 6grencileri arasinda
profesyonel psikolojik yardim aramaya iliskin tutumlarinda manidar bir
farklilik bulunamamustir. Ancak, cinsiyet acisindan bakildiginda, kadinlar
erkeklere kiyasla psikolojik yardima iliskin daha olumlu tutumlar ifade
etmistir. Ote yandan, cinsiyetler arasindaki fark sadece her iki ulusal grup
birlestirildiginde ortaya cikmistir. Diger bir ifadeyle, her bir grubun erkek
ve kadmlar1 kendi aralarinda kiyaslandiklarinda psikolojik yardim
aramaya iliskin tutumlarinda belirgin farkliliklar bulunamamustir.

Sosyo ekonomik diizeye gore yardim arama tutumundaki varyans analizi
sonuglarina gore, sosyo ekonomik diizeyler (alt-orta-iist) arasinda yardim
arama tutumlar1 agisindan  istatistiki olarak anlamli  farklara
rastlanmamustir. Hatta, herbir sosyo ekonomik diizeyde gruplarin yardim
arama ortalamalar1 cinsiyete gore kiyaslandiklarinda da anlamli farklara
rastlanmamustir.
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Tartisma ve Oneriler: Bu arastirmanin bulgularmin yabanci 6grencilerle
yapilacak aragtirmalara iligkin birkag dogurgusu distiniilebilir. Ornegin,
yabanci dgrencilerle calisan tiniversite gorevlileri, bu 6grencilere kampiis
igerisinde ya da disinda bulunan ruh sagligi hizmetlerini tanitmada daha
aktif rol oynayabilirler. Hatta bu tanitim oryantasyon calismalar: sirasinda
yapilabilir.  Yabanci 6grenciler kamptslerde sunulan hizmetler yerleri
arasinda encok ugradiklari yerlerden bir tanesi “yabanci o6grenci
merkezidir.” Belki bu merkezlerde psikolojik danigsmanlarin istihdami bu
ogrencilerin daha kolay bir sekilde bu hizmetlere yaklasimin saglayabilir.
Bu saglanamiyorsa, bu merkezlerin calisanlarina verilecek hizmetici
egitimle kendilerine temel bazi damismanlik becerileri kazandirilabilir.
Angelopoulos ve Catano (1993) tarafindan onerildigi gibi, damismanlik
hizmetleri Batili olmayan bireylere daha ¢ok imformal bir tarzda
tanitilmalidir.  Yani bu hizmetlere iliskin soguk bir profesyonel imaj
sunulmaktan ka¢inilmalidir. Nitekim, bir¢ok Batili olmayan kiiltiirde ruh
saglig1 hizmetlerine dair bu tiir kalip imajlar ve 6nyargilar yaygindir.
Unutulmamalidir ki, yabanci ogrencilerin bir tilkede bulunus amaglar:
oncelikli olarak akademiktir. Bu nedenler, yabanci dgrenciler yasadiklar:
sikintilar: ifade ederken, akademik zorluklarin etrafinda
kavramsallastirtyor olabilirler. Kald: ki, psikolojik damisma olgusunun
temelini teskil eden gelisimsel yaklasim daha ¢ok Bati kiiltiirlerinin bir
yaklagimidir. Dolayisiyla, baska kiiltiirlerden insanlar — gelisimsel
problemlerini daha elle tutulur sorunlarin etrafinda ifade edebilirler. Bu
kisisel sorunlarin ©nemsenmemesi olarak yorumlanmaktansa, bu
sorunlarin anlamlandirilmasinda Bati1 kiiltiirlerinden farkli semalarin
kullanildiginin bir gostergesi olarak algilanabilir.

Bu ¢alismada gikarilabilecek sonuclardan bir tanesi de, yabanci 6grencilerle
calisilirken, hem niceliksel hem de niteliksel yontemlerin kullanilmasimin
daha yararli olacagidir. Ctuinkt, olast kiiltiirel farklara ragmen verilen
olgme araglar1 ve olctim siiregleri belki de her kiiltiirden gelen 6grenciler
icin ayn1 derecede gecerlik arzetmeyebilir. ~Durum boyle ise, bu
ogrencilerin kendilerine has 6zellik ve tutumlarini belirlemede goértisme ve
kisiden-kisiye diyalog daha verimli sonuclar verebilir.  Zira, kimi
kiiltiirlere mensup bireyler kagit-kalemle verilen 6l¢me araglarma (self-
report measures) yabancidirlar.

Anahtar Sézciikler: Psikolojik yardim arama, yabanci 6grenciler, lisanstistii
ogrenciler, cinsiyet, sosyoekonomik diizey.
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Abstract

Problem statement: Since the beginning of the new millennium, the English
language has become the dominant international language. Consequently, the need
to learn English has increased and teaching English to young learners has become a
worldwide practice. The way children learn a second or foreign language differs
from the adult approach toward learning. Children gain literacy in the traditional
sense and have a shorter concentration span than adults. They are active and
consider learning a kind of play. Recognition of these differences led to the
proliferation of materials developed for young English learners. Accordingly,
activities used when teaching English to young learners expanded in variety. In
North Cyprus, teaching English as a foreign language begins as early as pre-
school. This has been in practice since 2005. However, there is a dearth of research
into teachers’ attitudes toward using different activities and which activities are
favored most in teaching English to young learners in North Cyprus.

Purpose of the study: This study explores the attitudes of teachers toward using
different activities while teaching English to young learners in pre-school and
years one and two in primary schools in North Cyprus in the 2006-2007 academic
year. It also seeks to find out whether there are differences in the attitudes of pre-
school and primary school English teachers toward the variety of activities
collected through observing teachers. Cluster sampling was used and 110 pre-
school and primary school English teachers participated in the study. Data was
collected through an in-house questionnaire designed according to the five-point
Likert scale.

Findings and Results: Data suggests that both pre-school and primary school
teachers are in favor of using different activities while teaching English to young
learners. Teachers demonstrated a positive attitude toward using different
activities. The results of the independent samples t-test suggest that there is no
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significant difference between the responses of pre-school and primary school
teachers. The only significant difference is found in whether English should be
taught through using language in games. A bivariate analysis indicated a very
strong relationship between responses given to the use of different activities.

Conclusions and Recommendations: Pre-school and primary school teachers
teaching English in North Cyprus have a positive attitude toward using a variety of
activities. The ages of these learners are close to each other and their development
is similar. Therefore, the results of the study are parallel to this fact and teachers’
attitudes toward different activities do show great similarities. In the future, if
research is conducted on similar issues, it is recommended that gender, previous
training, and length of experience of teachers should be taken into consideration.

Keywords: English for Young Learners (EYL), North Cyprus, primary school, pre-
school, activities

Developments in science, politics, technology, and communication changed the world into
a global village (McLuhan, 1964). As the English language gained the status of international
language (Swales, 1990; Nunan, 2002, 2003; Crystal, 2003), it became the most commonly
taught second language all over the world (Rixon, 1992). In other words, the importance
given to teaching English as a foreign/second language increased tremendously. Decades in
the second half of the twentieth century were spent in search of the best method to teach the
English language (Richards and Rodgers, 1986; Larsen-Freeman, 1986; Nunan, 1991). The
pertinent methods in the English language teaching field are the Grammar-Translation, Direct,
Audio-Lingual, and Communicative Methods. Each one of these methods suggested certain
activities to be used while teaching English (Richards and Rodgers, 1986; Larsen-Freeman,
1986; Nunan, 1991). However, none of these methods catered to the needs of language
learning in a wide variety of contexts and for different age groups. Indeed, Rodgers (1990:1)
points out that “The 1980s was the decade of methods, the 1990s will not be.” In 1994,
Kumaravadivelu (1994:27) in his seminal article stated that there is shift in pedagogy from the
method to the post-method condition. He points out that rather than looking for the best
method, teachers should be the focus of the teaching/learning situation. He suggests that
teachers should be empowered with knowledge and skill and therefore become professionals.

The global emphasis put on English language teaching and the shift away from the search
for the best method led to the need for the expansion of the repertoire of teachers for a variety
of activities teaching English (Ozad, 1997). Cameron (2001:29-31) maintains that for young
learners activity is important and should aim for dynamic congruence. She points out that
activities and content that are suitable for the children’s age and socio-cultural background
should be chosen. As a result, teaching English to the youngsters has become a challenge.
Parallel to these developments, research began on how young children acquire a second or
foreign language (Krashen, 1981, 1985, 1988; Ellis, 1985). These developments were
accompanied by the invention of a variety of activities to facilitate language acquisition in
youngsters. Accordingly, in the late 1980s, “English for Young Learners" gradually emerged
as a new area of study (Brewster et al., 2002; Brumfit et al., 1994; Cameron, 2001; Moon and
Nikolov, 2000).

Further research and development demonstrated that teaching English to young learners
requires different activities than teaching English to adults. Cameron (2003:111) points out
that teachers of young learners need to understand how young children learn, must have
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English language competence, should be able to motivate children to learn English, and be
prepared to teach early literacy in English. One of the optimal conditions for helping young
children learn is the recognition that for children, learning is active and experiential (Read,
2003). Cameron (2003:111) draws our attention to that fact that “If children are to be kept
attentive and mentally active, the teacher must be alert and adaptive to their responses to
tasks, adjusting activities, and exploiting language learning opportunities that arise on the
spot.” In a similar vein, Vanderplank (2008) maintains that literacy of the young learners
plays a significant role in the development of second language learning.

Children constitute a big market and this has led to the production of a vast number of
printed materials that were supplemented formerly by audio and recently by audio-visual
technology. In other words, developments in understanding that children are active learners
and that they like to have fun led to the creation of colorful materials. Accordingly, books on
classroom activities have been produced in the form of games and short activities. These
books were initially provided as time fillers, and in time the variety of activities was
integrated in the textbooks. Currently textbooks come with a course book, a student’s book, a
teacher’s book, and a DVD full of colorful visual material like the course book.

The English language has always been significant in Cyprus, a British Colony from 1878
to 1960. In the 1960 constitution of the Republic of Cyprus, English was one of the three
official languages of the island along with Turkish and Greek. After 1960, English was taught
for 4 hours per week in North Cyprus as part of the primary school curriculum in the last two
years. The teachers who graduated from the Teachers’ Training College where they studied
English and English language teaching methodology in addition to other primary school
subjects, taught this course.

The materials designed for young learners were compatible initially with the dominant
method of the decade. For example, in colonial times and until 1960, books such as Absorbing
English (Hemming and Gatenby, 1958)—designed according to the Grammar Translation
Method—was used. This was followed by Dolphin English Course (Lee, 1971) and English
Now (loannou, Papadopoulos 1968). After that, in-house materials designed by the experts
upon the request of the Ministry of National Education, Youth, and Culture were used. These
were prepared according to the Communicative Approach to language teaching. This is
followed by the use of the Chatter Box (Strange, 1989) series. When private schools started in
the primary sector, they preferred using the English Parade (Herrera, and Zanatta, 2000)
series. All of these books recommend activities in line with the dominant method or approach
of the era in which they were prepared.

In 2005, the Ministry of National Education, Youth, and Culture made the decision to
lower the age for starting to learn English as a foreign language to pre-school age. Public and
private schools began using the English Adventure (Madymufiol, Villaroel, 2005) series.
English teachers in these schools were either graduates of Atatiirk Teacher’s Academy
(formerly, Teacher’s Training College) or graduates of english language teaching departments
or graduates of English language and literature departments who hold a teaching certificate.

Currently, the English Adventure (Madymufiol, Villaroel, 2005) series is used in public
and private schools. English Adventure is based on research on young learners learning
English, on the grounds that young learners learn quickly, have energy, and are motivated by
learning that is fun and where everything is new to them. They are active learners. Rather than
merely repeating what they know, they are actively involved in formulating rules and trying
out hypotheses. Young learners need to feel secure since they have a short concentration span.
They need practical contexts, and through multi-sensory experience, learn a second language
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while the first language is still in the acquisition stage. They may find it very difficult to sit
still in class in the early stages of second language learning (Mcllvain). Based on this
information, English Adventure is full of different activities (for talking activities role play,
making question games, introducing new vocabulary, sorting into sets; for reading songs,
games, labels to match; for listening to rhymes, stories, and songs; and for writing, making
posters, puzzles, etc.). All are designed to teach English to young learners. Today, English
Adventure is the textbook used in public and private schools in North Cyprus.

Now, teaching English to youngsters is not an easy task. During the methods era, teachers
were given detailed guidelines about teaching English. Today there is no blueprint. After the
methods era, the importance of social interaction in the classroom started to gain ground.
Indeed, Beyazkiirk et. al. (2007) draw our attention to the significance of peer relations and
friendship in childhood and point out that social skills training would help solve children’s
problems. Similar to learning other lessons, appropriate behavior is ultimately important for
language learning. Indeed, recent approaches to language teaching recommend activities in
which learners are involved socially (Ozad, 1997). What is more, teachers need to be
equipped with knowledge, skills, and different activities in order to be effective in class. Sahin
(2004) points out that teachers need to have or develop certain competencies and this issue is
gradually gaining ground and becoming a common practice in Turkish education. In his
article, “A Qualitative Assessment of the Quality of Turkish Elementary Schools,” Sahin
(2008) asserts that the ultimate goal of primary schools is to graduate every student and
preferably be successful at the High School Entrance Test. Sahin (2008) maintains that this is
the ideal of the stakeholders of education—parents and students. If the students are successful
in this test, they would be placed in Anatolian High Schools or Science High Schools. In these
schools, English is either the medium of instruction or is taught heavily. As in Turkey,
primary schools in North Cyprus have these goals. In other words, the goal of primary
education is to graduate every student and send successful ones either to a public or a private
college that require students to be successful in the entrance exams. In these schools, English
is the medium of instruction. In this respect, it could be concluded that teaching and learning
English is a significant issue in the Turkish Cypriot Education System.

In this study, attitudes of English language teachers of young learners are studied on a
variety of activities and other issues related to language teaching such as the proficiency of
the mother tongue of the learners. In brief, the purpose of this study is to find out the attitude
of public and private school teachers toward using a variety of activities while teaching
English to young learners. Therefore, the study focuses on two research questions:

1. What is the attitude of pre-school and early primary school teachers on using a
variety of activities while teaching English?

2. Is there any difference between the pre-school and primary school teachers’
attitudes toward employing different activities while teaching English to youngsters?

Method

This study has been designed to explore the attitudes of public and private school pre-
school and early primary school teachers (teaching 5-7 age groups) toward using a variety of
activities while teaching English to young learners in North Cyprus. In the study, cluster
sampling strategy was favored—first one of the five main settlement areas was chosen, then
public and private pre-school and primary school teachers teaching English in the first and
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second grades in urban and rural areas were chosen. Consent was obtained from the North
Cyprus Ministry of National Education, Youth and Culture for the research, and the survey
was distributed to teachers of young English learners in the 2006-2007 academic year. A total
of 110 teachers participated in the study. Forty-two (38 percent) teachers teach English in pre-
schools and 68 (62 percent) teach first and second graders. Pre-school children are 5 years
old, whereas primary school grades 1 and 2 are aged 6 to 7.

The present study was designed as a descriptive study and can be considered a case study
on the attitudes of teachers of young English language learners toward using a variety of
activities while teaching English. The study also compares pre-school and primary school
teachers’ attitudes toward employing different activities while teaching English. Quantitative
methodology was favored in the study. Following the observation of pre-school and primary
school English language teachers in their teaching situation for one month, activities used by
the teachers were collected and an in-house questionnaire was prepared and distributed among
pre-school and first and second grade English teachers. The questionnaire consisted of 22
Likert-scale type questions (5= Strongly Agree SA, 4=Agree A, 3=Undecided U, 2=Disagree
D, 1=Strongly Disagree SD). Intervals suggested by Balci (2004) were used. Balc1 (2004)
recommends that 1-1.79 can be considered as Strongly Disagree; 1.80-2.59 as Disagree; 2.60-
3.39 as Undecided; 3.40-4.19 as Agree; and 4.20-5.00 as Strongly Agree. Then, for the
suitability of the entire sample, factor analysis was computed for the items related to activities
used for teaching young English language learners. Therefore, the alpha coefficient of
reliability level for the survey is 0,7944 indicating that the instrument is suitable for factor
analysis. Factor loadings for each item of the survey were computed. None of the items are
less than 0.50; therfore, all of the items are suitable for further analysis (Hair et al., 1998).
An independent samples t-test was run to find out whether the responses of the pre-
school and primary school teachers show any statistically significant difference.
Bivariate analysis was done to explore whether the questionnaire items were related.

Findings

Data collected for the present study was analyzed in three steps. First, data was
examined in terms of the averages of the questionnaire items. Then, the range was
analyzed. This was followed by the results of the independent samples t-test and
bivariate analysis. Then, the averages of both pre-school and primary school
teachers’ responses were examined. The results are presented in Table 1 below.

Table 1

Means of Teachers’ Responses

Questionnaire Items Means

1. English should be taught through songs. 4.4727
2. English should be taught through using language in games. 4.5636
3. Teaching English should be parallel to the vocabulary the child 4.5818

possesses in his/her mother tongue.

4. While teaching English, the vocabulary the children do not have 2.8273
in their first language should also be used.




Eurasian Journal of Educational Research |179

5. English should be taught using symbols. 4.7364
6. Drawing should be used while teaching English. 4.2545
7. Realia should be used while teaching English. 4.3182
8. English should be taught parallel to the education given in the 44182
mother tongue.
9. English should only be taught by native speakers. 3.7545
10. Pair and group work should be used when teaching English. 4.1273
11. English should be taught in mixed classes where there are 3.7273
native speakers.
12. Animation should be used while teaching English. 4.1000
13. English should be taught within the limits of vocabulary 3.2636
children know in their mother tongue.

14. Description of photographs should be used in teaching 3.8091
English.

15. English should be taught through picture books. 4.3909

16. English should be taught using books that have pictures and 3.5727
some writing.

17. Teachers should pay attention to pronunciation. 4.8000

18. Drama should be used in teaching English. 3.9727

19. Vocabulary the child does not possess in his/her first language 41182
should not be given.

20. Teaching points should be related to the topics the child would 4.7909
enjoy.

21. English should be taught through reading books. 2.7727

22. A book-centered education should be given. 2.3000

The results indicate that the teachers Strongly Agree or Agree with using a
variety of activities while teaching English to young children. In other words, they
are positive about the use of songs, language in games, visual symbols, drawing,
realia, and picture books. These are the most commonly used activities. They Agree
with the use of group work, animation, description of photographs, books with
pictures and writing, and drama. These items rated slightly less. Teachers Agree
rather than Strongly Agree with these items. For example, group work means having
a learner-centered, rather than teacher-centered classroom. Teachers of young
learners share their authority with young learners occasionally. Animation, on the
other hand, requires technological devices such as a TV or a computer which are not
always found in public school classrooms. Teaching that entails describing
photographs requires materials such as pictures or post cards, but some teachers may
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prefer using books with pictures. Writing activity requires basic literacy of writing
with which the pre-schoolers and the first graders in a primary school are very
familiar. Last but not least, drama requires a certain proficiency on the learners’ part
which youngsters may lack.

What is more, the results suggest that the teachers are keen on using activities for
which no reading or writing or traditional literacy is needed. On this issue, early
primary school English language teachers share the same idea as kindergarten
teachers. The only item the respondents Disagree with is the questionnaire item 22
“A book-centered education should be given.” This is mainly due to the fact that
learners in this age group have not developed fully their reading and writing skills in
their first language. Teachers do not prefer this as a class activity for young English
language learners since they think that learners will not fully benefit from it. What is
more this type of teaching was commonly used in traditional teaching. Teachers
indicate that they are equipped with modern activities.

Table 2
First Language Proficiency

Questionnaire item Mean

3. Teaching English should be parallel to the vocabulary the child 4.5818
possesses in his/her mother tongue.

4. While teaching English, the vocabulary children do not have in 2.8273
their first language should also be used.

8. English should be taught parallel to the education given in the 4.4182
mother tongue.

13. English should be taught within the limits of vocabulary 3.2636
children know in their mother tongue.

19. Vocabulary the children do not possess in their first language 41182
should not be given.

Table 2 summarizes the responses given to the qustionnaire items related to the
first language proficiency of the students. In other words, questions 3, 4, 8, 13, and 19
presented in Table 2 are related to the literacy level of the children in their mother
tongue and second language teaching. Teachers who participated in the study
indicated that they Strongly Agree that teaching English should go parallel to the
first language proficiency of the children. They are Undecided about teaching a
second language beyond the proficiency of the mother tongue of the learners.
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Table 3

Teachers’ Reaction to Activities Used While Teaching English to Young Learners.

Questionnaire item Mean
1. English should be taught through songs. 4.4727
2. English should be taught through using language in games. 4.5636
6. Drawing should be used while teaching English. 4.2545
7. Realia should be used while teaching English. 4.3182
10. Pair and group work should be used when teaching English. 4.1273
12. Animation should be used while teaching English. 4.1000
14. Description of photographs should be used in teaching English. 3.8091
15. English should be taught through picture books. 4.3909

16. English should be taught using books that have pictures and some 3.5727
writing.

18. Drama should be used in teaching English. 3.9727

Table 3 presents the responses to the popular activities used in teaching English
to young learners. Teachers Strongly Agree or Agree with using a variety of activities
while teaching English. The most popular activity is teaching English through games,
followed by songs, picture books, realia, drawings, pair and group work, animation,
drama, photographs, and books that have pictures and some writing. Children learn
when they are engaged in play. Teachers of young learners confirmed this fact with
their responses. Other activities require learners to be actively involved.

As mentioned earlier, parallel to the increased significance of English as the
international language which resulted in the proliferation of literature and materials
designed for teaching English to young learners, teachers are well equipped with
resources; songs, animation, photographs, books and drama all reflect this. Using
animation suggests that there are TV sets and DVD players or computers in the
classrooms. Songs may suggest the use of tape-recorders or computers as well.
Songs, plays, drawings, animation, photographs, picture books, books for reading
and writing and drama are the types of materials that can be used widely in the
presentation and practice stages of lessons.

The questionnaire items also tested the teachers’ attitudes toward traditional or
modern teaching methods. Reading is considered the fundamental skill for learning a
language. Current approaches to language teaching stress more communicative ways
of teaching such as games. What is more, learners are encouraged to sit in pairs or
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groups and communicate while completing a task set by the teacher. Table 4 presents
the results that show that readers favor teaching through a variety of activities
suggested by the recent literature.

Table 4
Activities Related to the Traditional and Modern Teaching Techniques.

Questionnaire item Mean

2. English should be taught using language in games. 4.5636
10. Pair and group work should be used when teaching English. 41273
21. English should be taught through reading books. 2.7727
22. A book-centered education should be given. 2.3000

Worldwide, children within the 5-7 age group are not proficient in reading.
Therefore, basing English language teaching on books was rated Disagree and using
books while teaching English was rated as Undecided. Questionnaire items 2 and 10
represent activities that became very popular recently whereas questionnaire item 22
represents activities that have been used on the premises of the traditional Grammar-
Translation Method. The teachers’ attitude toward activities used in recent teaching
methods is Strongly Agree and Agree, but activities used in traditional methodology
were rated Undecided and Disagree. Thus, it can be said that teachers are in favor of
activities suggested by current approaches to English language teaching.

The results were also analyzed in terms of range 1 indicating Strongly Disagree
and 5 indicating Strongly Agree. Questionnaire items 3-5, 6, 9-13, 16, 17, 19, 21, and
22 range between 1-5 meaning that teachers hold different views on these items.
Items 2, 7, 8, 14, 15, 18, and 20 range between 2-5 suggesting that teachers do not
Strongly Disagree on these items. Item 1, “Teaching English through songs” ranges
between 3-5. This suggests that teachers possess positive attitudes on this issue.

Pre-school and early primary school class teachers teach very close age groups.
Literacy, in the traditional sense, is the main difference between pre-schoolers and
elementary school students. In other words, for the pre-school children, reading is at
the recognition level whereas primary school children are encouraged to read and
write. Therefore, comparing the views of these two groups’ teachers is important. An
independent sample t-test was run to compare the means of the pre-school and
primary school teachers” views on teaching English to young learners. Significance
was set at the p< 0.05 confidence level. Table 5 presents a comparison of primary and
pre-school teachers’ responses.
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Table 5

Comparison of the Means of Primary and Pre-school Teachers’ Responses

Mean of Mean of
Questionnaire items primary pre-school
teachers’ teachers’
responses responses
1. English should be taught through songs. 4,4559 4,5000
2. English should be taught by using language games. 4,7206 4,3095
3. Teaching English should be parallel to the vocabulary the  4,6176 4,5238
child posseses in his/her mother tongue.
4. While teaching English, the vocabulary the children do not  2,9559 2,6190
have in their first language should also be used.
5. English should be taught using symbols. 4,6912 4,8095
6. Drawing should be used while teaching English. 4,2353 4,2857
7. Realia should be used while teaching English. 4,3529 4,2619
8. English should be taught parallel to the education given in  4,4412 4,3810
the mother tongue.
9. English should only be taught by native speakers. 3,6471 3,9286
10. Pair and group work should be used when teaching  4,1176 4,1429
English.
11. English should be taught in mixed classes where there are 3,7941 3,6190
native speakers.
12. Animation should be used while teaching English. 4,0735 4,1429
13. English should be taught within the limits of vocabulary  3,2941 3,2143
children know in their mother tongue.
14. Description of photographs should be used in teaching
English. 3,871 3,6667
15. English should be taught through picture books. 4,4412 4,3095
16. English should be taught using books that have pictures  3,5294 3,6429
and some writing.
17. Teachers should pay attention to pronunciation. 4,8088 4,7857
18. Drama should be used in teaching English. 3,8676 4,1429
19. Vocabulary the child does not possess in his/her first  3,9853 4,3333
language should not be given.
20. Teaching points should be related to the topics the child 4,7941 4,7857

would enjoy.

21. English should be taught through reading books. 2,7059 2,8810
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22. A book-centered education should be given. 2,3235 2,2619

On nearly all the items in the questionnaire, there is a great similarity between the
means of the responses given by the two groups (pre-school and primary school
teachers). In other words, the results indicate that teachers’ views on teaching
English to very close age groups of young learners show similarities. Only the means
of the second item, “English should be taught through the verbal interaction during
the game” showed a statistically significant difference (equal variances assumed,
p=0.05, and equal variances not assumed, p=0.013). These results show that verbal
development is important when teaching a foreign language. What is more, a
bivariate correlation analysis was run and the result indicates that all 22 items of the
questionnaire are interrelated and show statistically significant similarities.

Conclusions and Recommendations

Teachers of young English learners are one of the sources of motivation.
Therefore, their attitudes toward a variety of classroom activities are very important
in the success of their practice. The activities included in the questionnaire were
collected as a result of classroom observations done in both pre-school and early
years of the primary schools. Accordingly, the attitude toward using different
activities rated very high in the survey of common attitudes toward employing types
of activities. In other words, parallel to the literature on teaching English to young
learners (Brewster et al., 2002; Brumfit et al., 1994; Cameron, 2001; Moon and
Nikolov, 2000), teachers of young learners in North Cyprus favor using a variety of
activities while teaching English for young learners.

Analysis of the data collected for the present study suggests that the attitude of
the early primary and pre-school teachers show significant similarities. Considering
the similar characteristics of the 5-7 age group, it seems that other than the teaching
methods that necessitate reading and writing—traditional literacy —the views of
teachers in these two groups show similarities. This result indicates that either
continuous in-service teacher training provided by the Ministry of National
Education, Youth, and Culture has been very effective, or the ages of the pre-primary
and early primary school teachers are young so that through the pre-service teacher
education program they followed, they are familiar with the recent literature on
using a variety of activities while teaching English to young learners.

In the future, if a similar study is conducted, gender, background education, and
length of experience of the teachers should be taken into consideration since these
may influence the attitude toward employing a variety of activities while teaching
English to young children.

What is more, there are some Turkish Cypriot children that were born in the
United Kingdom or another English speaking country such as Australia and whose
parents repatriated to North Cyprus. These children grow up in families that speak
English in their daily lives. How these children react to learning English in a formal
setting along with traditional literacy may be another topic to pursue in the future.
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Okuléncesi ve Tlkokul Birinci ve ikinci Sinif Ogretmenlerinin Ingiliz
Dili Egitiminde Kullanilan Aktivitelere Iliskin Tutumlar1

(Ozet)

Problem Durumu: Ingilizcenin uluslararast dil olarak kabul gormesi okullarda
1ngilizce Ogretme yasmin ana smniflarina kadar inmesine yol agmustir. ingiliz Dili
Egitimi konusunda 20. ytizyilin ikinci yarisinda yaygin olan en iyi 6gretim yontemini
bulma cabalari tek bir yontemin farkli yoreler ve yas gruplari icin uygun olamayacag:
yonitindeki anlayisin kabul gérmesiyle sonuclanmistir. Bu da ¢gretmenlerin belirli
bilgi ve becerilere sahip olmasi gerekliligini ortaya cikarmustir. Farkli aktivite
dagarcigina sahip olma ve yeri gelince kullanabilme de bu baglamda onem
kazanmustir. Ancak Kuzey Kibris'ta ogretmenlerin yol gosteren bir yontem catisi
olmadan farkl: aktiviteler kullanmaya kars: tutumlarimin ne oldugu konusunda higbir
arastirmaya rastlanmamustir.

Arastirmanmin Amaci: Calismanin amacit Kuzey Kibris'ta devlet ve 6zel okullarda
anasiif ve ilkokulun birinci ve ikinci smiflarinda ders veren Ingilizce
ogretmenlerinin 6gretmenlik uygulamalarinda kullanilan smif aktivitelerine karsi
tutumlarini belirlemektir. Ayrica, ilkokul birinci ve ikinci smif ve anasmifinda
Ingilizce dersi veren 6gretmenler arasinda bu konuda goriis farki olup olmadigint
aragtirmaktr.

Aragtirmamn  Yontemi: Smif gozlemleri sonucunda derlenen siuf aktivieleri besli
Likert olcegine gore olusturulan 22 maddelik anketin olusumunda kullanilmistir.
Anket, sehir ve kirsal kesimdeki devlet ve ozel okullarda gorev yapmakta olan
dgretmenlere uygulanmistir. Calismanin verilerinin betimsel istatistik kullanilarak
ortalama ve araliklarina bakilmis ve bagimsiz drneklem T-test uygulanmistir. Ayrica,
sonuclara ikili korelasyon uygulanmustir ve ilkokul ve okuloncesi 6gretmenlerin
farkli aktiviteler kullanimu ile ilgili tavirlar1 arasinda yakin iliski gozlemlenmistir.
Aragtirmamn  Bulgulari: Calismaya katilan okuldncesi ve ilkokul 6gretmenlerinin
Ingilizce dgretirken farkli aktiviteler kullanmayla ilgili olumlu tutuma sahiptirler.
Dabhas, sézkonusu iki grubun tutumlari arasinda yakin benzerlik gozlemlenmisir. T-
test sonuglar1 iki grup arasinda sadece ‘Ingilizce ogretimi oyun igerisinde sozel
etkilesim yapilarak 6gretilmelidir’ konusunda istatistiki anlaml farklilik
gozlemlenmistir.

Arastirmann Sonuglar: ve Oneriler: Kuzey Kibris'ta anasmuf ve ilkokulun ilk iki yilinda
Ingilizce egitimi veren 6gretmenlerin farkli smuf aktiviteleri kullamimi konusundaki
tutumlar1 olumludur. Anasmifi ve ilkokul birinci ve ikinci sinif 6grencilerin yaslar:
birbirine yakindir ve gelismeleri benzerlikler gostermektedir. Boylelikle, bu
calismanin sonuglar1 buna paraleldir ve her iki gruba da ders veren 6gretmenlerin
farkl aktivitelere kars1 tutumlar: biiyiik benzerlik gostermektedir. Gelecekte, benzer
konular tizerinde yapilacak arastirmalarda 6gretmenlerin cinsiyetleri, egitimleri ve
deyim siirelerini dikkate alinmalidir.
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http:/ /www .tandf.co.uk/journals/authors/rereabstracts.asp

1 Kaynakga’dan sonra 750-1000 sozciikten olusan Tiirkge yapilandirilmis 6ze yer verilmistir.
Tiirkge yapilandirilmis 6z Problem Durumu, Arastirmamn Amact, Aragtirmann  Yontemi,
Arastirmamn Bulgular,, Arastrmanmin Sonuglart ve Onerileri basliklarini igermektedir. Bu
bashiklar tartisma yazilar1 icin: Calismanin Temeli, Calismamin Amaci, Kamt Kaynaklari, Ana
Tartigma ve Sonuglar seklinde olabilir. Daha fazla bilgi igin;
http://www.tandf.co.uk/journals/authors /rereabstracts.asp
Following the Turkish structured abstract, four to six keywords are included.

1 Uzun Tiirkce 6zetten sonra 4-6 anahtar sozciige yer verilmelidir.
References are not cited in the structured abstracts in English and in Turkish.

17 ingilizce abstract ve Tiirkge 6z igerisinde atifta bulunulmamustir.
The format of headings, tables, figures, citations, references, and other details follow the APA
style as described in the Publication Manual of the American Psychological Association, 5th

18 edition, available from http://www.apa.org
Aday makalenin basliklari, tablolari, sekilleri, atiflari, kaynakgasi ve diger ozellikleri tamamen
APA besinci baskida belirtildigi sekildedir.
All illustrations, figures, and tables are placed within the text at the appropriate points, rather
than at the end.

19 Aday makalenin sekilleri ve tablolar1 metin igerisinde bulunmalar1 gereken uygun yerlere
yerlestirilmistir. Makale sonunda sunulmamustir.
Citations in the text of the document include the author's surname, the year of publication,
and, when there is a specific quote from a source used, a page number where the quote is lo-
cated in the text.
Example:
Nothing seemed so certain as the results of the early studies (Tatt, 2001, p. 445). It was precisely
this level of apparent certainty, however, which led to a number of subsequent challenges to the
techniques used to process the data (Jones & Wayne, 2002, p. 879). There were a number of fairly
obvious flaws in the data: consistencies and regularities that seemed most irregular, upon close
scrutiny (Aarns, 2003; West, 2003, p. 457).
With studies by two authors, always include both author names:
(Anderson & Bjorn, 2003)
As Anderson and Bjorn (2003) illustrated in their recent study

» As recently as 2003, a prominent study (Anderson & Bjorn) illustrated

When a study has 3, 4, or 5 authors, include the names of all the authors the first time the
work is cited:

(Anderson, Myers, Wilkes, & Matthews, 2003)

For all subsequent citations of this work, use "et al.":

(Anderson et al., 2003)

When a work has 6 or more authors, use et al.:

(Bell et al., 2003)

For unsigned works, include the title, enclosed in parentheses. Put quotation marks for short
work titles, and italicize the titles of reports, books, and other significant works:

("Recent Developments," 2004)

(Dictionary of Tetrathalocigistic Diseases, 2004)

Metin igindeki atiflari iistte verilen érneklere uygundur.
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Three levels of headings are used: Level 1, Level 3 and Level 4. The headings are formatted as follows:
Centered Uppercase and Lowercase Heading (Level 1)
Flush Left, Italicized, Uppercase and Lowercase Side Heading (Level 3)
Indented, italicized, lowercase paragraph heading ending with a period. Start writing af-
ter the period (Level 4).

21 O Aday makale icerisinde ti¢ farkli diizey bashik kullamlmustir. Diizey 1, Diizey 2, Diizey 3.
Basliklar bu diizeylere uygun olarak asagidaki sekilde bigimlendirilmistir:
Ortali ve Her Sézctigiin {1k Harfi Bityiik Yazilmus Baslik (Diizey 1)
Tam Sola Dayali, Italik ve Her Sozciigiin Ik Harfi Biiyiik Yazilmis Bashk (Diizey 3)
Iceriden, itatik, tamamu kiiciik harflerle yazilmis ve nokta ile bitten baslik. Noktadan son-
ra normal metin yazimina devam edilmeli (Diizey 4).
References are listed in alphabetical order. Each listed reference is cited in text, and each text
citation is listed in the References. Basic formats are as follows:
Haag, L., & Stern, E. (2003). In search of the benefits of learning Latin. Journal of Educational
Psychology, 95, 174-178.
Bollen, K. A. (1989). Structural equations with latent variables. New York: Wiley.
2 [ | Johnson, D. W., & Johnson, R. T. (1990). Cooperative learning and achievement. In S. Sharan
(Ed.), Cooperative learning: Theory and research (pp. 173-202). New York: Praeger.
More information is available from:
http:/ /citationonline.net/ CitationHelp/ csg04-manuscripts-apa.htm#references
Kaynakganin yazimu iistte verilen érneklere uygundur.
Order of the main parts in the manuscript is as follows:
Main title in English (max. 12 words)
Structured abstract (min. 300- max.400 words length)
Keywords (in English, min. four-max. six)
Main text
References
Main Title in Turkish (max. 12 words
Extended structured abstract (min.750-max.1000 words length in Turkish)
0O Keywords (in Turkish, min. four-max. six)
B Aday makaleyi olusturan ana dgeler asagidaki diizendedir:
Ingilizce Ana Baslik (En fazla 12 sozciik)
Yapilandirilmis ingilizce Abstract (En az 300, en fazla 400 sozciik)
Anahtar Sozciikler (Ingilizce, en az dért, en fazla alt)
Ana Metin
Kaynakga
Tiirkce Ana Baslik (En fazla 12 sozciik)
Yapilandirilnus Tiirkce Oz (En az 750, en fazla 1000 sozciik)
Anahtar Sozciikler (Tiirkce, en az dort, en fazla altr)
The manuscript and this checklist form are submitted electronically to ejer.editor@gmail.com.
2 | O Aday makale ve bu kontrol cizelgesi elektronik olarak ejer.editor@gmail.com adresine
gonderilmistir.
ABONELIK
Yillik 4 Sayi icin:
Kisi Aboneligi. ...
Kurum Aboneligi
Yurtdist Aboneligi:......
Ogrenci Aboneligi: ......
Tek Sayilar igin:
KISILET oottt s : 25TL
KUTUIIAT ..ottt : 75 TL
ODEME

Am Yayincilik Posta Ceki Hesap No: 1911545 veya
Is Bankas1 Kizilay Subesi, 4214-0962561 numaral1 hesaplar.
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