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Attitudes, Self-efficacy and Science Processing
Skills of Teaching Certificate Master’s Program
(OFMAE) Students
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Abstract

Problem Statement: The present research investigated attitudes toward
science teaching, science teaching self-efficacy, and science processing
skills of 77 students attending a teaching certificate master’s program on
Secondary Education Science and Mathematics Fields Teaching
(Chemistry, Biology, Physics, Mathematic Teaching) at Mersin University
Graduate School of Natural Sciences.

Purpose of Study: The purpose of the study is to explain the relationship
between attitudes toward science teaching, self-efficacy and science
processing skills of teaching certificate master's program (OFMAE)
students.

Methods: A survey method was the main research approach. Seventy-seven
students attending a teaching certificate master’s program on Secondary
Education Science and Mathematics Fields Teaching were administered the
Inventory for Attitude toward Science Course, Science Education Self
Efficacy Inventory for Form Teacher Candidates and Science Processing
Skills Questionnaire.

Findings and Results: At the end of the research, no gender difference was
observed in the scores of the students gathered from the measures related
with those variables. The results of the ANOVA applied to the data
showed the differences between the attitude scores of the students in
relation to the departments. Significant differences were observed between
chemistry and physics, mathematics, and biology and mathematics
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students” attitude scores. The results of the ANOVA applied to the data
related with self-efficacy according to the department showed the
differences between chemistry and biology, mathematics and physics and
mathematics students’ self-efficacy scores. The results of the ANOVA
applied to the data related with the science processing skills according to
the department showed the differences between chemistry and physics,
and biology and physics students’ scores.

Conclusions and Recommendations: The results of the study showed that in
the attitude variable, a) there was no gender difference in the attitude
toward science teaching and b) chemistry students have the most positive
attitudes toward science teaching and there was a significant difference
between chemistry and physics students’ attitudes toward science
teaching. In the self-efficacy variable, a) there was no gender difference in
self-efficacy and b) chemistry students have the greatest self-efficacy scores
and there was a significant difference between chemistry and mathematics
and biology students” and physics and mathematics students” self-efficacy
scores. In the science processing skill variable, a) a gender difference was
observed and females performed better than males in science the
processing skills inventory and b) biology students had the greatest science
processing skills scores and there was a significant difference between
biology and physics, and chemistry and physics students’ science
processing skills inventory scores.

Keywords: Science teaching, attitude, self-efficacy, science processing skills

In contemporary educational processes, instruction is constructed as a function of
the affective, cognitive and psychomotor domains. The affective domain has proven
effects in school learning (Bloom, 1979). It may be proposed that academic
achievement is directly or indirectly related with many factors and that the affective
domain may be evaluated as one of them. Though in this context, the affective factors
such as attitude and self-efficacy may be discussed so as to affect many factors such
as the teachers’ motivation to teach and interest in courses and, consequently, these
factors affect the individuals’ performance and teaching competence.

Attitude is defined as the degree of emotions toward an object or person (Erkus,
2003). On the other hand, attitude may also be defined as the positive or negative
tendencies toward a certain object, circumstance, institution, concept or persons
(Tezbasaran, 1997). Because of the reasons mentioned above, attitude is one of the
main determinants of human behavior. Individuals record ideas about themselves as
a result of their activities; they evaluate the efficiency of their competence. These
evaluations determine the ideas of the individuals about their competency and
ability to succeed on a task. Bandura (1982) called this personal evaluation self-
efficacy. Perceived self-efficacy plays an important role in regulating the behavior of
individuals. Self-efficacy effects the selection of activities, the effort a person spends
on an activity, the duration of persistence in a difficult situation, anxiety and
confidence level of the person. Science processing skill, furthermore, is related with
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the person’s competence in a certain domain as a cognitive variable. Geban (1990)
reported the basic dimensions of science processing skill as identifying variables,
identifying and stating a hypothesis, operationally defining and designing,
investigations and graphing and interpreting data.

Many studies have been conducted to examine the effects of the variables
mentioned above (attitude, self-efficacy, and science processing skill) on instruction.
Oliver and Simpson (1988) investigated the effect of factors such as attitude toward
science course, academic self-concept and motivation toward academic achievement
and found that the attitude scores did not predict academic achievement, but
motivation did. On the contrary, Levin, Naama and Zippora (1991) found that the
attitude scores predicted academic achievement and also that male attitude scores
strongly predicted academic achievement. House (1993), reported that motivation
has a significant effect on achievement. House and Prison (1998) also found a
significant relationship between attitude scores and academic achievement. Baykul
(1990) also observed significant relationships between attitude scores in mathematic
and science courses and Student Selection Examination (OSS) mathematics and
science subtests scores. Cakir and Sahin (2000) reported that the most important
variable representing academic achievement was science course ration card grades
and the most important variable explaining attitude toward science courses was
academic self-concept at the basic education level in 6th grade. It may be concluded
from these findings that attitude does indirectly effect academic achievement by
moderator variables. Additionally, there has been a great deal of research
investigating the relationship between academic achievement and other variables
(Oner 1990; Albayrak-Kaymak 1987; Yildirim 2000). In light of the above discussion,
it may be argued that academic achievement is related with the affective
characteristics and affected by these characteristics.

Method
Study Group

The present study investigated 77 candidate teachers attending a teaching
certificate master’s program on Secondary Education Science and Mathematics Fields
Teaching (Chemistry, Biology, Physics, Mathematics Teaching) at the Mersin
University Graduate School of Natural Sciences. Nineteen candidate teachers had
graduated from the Faculty of Science and Literature, Department of Chemistry, 19
had graduated from the Faculty of Science and Literature, Department of Biology, 19
had graduated from the Faculty of Science and Literature, Physics and 20 teachers
had graduated from Mathematics. They have each attended a 1,5 year teaching
certificate master’s program.

Instrumentation

The present research used the Inventory for Attitude toward Chemistry Course
developed by Kan and Akbas (2005) after it was converted into the Inventory for
Attitude toward Science Course. To measure the self-efficacy level of candidate
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teachers toward science education, the Science Education Self-efficacy Inventory for
Form Teacher Candidates developed by Riggs and Enochs (1990) and adapted to
Turkish culture by Bikmaz (2002) was used. For measuring science processing skills,
the Science Processing Skill Questionnaire originally developed by Okey, Wise and
Burns (1982) and adapted to Turkish culture by Geban, Agkar and Ozkan (1991) was
used.

Inventory for Attitude toward Science Teaching. The original form of the inventory
was developed by Kan and Akbas (2005) to measure high school students’ attitudes
toward chemistry courses. It was a 22-item, 5-point Likert type scale ranging from
“certainly agree” to “certainly disagree”. Chemistry course statements in the original
items of the inventory were changed as the science course and reliability and validity
studies were conducted for a new form of inventory. In the validity study, as in the
original form, it was observed that all 22 items were operating and loads for three
factors had Eigen values greater than one. The first factor (Eigen value = 9.76;
variance explained = 44.38%) consisted of 10 items, the second factor (Eigen value =
2.10; variance explained = 9.54%) consisted of seven items, and the third factor (Eigen
value = 1.19; variance explained = 5.42%) consisted of five items. All three factors in
total explained 59.35% of the variance related with the attitude toward science
courses. Factor loadings of the items consisting of the inventory ranged from .45 to
.80. Item-test correlations were calculated between .41 and .73. To examine whether
the inventory displayed a similar construct in different groups, a cross validation
study was conducted and observed the inventory as measuring similar constructs in
a different sample.

In the reliability studies, the total test Cronbach internal consistency coefficient
was .91 and the Spearman-Brown split half reliability coefficient was .89. The
Cronbach internal consistency coefficient for the first factor was .91 and the
Spearman-Brown split half reliability coefficient was .89; the Cronbach internal
consistency coefficient for the second factor was .88 and the Spearman-Brown split
half reliability coefficient was .86; the Cronbach internal consistency coefficient for
the third factor was calculated as .79 and the Spearman-Brown split half reliability
coefficient was .78.

Science Teaching Self-efficacy Inventory. The inventory is a 21-item, 5-point Likert-
type self-report measure developed by Riggs and Enochs (1990) and adapted to
Turkish culture by Bikmaz (2002) with two subscales, “self-efficacy belief” and
“outcome expectation”. The calculated reliability coefficient was .89 for the self-
efficacy belief subscale, .69 for the outcome expectation subscale and .85 for the
inventory total (Bikmaz, 2002). The reliability coefficients observed in the data of the
present study were .78, .69 and .75, respectively. The greater the score gathered from
the inventory, the higher the science teaching self-efficacy belief and outcome
expectations of the students.

Science Processing Skill Questionnaire. The questionnaire was originally developed
by Okey, Wise and Burns (1982) and adapted to Turkish by Geban, Agkar and Ozkan
(1991). It consisted of 36 multiple-choice questions with four options each. The
questionnaire includes five subtests designed to measure different aspects of science
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processing skills. These are identifying variables, identifying and stating a
hypothesis, operationally defining and designing investigations, and graphing and
interpreting data. The reliability coefficient (KR-21) of the original test was calculated
as .82 and the adapted form was .81.

Data Analyses

The descriptive statistics related with the attitude, self-efficacy and science
processing skill scores of the students attending the teaching certificate master’s
program were computed. Additionally, to investigate the differences according to
department and gender, an ANOVA and a t-test were applied to the data related
with the attitude toward science education, self-efficacy and science processing skill
scores of the students.

Results and Discussion

The descriptive statistics related with the attitude, self-efficacy and science
processing skill scores of the students are shown in the Table 1.

Table 1

Descriptive Statistics of Attitude, Self-Efficacy and Science Processing Skill Scores according
to Department

Attitude Self-efficacy Science Processing Skill
Department N ; ss ; sd ; sd
Biology 19 4,23 36 3,71 ,26 ,715 ,094
Chemistry 19 4,52 37 3,93 32 ,706 ,086
Physics 19 4,02 69 3,91 34 ,624 132
Mathematics 20 3,75 73 3,55 35 ,664 116
Total 77 4,13 02 3,77 ,35 ,677 112

Table 1 shows that biology students have the greatest mean attitude score at 4,23
and mathematics students have the lowest mean attitude score at 3,75. Additionally,
chemistry students have the greatest self-efficacy mean score at 3,93 and mathematics
students have the lowest mean self-efficacy score at 3,55. Besides these, biology
students have the greatest science processing skills with a mean score of 0,715 and
physics students have the lowest science processing skills score with a mean of 0,624.

To investigate whether the attitude scores of the students differ according to
gender, a t-test for an independent sample was applied to the data and the results are
shown in Table 2.
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[
Table 2
t-Test Results of Attitude Scores according to Gender

Gender N ; sd df t P
Female 44 4,19 55 75 1,022 0,310
Male 33 4,04 71

It can be seen in Table 2 that the mean attitude score of females is 4,19 and 4,04 for
males. No statistically significant difference was observed between the attitude
scores of females and males. In short, it may be said that students” attitudes toward
chemistry courses did not differ significantly by to gender (tr5=0,31, p>,01). It may
be argued that teacher candidates from both genders have difficulty in gaining
employment in Turkey. Because of this fact, they may have negative attitudes toward
their future occupational activity: science teaching.

To investigate whether students’ attitude scores differ according to department, a
one-way ANOVA was applied to the data and the result are given in Table 3.

Table 3
ANOVA Results of Attitude Scores According to Department

Source of Sum of df Mean F P Significant
Variation squares square difference
Between 6,143 3 2,048 6,353 0,001  Chemistry-Physics
Groups Chemistry-
Within 23,529 73 ,322 Mathematics
groups Biology-
Total 29,672 76 Mathematics

As shown in Table 3, a significant difference was observed between the attitudes
toward science teaching inventory scores of the students according to department
(F(3.73-6,353; P<,01). To investigate the source of this difference, the Tukey HSD test
was administered to the data. According to the result of this analysis, chemistry

students are more positive toward science teaching ( X = 4,52) than physics ( X = 4,02)

and mathematics students (X = 3,75). Also, biology students are more positive

toward science teaching ( X = 4,23) than mathematics students ( X = 3,75). According
to the results, it may be said that chemistry students have the most positive attitude
toward science teaching. In Turkey, one of the most significant problems in
university education is unemployment. Candidate chemistry teachers may be more
positive about their present education and future professions because of the
chemistry teachers’” quota supplied by the Ministry of National Education.
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To investigate whether the students’ self-efficacy scores differ according to
gender, a t-test for an independent sample was applied to the data and the results are
shown in Table 4.

Table 4
t-Test Results of Self-Efficacy Scores According to Gender

Gender N ; sd df t P
Female 44 3,81 ,31 75 1,004 0,319
Male 33 3,73 A1

As seen in table 4, females have a mean self-efficacy score of 3,81 and males have
a mean self-efficacy score of 3,73. The t-test results show no significant difference
between the self-efficacy scores of females and males (t(z5=1,004; p>,01). According to
self-efficacy theory, self-efficacy perceptions refer to "beliefs in one's capabilities to
organize and execute the courses of action required producing given attainments"
(Bandura, 1997, p. 3). It may be thought that students from both genders attended the
same educational process, leading them to acquire similar perceptions related with
their capacity to execute the course of action in science teaching.

To investigate whether students’ self-efficacy scores differ by department, a one-
way ANOVA was applied to the data and the results are given in Table 5.

Table 5
ANOVA Results of Self-Efficacy Scores According to Department

Source Sum df Mean F P Significant difference
of Variation of squares square
Between groups 1,924 3 ,641 6,145 0,001 Chemistry-
Within groups 7,618 73 104 Mathematics

Total 9,541 76 Chemistry-Biology

Physics-Mathematics

As shown in Table 5, a significant difference between the self-efficacy scores of the
students according to department was observed (F(3;73-6,145; P<,01). To investigate
the source of this difference, the Tukey HSD test was administered to the data.
According to the result of this analysis, chemistry students have a greater mean score

in the self-efficacy inventory ( X = 3,93) than mathematic students ( X = 3,55) and
biology students ( X = 3,71). Also, physics students have a greater mean score in the

self-efficacy inventory ( X = 4,23) than mathematics students ( X = 3,55). According to
results, it may be said that chemistry students have greatest self-efficacy score.
Ozgiingor (2010) found a relationship between self efficacy beliefs and academic
variables such as teaching quality, overall satisfaction and course value. Similarly,
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Akin (2010) observed a relationship between achievement goals and academic locus
of control: the internal academic locus of control correlated negatively with
performance-approach/avoidance goals. The differences in the academic needs of
the departments may effect students’ self-efficacy level. Also as mentioned before, in
Turkey, one of the most significant problems in university education is
unemployment. This finding may be the result of diversified employment
opportunities in the departments.

To investigate whether the science processing skill scores of the students differ
according to gender, a t-test for an independent sample was applied to the data and
the results are shown in Table 6.

Table 6

t-Test Results of Science Processing Skill Scores according to Gender

Gender N ; sd df t p
Female 44 699 109 75 2. 0.043
Male 33 647 111 057

As seen in Table 6, females have a mean science processing skill score of 0,699
and males have a mean science processing skill score of 0,647. The t-test results show
a significant difference between the science processing skill scores of females and
males (t75=2.057; p<.05); female students have greater science processing skill scores
than male students. In the science processing skills literature, no gender difference
has been reported. However, Giindogdu (2001) reported a gender difference in the
prediction of scientific thinking skills. Similarly, Bell-Scriber (2008) underlined the
effect of gender on the educational process and argued that for educators to facilitate
student learning and the achievement of desired cognitive, affective, and
psychomotor outcomes, they need to be competent in recognizing the influence of
gender on teaching and learning. Also, Geng (2008) reported a gender difference in
the candidate teachers’ critical thinking tendencies. The different genders seem to
develop different styles of thinking. It may be proposed that the gender is a critical
variable in the academic variables.

To investigate whether students” science processing skill scores differ according
to department, a one-way ANOVA was applied to the data and the results are given
in Table 7.

Table 7
ANOVA Results of Science Processing Skill Scores according to Department

Source of Sum of squares df Mean F p Significant
Variation square difference
Between groups .100 3 .033 2815 0.045  Chemistry-Physics
Within groups 862 73 .012 Biology-Physics

Total 961 76
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As shown in Table 7, a significant difference between the science processing skill
scores of the students according to department was observed (F,73-2.815; P<.01). To
investigate the source of this difference, the Turkey HSD test was administered to the

data. According to the results of this analysis, chemistry students ( X =0,706) and
biology students ( X = 0.715) had greater mean science processing skill scores than

physics students (X = 0,624) and mathematic students (X = 0.664). According to
these results, it may be said that biology students have the greatest science
processing skill scores. This finding may result from the content of the education
provided to the students in the different departments.

Implications and Recommendations

In the present research, the variables (attitudes toward science teaching, science
teaching self-efficacy, and science processing skills) that affect the academic
achievement of students attending the teaching certificate master’s program on
Secondary Education Science and Mathematics Fields Teaching (Chemistry, Biology,
Physics, Mathematics Teaching) at the Mersin University Graduate School of Natural
Sciences were investigated. For the present aim, the inventories mentioned above
were administered to 77 students attending the teaching certificate master’s program
and data were gathered.

In conclusion, the results of the study showed that in the attitude variable, a)
there was no gender difference in the attitude toward science teaching, and b)
chemistry students have the most positive attitude toward science teaching and there
was a significant difference between chemistry and physics students’ attitudes
toward science teaching. In the self-efficacy variable, a) there was no gender
difference in self-efficacy, and b) chemistry students have the greatest self-efficacy
and there was a significant difference between chemistry and mathematics and
biology students” and physics and mathematics students’ self-efficacy scores. In the
science processing skill variable, a) a gender difference was observed and females
performed better than males in the science processing skills inventory, and b) biology
students have the greatest science processing skill scores and there were significant
differences between biology and physics, and chemistry and physics.

It may be recommended that educational curriculums consider the gender
variable and, in developing educational programs, contents must be revised to
consider gender difference.
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OFMAE Tezsiz Yiiksek Lisans Ogrencilerinin Fen Ogretimine iligkin
Tutum, Oz-yeterlik ve Bilimsel iglem Becerileri

(Ozet)

Problem Durumu: Cagdas egitim siirecinde 6gretim, duyussal, bilissel ve
psikomotor alanlarin islevi tizerine yapilandirilmaktadir. Bireyin duyussal
ozelliklerinin okul oOgrenmeleri {iizerinde, arastirmalarla kanitlanmis
etkileri vardir. Akademik basarmnin dolayli ve dogrudan bircok faktérle
iligkili oldugu ileri stirtilmektedir ve duyussal ozellikler de bu faktérlerden
birisi olarak ele alinabilir. Bu baglamda distintildigiinde, tutum ve 6z
yeterlik gibi duyussal faktorlerin basta 6gretmenlerin derse kars1 6gretme
istek ve ilgilerini olmak {izere bircok faktorii etkileyecegi ve bunun da
bireyin performansina dolayisiyla 6gretmenlik basarisina etki edebilecegi
diistiniilebilir.

Aragtirmamn  Yontemi: Arastirmada betimsel yontem kullanimustir.
Aragtirma, Mersin Universitesi Fen Bilimleri Enstitiisti Orta Ogretim Fen
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Ahmet Akbag

ve Matematik Alanlar1 Egitimi (OFMAE) Anabilim Dali tezsiz yiiksek
lisans programina kayith 77 dgrenci (19 Kimya, 19 Biyoloji, 19 Fizik ve 20
Matematik boliimii mezunu) ile yapilmistir. Ogretmen adaylarmnin fen
bilgisine kars1 tutumlarmmi 6lgmek amaciyla Kan ve Akbas tarafindan
gelistirilen “Kimya Dersine Yénelik Tutum Olgegi”nin “Fen Bilgisi Dersine
Yonelik Tutum Olgegi (FBDYTO)” bicimine donistiirtilmiis formu
kullanilmigtir. Ogretmen adaylarinin fen bilgisi 6gretimine iliskin 6z-
yeterlik inanglarim belirleyebilmek icin ise Riggs ve Enochs tarafindan
geligtirilen ve Bikmaz tarafindan Tiirkceye uyarlanan “Smf Ogretmeni
Adaylarinin Fen Ogretiminde Oz-yeterlik Inanci Olgegi (SAFOOIO)”
kullanilmustir. Bilimsel islem becerileri i¢in, orijinali Okey, Wise ve Burns
tarafindan gelistirilen ve Ozkan, Agkar ve Geban tarafindan Tiirkceye
uyarlanan “Bilimsel Islem Beceri Testi” (BIBT) uygulanmistir. Bilimsel
islem beceri testi coktan segmeli dort segenekli 36 soru icermektedir. Testi
meydana getiren bes alt bolim bilimsel islem becerilerinin farkl
boyutlarin 6l¢gmeyi amaglamaktadir.

Aragtirmamn Bulgulari: Tutum degiskenine iliskin, (a) kiz 8grencilerle erkek
ogrenciler arasinda fen 6gretimine iliskin tutum agisindan fark olmadigi,
(b) fen oOgretimine iliskin en olumlu tutuma sahip grubun kimya
dgrencileri oldugu ve kimya 6grencileri ile fizik 6grencileri arasinda fen
ogretimine iliskin tutum agisindan anlamli farkliik bulundugu
gozlenmistir. Oz yeterlik degiskenine iliskin, (a) kiz 6grencilerle erkek
ogrenciler arasinda anlamli bir fark olmadig, (b) fen dgretimine iliskin en
yiiksek 6z yeterlik diizeyine sahip grubun kimya o6grencileri oldugu ve
kimya ile matematik ve biyoloji 6grencileri, fizik ile matematik 6grencileri
arasinda anlamli farkliik bulundugu goriilmistiir. Bilimsel islem becerileri
agisindan, (a) kiz ogrencilerle erkek oOgrenciler arasinda kiz ogrenciler
lehine anlamli bir farklilik oldugu, (b) en yiiksek bilimsel islem becerisi
puan ortalamasina sahip grubun biyoloji 6grencileri oldugu ve biyoloji ile
fizik ogrencileri arasinda ve kimya ile fizik 6grencileri arasinda anlaml
farklilik bulundugu gorulmiistiir.

Arastirmanin Sonuglart ve Onerileri: Ogrencilerin tutum, oz-yeterlik ve
bilimsel islem becerisi puanlarinin boliimlere gore anlamli farklilik
gosterdigi gozlenmistir. Ayrica, Ogrencilerin tutum ve 06z-yeterlik
puanlarinda cinsiyete gore bir fark gozlenmezken, bilimsel islem becerisi
puanlarinda cinsiyet farki gozlenmistir. Buna gore kizlarin bilimsel islem
becerisi puanlarinin erkeklerden daha yiiksek oldugu gorilmiistiir.
Ogrencilerin tutum ve 6z-yeterlik puanlarinda bsliimlere gore ortaya cikan
farkin her bir boltiimiin farkli is bulma kosullarindan kaynaklanmis
olabilecegi diistiniilmektedir. Bunun yaninda bilimsel islem becerileri
puanlarinda boliimlere gore ortaya ¢ikan farkin boliimlerin vermis oldugu
egitimin farkli niteliginden kaynaklanmis olabilecegi degerlendirilmistir.
Cinsiyete gore bilimsel islem becerileri puanlarinda ortaya ¢ikan farkin
daha 6nce yapilan ¢alismalarla tutarlilik gosterdigi goriilmiistiir ve egitim
programlarmin hazirlanmasinda cinsiyet faktoriiniin dikkate alinmasi
gerektigi onerilmistir.

Anahtar Sozciikler: Fen dgretimi, tutum, 6z-yeterlik, bilimsel islem becerisi
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Abstract

Problem Statement: In education, teachers should have competencies in
certain fields to assist students in attaining a desired level. The term
“competence” means an ability to carry out a task or a responsibility. The
competencies of a teacher can be classified as field knowledge, general
knowledge, and pedagogic formation. The contribution of elementary
supervisors, whose tasks include guiding teachers towards the
improvement of their competencies, is of great importance. Today, the role
of supervisors is one of guidance rather than of inspection, and the
recommendations and views of supervisors are important in order to
evaluate teachers and aid their development. This research attempts to
discover the views of supervisors towards teachers and discusses their
suggestions regarding teacher improvement.

Purpose: This research aims to present the views of elementary supervisors
in evaluating the competencies of teachers and the supervisors’
contributions, as a result of this evaluation, towards the professional
development of teachers. The views of elementary supervisors are related
to the competencies of teachers in terms of field knowledge, general
knowledge, and pedagogic formation. In addition, this research aims to
discover what supervisors do to help the professional development of
primary school teachers.

Method: This research uses the descriptive method. The data were obtained
through a form devised to obtain qualitative data with open-ended
questions. This study covers 178 elementary supervisors who participated
in a course named “Improving the Teaching Process” held in Mersin,
Turkey in May-June 2008. The semi-structured interview form was applied
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to all of the course participants. The data were analysed with the help of
the “NVivo8” programme.

Findings: At the completion of the research, it was found that the
elementary supervisors mostly found the teachers to be generally
competent in field knowledge, general knowledge, and pedagogic
formation. However, they noted some deficiencies in practice in these three
fields. The activities carried out by elementary supervisors to improve the
competencies of teachers generally cover guidance, suggestions about filed
literature, cooperation with associates and efforts to increase motivation.

Conclusion and Recommendations: According to the views of the elementary
supervisors, it can be concluded that teachers are theoretically competent
in field knowledge, general knowledge, and pedagogic formation but they
are not as competent in practice. Therefore, in-service training of teachers
should be taken more seriously to increase the professional knowledge and
ability in the teaching profession. Teachers should concentrate on
individual efforts to improve themselves, and this should be encouraged
by elementary supervisors. Elementary supervisors should offer
suggestions for overcoming existing problems rather than evaluating the
teachers.

Keywords: Teachers, competencies of teachers, supervisors, elementary.

The basic architects of the development of a country’s education system and of
the qualifications of its individuals are those who apply that system, i.e. the teachers.
The quality of teacher education reveals itself in teaching-learning applications and
has a direct effect not only on the development of children’s knowledge, but also
particularly on the formation of their education and of their personalities. For this
reason, it may be stated that the success of an education system depends on the
competencies of those who essentially operate and apply that system, i.e. the teachers
and other education staff.

Teacher competency, the subject of what teachers know and what they can do,
has become the focus of studies related to teacher education and the effects of
teachers on student success (Ball and Cohen, 1999; World Bank, 2005; Darling-
Hammond, 2000; Grand and Gillette, 2006; Imig and Imig, 2006; Akt. TED, 2009). All
the developments show that on the subject of teacher education and the development
of teacher competencies, the EU countries are engaged in a joint effort and are trying
to form a common understanding. The European Parliament’s resolution on
September 23, 2008 on “Improving the Quality of Teacher Education”, established
common policies for the professional development of teachers, both in training and
throughout their careers. The resolution specifically stresses that the quality of
teacher education can bring about a significant development in student success.

The most comprehensive study of the teaching profession in recent years in
Turkey was conducted in the early 1970s. In this context, the subject of teaching was
discusse, evaluated, and defined as “a specialized profession which deals with the
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State’s education and its teachers”. The State Education Fundamental Law No. 1739
was enacted on June 4, 1973. This law declares, “Whatever their grade, it is essential
that teacher candidates undertake higher education and that preparation for the
teaching profession be made by means of general knowledge, specialized field
training and pedagogic formation.” Thus, the training of teacher candidates was
established as a basic principle (Aydin. 2005, 4).

The political, economic, cultural and technological changes which have been
going on for centuries, have, by bringing about new needs, diversified the basic
values of social life and organisations. This continual changing and diversifying of
needs also leads to a continual change in the knowledge, skill, manner and attitude
which will be gained by education. With regard to educational management, it may
be stated that this situation results in the necessity for teachers and administrators,
who carry out the operation of education, to possess the competence to manage this
new knowledge, skill, understanding, manner and attitude (Thody, 1998, 232; Akt.
Gokege, 2008). In the light of this assessment, it can be stated that it has become
essential to examine teacher competence in the appropriation and application of
educational change from an institutional point of view and to evaluate it in terms of
change models.

In recent years, an important study directed towards teachers and carried out by
the Ministry of Education as part of the quest for quality in education, is intended to
determine teacher competencies. As a result of this study, in the framework of the
Support for Basic Education Programme, the General Competencies of the Teaching
Profession have been determined. The General Competencies of the Teaching
Profession consist of 6 main fields of competence, 31 sub-competencies, and 233
performance indicators (MEB, 2009). The General Directorate of Teacher Training
and Education, in the study named Determination of Teacher Competences, has also
defined the concept of competence as “the ability to carry out a task or duty”. At the
same time, it has also envisaged that the determination of teacher competencies will
make the work of teachers more appreciated and contribute to the enhancement of
their status in society, thereby ensuring that a better quality of education may be
acquired (Bircan, 2001; Karagali and Altun, 2004).

In the book, Teacher Competences, published by the Ministry of Education, it was
stated that answers were sought to the questions “What should the quality of
education be in the 21st century?” and “What quality of students and teachers do we
require?” (MEB, 2008). It is expected that teachers, as providers of the contemporary
education needed by individuals, should also possess a contemporary mentality. In
literature, the qualities which should be possessed by a teacher, who is a crucial
component of the most important factors in the teaching-learning environment, are
classified in two groups, namely personal and professional qualities. A teacher’s
personal qualities may be further subdivided into three parts: the ability to motivate,
concentration on achievement, and professionalism; professional qualities can be
grouped into seven areas, namely planning of educational activities, use of teaching
methods and techniques, effective communication, classroom management, efficient
use of time, evaluation of learning and giving of guidance (Demirel, 2006; Erdem,
2008; Koksal, 2008).
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It is a well known fact that the teacher is one of the most important elements of
education. The teacher is not only a person who transfers knowledge or a model of
certain skills, but is also the figure who enlarges the learning environment, facilitates
the learning processes of students, interacts continuously with students, and
evaluates student success (Guglii, 1996; Odden, 2004; cited from, Alim & Bekdemir,
2006). Dedicated and competent teachers deliver what their students and parents
want despite many constraints, such as limited resources, while serving a low
income clientele (Sahin, 2008). However, there has been little research in Turkey
dealing directly with teacher competencies. The main purpose of this study is to
determine the views of elementary supervisors on elementary school teachers’
competencies. For this purpose, the following questions were examined:

1. What are the views of elementary supervisors on the field knowledge
competency of teachers?

2. What are the views of elementary supervisors on the general knowledge
competency of teachers?

3. What are the views of elementary supervisors on the pedagogical competency
of teachers?

4. What activities are carried out by elementary supervisors in order to improve
the competencies of teachers?

Methods
Research Design

In this study, which aims to determine the competencies of primary school
teachers according to the views of elementary supervisors, the descriptive method
was used, and for the data collection, a form designed to obtain qualitative data with
open ended questions was implemented, as descriptive studies are carried out in
order to display the existing situation (Karasar 1991; Yildirim & Simsek 2005).

Participants
Table 1
Gender, Seniority Distribution of Participants
Participants N %
Female 18 9.84
Gender
Male 160 90.16
15-20 24 13.49
21-25 54 30.33
S 26-30 36 20.22
Semor;lge;m years of 3135 3 19.10
36-40 25 14.04
41-45 2 1.13
46-50 3 1.69

Total 178 100
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This study covers 178 elementary supervisors who participated in the course
"Improving the Teaching Process" held in Mersin, Turkey in May-June 2008. The
participants consisted of 18 female and 160 male elementary supervisors. The
sampling is a convenience sample as the participants were chosen on the basis of
accessibility, expediency, cost, efficiency, or other reasons not directly concerned
with sampling parameters. Each participant was informed about the aim of the
research, and participation was voluntary. In this way, they were willing to
participate in this research.

Data Collection Tools

The data used in the research were obtained from 178 elementary supervisors.
The form was designed to obtain qualitative data with open ended questions. The
form contained four questions structured from titles in related literature. Five experts
were consulted in the formation of this semi-structured form with regard to
reliability and validity criteria.

Data Analyses

The data obtained were analysed through computer supported qualitative data
analyses. The qualitative data analyses that are achieved through computer
programmes can provide technically important benefits (Bogdan & Biklen, 1998, p.
186). Therefore, the NVivo8 Qualitative Data Analysis Programme was used. In this
way, the relation between themes and sub-themes and categories formed at the end
of form analyses, or the differences before and after application between sub-themes
and categories, were presented visually by creating a model (Yildirim & Simsek,
2005, p. 224-225). In this context, qualitative research provides sensitivity to the
social context in which the research was conducted (Kus, 2003). Thus, the
subcategories were formed out of the above-mentioned four questions. The answers
were labelled as “efficient”, “partly efficient”, and “not efficient”. Answers given for
each sub-category were coded under NVivo8. In-vivo is a kind of coding strategy
which is described in a real approach. The coding is done from data and even the
names of categories reflect the data (Kus, 2006; Patton, 2002; Stenbacka, 2001). After
completing the coding stage, the models were formed based on the categories. While
forming these models, divisions like “individual” and “organisational” were used as
upper-categories.

Formation of Models

The visualisation of relations between the categories developed in the
construction of a model in the NVivo programme is provided. Each element in the
models stands for categories constructed in the course of analysis. Not only group
opinions, but also individual opinions were narrated in the models. The reason for
this narration was to adopt the approach of reflecting the opinions of the majority in
qualitative analysis rather than in quantitative analysis. An opposite category may be
formed by one’s answer. Therefore, the categories used in the models may be based
on only one supervisors’s answer.
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The views of the participants were transformed into Word format and one page
for each was assigned and filed with codes. Then, these files were uploaded onto the
NVivo8 Qualitative Data Analysis Programme. Next, sub-themes and categories
were formed systematically by using the programme. Finally, a model was formed to
make it visual (Charmaz, 2006). The answers often repeated for each sub-group are
given in the frequency table.

In qualitative studies carried out in educational sciences, one of the most
important limitations is the fact that the data obtained can not be generalised. In this
context, this study, based on the data obtained from 178 participants, can not be
generalised for all the elementary supervisors in Turkey. Despite this limitation, the
data obtained by means of the form designed to obtain qualitative data with open
ended questions will give a general opinion and thus may be of use in the future.

Findings and Discussion

In this section, the results of the data analyses have been visualised in the tables
and discussed according to the order of the questions and the answers given for
them.

The Views of Elementary Supervisors on “Competency in Field Knowledge of
Teachers”

The views of elementary supervisors on “field knowledge competency of
teachers” are gathered in two main groups. Some of the supervisors found the
teachers to be competent regarding their field knowledge while some of them found
that they lacked competency. However, the supervisors who responded “competent”
about the field knowledge of teachers stated some problems, mainly related with
practice. This finding is in line with others in the field (Alfonso, Firth & Neville, 1981;
Aydn, 1984; cited from, Aydin 2005). In their opinion, supervision should include
efforts that can assist teachers in practising their field knowledge and carrying out
the essentials of their profession.

Table 2

The Views of Elementary Supervisors on “Competency in Field Knowledge of Teachers”
Competency in field knowledge Frequency
There are problems in practice. 30
They have in-service training after a certain period. 3
They are reluctant to adapt to changes and developments. 2
Their methods and techniques are unsuccessful. 1
They do not implement their lessons according to the new programme. 4
They are competent especially in some lessons. 3
They do not need to examine the programmes. 1
The ones who have come from faculties of education in recent years are 3

competent.
They do not update their field knowledge. 5
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In Table 2, the teachers are found to be satisfactory in terms of field knowledge,
but they are lacking in competency in practice. They do not update their field
knowledge, but they express that they present the lessons according to the new
programme. Some views about the field competency of teachers are presented in the
following diagram (Figure 1).
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Figure 1. The replies of elementary supervisors who found teachers to be "competent" in field
knowledge

In Figure 1, some of the elementary supervisors mentioned some individual
problems originating from the teachers themselves. Others mentioned some
organisational problems. In addition, the participants presented some suggestions for
the problems mentioned. According to some of the supervisors, the source of the
problems is the teachers themselves and they do not show enough desire or they do
not attempt to improve themselves. Likewise, according to Anthony (2006), highly
competent teachers and administrators are in high demand. People in schools
(Elmore, 2004) primarily learn values and expectations through practice; they do not
learn new practices as a consequence of learning new values and expectations. Most
of the elementary supervisors who mentioned the application problem stated that,
during bachelor’s degree education, teachers commonly had theoretical knowledge,
but they could not learn how to apply that knowledge and how to transfer it to the
students. As a result, seminars about teaching techniques have been suggested as a
means to fill this gap. Many of the elementary supervisors who found teachers to be
"competent” in field knowledge also mentioned some other problems. When we
consider these problems, similar to practice problems, they seem to be individual
problems, such as teachers being reluctant to improve themselves or not sufficiently
examining competencies required by the programmes. Guidance, seminars and in-
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service training are among the suggestions of the elementary supervisors for solving
these problems. This finding is in line with the findings of Balc1 (2002), who indicates
that many of the teacher training faculties are torn between practice and theory and
they do not know what to do.

The Views of Elementary Supervisors on “Low Competency in Field Knowledge
of Teachers”

Table 3

The Views of Elementary Supervisors on “Low Competence in Field Knowledge of Teachers”

Low Competency in Field Knowledge Frequency

They are insufficient in some subjects. 2

The communication between education faculties and MEB (Ministry of

National Education) is insufficient. 3
Education Faculties have too many tasks. 12
There is no effort to see and remedy the deficiency. 3
Field knowledge should be developed through in-service training courses. 15

Their methods and techniques are insufficien.t

They do not read and research.

2
5
They do not do prepare before the lesson. 2
They are inadequate in applying the programme. 5

4

The application rarely takes place.

The elementary supervisors stated that the education faculties have too much
responsibility and too many tasks to handle the low competency in teachers’ field
knowledge. They stated mostly that the teachers should be trained about field
knowledge through in-service training courses. They also stated that the reason for
insufficient field knowledge of teachers may be a result of their reading and writing
habits, facilities, and low competency in the application of programmes about their
field. They presented their views as follows: teachers should be educated according
to the needs of the age; they do not follow the innovations in their field, and while
trying a new activity, they avoid disturbing their own comfort. However, teachers
expect activities from elementary supervisors to eliminate this low competency.

The themes and categories comprising the views of elementary supervisors who
found teachers’ competency in field knowledge to be low are shown in Figure 2.
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Figure 2. The replies of elementary supervisors who found teachers’ field knowledge
is competent to be low.

In Figure 2, the elementary supervisors who replied that the teachers’ field
knowledge competency was low mentioned individual and organisational problems
as the main reason. From an individual aspect, it was stated that the teachers do not
develop their own competencies sufficiently, they do not read and research and they
are reluctant to improve themselves. Another interesting finding is that teachers are
afraid to try something new. In our opinion, the reasons for this problem (which we
include in the individual category) may result from some organisational issues.

The principal organisational problem is the inadequate programmes of the
education faculties in Turkey. The elementary supervisors stated specifically that
there is low competency in application during the bachelor’s degree education; there
are differences in lesson programmes among the faculties; and lecturers do not have
sufficient competency. The education faculties are lacking in communication with the
Ministry of Education, changes occurring in new programmes are not sufficiently
known, and especially, the education faculties in the East cannot provide competent
education (Pajares, 1992; Henson, 2001; Barnes, 2003 Cited from, Orhan, 2008).

Regarding teacher competency, field knowledge is important for all branches.
The elementary supervisors expressed that they made efforts as far as they could to
train the teachers in field knowledge and that they tried to improve their skills. The
elementary supervisors who think that the teachers are low in competency state that
they meet with the teachers one-on-one to try to eliminate what they lack and that
they provide guidance. Elementary supervisors also express that the teaching
profession always requires continual innovations.
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The Views of Elementary Supervisors on “Competency in General Knowledge of
Teachers”

Table 4

The Views of Elementary Supervisors on “Competency in General Knowledge of Teachers”

Competency in General Knowledge Frequency
They cannot establish good communication with their environment. 1
They do not correlate it with lessons.

There is an adaptation problem in rural areas.

They are concerned with daily problems, and following current affairs.
The teachers in villages are competent.

They have knowledge about other issues too.

They are competent in creating a learning-teaching environment.

They are competent due to university education.

[ = OV S N

According to Table 4, the elementary supervisors think that the teachers are
competent regarding general knowledge, but they do not correlate general
knowledge with lessons, are not concerned with daily matters, and do not follow
current affairs. They also think that their teachers” general knowledge is competent
due to the exams they have had to take. Their general knowledge is improving but
not their professional knowledge. They cannot establish good communication with
their environment. They are the least competent in forming a good teaching-learning
environment.

The main themes and categories formed according to the views of elementary
supervisors who found the general knowledge of teachers to be “competent” are
shown in Figure 3.
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Figure 3. The replies of elementary supervisors on general culture competency of
teachers
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In Figure 3, the elementary supervisors found the teachers to be competent in
general culture due to either their own individual efforts or their education. Here, an
interesting reply is that the KPSS helps to improve the general knowledge of
teachers. In addition, some elementary supervisors stated that the teachers did not
correlate their general knowledge with lessons. Some of them pointed out that
general knowledge is typically a social problem. While most of the elementary
supervisors perceived the general knowledge level of teachers as competent, some of
them perceived the teachers to be lacking in competence in general knowledge.

The Views of Elementary Supervisors on “Low Competency in General Culture of
Teachers”

Table 5

The Views of Elementary Supervisors on “Low competency in General Culture of Teachers”

Low Competency in General Knowledge Frequency
They do not follow scientific developments or innovations in education. 2
They need to develop themselves. 8
Reading books and magazines, and the arts, are not given importance. 48
They experience physical, spiritual and economic problems. 3
Magazine and film knowledge is regarded as general knowledge. 7
The media are deficient in this point. 2
Professional resources are not used. 5
They are not interested in global or national problems. 10
They do not read and study new programmes. 4

Teaching based on the YOK (Higher Education Council) rules cause
problems.

In Table 5, according to elementary supervisors, the low competencies of teachers
in general knowledge are as follows: the teachers are not interested in reading books
and newspapers, do not give importance to the arts, are not interested in global or
national problems, need to develop themselves, and regard magazine and film
knowledge as general knowledge. The teachers do not read and examine updated
programmes. The teachers are low in competency due to the testing system. They do
not follow scientific developments or innovations in education. The teachers are
limited only to the knowledge that they acquired from faculties.

Most of the elementary supervisors found teachers to be competent in general
knowledge. The themes and categories formed from the views of elementary
supervisors who found the general knowledge of teachers to be lacking are given in
Figure 4.
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Figure 4. The replies of elementary supervisors on low competency in general knowledge of
teachers

In Figure 4, from the individual point of view, the teachers make no effort to
develop their general knowledge; they do not read books or newspapers, and they
are not interested in world and country problems. It is stated that academic
publications and sources which support general knowledge are not utilized. From an
organisational viewpoint, the following replies were given: social developments in
the 1980s has made the new generation insensitive about such matters; YOK [Higher
Education Council] programmes do not support this interest; and the media do not
make publications which may increase general knowledge.

Additionally, it was stated that the general knowledge of fresh teachers is lacking
due to the testing system. It is notable that the views of elementary supervisors who
found the teachers to be competent and lacking in competency about general
knowledge have opposite views. The examination system was found to be
“supportive” by some elementary supervisors, but, on the contrary, some of teh
elementary supervisors found it to be limiting. The elementary supervisors who
thought that the teachers were not competent in general knowledge believed that
most teachers did not read any professional books, let alone any popular books. It
cannot be said that teachers take part in research, examining, reading or discussion
activities.The Views of Elementary Supervisors on “Competency in Pedagogic

Formation of Teachers”
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Table 6

The Views of Elementary Supervisors on “Competency in Pedagogic Formation of Teachers”
Competency in Pedagogic Formation Frequency

Efforts to improve are low. 2

There are problems in practice. 29

Some faculty of education graduates are competent.
Graduates from faculties of education are competent.

Old teachers are more competent.

=N RN

The teachers that have graduated recently are competent.

In Table 6, the views of the elementary supervisors who found the teachers to be
competent in pedagogic formation are as follows: the teachers are competent in
pedagogic formation, but there are problems in practice, and efforts to improve
pedagogic formation are low, but experience makes formation more effective in the
field. Pedagogic formation competency is not useful due to insufficient conditions in
schools. It is limited to the lessons learned by the faculty, and the teachers who have
graduated from education faculties in recent years are competent pedagogically.
Although teachers are competent from the pedagogical point of view, they cannot
realise this at school due to some school conditions. According to Cig (2006), there
are some negative factors that affect low competencies of teachers and these factors
include poor physical conditions, economic conditions, lack of technical and assistant
staff, indifference of parents, administrators and teachers and changes in the
regulations.

The themes and categories formed from the views of elementary supervisors who
found teachers "competent” in pedagogic formation have been given below in Figure 5.

The teachers .
graduating in Pedagogic

recent years are formation is
competent competent

Old teachers are
more competent

Butthere are
problems in
practice

They always have
knowledge but they
are not competent
enough in praclice

Lack of endeavour
to develop
themselves

Some faculty of
education
grandaunts are
competent

Ones graduating It cannot be
from faculty of beneficial due to low
education are competence

competent conditions in
schools

Figure 5. The replies of elementary supervisors who found teachers' competency in
pedagogic formation to be lacking.
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In Figure 5, the views of elementary supervisors who found teachers to be
competent in pedagogic formation differ from each other. The increasing
responsibilities of teachers can change the competencies required. The level of
competencies will affect the learning capacity of students. The more competent
teachers are, the more the student will learn. According to some elementary
supervisors, new generation teachers are more competent and according to some
elementary supervisors older generation teachers are more competent. Some of the
elementary supervisors who found teachers competent expressed some problems. In
research in the educational field, it is stressed that as teachers become more
competent, so do their students. (Goziitok, 1995). From the individual viewpoint,
teachers do not make efforts to improve themselves, and from the organisational
viewpoint, schools do not have favourable conditions.

The Views of Elementary Supervisors on “Low Competency in Pedagogic Formation
of Teachers”

Table 7

The Views of Elementary Supervisors on “Low Competency in Pedagogic Formation of
Teachers”

Low Competency in Pedagogic Formation Frequency
Knowledge and experience in some fields are deficient. 4
Formation remains at knowledge level. 3
They do not improve themselves. 15
They are low in competency about teaching methods and techniques. 10
There are problems with the examining of the programme. 1
The teachers who have graduated in recent years are low in competency. 2
They see all students in the same way. 3
There are deficiencies in practice. 27
The in-service education with universities should be developed. 9
When constructivism is considered, they are low in competency. 2
There are deficient about new programmes. 4

In Table 7, the elementary supervisors feel that the teachers have a low
competency in pedagogic formation. Ozdemir (2003) found that the activities of
elementary supervisors are not enough to eliminate the competency problems of
administrators and teachers. After graduating, many teachers are low in competency
in managing classes, application and preparing activities according to the level of the
students, although they succeed in exams. They state that the teachers” deficiencies
regarding pedagogic formation may wane in time through experience, in-service
training and sharing knowledge and experience with other teachers. The suggestions
of elementary supervisors to solve the problems in this area include developing in-
service training.
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There are many elementary supervisors who find teachers” pedagogic formation
to be insufficient. The themes and categories formed from the views of elementary
supervisors who found pedagogic formation competency of teachers to be low are
given below in Figure 6.

The in-service
education wih
universities should be

developed

Formation education is
given deficientin
universifies

They have negative
attitudes towards
seminars
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thelesson

Recommendations

University
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knowledge about
howto practice

Preperation is not
achieved before
lesson

Education
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Pedagogial
information has
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students

Teachers who
have graduatedin
recent years are
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They see all students
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Teaching method
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low competent

They cannot reach
the level of the
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Theoretical
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Insufficient according
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after beginning fo
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They don'tmake
personal
progress

Figure 6. The replies of supervisors who found low competency in pedagogic formation of
teachers.

When Figure 6 is examined, it is evident that some elementary supervisors who
found teachers’ pedagogic formation competency to be low present individual
reasons, while others present organisational reasons. From an individual viewpoint,
the reasons can be stated as follows: teachers cannot improve themselves and cannot
adapt to the level of the students. From the organisational point of view, we see
replies which question the education received by the faculties of education. The
following are among the reasons stated: formation education is deficient, the
education in one university is different from that of another, and lecturers'
knowledge of teaching practice is deficient. Additionally, it has been stated that the
formation knowledge of teachers who have graduated in recent years is deficient.
Another interesting reply is that pedagogic formation is deficient from a
constructivist approach.

The Views of Elementary Supervisors on the Activities They Carry Out to
Develop Teachers” Competencies

The activities indicated by the elementary supervisors to develop teachers’
competencies include guidance, organising in-service training, and seminars. Also,
the elementary supervisors expressed that they provided professional assistance to
the teachers; they carried out class visits and encouraged teachers. The activities
carried out by the elementary supervisors are as follows:
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Table 8

The Views of Elementary Supervisors on their Facilities for Developing Teachers’
Competencies

What Elementary Supervisors Do to Develop Teachers' Competencies Frequency
In-service training, seminars, courses and meetings 53
Hands-on training 7
Show resources, distribute photocopies and other tools 26
Guidance 78
Perform only the duties that are stated in the regulations 1
Class visits 7
Encourage teachers 5

When Table 8 is examined, the elementary supervisors’ activities regarding
application, motivation and developing themselves to expand the competencies of
teachers are as follows: guidance, in-service training, seminars, courses and
meetings, reference person, showing other resources, distributing photocopies,
suggesting professional work, hands-on training and class visits. This finding
confirms the finding by Basar (1993), who states that the roles and competencies of
elementary supervisors are as follows: leadership, administration, guidance and
support, training, investigation and questioning.

The themes and categories formed from the views of elementary supervisors
about what kind of activities they carry out for teachers have been given below in
Figure 7.

Explaining their needs
and how to improve
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Helping to gain Cerating

self-esteem motivation for
their work

Teaching ‘how to

For
motivation

Advising to read
more, to do research

Giving advices

Guidance
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To improve
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For practice

Information sharing

Giving information for
new programmes

Updating their
knowledge

Giving explanations
for spesific subjects

Individual
interviews

Guidence for
pedagogical concemns

They have
professioanl
guidance practice

Figure 7. Guidance activities of elementary supervisors
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In Figure 7, based on the replies of the elementary supervisors, the guidance
activities of elementary supervisors have been put into three categories: from a
practice viewpoint, showing how to teach in a practical way, giving advice, and
creating activities regarding the application of new programmes. From a
motivational point of view, gaining the self-confidence of teachers and creating a
suitable working atmosphere. From an improvement viewpoint, how to spot
deficiencies, leading to conduct research, reading and discussion, performing
information exchange, updating knowledge and gaining teaching formation.

The activities conducted by the elementary supervisors and the suggestions they
offer indicate that they often guide, meet and talk face to face and they arrange all
activities together despite their limited time. This finding is similar to the finding by
Taymaz (1982), who states that according to the modern and scientific concepts,
supervision is carried out not only for control but also for developing the system and
teaching learning process. According to flgan (2008), elementary supervisors and
teachers should consider, in classes and at schools, personal, social, organisational,
historical and cultural values improving teachers” competencies.

Conclusions and Recommendations
The following conclusions have been drawn:

1. The views of elementary supervisors on “competency in field knowledge of
teachers” are separated into two main groups. Some elementary supervisors found
the teachers competency in field knowledge, while others found them to be lacking
in competency. However, the elementary supervisors who found them to be
competent presented some problems, especially with problems related to practice.
The elementary supervisors who replied that the teachers’ field knowledge was low
competent, mentioned individual and organisational problems as the main reasons.
From the individual viewpoint, it was stated that teachers do not develop themselves
sufficiently; they do not read and research; and they are reluctant to renew
themselves. Another interesting finding is that some teachers are afraid of trying
something new. Principal organisational problems include shortcomings in the
programmes of education faculties. The elementary supervisors especially emphasise
that practice is not sufficient during the bachelors degree education, that there are
differences in lesson programmes among the faculties, and that lecturers do not
contain ample competencies.

2. When the general knowledge competencies of teachers were examined, some
elementary supervisors found teachers to be competent in general knowledge, due to
either their own individual capacity or to their education. Some elementary
supervisors who found this sufficient, emphasised that teacher selection exams help
teachers improve their general knowledge. Other elementary supervisors found the
general knowledge of teachers to be insufficient. From an individual point of view,
the following items were indicated: the teachers make no effort to improve
themselves, they do not read books or newspapers, and they are not interested in
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world or national affairs. It was stated that from a professional or academic point of
view, publications and resources which support general knowledge are not
sufficiently used. From the organisational viewpoint, the following responses were
given: social developments in the 1980s have made new generations insensitive
about such matters; YOK [Higher Education Council] programmes do not support
this interest; and the media do not offer publications to increase general knowledge.

3. As for the views of elementary supervisors who find the pedagogic formation
of teachers to be competent, some elementary supervisors stated that the new
generation of teachers were more competent, and others believed that the older
generation of teachers were more competent. Also, it was stated that the teachers
who graduated from the faculties of education are competent in this area. However,
it was also stated that it was the teachers who graduated from specific faculties of
education who were more competencies. It is seen that the elementary supervisors
who found pedagogic formation to be low competency conclude that the teachers do
not improve themselves and cannot adapt to the level of students. Also, it was noted
that the pedagogic formation of teachers who have graduated in recent years is low
competency. The elementary supervisors state that the teachers” pedagogic formation
is not consistent with the modern constructivist approach.

4. The elementary supervisors’ activities regarding application, motivation and
self-development in order to improve are as follows: guidance, in-service training,
seminars, courses and meetings, being a person of reference and pointing out
additional resources, distributing photocopies, suggesting professional works, on-
the-job training and class visits.

Consequently, according to the views of elementary supervisors, it can be said
that teachers are competencies in field knowledge, general knowledge and pedagogic
formation theoretically, but they are deficient in their application. The elementary
supervisors state that some teachers are aware of their deficiencies and that they are
endeavouring to eliminate them. Another conclusion is that the elementary
supervisors give priority to activities necessary for the progress of teachers rather
than to supervising.

The suggestions that have been developed based on the results of this study can
be stated as follows:

¢ Necessary importance should be given to teaching practice in education faculties.
The duration and efficiency of this should be increased.

o The regulations that will be used by elementary supervisors during supervision
should be made applicable to updated programmes.

e While the elementary supervisors are evaluating the teachers, they should not be
content only with points; they should also give importance to evaluation and
amendments.

e Education faculties should give periodic training to help teachers update
themselves.

e There should be more research into the competencies of teachers.

¢ In-service training aimed at developing teachers' competencies should be stressed.
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o Teachers should be made aware of the need to acquire general knowledge through
individual efforts.

o Postgraduate education opportunities for supervisors and teachers should be
increased.

References

Alm, M. & Bekdemir, U. (2006). Cografya ogretmen adaylarmmn &gretmenlik
meslegine yonelik tutumlar:r [Attitudes of geography teacher candidates
towards the teaching profession]. Milli Egitim Dergisi, 172, 263-275.

Anthony, T. D. (2006). Education in a test taking era, National Forum of Educational
Administration and Supervision Journal, 24 (4), 63-81.

Aydmn, 1. (2005). Ogretimde denetim [Instructional supervision]. Ankara: Pegem
Yayincilik.

Balcy, 1. (2002). Aday dgretmenler [Prospective teachers]. Abece Egitim ve Ekin Dergisi,
185, 24.

Ball, D. L. & Cohen, D. K. (1999). Developing practice, developing practitioners. In
Linda Darling Hammond and Gary Sykes (eds.), Teaching as the learning
profession: Handbook of policy and practice. San Francisco: Jossey-Bass Publishers.

Basar, H. (1993). Egitim denetcisi: rolleri yeterlilikleri secimi yetistirilmesi. [Education
supervisors: their roles, competences, selection and training]. Ankara: Pegem
Yayinlari.

Bircan, 1. (2001). Ogretmen yeterliklerinin belirlenmesi, MEB §gretmen yetistirme ve
egitimi genel miidiirliigti [Determination of teachers' competences, Head
Office of Teacher Development and Training, Ministry of Education].
Retrieved from internet, 8th July, 2007. http;/oyegm. meb.gov.tr/yet/

Bogdan, R. C. & Biklen, S. K. (1998). Qualitative research for education. an introduction to
theory and methods. Third edition. MA: Allyn&Bacon.

Charmaz, C. (2006). Constructing grounded theory: A practical guide through qualitative
analysis. Thousand Oaks: Sage Publications.

C1g, D. (2006). Ilkogretim miifettislerinin denetim sonunda getirmis olduklari onerilerin
yoneticiler tarafindan yerine getirilme diizeyi ve engelleri [The extent to which the
recommendations of primary school supervisors are carried out by directors
and obstacles to this]. Unpublished masters dissertation. Sivas: University of
Cumbhuriyet, Institute of Social Sciences.

Darling-Hammond, L., Wise, A. E. & Klein, S. P. (2000). A license to teach: Raising
standards for teaching. San Francisco: Jossey-Bass Publishers.

Demirel, O. (2006). Ogretme sanati [The Art of Teaching]. Ankara: PegemA Yayinevi.

Elmore, R. F. (2004). School reform from the inside out: Policy, practice, and performance.
Cambridge, Mass: Harvard Education Press.

Erdem, M. (2008). The effects of the blended teaching practice process on prospective
teachers’” teaching self-efficacy and epistemological beliefs. Egitim
Arastirmalari-Eurasian Journal of Educational Research, 30, 81-98



32 | Sait Akbash
[

Gokge, F. (2008). Degismenin kavramsal siirecleri ve degisme siirecinde egitim
yoneticisinin  yeterlikleri. [The conceptual models of change and
competencies of educational managers]. Milli Egitim Dergisi, Say1 177, Kis,
2008. 5.237-252

Goziitok, F. D. (1995). Ogretmenlerin demokratik tutumlari. [Democratic teacher
attitudes]. Ankara: Ekin Yayincilik.

Grant, C. A. & Gillette, M. (2006). A candid talk to teacher educators about effectively
preparing teachers who can teach everyone’s children. Journal of Teacher
Education, 57(3), pp. 292-299.

Giigliy, N. (1996). Egitim yoneticiligi ve sosyal beceriler [Education management and
social skills]. Educational Administration: Theory and Practice, 2 (4), 555-564.

flgan, A. (2008). Klinik denetimden gelisimsel ve yansitmaci denetime gecis
[Transition from clinical supervision to developmental and reflective
supervision]. Selguk Universitesi Ahmet Kelesoglu Egitim Fakiiltesi Dergisi, 25,
263 -282.

Imig, D. G. & Imig, S. R. (2006). What do beginning teachers need to know? Journal of
Teacher Education, 57(3), pp. 286-291.

Karagali, A.; Altun, K. (2004). Ogretmen yeterlikleri iizerine [Concerning teacher
competences]. Bilim ve Aklin Aydinliginda Egitim Dergisi, 5(58): 20-26, 2004.

Karasar, N. (1991). Bilimsel arastirma yontemi [Scientific research methods]. Ankara:
Alkim Kitapevi.

Koksal N. (2008). Ogretmenlik meslegi genel yeterliklerinin 6gretmen, miidiir ve
bakanlik yetkilileri tarafindan degerlendirilmesi [An evaluation of general
competences in the teaching profession on the part of teachers, directors and
ministerial authorities], Pamukkale Universitesi Egitim Fakiiltesi Dergisi Yil 2008
(1) 23. Say:

Kus, E. (2003). Nicel-nitel arastirma teknikleri [Quantitative-qualitative research
methods]. Ankara: An1 Yayincilik.

Kus, E. (2006). Sosyal bilimlerde bilgisayar destekli nitel veri analizi, 6rnek program
NVivo ile gosterimler [Computer aided qualitative data analysis in social
sciences, example programmes with NVivo impressions]. Ankara: Amn
Yaymcilik.

MEB, [National Ministry of Education]. (2008). Ogretmen yeterlikleri: Ogretmenlik
meslegi genel ve ozel alan yeterlikleri [Teacher competences: general and
specialized competences in the teaching profession]. Ankara: Devlet Kitaplar
Midarlugi.

MEB [National Ministry of Education]. (2009). Ogretmenlik meslegi genel yeterlikleri
[General proficiency in the teaching profession]. Retrieved: February 06 2009
from http:/ /oyegm.meb.gov.tr/yet/

Odden, A. R. and Lawrence, O. P. (2004). School finance: A policy perspective, 3" Edition.
New York: McGraw Hill.

Orhan, F. (2008). Ogretmenlik uygulamasinda 6z-diizenleyici 6grenme stratejileri-
gidiilenme ve dgretmenlik 6z-yeterligi tizerine bir calisma [Self-regulation



Eurasian Journal of Educational Research | 33

strategies used in a practicum course: a study of motivation and teaching self-
efficacy]. Hacettepe Universitesi Egitim Fakiiltesi Dergisi, 35, 251-262.

Ozdemir, 1. (2003). Ogretmenlerin is basinda yetistirilmesinde okul yoneticisinin rolii
[The principal’'s role in training teachers on the job]. Educational
Administration: Theory and Practice, 9 (35), 448-465.

Patton, M. Q. (2002). Qualitative research & evaluation methods (3rd ed.). Thousands
Oaks: Sage Publications.

Sahin, A. E. (2008). A qualitative assessment of the quality of Turkish elementary
schools. Egitim Arastirmalari-Eurasian Journal of Educational Research, 30, 117-
139.

Stenbacka, C. (2001). Qualitative research requires quality concepts of its own.
Management Decision, 39 (7), 551-555.

Taymaz, H. (1982). Teftis: Kavramlar- ilkeler- yontemler [Inspection: concepts,
principles, methods]. Ankara: A.U.E.B.F. Yayin.

TED (Tiirk Egitim Dernegi), (2009). Ogretmen yeterlikleri. [Teacher Competencies].
Ankara: Turkish Education Association Publications

Thody, A. (1998). Training school principals, educating school governors.
International Journal of Educational Management, 12(5).

World Bank, (2005). Learning to teach in the knowledge society. Final Report. By Task
Manager Juan Manuel World Bank.

Yildirim, A. & Simsek, H. (2005). Sosyal bilimlerde nitel arastirma yontemleri
[Qualitative research methods in social sciences]. Ankara: Seckin Yayincilik.



34

Sait Akbagh

Ogretmen Yeterlikleri Hakkinda ilk6gretim Denetgilerinin
Goriisleri

(Ozet)

Problem  Durumu: Okuloncesi 6gretim kurumlar1 ile ilkogretim
kurumlarimin rehberlik, denetim, inceleme ve sorusturma hizmetleri il
Milli Egitim Miuddrliikleri'nde yer alan ilkogretim denetcileri tarafindan
gerceklestirilmektedir. 1lkogretim denetgileri gorevlerini, “flkogretim
Miifettisleri Baskanliklar1 Yonetmeligi” ve “Rehberlik ve Denetim
Yonergesi” esaslarina gore yerine getirirler. Dis denetime gore; denetim
yapan ilkogretim denetgileri, ders denetimi sonunda yaptiklar:
degerlendirmeleri “Ogretmen Denetim Formu”na kayit ederler. Bu form,
ogretmenlerin ders icinde yaptiklar1 ¢alismalarin planli olarak gozlenmesi
ve bu gozlem sonuglarmin islenmesi icin kullanilmakta olup, biitiin
dgretmenlerin siif icindeki 6gretim ve egitim etkinliklerinin aynu olgiitlere
gore degerlendirilmesi amacina yoneliktir. Egitimde, 6grencilerin istenilen
seviyeye gelebilmeleri icin 6gretmenlerin bazi alanlarda yeterliklere sahip
olmalar1 gerekmektedir. Yeterlilik kavrami, bir isi veya gorevi yapabilme
giici demektir. Ogretmen yeterlikleri, alan bilgisi, genel kiiltiir bilgisi ve
pedagojik formasyon bilgisi olarak gruplanabilir. Bu yeterliklerin
gelismesinde ogretmenlere rehber olacak denetgilerin katkis1 ¢ok
onemlidir. Denetgilerin rolleri ve yeterlikleri giintimiizde denetimden gok
rehberlik esaslidir. Bu nedenle denetgilerin 6gretmenleri degerlendirmeleri
ve gelistirmeleri icin onerileri bu arastirmanin konusunu olusturmaktadir.
Deneyime dayali yeterliligi 6nemli goren bu yaklasimin, dgretmenlerin
ogretimle ilgili gesitli karar alma siireglerine daha aktif katilarak mesleki
deneyimlerine ve yeterliklerine sahip ¢ikmalarina yol agacag:
diistiniilmektedir.

Aragtirmamn - Amaci: Bu arastrmanm amaci, Ogretmenlerin  mesleki
yeterliklerini ~ degerlendirmek ve degerlendirme sonucuna gore
ogretmenlerin mesleki yeterlikleri alanindaki gelisimlerine katkida
bulunmak konusunda ilkdgretim  denetcilerinin  gortislerini  ve
gerceklestirdikleri ~etkinliklerin neler oldugunu ortaya ¢ikarmaktir.
Ogretmenlerin alan bilgisi, genel kiiltiir bilgisi ve pedagojik formasyon
bilgileri agisindan yeterlikleri ile ilgili ilkogretim denetcilerinin goriisleri
alinmistir. Bunun yaminda denetcilerin ilkogretim 6gretmenlerinin
yeterliklerini gelistirmek icin yaptiklar: etkinliklerle ilgili goriislerde tespit
edilmistir.

Aragtirma sorulari: 1. Ogretmenlerinin alan bilgisi acisindan yeterlikleri ile
ilgili ilkogretim denetcilerinin gorisleri nelerdir? 2. Ogretmenlerinin genel
kiltur bilgisi acisindan yeterlikleri ile ilgili ilkogretim denetgilerinin
gorigleri nelerdir? 3. Ogretmenlerinin pedagojik formasyon agisindan
yeterlikleri ile ilgili ilkogretim denetgilerinin goriisleri nelerdir? 4.
Ogretmenlerinin yeterliklerini gelistirmek icin ilkogretim denetgilerinin
yaptiklar etkinliklere iliskin gortisleri nelerdir?
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Aragtirmanmn  Yontemi: Bu  arastirmada Ilkogretim  deneticilerinin
goriiglerine gore, ilkogretim ogretmenlerinin mesleki yeterliligini
belirlemeye c¢alisilan bu arastirmada betimsel yontem kullanilmis ve
veriler icin yari-yapilandirilmis goriisme formu kullanilmistir. Betimsel
calismalar mevcut durumu ortaya ¢ikaran arastirmalardir (Karasar, 19991,
s.77; Yildirim & Simsek, 2005, s.158).

Veriler yar1 yapilandirilmis dort agik uglu soru formunun uygulanmasi
yoluyla elde edilmistir. Bu galisma, 2008 yili Mayis-Haziran ayinda
gerceklestirilen “Ogretim Siirecini Gelistirme Kursu” programina katilan
178 ilkogretim denetcisi ile yiirttilmustir. Burada kullanilan 6rnekleme
yontemi amagli drnekleme tiirlerinden “kolay durum orneklemesi”dir.
Calismaya katilan ilkogretim deneticileri Tiirkiye'nin cesitli illerinden
hizmet i¢i egitim amagclh olarak arastirmanin yapildig1 alana gelmislerdir.
Yar1 yapilandirilmis gortisme formundaki sorularin i¢ ve dis gegerligini
saglamak icin, gortisme formu 5 uzmana verilmis ve incelemesi
saglanmistir. Sorulan sorularin agik ve anlasilir olup olmadig, ele alinan
konuyu kapsayip kapsamadig ve gerekli olan bilgileri saglama olasiligini
da diisiinerek uzmanlarin kontrol etmesi istenmistir. Arastirilan konunun
15181 altinda yapilandirilan miilakat formunun pilot calismasi, bes
ilkogretim denetcisi ile gerceklestirilmistir. Yapilan pilot c¢alisma
neticesinde hazirlanan miilakat formunda kiiciik degisiklikler yapilmistir.
Bu c¢alismanin sonunda, soru maddelerinin gegerligi saptanmis; boylece
gortisme formuna son sekli verilmistir Pilot calismaya katilan ilkogretim
denetgileri, daha sonra yapilacak olan asil arastirmaya dahil
edilmemislerdir. Katilimcilarin tamamina yari1 yapilandirilmis gortisme
formu uygulanmistir. Yar1 yapilandirilmis gortisme formlarindan elde
edilen veriler nitel arastirma teknigine gore “NVivo8” programi
kullanularak ¢oztimlenmistir. Nvivo Programmin sundugu ‘Model’
olusturma isleviyle analizde gelistirilen kategorilerin ve bunlar arasindaki
iligkilerin gorsellestirilmesi saglanmistir. Dolayisiyla Modelde kullanilan
kategoriler bazen yalnizca tek bir deneticinin yanitina dayanmaktadir. Her
bir katilimer arastirmanin amaci ve gonillii katiim prosediirti hakkinda
onceden bilgilendirilerek goniillii olarak arastirmaya katilmaya davet
edilmistir. Katilimcilarin kimliklerinin desgifre edilmemesi ve korunmasini
saglamak icin her bir katilimciya numara olarak rumuzlar verilmistir.
Verilen cevaplar dogrultusunda katilimcilarin goriisleri arastirmact
tarafindan degerlendirilmistir. Egitim bilimleri alaninda yapilan nitel
arastirmalarda en onemli sinirliliklardan birisi, elde edilen verilerin
genellenememesidir. Bu gercevede, 178 ilkogretim denetcisiyle yapilan yari
yapilandirilmis  bir calismamin tiim Tiirkiye'ye genellenmesi bilimsel
acidan ¢ok dogru degildir. Buna karsin, yar1 yapilandirilmis form ile elde
edilen verilerin arastirilan konuyla ilgili genel bir fikir verecegi ve faydali
olabilecegi diisiiniilmektedir.

Arastirmann Bulgulari: Aragtirmanin sonucunda Hkégretim denetcileri alan
bilgisi, genel kiiltiir bilgisi ve pedagojik formasyon bilgileri agismdan
ogretmenleri cogunlukla yeterli gormektedirler. Ancak bu bilgilerin egitim
ortaminda uygulanmasi  konusundaki yeterliklerini ise  eksik
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bulmaktadirlar.  Denetcilerin ogretmen yeterliklerini gelistirmek icin
yaptiklar: etkinlikler genelde rehberlik, alan yazina iliskin 6neriler, gevre
ile isbirligi yapma ve motivasyonlarin arttirici ¢alismalardir. Sonug olarak
ogretmenlerin teorik olarak bilgilerinin denetgiler tarafindan genelde
yeterli goriilirken uygulamada yetersizlikler gozledikleri sonucuna
varilabilir. Denetgilerin, 6gretmenlerin alan bilgilerinin  yeterliligi
konusundaki gortisleri iki ana grupta toplanmaktadir. Denetcilerin bir
kism1 6gretmenlerin alan bilgilerini yeterli bulmakta iken bir diger kismu ise
yetersiz bulmaktadir. Ancak alan bilgisini yeterli bulan denetgilerin biiytik
cogunlugu bu konuda bazi sorunlari dile getirmislerdir. Ozellikle
uygulamada sikintilarin olmast en fazla belirtilen sorun olmustur.
Ogretmenlerin genel kiiltiirlerini  yeterli goren denetgilerin  bazilart
ogretmen alimi smavlarmin genel kiiltiir bilgisine yardimci oldugunu
vurgulamaktadir. Bireysel diizlemde oOgretmenlerin genel kiiltiirlerini
gelistirme gabalarinin olmadigy, kitap, gazete okumadiklari, diinya ve tilke
sorunlarma ilgi duymadiklar1 gibi yamitlarla belirtilmistir. Ogretmenlerin
pedagojik formasyonlarin yeterli bulan denetcilerin goriisleri sonucunda
denetcilerin bir kismina gore eski diger bir kismina gore ise yeni kusak
ogretmenler daha yeterlidir. Ayrica, Egitim Fakiiltelerindeki egitimin
sorgulandig1 goriilmektedir. Denetc¢i goriislerine gore, lisans diizeyinde
formasyon egitiminin eksik oldugu, her tiiniversitede verilen egitimin
birbirinden farkli oldugu ve o6gretim tiyelerinin uygulamaya doniik
bilgilerinin eksik oldugu sonucuna varilabilir. Ogretmenlerin yeterliklerini
gelistirmek tizere denetgilerin uygulamaya ve kendilerini gelistirmeye
doniik yaptiklar: etkinlikler sirasiyla; rehberlik, hizmet ici egitim, seminer,
kurs ve toplantilar, kaynak kisi olma ve diger kaynaklar1 gosterme,
fotokopi dagitimi, mesleki eser Onerme, is basinda yetistirme, smuf
ziyaretleri etkinlikleri olarak vurgulanabilir.

Arastirmanmin Sonug ve Onerileri: Sonug olarak, ilkégretim denetgilerinin
goriislerine gore, ogretmenlerin meslekte alan bilgisi, genel kiltir ve
pedagojik formasyon bilgisi yeterliligi bakimindan bilgi anlaminda yeterli
ancak uygulamada eksik yanlarmin oldugu sonucuna varilabilir.
Denetgiler 6gretmenlerin bazilarinin bu eksiklerinin farkinda oldugunu ve
yeterliliklerini gelistirmek igin gayret icinde olduklar1 goriistindedirler. Bir
diger sonug ta denetgilerin denetimden cok ogretmenlerin gelisimi icin
gerekli etkinliklere oncelik vermeleridir. Ogretmenlerin daha etkili bir
sekilde ogretim saglayabilmesini kisitlayan etkenler dgretmen goriisleri
dikkate almarak belirlenmeli ve giderilmeye calisiimalidir. Ogretmenlerin
ogretmenlik meslegi ile ilgili bilgi ve becerilerinin artmasi icin 6gretmen
goriis ve istekleri dogrultusunda hizmet i¢i egitime ciddiyetle onem
verilmelidir. [lkogretim denetcilerinin denetim ve rehberlik sirasinda
kullanacaklar1 yonerge yenilenen programlara uygun hale getirilmelidir.
Ogretmenlerin mesleki gelisimleri igin fakiiltelerden faydalanmalar
attirllmalidir. Lisanstistii egitim firsatlar: arttirilabilir.

Anahtar Sozciikler: Ofretmenin yeterlikleri, Ogretmen degerlendirme,
Egitim denetimi, [lkogretim.
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Abstract

Problem Statement: In recent years, there has been an increase in the number
of articles and thesis production about educational administration in
Turkey. Having a review of these articles and comparing them with other
articles from other countries and reaching a result on the basis of practice
can contribute to educational administration achieving the place it deserves
in Turkey.

Purpose of the study: In this report it is aimed to determine the problems
chosen as research matter in the field of Educational Administration. In
this context, the articles published in the main academic journals of the
four developed English speaking OECD countries, namely the United
States of America, England, Canada, and Australia, and, those in Turkey,
have been reviewed to compare their topics, methodologies and the results
they achieved.

Data Collection and Analysis: Document analysis was applied in this
research. The data in this descriptive study were obtained from the web
sites of the journals published in Turkey and abroad between 2004 and
2008. The sample of the research included 154 Turkish online articles, and
610 foreign online articles. These articles were analysed with respect to
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their topic of study, their choice of methodological approach, and their
results, and compared at each level of topic, methodology and results.
Findings: While the developed countries offer a relatively wider perspective
range in choosing their research matter, in Turkey, similar research topics
have been studied with the same methods. Qualitative research methods
are most frequently used abroad in contrast to the quantitative ones used
in Turkey. Regarding the results of articles, there is not enough of a
knowledge base for the probable production of an educational theory; the
articles are written rather with the narrow perspective that tests practical
knowledge.

Recommendations: Educational Administration as a field should develop
new alternative research methods in order to reach a more scientific and
comprehensive perspective and should benefit from the concepts and
systems of behavioural sciences. In Educational Administration programs
in Turkey, it should be evaluated whether to open new lessons regarding
the social behavioural disciplines and the developments in social theories
whereby educational administration researches can be directed onto social
concepts such as justice, values, equality, human rights, politics, language
and culture. The field should start multi-dimensional research projects
together with behavioural scientists like sociologists and psychologists.

Keywords: Educational administration, educational policies, educational
research, journals of educational administration

Administration, in general, is defined as a cooperation of individuals to reach a
certain goal. Education is a service for human beings, while educational
administration is defined as a practical, interdisciplinary and humanistic field of
study (Sisman & Tasdemir, 2008). Educational administration is also defined as the
process of using human force and material sources to reach a targeted change in
human behaviour.

Theoretical knowledge of educational administration is given in Turkey at the
postgraduate level. The content of the programmes shows that the academic
community is struggling to better understand the field. However, this attitude can
cause the field to be alienated from the social sciences which supply a theoretical
base to educational administration, such as philosophy, psychology, anthropology,
sociology and linguistics (Yildirim & Simsek, 2005), and to be distanced from a multi-
disciplined viewpoint (Beycioglu & Donmez, 2006). In the research of Educational
Administration, a knowledge base is produced in a narrow field due to a mono-
disciplined, reductive, and deterministic understanding of the philosophy of science.
Hoy & Miskel (2001) declares that connection between disciplines in educational
administration is overseen and emphasizes that to set this connection is very
important.

It is obvious that the amount of research in the field of Educational
Administration in Turkey has increased recently. The review of these articles and the
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comparison of the publications with those in other countries, along with reaching a
result on the basis of practice can contribute to Educational Administration practices
in Turkey. The aim of this study is to determine the trends within topics and
methodology both in Turkey and abroad, and to compare these choices. In this
study, it will be reviewed and compared which subjects were preferred to be studied
in the field of Educational Administration conducted in different countries, i.e.,
America, England, Canada, Australia and Turkey. For this reason, in Turkey, and in
the four developed countries, the articles published between 2004 and 2008, if
available on internet websites, are going to be investigated, and compared on the
subject-matter of those articles, methodology and their results, and a conclusion will
be reached.

On looking back to the past knowledge of the field, Owens (1987) states that
educational administration was influenced very little by the evolution in
administrational sciences. For him, research focused on existing problems and
studies done on the theoretical bases of Educational Administration are not
adequate. Southworth (2001) claims however, that Educational Administration has
accelerated to form its own theoretical bases and concepts especially since 1980.

Maxcy (2001), declaring that the field of educational administration has not
developed systematically, says that most of the educational research investigates
concepts of leadership and performance-based administration. Greenfield (1994)
suggests research in educational administration should turn to subjects forming
human behaviour such as language, culture, and social context to understand social
realities. For him, an understanding of science that separates values from
phenomena and ignores them has collapsed in both organization and administration
research.

Approaches dominant in Educational Administration that guide research are
human relations and a system approach. Postmodernism sees all theories and
approaches developed in Educational Administration as modernist and thus rejects
the whole. Postmodernism defines the subjects that must be the centre in Educational
Administration research and applications as multiple meaning, cultural
identifications, power relations, critical consciousness and resistance, uncertainty,
participation, social responsibility and distortion (Turan, 2004).

Hoy (1978) scanned the research reports published in the Educational
Administration Quarterly (EAQ) and the Journal of Educational Administration (JEA) and
reached these results: Educational Administration research is far away from
systematic strivings The reason for this situation is that Educational Administration
research is mostly held in practice, but research in the field must rely on a certain
theory.

Hoy (1982) made a new scanning on the same academic journal a few years later,
and concluded that educational administration research is behind scientific
developments in behavioural sciences. Hoy states that long-term school organization
research is nearly never done, and the questionnaire is mostly used in research as a
means of data collection. Educational Administration research tends to steer away
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from systematization and maintains its qualification of not relying on a theory.
According to him, the stronger the theory gets the stronger an efficiency of research
will get.

Bridges (1982) reviewed the research on educational administrators made
between 1967 and 1980. He searched 322 reports in the publications of Educational
Administration in the “Dissertation Abstracts”. His findings are these: Research in
Educational Administration is not different from that of fifteen years ago. Research
usually focused on school outcomes. Like Hoy (1982), Bridges (1982) emphasized
that Educational Administration research is not dependent on theory. To him, due to
this characteristic, Educational Administration research has not been able to solve
any theoretical or practical problem about school administrators since 1967.

Badavan (1985) reviewed 26 theses conducted in the Turkish universities of
Ankara and Hacettepe, and subcategorised the topics studied in the field as
leadership, decision making process, human relations management processes,
educational staffs, educational organizations, in-service training and educational
inspection. Balc1 (1988) declared that his findings are similar to those of other
research. The questionnaire emerges as the most common means of data collection
preferred in 17 of 23 studies. And at the end of the study, it was emphasized that if
educational administration research should contribute to the field and find a solution
to the problems, then it is quite necessary to increase its qualifications.

The research study of Akcay, Kartal, Canbaz & Savrul (2007) scanned
postgraduate theses in Turkey, written between 2006 and 2007. They concluded that
research mostly focused on such themes as organizational psychology,
administrative science, theories and processes of educational administration,
organizational behaviour, inspection, and problems in educational inspection
practices. It was found that organizational behaviour with a proportion of 21%,
organizational development, change and problems with 21%, and school
management with 23% are the frequent studies in the theses and that quantitative
methods are more frequently used in field studies. Furthermore, they offered some
suggestions such as there are too many quantitative studies in the field. Thus
qualitative ones should be used instead and most importantly, there is a need for
cooperation between the universities to contribute more to the field.

Aypay et al. (2008) analyzed 13 randomly chosen magazines among the world’s
most popular and respected ones in the field of Educational Administration. They
cited 449 articles about the field that had been published between 1997 and 2007. In
the research, utilizing document analysis, they categorized the subjects and research
methods. Accordingly, the main subjects are: (1) Leadership, (2) Teaching, Learning
and Measurement, (3) Principalship, (4) Society, Community and School, (5)
Organizational Structure and Processes, (6) Teacher Training (7) Educational Policies
and Programmes, (8) School Effectiveness, (9) Organizational Climate, (10) Theory,
Research and Practice, (11) Field Studies of Educational Administration, (12) Change
and Innovation, (13) School Business and Finance, (14) Curriculum, (15) Politics of
Education, (16) Decision Making, (17) Guidance and Supervision, (18) Comparative
Educational Systems of Countries, (19) Attitude Formation and Change, and (20)
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Administrator Training and Appointment. Moreover, they emphasized there is an
increase in the number of qualitative research methods in the studies of the field, in
which 46% of studies are qualitative, 37% quantitative and 16% mixed, meaning a
combination of both.

In light of studies in the field, worldwide Educational Administration has
experienced a profound paradigmatic change, but Turkey stands 20 years behind this
change and the gap between them is still expanding (Simsek, 1997). In order to close
this gap, it is beneficial to evaluate recent field studies in developed countries, and to
synchronously compare their results with the ones achieved in Turkey, in order to
determine the direction of future research policies as well as shed light on the current
situation.

Method
Research Design

Since the aim of this study is to reveal the topical and methodological trends in
the research made both in Turkey and abroad in the last five years, and to review
their results, it is formed to the design of a descriptive study including document
analysis, in which measurements are given by means of percentage and frequency.

Sample

The research universe of the study is formed by the articles published in Turkey
and abroad in the last five years, 2004-2008. The first leg of the research is to evaluate
the journals of Educational Administration published online in Turkey, since to reach
those journals is much easier, more time-saving and economical. These online and
refereed Turkish articles were obtained to form a sample on the Turkish side.
Because the Turkish articles are low in quantity, we decided all online journals
published in Turkey should be included in the sample. At another leg, four
developed English speaking OECD countries were chosen to form a sample on the
foreign side. As mentioned previously, the countries that the researchers agreed on
are the United States, Canada, England and Australia. From these countries were
chosen five journals, some purposefully and some not, namely Educational
Administration Quarterly (EAQ) from the USA, Journal of Educational Administration
(JEA) from Australia, Canadian Journal of Educational Administration and Policy (CJEAP)
from Canada, School Effectiveness and School Improvement (SESI), and Educational
Management Administration and Leadership (EMAL) from England. The journal,
Educational Administration Quarterly (EAQ), is a well-known journal all over the
world, so it is chosen purposefully on the basis that, according to Mayo, Zirkel &
Finger (2006), it is, because of its quality, the most preferred journal, with a
percentage of 13% of the professors having membership in the UCEA (University
Council for Educational Administration). Moreover, it is a very international journal,
publishing research performed in many other countries in the world, so it involves in
itself a sample of research being done across the world. The journal from Australia,
the Journal of Educational Administration (JEA), was also chosen purposefully because
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of its popularity in the field of educational administration, but other journals from
Canada and England were chosen randomly. Another criterion to determine the
articles to be taken into the sample of the investigation was to limit the number of
articles to avoid an excessive workload, because there are a lot. Thus the articles
published in those foreign journals of the last five years, between 2004 and 2008,
were involved in the sample.

Procedure

The comparison of the articles from Turkey and abroad was made on the basis of
their topics, methodological approaches, and the results achieved. In this document
analysis, the researchers scanned all Turkish articles, 154 in number, and the foreign
articles, 610, in terms of their topics, methods, and their results. In the comparison of
articles’ subject-matter, researchers reviewed the articles’ keywords, abstracts and
their content. On doing this, the themes already set in the literature of the field and
other research studies by some researchers such as Balci (1988), Badavan (1985),
Aypay et al. (2008) and Akgay et al. (2007) have been partly utilized.

In order to compare the methodology exploited in the articles, researchers
reviewed the method section of each article and categorized them as quantitative,
qualitative and natural (mixed). Qualitative research is defined as investigations
covering non-quantitative data-gathering methods such as observation, interview
and document analysis, and following a non-quantitative process in which
phenomenon and events are exposed in a realistic and holistic way in a natural
situation (Yildirim & Simsek, 2005). Quantitative research is those investigations in
which numerical results about the research matter, dependent on a previously
prepared question form, are obtained from the sampling that represents the research
universe and can be treated with mathematical analysis and be generalized
afterwards. The natural or mixed methodology approach uses the combination of
quantitative and qualitative methods. In the comparison of the results of the articles,
researchers reviewed the conclusion section. In this report, the conclusions are
summarized, and the most repeated conclusions are given in the third part.

Findings and Results

The findings achieved in light of data obtained in this research are analyzed
under four major subtitles, comparing Turkish articles with the foreign ones
published in the United States, Australia, England and Canada. The dimensions of
these are namely, articles by their themes of study, research methods by themes of
study, publication years by types of research methods and publication years and
research results.
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Comparison of Publications by their Subject Matter

Table 1
Turkish Publications Distribution by Research Subject-Matter in Last Five Years

Journal of Turkish Educational Sciences
Electronic Journal of Social Sciences
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Table 1 (Continued)
Turkish Publications Distribution by Research Subject-Matter in Last Five Years
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4 6 4 3 4 4 1 3 1 3 3 154 100

Table 1 shows that investigations are intensively centred around a few themes in
the last five years in Turkey such as organizational management (16,3%),
organizational culture (13,6%), leadership (12,9%), educational systems (9,8%),
organizational behaviour (9,8%) and administrative capabilities (9,1%). It is also seen
that some themes are rarely studied, which are theory in Educational Administration
(2,5%), inspection (3,8%), administrative training and appointment (4,6%), and some
themes such as educational policies, educational planning, change and innovation
are nearly never studied in Turkey. It is easy to say, in Turkey, research is mostly
related to the organizational theory, influenced by business management tradition.
Educational Administration is dominated in Turkey by business-mindedness. Please
note that in Great Britain and U.S. percentages are always with a decimal point
rather than a comma e.g., 4.6%
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Table 2
Foreign Publications Distribution by Research Subject-Matter in the Last Five Years
EAQ JEA CJEAP SESI  EMAL f %

Leadership 39 38 6 10 44 137 22,5
School Effectiveness 4 5 2 33 4 48 79
Principalship 6 30 1 1 9 47 7,7
Administrative-
Organizational 9 20 1 5 12 47 7,7
Structure and Process
Politics of Education 7 19 7 9 43 7,0
Professional
Preparation 13 16 9 1 3 42 6,9
and Certification
Theo?y, Research and 7 14 4 1 36 59
Practice
Society, Community
and School 7 12 2 3 8 32 52
Professional

3 10 3 3 7 26 4,3
Development
Teaching, Learning 0 5 4 13 1 23 38
and Measurement
Reform 2 2 4 4 6 18 3,0
Change and Innovation 7 5 2 3 17 2,8
S(.ihOOl Business and 5 5 3 6 16 26
Finance
Superv1'51or1 and 1 5 3 6 15 25
Inspection
Decision Making 8 3 3 14 2,3
Educational Policies 7 1 1 4 13 2,1
Organizational Climate 7 3 10 1,6
Table 2 (Continued)
Field or Study of 3 6 1 10 1,6
Educational
Administration
Other 1 5 4 5 1 16 2,6

Total 121 194 62 95 138 610 100
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Table 2 shows the distribution of publications by their themes of study published
in the selected foreign countries of the United States, Australia, England and Canada.
It focuses on the foreign publications and on their themes of study. It includes
publications from the United States, Educational Administration Quarterly (EAQ), from
Australia, Journal of Educational Administration (JEA), from Canada, Canadian Journal of
Educational Administration and Policy (CJEAP), from England, School Effectiveness and
School Improvement (SESI) and Educational Management Administration and Leadership
(EMAL).

Table 2 reveals that the studies of leadership in developed countries are the first in
rank 22,5% and proves this theme to have a high importance. Leadership studies
cover almost one fourth of the foreign publications, and other publications” spreads
on other themes with similar percentages. Among other themes, after leadership,
some are studied more frequently than others, such as school effectiveness (7,9%),
administrative - organizational structure and process (7,7%), principalship (7,7%),
politics of education (7,0%), professional preparation and certification (6,9%), theory
research and practice (5,9%) and society, community and school 5,2%. According to
Aypay et al. (2008), leadership, consistent with the finding given above, is the most
frequently studied theme in Educational Administration. Similar to Aypay’s findings
(2008), themes such as Teaching, Learning and Measurement, Principalship, Society,
Community and School, Organizational Structure and Processes, and School
Effectiveness still maintain their popularity in research done abroad. In his study of
the trends in the field, similarly, Murphy, Vriesenga & Storey (2007) observed that
organizational theory, such as power, authority, control, culture climate, decision-
making, job satisfaction, and leadership, have long been studied with a great interest,
27.8% of all. For almost thirty years in his study, the topic of profession of school
administration is second in rank, 21.2%. Third in rank is politics, 10.5%, and the
fourth is school reform, 9.5%.

In comparison of the topics studied in and out of Turkey, the topics studied in
two group of journals are almost similar, as Aypay et al. (2008) and Murphy et al.
(2007) observed in their studies, except for the studies of politics and school reform.
Although these topics are being studied with a higher percentage in the foreign
journals, Turkish researchers seem to avoid these topics. There is not any study on
politics and school reform in Turkey. There seems to be a need of different sayings
which cultivates the field in Turkey, rather than walking on the same circle. Another
thing to point out here is that many Turkish articles do not fit into any categories of
topics; 7.8% of the Turkish publications is set under the topic of “others”, where this
rate is 2.6% abroad.
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Comparison of Turkish Articles by Their Methodology and Subject-Matter

Table 3 shows the research subjects by their methods used in Turkey.

Table 3

Turkish Article Distribution, by Their Methodology and Subject-Matter
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On analysing table 3, it is seen that quantitative research methods are preferred
with the proportion 61% within 154 studies published in Turkey in the last five years.
In particular, the studies on leadership, organizational culture, organizational
management, organizational behaviour, and administrative capabilities are the ones
that use quantitative research methods. There is not a trend to use the mixed type of

methodology.
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Table 4
Foreign Article Distribution In Terms of Their Methodology and Subject-Matter
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Table 4 above shows the research subjects together with their methods used in the
developed countries. In a detailed examination of Table 4, it appears with clarity that,
in contrast to the research methods used in Turkey, developed countries mentioned
in this article use qualitative research methods with a higher proportion, 81,7%,
when almost any subject-matter is under investigation. Sometimes it is seen that the
gap in percentages of qualitative and quantitative methods enlarges in certain
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research topics such as Educational Programmes, Change and Innovation,
Educational Policies. Another important finding here is that mixed-type research
methods combining qualitative and quantitative, of which there is no use in Turkish
research studies, are used regardlessly with a percentage of 3,2.

Comparison of Articles by Publication Years and Research Methodologies

Table 5 demonstrates the yearly distribution of research methods exploited by
Turkish researchers.

Table 5
Turkish Article Distribution by Their Methodology Over Five Years

Years

Total
2004 2005 2006 2007 2008

f % f % f % f % f % f %

Quantitative 16 640 20 555 18 666 22 647 18 580 94 610

Qualitative 9 360 16 445 9 334 12 353 14 420 60 390

Total 25 100 36 100 27 100 34 100 32 100 154 100

Table 5 shows that there is a trend of a rise in total numbers of articles published
over the years. Quantitative research methods in Turkey, ranging from the
percentage of 55,5 to 66,6, are more preferred with a higher percentage, 61%, than
other methodologies. Whereas qualitative ones are less used with 39%. However, it

is observed that the rate of its use in research gradually increases over the years from
36% to 42%.

Table 6 demonstrates the yearly distribution of research methods used in
investigations published in the United States, Australia, Canada and England. On
analyzing the distribution of methods exploited in the research published in the last
five years, it is seen that qualitative research methods have been intensively
preferred in the investigations in spite of a relative differentiation in rates over the
years, and quantitative ones range between the rates of 10.2 and 18.4 percent. There
is also a small amount of naturalistic approach in the choice of methodology in the
research.
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Table 6
Foreign Article Distribution by Methodology Over Five Years

Years

Total
2004 2005 2006 2007 2008

f % f % F % f % f % f %

Quantitative 15 126 12 103 23 184 21 172 18 142 89 15,1

Qualitative 103 865 102 871 95 760 97 795 104 819 501 818

Mixed 1 0,9 3 2,6 7 5,6 4 3,3 5 3,9 20 3,1

Total 119 100 117 100 125 100 122 100 127 100 610 100

According to Murphy et al. (2007), in the Educational Administration Quarterly,
there is a trend, since the 1980s, of using a qualitative approach in research, an
average of 50%, while a quantitative approach is represented by 37%. There is also a
high rate of mixed-type approach usage, exploiting both quantitative and qualitative,
with the percentage of 12 on average. After the legitimatization of the qualitative
approach in social science in the 1980s, in spite of the dominance of
positivisticphilosophy in those years, there is an increasing rate of mixed-type
approach in research as well. According to Gorard (2005), of the articles published in
the English journal of Educational Management and Administration (EMA), 76% were
qualitative method, and of those published in the British Educational Research Journal
(BER]), more than 35% were quantitative.

The comparison of the methods used in research both in Turkey and abroad
proves that there is a tradition of qualitative method preference abroad over the last
five years in contrast to the tradition in Turkey. The qualitative research approach
seems not to be embraced by the Turkish academic community with exception of a
small group. It is a small group because of its unchanging rate of usage. Turkey is
still dealing overwhelmingly with quantitative relationships between the variables,
and is less involved with the quality of the variables. Moreover, because of the lack of
choice for qualitative ones, there is no usage of a naturalistic approach in Turkish
research, in contrast to the examples abroad.

Comparison of Publications by Their Results

In this part of the study, the focus will be on the conclusions that articles have
achieved. On analysing the conclusions of the articles written in Turkey, it is seen
that the positivistic paradigm is highly dominant in performing research. These
conclusions show that research is usually conducted to test the practical applications
and aims to determine the relationships between the concepts, such as leadership -
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job satisfaction. Research cannot supply a deeper knowledge base and produce a
theoretical frame since the method in these researches is generally data-collecting
through the use of questionnaires. Other disciplines such as Philosophy, Psychology,
Sociology, and Anthropology cannot be effectively connected with the field and the
concepts produced by these disciplines cannot be aligned with the field concepts.
Thus, Educational Administration as a field is mostly mono-disciplined and one
dimensional in terms of its conclusions which repeat and prove the prior ones. For
this reason, a new and different knowledge in the field cannot be produced and
further expanded.

Some important results achieved in the research done in Turkey are briefly as
follows: Transformational leadership behaviours affect organizational leadership and
teachers’ levels of job satisfaction. School administrators mostly prefer a task-
oriented leadership style. There exists in primary schools a highly developed school
culture but only a medium level in secondary schools. It is frequently observed that
there is a meaningful relation between school culture and school effectiveness. With
respect to Total Quality Management, the level of commitment in the organization is
very low. In educational inspection, teachers give high importance to the ethical
issues. Both administrators and teachers view some organizational behaviour as very
significant, such as open-mindedness, justice, moral cohesion, order, striving,
improvement, initiative, kindness, social justice, creativeness, and harmony. Turkey
fairly lacks theoretical knowledge production in educational administration.
Administrators are inefficient in effective use of human resources and creation of
positive school culture based on open dialogue. They also have difficulties in using a
computer and its system software.

In general, the studies done abroad mostly focus on the difficulties of education
and schools in meeting the changing social and economic conditions and also in
producing effective theories and their effective applications, which mainly include
the concept of leadership as a means of rescue. For the future of educational
administration, beyond the familiar concepts and methods, it seems to be crucial to
create a new field of study and for the researchers to investigate what has not been
said yet. For this reason, it is important to utilize other disciplines such as
Psychology, Sociology, Anthropology and Ontology and also to give priority to the
use of interdisciplinary studies.

The important results obtained in the articles published in the four developed
countries are briefly as follows: The barriers in front of the female administrators
should be removed. Some administrative processes in which many school principals
experience difficulties, would be improved through school administrators taking in-
service training programmes to build skills such as culture exchange, effective
communication, coping with the average personal issues, creation and sustentation
of a positive image in public. Furthermore, new administrators should be taken into
pre-service training to increase their awareness. School administrators’ attitudes and
acts towards teachers result in negative and harmful psychological impact on
teachers. In human relations in schools, it is crucial to take justice as the main
principle and to support and motivate the teachers. The parents’ and teachers’
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participation in administrative processes support effective decision-making. The
leaders should be trained in such concepts as ethics, values, justice, equality and
democracy. Professional development programmes should be prepared and
implemented to increase the performances of both school leaders and teachers.
Leadership training programmes should be standardized and include educational
leadership, technological leadership and vision making.

In the studies of school effectiveness, some themes are underlined, such as the
quality of education, leadership, information sharing with school environment,
sustainability in professional development, parents’ participation, environmental
resources and support. In the studies of school climate, it is emphasized that
personalities of teachers and administrators are effective in creating a positive
climate in a school, whereby the level of teacher commitment and internalization
increases exponentially and helps the quality of education improve. Many studies
show that some concepts such as justice, equality and democracy in schools need to
be emphasized.

Moreover, recent studies abroad demonstrate new trends in Educational
Administration. These place emphasis on the organizational theory and critical
theory, the reinterpretation of the concepts of organizational life and leadership from
the viewpoint of quantum philosophy, interdisciplinary studies to produce new
theories, theory development of moral leadership, development of different research
methodologies and training of researchers about the new methods. It is also
suggested that effective culture of learning organizations should be developed in
order to implement change and innovation in schools accurately and a Professional
Learning Community Model activated in innovative schools. It is important to
evaluate the circumstances of the schools and then to develop new educational
policies special to each unique school. In the proceess of educational reform, it is
beneficial to create a democratic negotiation atmosphere and to consult different
academicians from different disciplines to produce new and effective reform acts.

Conclusions and Recommendations

In conclusion to this study, it has been observed that, while subject-matter of
research undertaken in the four developed countries covers a broader perspective, in
Turkey most of the research repeats the same themes and uses the same research
methods. In the field of Educational Administration, most of the studies focus on
some popular issues such as leadership, organizational culture, organizational
management and administrator capabilities. It can be easily interpreted that there is a
huge communication gap among the Turkish researchers. In order to increase the
impact of the research results to the field studies and practices, there emerges a
strong desire to set up an effective coordination and cooperation between the
researchers. One important matter of the debates on the production of theoretical
knowledge is research methods. In developed countries, the positivistic impact on
the research methods applied in the field studies has begun to fall and there has
emerged a new trend including qualitative and mixed type (qualitative and
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quantitative) method use in research. From the Turkish perspective, it is not possible
to accept the existence of such a trend, there is a high impact of positivistic paradigm
on the Turkish research instead, so quantitative research methods are still the most
common in Turkey.

When the topics of the articles published in the developed countries are put
under investigation, leadership research is the first in rank with the highest
frequency, and most of these leadership studies use qualitative methods. Following
the leadership studies, in turn, school effectiveness and improvement, principalship,
administrative-organizational structure and processes are the topics most frequently
studied in the field literature. Social issues generally stick out in these studies and
some definite concepts such as social justice, morality and democracy are discussed
most frequently. It has been determined by these studies that internalization of social
justice and democracy is needed in schools and that these concepts should hold a
large place in leadership models and leadership preparation programmes and also
educational programmes in general. The studies that take place in the developed
countries — the USA, England, Canada and Australia — have most frequently
exploited qualitative research methods, however some researchers report that the
field needs some new research methods.

In Turkey, educational policies, thought to be a prominent topic to study in
educational administration research, has yet to be studied. This shows that Turkish
researchers in Educational Administration are still under the dominance of a
positivistic paradigm. Moreover, it is seen that the human factor is not taken into
consideration in any research. Therefore the researchers in the field of Educational
Administration should centralize some basic concepts such as justice, participation,
human rights, and social responsibility in their social investigation, because the main
responsibility of the schools should not be to continue the social structure and status
quo, but to teach critical consciousness and virtuous living. Research should be built
on a scientific understanding that accepts the role of subjectivism in the social
construction in addition to the brave appeal against the chaos in the field.

Taking the conclusion of articles into consideration, in Turkey, it is seen that there
is not a deep theoretical knowledge production but a high repetition in a way that
the articles are written to test an existing practical knowledge. The conclusions
derived from the research cannot be placed into a theoretical framework. On the
contrary, the studies in educational administration as an interdisciplinary field
mostly ignore other disciplines that deal with human nature, group dynamics,
philosophy, sociology, psychology and anthropology but rather prefer to produce
theoretical knowledge with a mono-disciplined, reductive and deterministic
understanding under the positivistic influence of science.

The question that how much the research results contribute to the field of
Educational Administration and how much the research mirrors the Turkish reality
is controversial. It is proven that in Turkey, there is not a philosophical depth and an
effective knowledge base. Furthermore, there is an increasing knowledge repetition
rate and increasing gap between knowledge and its practice, and the field is under
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the dominance of an authentic understanding of science. Educational Administration
as a field should develop new alternative research methods in order to reach a more
scientific and comprehensive perspective and should benefit from the concepts and
systems of behavioural sciences.

Educational Administration programmes open in Turkey, should be evaluated
to open new lessons regarding the social behavioural disciplines and the
developments in social theories whereby Educational Administration research can be
directed onto such social concepts as justice, values, equality, human rights, politics,
language and culture. The field should start multi-dimensional research projects
together with behavioural scientists like sociologists and psychologists. Educational
Administration as a field directly related to human beings and life should focus on
the increasing importance of the research on human nature, and should connect the
concept of human nature to the research of culture, leadership, organizational
behaviour, social change, and innovation. Furthermore, there is a strong sense of
necessity for cooperation in order to increase the benefits of field research results and
practice. Therefore, current phenomena and problems in the field should be
approached from different perspectives, or paradigms, and be studied by different
methodological techniques for the future field investigations and theories to be
produced. In light of similar or different results achieved in the future, alternative
research methods and new perspectives would be presented as well. Finally,
departments of educational science should struggle, in a cooperative manner and in
coordination on the university level, for the list of educational problems across
Turkey requiring immediate attention, and for the production of scientific
educational policies based on a certain educational theory. In other words, scientific
studies and production of research results as well should be reorganized in order to
maintain the order, integrity, and succession of the data achieved in the field.
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Egitim Yonetimi Alaninda Yayinlanan Makalelerin
Konu, Yontem ve Sonuglar Agisindan Karsilagtirilmasi

(Ozet)

Problem Durumu: Disiplinler aras1 bir alan olan egitim yonetimine iliskin
tilkemizde 6zellikle son yillarda iiretilen makalelerin ve tezlerin sayisinda
artis goriilmektedir. Bu yaymlarin incelenip diger tiilkelerde yapilan
calismalarla karsilastirlmasimin  ve uygulamaya doniik sonuglara
ulasilmasinin, egitim yonetimi alanmin Tirkiye’de hak ettigi yeri
almasinda  onemli yararlar saglayacaktir. Turkiye’de alandaki
arastirmalarda, tek disiplinli, indirgemeci ve gerekirci bir bilim felsefesi
anlayisiyla dar bir alanda bilgi tiretilmektedir.

Postmodernizm, egitim yo6netimi alanindaki gelistirilmis biitiin teori ve
yaklasimlart  modernist  olarak  gormekte ve  reddetmektedir.
Postmodernite, egitim yonetimi arastirmalarinda ve uygulamalarinda
merkeze alinmasi gereken konulari, ¢coklu anlam, kiiltiirel kimlikler, giic
iligkileri, elestirel biling ve direng, belirsizlik, katilim, sosyal sorumluluk ve
dagilma kavramlari cercevesinde ifade etmektedir.

Calisilan konular ve bulgular 1s181inda, egitim yonetimi alaninda diinyada
birok paradigmatik dontisiimler yasanmustir. Ancak Tiirkiye egitim
yonetimi alanindaki kokli paradigmatik dontisimiin ¢ok gerisinde
kalmakta ve her gegen giin fark kapatilamaz 6l¢tide agilmaktadir. Bu farkin
kapatilabilmesi igin ozellikle son yillarda gelismis {ilkelerde yapilan
calismalarin degerlendirilmesi, es zamanli olarak iilkemizde yapilan
arastirmalarla karsilastirilmasi ve sonuglarin yorumlanmasi, mevcut
durumun aydinlatilmasi kadar arastirma politikalarmin  gelecegini
belirlemek baglaminda yararl olacaktr.

Arastirmamn  Amaci: Bu calismanm amaci, egitim yonetimi alaninda
arastirma konusu olarak secilen problemleri belirlemektir. Arastirmada
egitim yonetimi alanna iliskin hangi konularin tercih edildigi
karsilastirmali olarak (Amerika, Ingiltere, Kanada, Avustralya -Tiirkiye)
belirlenmeye calisilmistir. Bu baglamda, egitim yonetimi alaninda 2004-
2008 yillar1 arasinda Tirkiye'de ve gelismis dort iilkede (Amerika,
Ingiltere, Kanada ve Avustralya) yayimlanan makaleler konu, yéntem ve
sonugclar acisindan karsilastirilarak degerlendirmistir.
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Aragtirmanin Yontemi: Calismada betimsel model kullanilmistir. Arastirma
evrenini, son bes yilda (2004-2008) alanla ilgili yaymlanan dergilerdeki
makaleler olusturmaktadir. Tiirkiye’de hakemli dergilerdeki ilgili
makaleler (elektronik ortamda ulasilabilen) ve gelismis dort tilkede bu
alandaki en nemli dergilerde (Educational Administration Quarterly (EAQ),
Journal of Educational Administration (JEA), Canadian Journal of Educational
Administration and Policy (CJEAP), School Effectiveness and School
Improvement (SESI), Educational Management Administration and Leadership
(EMAL)) yayinlanan makaleler taranmistir. Makaleler, Tiirkiye ve gelismis
dort tilke icin konularina gore ayri ayr1 kategorilestirilmistir. Kategoriler
olusturulurken, alanla ilgili kitaplardan ve daha o6nce yapilan
calismalardan yararlanilmustir.

Arastirmalarda kullanilan yontemler nicel, nitel ve karma (nicel-nitel)
olmak iizere ii¢ kisimda incelenmistir. Arastirmada verilerin analizi
kisminda ytizde ve frekanslardan yararlanilmistir. Calismada ilgili tilkeler
acisindan arastirma sayisi, kullanilan yontem, konular ve arastirmalarda
ulasilan sonuglara gore karsilastirilmalar yapilmistir.

Aragtirmammn Bulgular: Turkiye’de son bes yilda 6zellikle 6rgiit yonetimi,
orgut kualttirti, liderlik ve orgiitsel davranis konularmin calisildig:
goriilmektedir. Egitim politikalari, egitimin planlanmasi, degisim ve
inovasyon gibi konularda Tiirkiye’de hemen hemen hicbir ¢alisma
yapilmadig gozlenmektedir. Gelismis dort tilkede ise son bes yilda liderlik
konulu calismalara biiytik 6nem verildigi gézlenmektedir. Liderlik konulu
calismalar, arastirmada degerlendirilen yayinlarmn yaklasik % 25ini
olusturmaktadir. Liderlik disinda kalan ¢alismalar arasinda Okul etkililigi,
yonetsel-orgiitsel yap1 ve siiregler, okul yoneticiligi, meslege hazirlama ve
sertifikasyon, teori, arastirma ve uygulama gibi konular, diger konu
bagliklarmna nazaran daha yiiksek ¢alisma oranlar1 ile ©n plana
¢gikmaktadir.

Tiirkiye’de arastirmalarin daha ¢ok nicel yontemle (% 61,0) yapildig:
goriilmektedir. Son bes yilda ytiriitiilen 154 calismanin 94’4 nicel, 60’1 nitel
calismadir. Tirkiye'de kullanilan arastirma yontemlerinin tersine, yurt
disinda calismalarin biiyiik bir ¢cogunlugunun nitel yontemlerle (% 81,7)
yapildig1 ortaya ¢tkmaktadir. Tiirkiye’de pek yer verilmeyen nicel ve nitel
yontemlerin  birlikte  kullanildigi  karma c¢alismalar  yurtdisinda
azimsanmayacak oranda kullanilmaktadar.

Tiirkiye’de tiretilen makalelerin sonuglari incelendiginde &zellikle
pozitivist paradigmanin etkisi altinda bilgi tretildigi gozlenmektedir.
Sonuglar, arastirmalarin genellikle pratik uygulamalar: test etmeye yonelik
olarak yuriitildtigint gostermektedir. Calismalarda sik sik kavramlar
arasindaki  iligkilerin  (liderlik-is =~ doyumu  gibi)  belirlenmesi
amaclanmaktadir. Arastirmalarda, verilerin genellikle anket yardimi ile
toplanmasindan dolayi, derinlemesine bilgi tiretimi gerceklestirilememekte
ve calismalar kuramsal bir temele dayandirilamamaktadir. Felsefe,
psikoloji, sosyoloji ve antropoloji gibi disiplinlerin dizge ve
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kavramlarindan yararlanilmadig igin tek disiplinli ve tek boyutlu sonuglar
elde edilebilmektedir. Sonuglar genellikle, 6nceki arastirmalarin
sonuglarin1  dogrular niteliktedir. Dolayisiyla yeni bilgi {retimi
gerceklestirilememektedir. Genel olarak yurtdisinda yapilan calismalara
bakildiginda, egitimin ve okullarin degisen toplumsal ve ekonomik
kosullara uyum saglamada zorluklarla karsilastigi, gerekli etkin teorilerin
ve pratik uygulamalarin tiretilmeye ¢alisildigi, bu calismalarin genel olarak
liderlik kavramu etrafinda yapildigi ve bu kavraminin bir kurtarici gibi
algllandig1 gortilmektedir. Egitim yonetiminin gelecegi i¢in daha farkl,
bildik kavramlarin ve yontemlerin otesinde, yeni calisma alanlarmin
yaratilmasi ve arastirmacilarin  sdylenmeyenlerin pesine diismeleri
gerekmektedir.

Aragtirmanmin Sonuglar: ve Oneriler: Yapilan inceleme sonucunda, gelismis
tilkelerde goreli olarak konu segiminde daha genis bir perspektif soz
konusu iken, Tiirkiye’de ise benzer konularin ayni arastirma yontemleriyle
ele alindign gorilmektedir. Gelismis dort tilkede, ¢ogunlukla nitel
arastirma yontemleri benimsenirken, Tiirkiye’de nicel yontemlerin agirlik
kazandig belirlenmistir. Ttirkiye’deki calismalarda, kuramsal bilgi tiretimi
bakimindan yeterli derinlige ulasilamadigy; daha ¢ok pratik bilgilerin test
edilmesi seklinde dar bir perspektifle makalelerin yazildig: gorulmiuistiir.
Ote yandan disiplinler arasi bir alan olan egitim yonetiminde grup
dinamigi, insan dogasi, felsefe, sosyoloji, psikoloji ve antropoloji gibi
davrarnus Dbilimlerinden yeterince yararlanilmadigl, tek disiplinli ve
indirgemeci bir anlayisla bilgi tiretildigi gozlenmektedir.

Egitim yonetimi alani, daha kapsaml ve bilimsel bir bakis agisina ulasmak
icin alternatif arastirma yontemleri gelistirmeli ve bu amacla diger
davranis bilimlerinin kavram ve dizgelerinden yararlanmalidur.

Tiirkiye'de egitim yonetimi programlarinda, davranis bilimlerinin gesitli
alanlariyla ve sosyal teorideki gelismelerle ilgili dersler acilabilir. Bu
baglamda, egitim yonetimi arastirmalar1 daha ¢ok adalet, degerler, esitlik,
insan haklari, demokrasi, politika, dil ve kiiltiir gibi konulara yonelebilir.
Sosyologlar ve psikologlar gibi davramis bilimcilerle ¢ok boyutlu arastirma
projeleri gelistirilmelidir.

Yasam ve insanla dogrudan iliskili olan egitim yonetimi alaninda yapilan
calismalarda insan dogasi konusu 6zel bir 6nem kazanmaktadir. Egitim
yonetimi alani icindeki kultiir, liderlik, orgiitsel davramnis, toplumsal
degisme ve yenilik gibi arastirma konularinda insan dogas1 kavramu
tizerinde durulmalidar.

Egitim Bilimleri Boltimlerinin, tilke capinda tiniversite diizeyinde egitimin
onemli sorunlarna iliskin oncelik siralamasini yansitan ve belli bir
kuramsal cerceveye sahip bilim politikalar1 tiretme ve bu baglamda
karsilikli isbirligi ve esgiidiimii saglamaya yonelik caba gostermeleri
gerekmektedir.

Anahtar Sozciikler: Egitim yonetimi, egitim politikalari, egitim arastirmalari,
egitim yonetimi makaleleri
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The purpose of this study is to examine trends and issues of research on
educational administration based on 449 randomly selected empirical articles in 13
educational administration journals (see Table 1). There have already been studies
that focus on integrating research and knowledge in the most prestigious journal in
the field, namely Educational Administration Quarterly (EAQ) (Balci, 1988; Byrd, 2007;
Campbell, 1979; Haas, Hyle, Jordan, & Kearner, 2007, Mayo, Zirkel, Finger, 2006;
Miskel & Sandlin, 1981; Murphy, Vriesenga, & Storey, 2007; Ogawa, Goldring, &
Conley, 2000; Pounder & Johnson, 2007). There were also reviews that focused on the
other prestigious journal in the field: Journal of Educational Administration (JEA)
(Swafford, 1990).

The study of journal articles may provide important information on the nature of
changes in the field. This type of study in educational administration provides
important insights into where the field has been and what needs be done to improve
the field. Previous studies either had a tendency to focus on topical areas (Ogawa et
al. 2000), one leading journal over a certain period (Balci, 1988; Bridges, 1982;
Murphy et al, 2007; Swafford, 1990), a comparison of two leading journals (Miskel &
Sandlin, 1981; Hoy, 1982) such as EAQ and JEA, or only in quantitative research
tradition (Byrd, 2007). The current study plans to be the largest and most
comprehensive study of empirical articles published in international journals, taking
authorship patterns, various methodologies and procedures, topics, and citations
into account.

Little or no research has been carried out on more than two journals in
educational administration and/or topics with a random selection of several
variables: Authorship patterns, literature reviews, methodologies, topics studied,
unit of analysis, school levels, length of manuscripts, and citation patterns of the
publications over a time period. This study attempts to fill this need. The following
table displays the journals covered in this study and the countries in which they were
published (see Table 1).

Method
Sample

The sample of the study included 449 empirical-only published articles in 13
educational administration journals from 1999 to 2007. A total of 2563 articles were
published in these journals in the 9-year period. The largest number of articles was
included from IJEM (52), while from EAQ and ISEA, 50 articles were included from
each. The journal with the least number of articles reviewed was JEAH with only 6
articles, representing 7% of all published articles in this journal.

The article sample selection process was as follows. First, the number of articles
in each journal was determined. Each article was assigned a number. Then, a random
number generator was used to randomly select articles from the journals. The initial
goal was to select at least 20% of the articles. However, this was not possible in some
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Table 1
Information on Educational Administration Journals and Articles in the Sample
[
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Educational Administration Quarterly (EAQ)(USA) 198 50 2525 11.2
Journal of Educational Administration (JEA) 276 27 10 17.2
(Australia)
Canadian Journal of Educational Administration & 55 10 18 2.2
Policy (CJEAP)
School  Effectiveness & School Improvement 211 41 20 9.2
(SESI)(UK)
Educational =~ Management &  Administration 209 39 19 8.7
(EMA)(UK)
Management in Education (ME)(UK) 276 20 7 4.5
The International Journal of  Educational 301 52 17 11.6
Management (IJEM)(UK)
School Leadership and Management (SL&M) (UK) 230 41 17 9.2
Theory and Practice in Educational Administration 198 40 21 8.9
(TPEA)(Turkey)
The Journal of Educational Administration & History 82 6 7 1.3
(JEAH)(UK)
International Studies in Educational Administration 114 50 44 11.2
(ISEA)(Cyprus)
International Journal of Leadership in Education 186 43 23 9.6
(IJLE)(UK)
Journal of Educational Change (JEC)(US) 227 29 13 6.5
Total 2563 449 17.05 100

cases since only empirical articles were to be selected. If the randomly selected article
was not an empirical one, the next article was selected. If that article was also not an
empirical one, the previous one was selected. The process was repeated until an
empirical article was found. The unit of analysis in this paper was the article (449).

Results

This section includes reviews of the findings on authorship patterns, literature
reviews, methodology, validity and reliability, unit of analysis, topics and sub-topics



62 | Ahmet Aypay et. al.
[

studied, length of manuscripts, and citations. This study took only empirical articles
(data-based). Conceptual studies were not included in this study.

Authorship Patterns

Information on the authorship patterns is presented with respect to number of
authors, gender, academic position, institutional affiliation, departmental affiliation,
and country of origin. Single authors published 42% (189) of the articles, 36% (162)
were by two authors, and only 15% (70) were produced collaboratively by three
authors. Only 2.2% of the published articles had four or more authors. When
compared to JEA articles up to 1990, 73% of the articles were published by only one
author, 24% were published by two authors, 1.8% were published by three authors,
and 0.8% were published by four authors (Swafford, 1990). This may indicate that the
trend towards collaboration may be on the rise among educational administration
scholars. These findings confirm Price’s predictions (O’Neill, 1998) that collaborative
publications would eventually outnumber single author publications in research-
based journals.

The first author’s gender was male in 54.5% of cases (244) and female in 42%
(188). The rest (3.5%) could not be determined. It may be acceptable to argue that
there was a balance in terms of gender on authorship patterns in educational
administration journals. This finding is consistent with the assertion by Murphy et al
(2007) that one of the trends in educational administration was the increase of
women in educational administration.

The breakdown of the position of the first author is as follows: 9% were Full
Professors, while another 9% were Associate Professors. About 13% of the authors
were Assistant Professors, and 3% were Lecturers. Almost 3% were principals, and
2% were graduate students.

In the current study, 23% of the first authors were affiliated with departments of
educational administration, policy, and leadership. 15% of the authors” departmental
affiliations were classified as “other,” and the majority of author affiliations (55%)
were not available in the journals. About 3% of the authors were affiliated with
guidance and counseling, 2% with business administration, and 1.5% with
curriculum and instruction. Since the current study failed to determine the majority
of authors’ institutional affiliations, there is no need to compare them. However, 92%
of the authors published in JEA were in colleges and universities, while the figure is
77% in the current study. 87.5% of the authors’ institutional affiliations were schools
and departments of education (Swafford, 1990).

The origin of one-fourth (115) of all published articles was the US. The UK
followed with 17% (74), then Canada’s 8%, Australia’s 6%, Israel’s 4.5%, Turkey’s 4%,
Hong Kong's 3.7%, the Netherlands” 3%, and New Zealand’s 2%. The country of
origin was not reported only in 3.5% of the articles. A total of 34% of all published
articles were produced in North America (USA and Canada), compared to 38% in
Europe. 13% of articles were produced in Asia, and only 3% in Africa.
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Literature Reviews

The literature reviewed was assessed on a four-point Likert-type scale (1= weak,
2=medium, 3= strong, 4=superior) (Boote & Beile, 2005). The reviewers trained by
working on example articles and agreeing what each one of these scale points meant.
One researcher reviewed and assigned a value on a scale of 1 to 4. A second person
also reviewed the section independently of the first reviewer. Thus, the literature
section of each article was reviewed by two researchers. Then, the inter-rater
reliabilities were calculated. 32% of articles were found to have superior literature
reviews, and a high proportion of the articles were found to have strong literature
reviews. While one-fourth (25%) of the articles had medium level, only 10% had
weak literature reviews. Based on these results, 65% of the articles had either strong
or superior literature reviews.

Findings

Qualitative research methods have been prevalent in educational administration
articles. Almost half of all articles in the sample (46%) used qualitative research
methods, while 37% (167) used quantitative research methods. About 16% (70) used
both qualitative and quantitative research methods. Contrary to Bridges (1982),
Miskel and Sandlin (1982), and Knapp (1982), the dominant paradigm was not
positivism. This finding is consistent with the finding by Murphy et al. (2007)
indicating positivism was not the “sole intellectual baggage” in educational
administration. Pounder and Johnson (2007) noted that EAQ had a policy of treating
manuscripts equally. Moreover, Byrd (2007) indicated that 70% of the articles
published in EAQ used qualitative research methods. However, Byrd pointed out a
trend in which quantitative studies were on the rise. 76% of the articles in EMA and
67% of the articles in SL&EM used only qualitative approach (Gorard, 2005).

In this study, 65% (290) of articles were of the correlational type, while 10% (46)
were case studies. 4% of the articles were descriptive, and 7% of the studies were
experimental. About 4% were quasi-experimental, 3% with randomization and 1%
without randomization. Only about 3% were experimental studies. Bridges (1982)
pointed out that over 90% of the studies used survey research and there were more
experimental studies than case studies. However, these findings were quite different
compared to that of Bridges (1982) since almost half of the studies in the current
sample of studies (46%) used qualitative research methods, indicating a major shift in
the research methods since 1982. The findings of this study support the contention by
Murphy et al (2007) that the majority of studies use qualitative research methods.

Concerning data collection methods, about 44% (195) of the studies used a
survey or a questionnaire, while 32% (141) used interviews. About 11% used
interviews and video data. About 6% used document analysis and observation. The
rest (15%) used a combination of data collection methods. Bridges (1982) reported
that studies at that time overwhelmingly relied on questionnaires (89.7%). Even if
survey-only (44%) and multiple data collection method (15%) studies were included,
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a little less than two-thirds (59%) relied on the survey or questionnaire in data
collection. Balc1 (1988) found that survey research was dominant in EAQ articles from
1970 to 1985. In each period Swafford (1990) reviewed, half of the articles used a
survey research method. However, the findings of this study indicated that 44% of
the studies in this sample used a survey or questionnaire. This percentage was 65%
in Murphy et al. (2007).

When qualitative studies were considered, content analysis was dominant.
Content analysis was the major procedure used in qualitative research (35%). A case
study was used in about 4% of the studies, while the comparative study method was
used in 2% of the research. This finding is along the same lines as in the Murphy et
al. (2007).

Among the studies that used only one procedure, 4% of the studies used case
analysis. 3% of the studies used regression, 2.7% HLM, and 2.7% comparative study.
Almost 20% of the studies used one or more of quantitative and/or qualitative
procedures. Murphy et al. (2000) found that 16% of the studies used mixed methods.
The current study’s findings pointed to a similar trend with 20%.

Table 2

Primary Choice of Procedures used in Educational Administration Journals

Procedure Frequency Percent
Qualitative 186 415
Descriptive 125 27.9
t-test 31 6.9
Factor Analysis 18 4.0
Regression 18 4.0
HLM 13 29
Correlation 8 1.8
One-Way ANOVA 7 1.6
Chi-square 6 1.3
MANOVA 6 13
Path Analysis 3 0.7
Two-Way ANOVA 2 0.4
ANCOVA 2 0.4
SEM 2 0.4
Discriminant Analysis 2 0.4
Three-Way ANOVA 1 0.2
Gap Analysis 1 0.2
Social Network Analy. 1 0.2
Not Reported 13 29
Total 448 100.0

When primary statistics utilized in educational administration are examined,
almost half of the studies (47.7%) used descriptive statistics (see Table 3). The second
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most popular method was t-tests (11.8%). Surprisingly, regression and factor analysis
tied as the third most frequently used methods. ANOVA (one-, two-, and three-way
together) was about 4%. Correlation was 3%, MANOVA 2.3%, Cluster Analysis and
Path Analysis 1.1%, and ANCOVA and SEM were each 0.8%, respectively.

Table 3

Quantitative Methods Utilized in Educational Administration Journals

Procedure  Frequency Percent
Descriptive 125 47.7
t-test 31 11.8
Regression 18 6.9
Factor Analysis 18 6.9
HLM 13 5.0
Correlation 8 3.1
One- Way ANOVA 7 2.7
MANOVA 6 23
Chi-Square 3 1.1
Path Analysis 3 11
Cluster Analysis 3 1.1
SEM 2 0.8
Discriminant Analysis =~ 2 0.8
Gap Analysis 1 0.4
Social-Network Analy. 1 0.4
Not Reported 13 5.0
Total 448 100.0

When we look at the 20% of studies that used more than one procedure, either
qualitative, quantitative, or both, the following can be gleaned from the findings: 37
studies used two or more procedures. Of those, 14 used only two procedures, and 16
used three procedures together. The number of studies that used four procedures
was 7.

Among all the publications, when only studies that used qualitative research are
taken into account, content analysis was the most preferred approach with 35% (141),
followed by case study with 4% (19). Further analyses of the procedures were
conducted. If a study used more than one method and if the study used non-
parametric, bivariate-univariate, multivariate, and/or qualitative methods, they were
classified under whatever procedure was used other than descriptive statistics. The
following trend emerged: 45% (201) used qualitative procedures, 22% (97) used
descriptive, 19% (85) multivariate, 10% (45) bivariate-univariate, and (6) 1.3% used
non-parametric procedures. As a result, one-fifth of all published articles used a
multivariate procedure, and they were almost twice as many as those using
bivariate-univariate procedures. Non-parametric procedures were scarcely used.

Miskel and Sandlin (1981) did not find either EAQ or JEA articles
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methodologically strong. Among the quantitative procedures, there were almost
twice as many multivariate procedures than bivariate-univariate procedures (19%
versus 10%). This finding might indicate that educational administration has been
“somewhat successful” using advanced design and analysis procedures, as Murphy
et al. (2007) and Pounder and Johnson (2007) have contended. However, Heck and
Hallinger (2005, p.229) say that “lack of empirical rigor” hampers the development of
a new generation of scholars in educational administration. Although there were
more robust methodologies available, the number of empirical articles decreased
over time. Moreover, the lack of critical methodological comparisons left researchers,
policy-makers, and practitioners without useful and valid findings. Gorard (2005)
reported that in 2002, almost one-third of the articles were not empirical in EMA and
SLM.

Validity and Reliability

A large majority of the studies in educational administration journals did not
report reliability and validity statistics. When qualitative 207 papers were excluded,
128 studies did not report validity procedures. Almost one-third of the quantitative
studies did not report validity at all. Overall, more than one-fourth of all studies in
the sample did not report how validity was established. Cronbach Alpha was
reported as the most frequent validity procedure at 12.3% (55). Exploratory Factor
Analysis was the second most widely-preferred validity procedure, followed by
Pearson correlation with 3.3% (14). While Confirmatory Factor Analysis (CFA) was
the fourth most common validity procedure, Split-Half was the least utilized
procedure.

Table 4
Validity and Reliability Procedures Reported in Educational Administration Journals

Validity and Reliability Procedires Reported in Educational Adwministration Jonrnals.
Procedure Validity Rehability
Frequency Percent Frequency Percent
Cronbach Alpha 55 123 102 228
Exploratory Factor Analysis 27 6.0 NA NA
Confirmatory Factor Analysis (CFA) 14 3.1 NA NA
Correlation 15 33 14 3.1
KR 20 NA NA 2 0.4
KR 21 NA NA 7 1.6
Split-Halt NA NA 3 0.8
Not Reported 335 748 335 719
TOTAL 448 100.0 448 100.0

A large number of studies did not report how validity and reliability were
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established. Even without taking qualitative studies into account (46%), almost one-
third of the studies did not report validity and reliability statistics. Educational
administration journals should require manuscripts report validity and reliability
procedures in the articles accepted for publication.

Topics and Subtopics Studied

“Leadership” was the most frequently studied general topic in the journals with
almost 16% (70) of the articles studying this topic (see Table 5). “Teaching, Learning
and Testing” ranked second with 12.3% (55), and “Principalship” followed by a close
margin with 12.1% (54). “Community, Society, and School” was the fourth most
frequently studied general topic with 7.6% (34), while “Administrative-
Organizational Structure” followed with 6.7% (30), followed by “Professional and
Staff Development” with 5.4% (24 articles) and “Policies and Programs” with 4.2%
(19) (see Table 5). Bridges (1982) found that nearly three-fourths of the studies
reviewed focused on principals and superintendents. In this study, “Leadership,”
“Principalship,” and “Professional and “Staff Development” together constituted a
little over one-third of the articles. Ogawa et al. (2000) reported that the most
frequently published general topics were “Teaching, Learning, and Testing,”
“Professional Preparation and Certification,” “Curriculum, Special Needs and
Programs,” and “Community, Society, and Schools,” respectively. When only
Educational Administration Abstracts (EAA) was used, although their rankings
changed, these five general topics came up again with only one difference:
“Professional Preparation and Certification” was replaced by “Administrative
Structure and Process.” Although Ogawa et al.’s focus was broader because they
used EAA along with Educational Resources Information Center (ERIC) and this
study had a narrower focus on educational administration journals, the current study
came up with a different set of the five most frequently studied general topics. The
following three topics were different, two topics made it in this study’s top-five list:
“Teaching, Learning, and Testing,” “Community, Society, and School,”
“Leadership,” “Principalship,” and “Administrative-Organizational Structure and
Processes.” “Administrative-Organizational Structure and Processes” made it into
Ogawa et al.’s list when ERIC documents were concerned, replacing “Professional
Preparation and Certification.” “Curriculum and Special Needs and Programs” were
in the list in both EAA and ERIC databases.

In JEA, “The Field of Educational Administration,” “Organizational Structure,”
“Principalship,” and “Organizational Climate” were the most frequently published
topics among the ten topical areas used by Swafford (1990). It is interesting to note
that “Teaching and Learning and Community” and “Society and School” were not
among the ten topic areas Swafford used. “Leadership,” “Principalship,” and
“Organizational Structure” were also among the most studied five topics in the
current study.

The least studied general topics in the current study were “Reforms,” “Special
Needs Programs,” “Counseling and Guidance,” “Professional Preparation and
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Table 5

General Topics Published in Educational Administration Journals

Topics Frequency Percent

Leadership 70 15.6
Teaching, Learning and Testing 55 12.3
Principalship 54 12.1
Community, Society, and School 34 7.6
Administrative-Org. Structure & Processes 30 6.7
Professional and Staff Development 24 54
Policies and Programs 19 42
School Effectiveness 17 3.8
Organizational Climate 16 3.6
Theory, Research, and Practice 15 3.3
Field or Study of Educational Administration 14 3.1
Change and Innovation 14 3.1
School Business and Finance 11 25
Curriculum 11 2.5
Politics of Education 9 2.0
Decision-making 7 1.6
Supervision and Inspection 7 1.6
Comparative Analysis of Countries/Systems 6 1.3
Attitude Formation and Change 4 0.9
Student Assessment and Evaluation 4 0.9
Professional Preparation and Certification 3 0.7
Facilities, Equipment and Materials 3 0.7
Counseling and Guidance 2 0.4
Special Needs Programs 2 0.4
Reform 1 0.2
Other 14 3.1

Certification,” “Facilities, Equipment and Materials,” and “Attitude Formation and
Change,” respectively. Studies that focused on “Reforms” were represented by only
1 article, while “Special Needs Programs” and “Guidance and Counseling” had 2
articles each. For Professional Preparation along with Facilities, “Equipment and
Materials” there were 3 articles. “Professional Preparation Certification” also had 3
articles. The articles on “Special Needs and Programs” changed dramatically. Both
“Special Needs and Programs” and “Professional Preparation and Certification”
were among the top five most frequently studied topics in Ogawa et al. (2000);
however, both were among the least studied five topics in the current study. The
reason for this change might be that we focused only on educational administration
journals. And Ogawa focused on, when both EAA and ERIC lists were considered,
the list of least studied topics included “Policies and Programs,” “Counseling and
Guidance,” “Government and Law,” “School Business and Finance,”and “Facilities,
Equipment, and Materials.” When compared to the least studied general topics in
this study, only two out of five topics were the same: “Facilities, Equipment and
Materials,” and “Counseling and Guidance.” While “Policies and Programs,”
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Table 6

Sub-topics Published in Educational Administration Journals

Sub-topics Frequency Percent
Administrative Roles 48 10.7
Leadership 47 10.5
School and Community 35 7.8
Organization and Processes 28 6.3
Staff Development 26 5.8
Teaching Methods and Evaluation 25 5.6
Research 21 47
Teacher Education 19 42
Administrator Development 17 3.8
Policy-Making and Implementation 16 3.6
School Culture 14 3.1
Program Evaluation 11 2.5
Administrator Training 10 22
Student Performance and Behavior 10 22
Multi-Ethnic Relations 9 2.0
Gender Relations 9 2.0
Health Services 9 2.0
Curriculum General Issues 8 1.8
Institutional Levels: Adult ant Post-secondary 7 1.6
Equipment, Materials, and Technology 7 1.6
Professional Roles and Collegial Relations 7 1.6
Student Testing and Evaluation 7 1.6
Classroom Management 6 1.3
Learning Processes 6 1.3
School Effectiveness 5 11
Managing Improvement 5 1.1
Students with Disabilities 5 11
Student Admissions 4 0.9
School Quality 3 0.7
Value Orientations 3 0.7
Professional Issues 3 0.7
Program Planning and Implementation 2 0.4
Educational Facilities 2 0.4
Salaries 2 0.4
At-risk Students 2 0.4
Non-teaching Staff Evaluation 1 0.2
Personnel Recruitment 1 0.2
Literacy Programs 1 0.2
Student Assessment and Guidance 1 0.2
Student Personnel Management 1 0.2
Other 5 11

Total 448 100.0
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“Government and Law,” and “School Business and Finance” made the list in the
study by Ogawa et al. (2000), they were replaced by “Special Needs Programs,”
“Professional Preparation and Certification,” and “Reform.” The only change in
Ogawa and colleagues (2000) list of EAA (only least studied five) was “Government
and Law” replaced by “Professional and Staff Development.” As a result, there was
only one difference between the least studied five topics in this study and that by
Ogawa and colleauges” study, which was that “Theory, Research, and Practice” in
their list was replaced by “Reform.”

The current study’s ten most frequently studied topics were: “Administrative
Roles,” “Leadership,” “School and Community,” “Organization and Processes,”
“Staff Development,” “Teaching Methods and Evaluation,” “Research,” “Teacher
Education,” = “Administrator =~ Development,” and  “Policy-Making  and
Implementation” (see Table 5). When compared to the list of most frequently studied
topics and subtopics compiled by Ogawa et al. (2000), the current study’s list was
quite different. Only two subtopics were the same when ERIC and EAA were taken
into account (“Teacher Education” and “School and Community”) while only one
subtopic was in their EAA-only list (“Teacher Education”). As a result, the most
frequently studied subtopics in this study were quite different from those in Ogawa
et al. (2000).

The least-frequently studied topics included “Professional Issues,” “Program
Planning and Implementation,” “Educational Facilities,” “Salaries,” “At-risk
Students,” “Non-teaching Staff Evaluation,” “Personnel Recruitment,” “Literacy
Programs,” “Student Assessment and Guidance,” and “Student Personnel
Management” (see Table 6). When compared to the list of least-studied subtopics on
both ERIC and EAA compiled by Ogawa et al. (2000), four out of ten subtopics were
the same. These subtopics were “Professional Issues,” “Program Planning and
Implementation,” “Personnel Recruitment,” and “Educational Facilities.” When their
EAA-only list was taken into account, half of the subtopics in the list were the same:
“Non-teaching Staff Evaluation,” “Professional Issues,” “Salaries,” “Literacy
Programs,” and “Student Assessment and Guidance,” While only five articles
mentioned the focus of the study clearly in EAQ, none of the articles in JEA clearly
articulate the focus of the study. Heck and Hallinger (2005) claimed that when
compared to the past, there is now less agreement on the important issues scholars
need to study.

Discussion and Conclusion

One of the strengths of the current study was the random selection of the
empirical articles. This helped with the generalizability of results. Secondly, the
study also sheds light on which research tradition prevails in educational
administration and which validity and reliability procedures have been utilized in
the published articles. Moreover, the study included more than one mode of
research. This study presented not only the primary choice of procedures used in the
articles but also tracked and reported second, third, and fourth choices of procedures
where available.
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The number of articles with one author was lower than found in Swafford’s
(1990) study in educational administration, showing that the number of articles with
one author has decreased over time. Surprisingly, assistant professors were not the
most productive group. The percentage of publications by associate and full
professors was higher than authors in JEA. In this study, the number of publications
by assistant professors was found to be a little higher than full and associate
professors.

While the US, Canada, and Australia produced 40% of all articles in the current
study, these countries published 80% of the manuscripts in JEA (Swafford, 1990).
When the publications in this study were taken into account, the most were from the
US, followed by the UK, Australia, and Canada, respectively. These four countries
produced 58% of all publications in this study.

The rise in publication by females in educational administration journals was
certainly one of the main trends identified in this study. This has also been the case in
the most prestigious journals. The result of this study confirms the findings of
previous studies.

Only the current study reviewed the literature sections of articles in educational
administration. Almost one-third (32%) of all literature reviews in the articles were
found to be superior. 65% of all articles were found to have either superior or
stronger literature reviews. One-fourth of articles had medium literature reviews.
Only 10% of the manuscripts were weak. Although it was not possible to compare
with earlier studies, educational administration journals published manuscripts that
had relatively good reviews of the other works in the field.

A second main trend was the rise and prevalence of qualitative research methods
(Murphy et al., 2007). In 1982, less than 10% of the research was experimental or case
studies, and there were more experimental studies than the case studies. From then
until 2007, almost half of the studies (46%) were qualitatively oriented. This trend
points to a big change in research methodology. 25 years after Bridges, although
some things might have been changed little, with the help of computers, there has
been a major change in the methodologies employed in the studies. In JEA, half of the
published articles used survey research methods. This may mean a paradigm shift in
educational administration or as Donmoyer (1999) claimed, “The Changing
Educational Landscape.”

One issue to be addressed is the reporting of validity and reliability in articles in
educational administration journals. Almost one-third of the studies, excluding
qualitative research, did not report whether the use of instruments was valid and
reliable or not. Journals in educational administration should be more disciplined on
validity and reliability issues regardless of the methodology used. These findings
were consistent with Knapp (1982) and Balci (1988).

Although institutional affiliations could not be determined for 56% of the
authors, the following assumption could be made: Research in educational
administration could be classified as informal-loose, based on classifications by
Ogawa et al. (2000), because while working at their own institutions, educational



72 Ahmet Aypay et. al.
[

administration scholars usually work on their shared interests rather than projects.
As a result, it is difficult to advance the field without having strong research or
policy centers. This picture might have been different if the current study had
included educational policy journals.

When the five most frequently studied topics were compared to those on the
EAA-only list by Ogawa et al. (2000), there was only one exception. Thus, it is safe to
argue that the least frequently studied topics have remained stable since 1995-1996.
When considering the most frequently studied topics by Ogawa et al. (2000), the
current study found a change of two topics: “Leadership” and “Principalship”
replaced “Curriculum” and “Special Needs and Programs.” Again, it might be
claimed that educational administration topics replaced the other educational science
topics.

“Leadership” emerged as a third main trend in educational administration
journals. Bridges in 1982 and Swafford in 1990 did not report leadership as an
independent category in EAQ and JEA. Bridges in 1982 found that almost three-
fourths of the studies reviewed focused on “Principals and Superintendents.”
Moreover, leadership was not included in Ogawa et al.’s list in 2003. In this study,
though, “Leadership” constituted the most studied topic in educational
administration journals. In fact, “Leadership,” “Principalship,” and “Professional
and Staff Development” together constituted a little over one-third of the articles.
These findings indicate a big shift in the study of topics in educational administration
journals. Educational administration research recently focused on more individuals
than structural issues. This might be pointing out a danger since Deming claims 85%
of issues in organizations are usually stems from structural issues.

Another dramatic shift was in “Curriculum, Special Needs and Programs” in the
Ogawa et al. (2000) study. This topic did not emerge among the most-studied topics
when all the journals were taken into account. The reason for that might be faculty
members and educational policies being less concerned with “Special Needs and
Programs.” Willower and Forsyth (1999) argued that among the philosophical issues,
such as knowledge and ethics, women and minorities received the most attention.
However, it is possible that these topics may have been published in more
specialized journals.

Similarly, the lack of studies on equity issues, such as school finance, law, human
resources management, and labor studies, constituted a major trend. This finding is
problematic since the increase in the number of critical studies in educational
administration (Willower & Forsyth, 1999) did not lead to an increase in the studies
on equity issues. Again, one reason for this might be these issues might have been
published in educational policy journals.

Moreover, some topics received very little attention. Among these topics were
“Attitude Formation and Change,” “Student Assessment and Evaluation,”
“Professional Preparation and Certification,” “Facilities, Equipment and Materials,”
“Counseling and Guidance,” “Special Needs Programs,” and “Reform.” Each one of
these topics received less than 1% coverage in educational administration journals.
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The question remains whether educational administration journals have stopped
paying attention to these issues.

How do these topics differ? Could the shift in the topics be dependent on cultural
differences? “Leadership” received highest attention from UK-based publications
with 34%. Australia-based publications followed UK-based publications on
“Leadership” with 29% of the publications on this topic. The percentage of Canada-
based “Leaderhip” studies was ranked third, with 16% the Canada-based
publications dealt with leadership. “Principalship” received the most attention, with
14% of US-based publications, while “Leadership” and “Teaching, Learning, and
Testing” followed with 12% each. However, other countries” publications did not pay
much attention to “Leadership” as evident in these countries. Concerning
“Leadership,” a diffusion of knowledge did not take place. A cautionary note is
needed here because just the North American contribution to these journals was 35%.

However, when subtopics were considered, there were more differences,
especially in the most frequently studied subtopics. The current study’s subtopics
were strikingly different from those of Ogawa et al. (2000). Although there were
similarities among the most frequently studied five general topics, there was little
correspondence between subtopics. Only two subtopics, “Teacher Education” and
“School and Community,” were similar to those found by Ogawa et al. (2000) on the
ERIC and EAA lists, and only one subtopic was the same as their EAA-only list:
“Teacher Education.”

Half of the current study’s least studied subtopics were the same as that of the
EAA-only list by Ogawa et al. (2000), while four out of ten subtopics made the list in
the current study. These findings indicate that the most frequently studied subtopics
have changed considerably, while the least frequently studied subtopics have
persisted relatively more over time. The reason for this might be that the current
study had a more international focus than the study by Ogawa et al. In JEA, three of
the most studied topics were the same as the current study: “Leadership,”
“Principalship,” and “Organizational Structure.” However, “Teaching and Learning”
and “School and Community” did not manage to make it into the top-ten list in this
study.

The findings of this study with regard to the topics and subtopics do not support
the argument by Ogawa et al. (2000) that “...we learned that researchers focus on
common topics but that the focal topics change fairly quickly.” The findings of this
study indicate that though the topics were relatively stable, subtopics tended to
change fairly quickly; this was especially the case concerning the most frequently
studied topics. For example, in the case of “Leadership,” the findings of this study
conflict with the Ogawa et al. study.

One of the limitations of this study was that it only dealt with empirical (data-
based) articles. Conceptual articles were not taken into account. The current study
also did not include unpublished manuscripts, dissertations, or reports. Some of the
dissertations may eventually be published, though some of them may not be
published at all.
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Implications for Future

Research methodology courses in graduate training as well as journals in
educational administration should be revised and revision process should be made
more rigorous. The content of the courses should be revised to provide more
emphasis on sampling issues. The skills in designing and conducting longitudinal
and multi-level studies should be taught. Validity and reliability should receive
greater attention in the graduate training of future educational administration
scholars.

Although the topic of “Leadership” received the largest attention by US, UK, and
Canada based publications in the journals, this has not been the case in the
contributions of the other countries in the journals. Therefore, there might be issues
in the diffusion of knowledge in educational administration research. This may have
implications for creating and maintaining the knowledge base in educational
administration.

A special treatment for qualitative studies is needed. This study was unable to
pay detailed attention to qualitative research methods as much as it did for
quantitative studies. Since almost half of the studies were qualitative, this research
methodology deserves a more in-depth methodological focus.
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Egitim Yonetimi Arastirmalarinin Durumu: Egitim Yonetimi
Dergilerinin Analizi, 1999-2007

(Ozet)

Problem Durumu: Dergi makalelerini incelemeye iliskin ¢alismalar,
alandaki degisimler hakkinda ©6nemli bilgiler sunmaktadir. Egitim
Yonetimindeki bu tiir calismalar, alanin mevcut durumunu belirlemek ve
alanin gelistirilebilmesi igin ihtiyaglarm belirlenmesi i¢in 6nemli bakis
acilar1 kazandirir. Egitim yonetimi alanindaki ¢alismalar1 degerlendirmek
amaciyla yapilan bircok degerli arastirma bulunmaktadir. Bu arastirmalar
cogunlukla birkag degiskeni ve sadece en prestijli birka¢ dergiyi ele
almugtir.
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Aragtirmanin Amaci: Bu arastirmanin amaci, egitim yonetimi alaninda
1999-2007 yillar1 arasinda yaymlanan 13 ampirik egitim yonetimi
dergisinden rastgele secilen 449 makalenin yazar, literatiir, yontem, konu,
kullamilan kaynak sayisi, sayfa sayisi, analiz iinitesi gibi degiskenler
acisindan analiz ederek, alandaki en kapsamli arastirma olarak, egitim
yonetimi alanindaki calismalarin durumunu ortaya koyarak, gelecek
calismalara 1s1k tutmaktir.

Arastirmamn  Yontemi: Arastirma yontemi meta-analizdir. Dokiiman
analizi yapilmistir. Arastirmanin orneklemi Dbelirlenirken ilk olarak
dergilerdeki makale sayilar1 tespit edilmistir. Bu makalelerin iginden
ornekleme alinan makaleler yansiz segilmistir. Orneklemi olusturmak igin
secim yaparken oncelikle dergilerin en az %20’sinin temsil edilmesi
amaglanmistir. Ornekleme sadece ampirik aragtirmalar dahil edilmistir. Bu
nedenle eger, yansiz segilen makale ampirik degilse diger makaleye
gecilmistir. Eger bir sonraki makale de ampirik degilse, yansiz secilen ilk
makaleden bir 6nceki makale secilmistir. Bu calismanin analiz tinitesi
makaledir.

Arastirmanin  Bulgulari:Arastirmanin  bulgular1 a) yazar b) literatiir
taramasi ¢) yontem d) konu ve alt konular agisindan tespit edilmistir.
Sonuglarin ortaya koyulmasinda frekans ve ytizde gibi istatistiksel
hesaplamalar yapilmustir.

Genel olarak, egitim-yonetimi dergilerinde literatiir —taramalarmin
nitelikleri ytiksektir. Ortak calismalarin sayilar1 ve nitel arastirmalarin
sayis1 artsa da, orneklem belirlemeye iliskin bilgiler acik degildir. Alanda
daha ¢ok betimsel ve iliskisel ¢alismalar baskindir. Calismalarin gegerliligi
ve giivenirliligi biiytik oranda belirtilmemistir. Analiz tinitesi uygun
sekilde agiklanmamistir fakat makalelerin kaynak sayilarina ve sayfa
numaralarina ulasilabilinmektedir. Aragtirmada incelenen makalelerin
biiyiik ¢ogunlugunda, okul biiytikliigi, okulun nerede bulundugu, 6zel
okul mu devlet okulu mu olduguna dair agik bilgi bulunmamaktadir.

Tek yazarli makale sayisinin azaldigi goriilmiistiir. Yardimer dogentlerin
yaymn konusunda en {iiretken grup olmamasi sasirtici bir sonuctur. Bu
calismada yardimci dogentlerin yayin sayisi, dogent ve profesorlerden ¢ok
az oranda fazladir.

Bu calismada belirlenen baslica temel yonelimlerden birisi, kadinlarin yaymn
sayisindaki artistir. Bu durum en prestijli dergiler igin de s6z konusudur.
Makalelerde ilk yazarlar en ¢ok “ egitim yonetimi”, “politika” ve “liderlik”
alaninda gorev yapmaktadirlar. Yazarlarin %25i Amerika kokenlidir. Asya
ve Afrika kokenli yazar sayisi en azdir.

Makalelerdeki literattirlerin degerlendirilmesinde, 1-4 arasi Likert tipi
puanlama kullanilmistir. Puanlama yapilirken arastirmacilar birbirlerinden
bagimsiz olarak ayni makaleyi degerlendirmislerdir. Daha sonra hakemler
aras1 tutarlihga bakilmistir. Makalelerin literattirleri biiyiik oranda giicli
bulunmustur.

Liderlik %16 oranla dergilerde en sik caligilan genel konudur. “Ogretme,
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Ogrenme ve Olgme” ikinci sirada ve hemen ardindan ¢ok az farkla
“Yoneticilik” konusu iigiincii sirada makalelerde ele alinan konulardandir.
En az calisilan genel konular ise “reform”, “6zel egitim programlar1”,
“danisma ve rehberlik”, “uzman yetistirme”, “donanim ve material” tutum
olusturma ve degistirme konularidir. Dergilerdeki makalelerin gegerlilik
guvenirlilik ¢calismalar1 i¢in en ok Cronbach Alpha kullanilmistir.
Makalelerde en ¢ok yer alan alt konular, “yonetici rolleri, liderlik, okul ve
toplum” konularindadir. En az deginilen alt konu ise, “6grencinin kisisel
gelisimi”dir. Makalelerde en cok nitel arastirma yontemleri kullanilmistir.
Ayrica, calismalarm %16's1 nicel ve nitel yontemleri bir arada kullanmustir.

Dergilerde analiz tinitesi olarak en ¢ok okul alinmustir. Dergilerde
okul diizeyi en cok iniversite ve ilkogretim diizeyindedir. En az okul
oncesi kurumlarda arastirma yapilmustir. Incelenen makalelerin kaynak
sayisi ortalama olarak 40'tir. Makalelerin sayfa araligi ise 4-58 sayfa
arasindadir.

Aragtirmanin Sonuglart ve Onerileri: Egitim yonetimindeki bilim
adamlari, egilim ve konulara dayali olarak yeni alanlar bulabilmek icin
alana tekrar odaklanmalidirlar. Dergiler makalelerin yaymlanmas: igin,
acik kurallar ve degerlendirmeler ortaya koymalidir. Biitiin dergiler
saglam arastirma yontemlerini kullanmalidir. Teorinin ve metodun her
ikisinin de gelismesi icin, ampirik calismalar desteklenmelidir. Egitim
yonetimi dergileri, kullamilan yonteme iliskin gegerlilik ve giivenirligin
belirtilmesi konusunda daha disiplinli olmalidur.

“Liderlik” konu basghg: dergilerde en genis yeri bulsa da, bu geri kalan
dergilerdeki tiim tilkeler igin ayni degildir. Bu nedenle egitim yonetimi
arastirmalarindaki bilginin yayilmasi ve paylasiimasi konusunda sorunlar
mevcut olabilir. Egitim yonetimi dergilerinde ¢ok az yer verilen bazi
konular egitim politikalari ile dergilerde yer almis olabilir.

Anahtar Sozciikler: Egitim yonetimi, dergi makaleleri, yonelimler ve
sorunlar, ampirik ¢alismalar
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Abstract

Problem statement: Recently, online Communities of Practice have become a
very popular teaching method in teachers’ professional development.
However, keeping teachers active in these learning environments is a very
challenging process. Therefore, investigating this challenge is critical for
designing effective online Community of Practice (0CoP) environments for
teachers’ professional development.

The purpose of the study: This study aims to reveal possible motivators and
barriers in the development of oCoP environments for teachers’
professional development.

Methods: The two research phases of the study are 1) a mandatory
participation term, and 2) a voluntary participation term. In the first phase,
28 preservice teachers from three universities were required to participate
in an online discussion environment with the researchers. In the second
term, 177 community members, who are teachers, academicians, and other
preservice teachers, voluntarily participated in the environment. The data
of this study were collected by qualitative data collection methods:
interviews, written reflection reports and online discussion history.

Findings and Results: The motivators and barriers discussed have been place
into three categories: interpersonal, personal and environmental. “Inter-
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personal motivators” are gaining a reputation, defending ideas of each other,
sincerity in the environment and collectivism. “Personal motivators” are
gaining more responsibility, self-confidence and having wide-ranging
knowledge, a sociable personality, readiness for life long learning, great
interest in a topic and altruism. “Environmental motivators” are the quality
of tools and the advantage of online environments. On the other hand,
“Interpersonal barrier” is a feeling of the availability of others. “Personal
barriers” are a lack of time, the idea of “max benefit minimum effort”,
hesitancy to misdirect, unwillingness and involuntary participation and
low priority. Finally, “Environmental barriers” are limited familiarization
with ICT and technical glitches, difficulties in access to the Internet and
computer availability, asynchronous communication and problems raised
from the design of the PDC.

Recommendations: The results of the study suggest that practitioners and
other academicians who are willing to design and develop online learning
communities for teachers should take into account the motivators and
barriers that are reported in this study.

Keywords: Communities of practice, computer-mediated communication,
teachers, professional development, Internet.

Over the years, there has been much discussion about how learning occurs.
Recently, communities of practice have been a new look into the social theory of
learning (Wenger, 1998, p. 4). Wenger (1998) stated that this social learning theory is
a different look at learning problems though “it is not a replacement for other
theories” (p. 4). This theory for adult learners focuses on learners as social beings and
their active engagement in the world to gain knowledge. In other words, this theory
claims that learning is an ongoing core process to being a member in a community
and community members are a group of people who get together because of a
common interest, problem or task (Wenger, 1998).

Teachers’ professional development is the main research aim of this study. In the
traditional educational system, teachers improve their practice mainly on the job
after they are equipped with theoretical knowledge and limited practice in their
undergraduate years. Similarly, Birol, Dagli and Silman (2010) indicated that the
universities, the center of teacher education, have not used knowledge management
tools helping students to obtain practical knowledge. In this sense, a lack of practical
knowledge in teacher education is a very important problem. In recent years, to
overcome this problem, some popular approaches have been the focus on
educational research, collaborative reflection and case studies (Wang & Hartley,
2003).

Teachers are isolated from other professionals as result of geographic location
and they have limited opportunities for collaborative face-to-face discussions (Kurtts,
Hibbard & Levin, 2005). Many researchers have revealed that technology provides an
easy and effective way to present this kind of environment to teachers and to help to
overcome isolation problems (Barnett, 2006). More specifically, Barnett (2002) said
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that information and communication technologies (ICT) have great importance in
teacher education since they allow teachers to access ongoing, quality professional
development and they can communicate, collaborate and reflect on their teaching.
Moreover, Mehlinger and Powers (2002) stated that distance education technologies
in teacher education courses increased professional development capacity for teacher
education, provided quality teaching and learning opportunities and gave an
opportunity to distribute the teacher education courses in a more effective way.

Sprague (2006) exemplified several models for an online teacher education
program. In addition to informal efforts, which use e-mail, discussion boards, case
study discussion and course web sites to support their teacher education courses,
there are some web-based efforts supported by formal institutions. To her, all models
aim to improve teachers” understanding of learning and to change their practice. In
this point, for teacher educators, the curriculum of teacher education is rich enough
to use new pedagogical approaches. However, faculty members have limited abilities
to integrate new technology into lessons. Therefore, curriculum developers should
take into account all possible ways to integrate ICT in education. So, it is important to
conduct new research studies on this topic to guide curriculum developers.

Previous studies on teachers’ professional development courses indicated
teachers’ dissatisfaction with traditional learning environments (Baran & Cagiltay,
2006). Furthermore, running conventional face-to-face professional development
systems for all teachers seems impractical because of financial and logistical
problems. Building online Communities of Practice environments as an alternative to
traditional professional development courses is today’s very popular way of
producing meaningful learning and practical knowledge (Jonassen, Howland, Marra
& Crismond, 2008). Even though the literature indicated that there were serious
attempts to build online knowledge-sharing environments, most instructional
designers agree that sustaining such environments may present several difficulties
(Barab, Kling & Gray, 2004). This study focuses on this challenge and discusses the
alternative ways to sustain online communities. Therefore, the purpose of this study
is to discuss motivators and barriers affecting teachers’ involvement in online
professional development communities.

Method

The Professional Development Environment

The researchers developed a computer-mediated communication tool, which was
called “The Professional Development Circle (The PDC)” (Figure 1). The main theme
of the PDC is mathematics teaching. The PDC has three main parts: 1) a digital
library to share electronic resources; 2) a digital video component that has video
recordings from real classrooms of teachers teaching; and 3) forum and
communication tools. In addition to the PDC, a discussion list was used to arrange
asynchronous discussions.
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Figure 1. A screenshot from The Professional Development Circle (The PDC)

Research Process

There were two main phases of this study. The first phase, “The mandatory
participation term”, took four months in the 2005-2006 fall term. Twenty-eight senior
teacher candidates from three different universities in different regions of Turkey
participated to this phase as part of their regular teaching practice course, comprising
a rich group of preservice teachers with different backgrounds. The participants, who
were grouped based on their universities, earned a partial grade at the end of this
phase. This phase had one meeting session and four discussion periods. The
researchers announced the starting and ending dates of the discussions at the
beginning of each period. During the meeting period, the participants introduced
themselves to the others via email. In each discussion period, the participants were
responsible for watching an assigned digital video of the period and sending at least
three e-mail messages about each video (Figure 2).

Figure 2. The videos recorded in real classrooms (the topics are geometric figures,
subtraction, cubes, and symmetry)

Every period had a curricular process: participants from one of the universities
started the discussion, the second university’s students added their comments, and
the third university’s students composed a revised lesson plan for the video class in
light of criticism from the other participants. In every period, the responsibility of the
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universities was changed so that each participant had a chance to contributing to
each activity.

In the second phase, “the voluntary participation term”, inservice teachers and
academicians voluntarily participated in the PDC, along with the teacher candidates
of the first phase. The researchers announced the portal on some web sites and
discussion lists to increase the number of members. This phase took six months in the
2005-2006 spring term. The membership history showed that 177 newcomers
participated in the online community at the end of this new phase. That is, in this
new phase, the participants formed a larger community ranging from experienced to
novice community members. This phase had four periods and each took
approximately one month. The starting and ending dates of each period were a bit
flexible. Sometimes intensive discussions required extending the periods.

Sample of the study

In the mandatory participation term, 20 out of 28 participants were female, and
only eight men participated in the study. The participants’ ages ranged from 21 to 24.
They were from the Middle East Technical University, Ankara University and
Canakkale 18 Mart University. Only 10 out of the 28 participants had a computer in
their homes. Most of the participants” Internet connection durations were between 1
and 5 hours per week.

In the voluntary participation term, membership to the online discussion
environment increased over time. In January 2006, 30 new preservice teachers
participated in the environment. Then, owing to announcing the environment, the
number of community members, which including inservice teachers, academicians
and preservice teachers, reached 177 at the end of the term.

Data collection and analysis

The data were collected in terms of written reflection reports, interviews,
observations and discussion list messages. The researchers began to analyze the data
with the mandatory participation term. There were 28 reflection reports and 186
discussion list messages. The researchers read each reflection report twice so that
they could grasp the whole picture. Then, they tried to find codes and themes in the
data. Obtained codes were compared with the data from discussion list messages
and interviews. Then, analysis of the voluntary participation term started with
analysis of all 219 messages, which were sent to the discussion list. Synchronously,
six interviews about both mandatory and voluntary terms were analyzed. Lastly, the
results of the mandatory and voluntary terms were combined according to the
emerging themes.

Trustworthiness

To establish the trustworthiness of this research study, the following strategies
were used; 1) data were recorded mechanically; 2) the researchers were at the
research site for a long time to built trust with the participants; 3) the researchers
carefully selected informants to obtain the best data; 4) in this study, the researchers
used different triangulation approaches. First, the researchers used different sources
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of knowledge (interviews, reflection reports and document analysis) to ensure the
accuracy of the codes. Second, the researchers collected data from the same
participants at different times. There were some similar questions in interviews and
reflection reports. Third, the researchers asked the participants” ideas, which were
stated in their reflection report to interviewees for evaluation.

Findings

In the mandatory phase, there was an average of 2.46 messages per student per
period. However, some participants sent more than three messages. In the voluntary
phase, 23 teachers, 14 preservice teachers, two academicians and the researchers
participated in the discussions. That is, only 19% of total members sent messages to
the discussion list. Four preservice teachers in the mandatory phase continued the
discussion. Therefore, tentative motivators and barriers were generated to explain

why some participants were willing to participate in the discussions while some
were not.

Motivators

A tentative “motivators model” was generated at the end of data analysis (Figure
3). This model had three categories: inter-personal, personal and environmental
motivators. Each of them also affects another.

Inter-personal
Gaining a reputation, Gaining more responsibility,
Defending ideas of each other, Sel{f—confid?nce and having
Sincerity in the environment, THE wide-ranging knowledge,
Collectivism. Sociable personality,
MOTWATORS Readiness for life long learning,
Great interest in a topic,
Altruism.

Environmental
The quality of tools,
The advantage of online
environments.

Figure 3. The motivators that make teachers actively increase the quality of
knowledge sharing.
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Personal motivators. As for the mandatory phase, “gaining more responsibility”
meant taking on a greater study burden. It was observed that this idea annoyed the
participants. But even though additional responsibilities would affect their grades,
they did not discuss this with the researchers. However, as for the voluntary phase, it
means that some community members were still willing to make additional
contributions to the community. After one of the participants’ promotions in the
community, she requested to organize a new discussion month in the community.
She was authorized to become a discussion moderator of the “fractions and
misconceptions” topic. As moderator she asked some interesting questions, found
additional material and never omitted coming messages to take attention from other
community members on the discussion topic.

“Self-confidence” and “having wide-ranging knowledge” were two interrelated
personal motivators for the two phases. The participants said that if teachers believed
in themselves they would state their standpoints without hesitation. And, if a
participant had wide-ranging knowledge about topic, he/she would be a more active
member during discussions. However, neither self-confidence nor having wide-
ranging knowledge standing alone were sufficient motivators of activity, since these
factors, together, impelled community members to share knowledge with others.

The results showed that more “sociable participants” easily adapted to the PDC,
communicated with other teachers and shared knowledge in this environment. The
participants” “readiness for life-long learning” was a very important motivator,
which directly increased their activities in the PDC. If the participants adopted a life-
long learning principle as a life philosophy, they were willing to develop themselves
professionally for their personal benefit. That is, grading was not such an important
factor for them especially in the mandatory phase. They did not see these kinds of
environments as a barrier that they had to surmount to be able to graduate from
university. Therefore, teachers who accepted this system as a part of life-long
learning participated in activities willingly and benefited from the community and
the tools in the system. The discussion list history indicated that these preservice
teachers were also active members in the voluntary phase.

“Great interest in a topic” was another reason to be active in two phases. The
discussion history revealed that some participants asked questions to other
community members about their interests. The existence of questions showed that
members were, in that way of being, an online community.

The ultimate goal of altruism’s is “to increase the welfare of one or more
individuals other than oneself” (Batson, Ahmad & Tsang, 2002, p. 436). In this study,
“altruism” was also revealed as one of the factors increasing the activity of teachers
in two phases. Some of the participants thought that other members needed their
materials or suggestions. Therefore, they wanted to be beneficial to them.

Interpersonal motivators. The participants had limited face-to-face interaction with
each other owing to first meeting in the beginning of the mandatory phase. The
participants stated that this first meeting was not sufficient to get to know each other
more closely. However, in time, the participants had begun to give virtual
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personalities to other people in the community owing to their ideas, writing styles
and activities during discussions. Their “reputation” increased parallel to their
activity. Through the voluntary phase, some participants had become close friends.
The interviewees underlined that a desire to be known by the community members
impelled them to be more active during discussions. So, some unrelated messages,
celebration or jokes, were sent to the discussion list.

In the mandatory phase, it was clear that the same university students “defended
ideas of each others” against other groups when their own group had stated an idea
or submitted a teaching activity. Similarly, in the voluntary phase, each member
individually defended his/her own ideas when another community member
criticized him/her. As a whole, this finding revealed that community members
tended to support their own ideas when there were either a part of a group or
individual members in the PDC.

The participants said that they wanted to feel “sincerity” in the community to
participate in online discussions or to share their own resources with others. That is,
before sharing their knowledge, they wanted to know whether or not others set a
high value on them. One of the participants stated “I shared my materials with
others because I knew members of this community. In another environment I have to
see sincerity of its members before sharing my ideas and materials with them.”

Collectivism means “motivation with the ultimate goal of increasing the welfare
of a group or collective” (Batson, Ahmad & Tsang, 2002, p.437). This study revealed
that some preservice teachers wanted to be beneficial to their teacher community. In
other words, they participated in online discussions and sent their teaching materials
to other community members because of a commonality of teaching issues.

Environmental motivators. “the quality of tools” was an environmental motivator
that affected teachers’ participation in discussions. Rich digital videos let teachers
discuss effectively and efficiently with other community members about real
teaching issues. The participants stated that in addition to good cases in videos,
teaching problems or students’ learning difficulties increased the quality and
quantity of discussion messages. When the participants compared two discussion
phases, they especially emphasized the benefits of videos in the mandatory phase,
which included obtaining the experiences of inservice teachers, not repeating faults
in videos and visiting various teachers’ classrooms in a cost-effective way.

The participants stated, both in reflection reports and interviews, that they
comfortably expressed their opinions and ideas in the Internet environments because
of the “anonymity attribute of asynchronous communication tools”, which did not
allow for hearing others’ voices or seeing others” gestures. However, to them, in face-
to-face environments, people do not prefer explaining their ideas since they hesitate
hurt others with their words.

The Barriers

A tentative model with regard to the participants” low contribution to online
discussions and the low quality of their comments is presented in Figure 4. Similar to



Eurasian Journal of Educational Research | 87

the motivators, the barriers were also categorized as inter-personal, personal and
environmental. Each of them also affects another.

Inter-personal
Feeling availability of others . " !
(fear of being criticized by The 1((1@ of m?;( b;,n efit

others, not wanting to seem THE He::ig;?;z reni:;ir/ect
lueless), X !

Back: r;ﬁ:;sji)versit BARRIERS Not repeating the same things,

5 Yo Unwillingness and involuntary

participation,
Low priority.

Environmental
Familiarization with ICT and glitches,
Difficulties in access to the Internet and

computer availability,
Asynchronous communication,
Design of the study.

Lack of time,

Figure 4. The barriers that make preservice teachers less active and decrease the
quality of knowledge sharing.

Personal barriers. The first barrier was “not wanting to enter a fight” with the
community members. The results indicated that in the mandatory phase, most of the
participants hesitated to talk with other preservice teachers since they did not want
get into disputes with them. So, they tended to reply their own group members’
messages. In the voluntary phase, some community members believed that there was
no end of ideas in debates. Similarly, the discussion history showed that one of the
participants generally did not turn any reply to the other participants after one hot
point of the discussion and the rest of the participants generally remained quiet
during this discussion.

“Lack of time” was the second barrier, which decreased the amount of
knowledge to be shared in both phases. In this study, the participants were fourth-
year preservice teachers. Therefore, they stated that their first priority in life was to
graduate from the university and then get a good result on the teacher entrance exam
before being appointed teachers.

In addition, interviewees stated that most of the preservice teachers did not want
to spend extra effort in a voluntary environment. They preferred the easiest way to
access to knowledge sources. Trying to learn something related to the teaching
profession is not a desirable way of obtaining knowledge. That is, the idea of
“maximum benefit minimum effort” decreased their contribution to the community.
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As another barrier, some participants thought that they would “misdirect to other
community members”. One of them stated, “How much I was qualified on fractions?
If I am not sure about my competency on the topic, I hesitate to make comments
because I may make wrong comments. I did not hesitate to send e-mail but rather I
hesitated to speak if I had not been sure about the accuracy of information.”

“Not repeating the same things” was another barrier that decreased preservice
teachers’ contribution to discussions. During a discussion, preservice teachers
searched for new things to contribute. If they did not had anything new to say, they
stayed quiet since they did not want to repeat the same things.

The participants stated that “unwillingness and involuntary participation” had a
critical impact on the PDC’s success. In the mandatory phase, the unwillingness of
the participants who were mandated to participate in online discussions by the
researchers was a challenge. Both in face-to-face visits and in reflection reports, they
frequently underlined this issue. Interviews also supported this inference coming
from reflection reports and they explained this barrier as one of the reasons for being
passive in the voluntary phase.

The last personal barrier was “low priority”. The results showed that the PDC
was not the primary study of preservice teachers in the mandatory phase. Similary,
the members of voluntary phase used the PDC as a secondary knowledge source.

Interpersonal barriers. The interviewees stated that they felt the explicit
“availability of other community members” in the PDC. They thought twice before
sending any message or material to the discussion list because other people could
criticize them. Furthermore, what others’ thought about their comments was very
important. So, they did not want to seem clueless to others. Since some participants
thought that there might be some people who might look down on other
participants, they preferred not to share their ideas or knowledge sources.

“Background diversity” was an interpersonal barrier. In the first term, selecting
preservice teachers from different departments and universities was a design
decision that was determined at the beginning of the study. However, the
participants stated that this decision decreased the quality of knowledge sources.
First, similar studies came from the same university students. Second, every
university student evaluated their group participation more effective. The voluntary
phase included people having different backgrounds. In this complex environment,
there were various points of view. For example, some experienced teachers believed
that the real school environments were different from what is taught in university
education. Furthermore, they believed that academicians have still tried to teach the
same things to preservice teachers. However, academicians also criticized
experienced teachers. They believed that teachers did not develop themselves and
frequently complained about the educational system. Therefore, there were some
differences between teachers and academicians in terms of perception of
understanding teaching. In this polarization, preservice teachers hesitated to reflect
on their opinions comfortably since they did not want to challenge either
academicians or experienced teachers.



Eurasian Journal of Educational Research | 89

Environmental barriers. “Familiarization with ICT and technical glitches” was the
first environmental barrier that decreased the quality of the discussions. Poor
computer literacy courses and low Internet and computer access were reasons for the
participants” unfamiliarity with computers. In addition, some preservice teachers did
not like to use computer-based studying tools such as typing on keyboard or using
word processor programs to format text. Rather, they said that they preferred to use
traditional tools. Since they could not alter their traditional working habits to use
digital devices, they were too exhausted to share their knowledge sources.

Another barrier was “difficulties in accessing to the Internet and computer
availability”. The PDC required preservice teachers’ active participation in
discussions and, therefore, active use of computers and the Internet. However, they
had limited access to them. Only 10 out of 28 participants had a home computer and
7 of those 10 participants had an Internet connection. Sixteen of the participants’
weekly Internet connection durations were between 1 and 5 hours.

Furthermore, “the asynchronous communication tool (discussion list)” had some
disadvantages, which decreased preservice teachers” activity and message quality.
The results indicated that because some preservice teachers did not frequently
connect to the Internet, they had lots of unread messages when they opened their
inbox. Therefore, they preferred to skim over received messages rather than opening
and reading each message.

“The length of the discussion periods” was another environmental barrier that
was criticized by the participants. In this study, the discussion duration for each
video was two weeks. Some participants needed more time for discussions while
some of them reported that it was appropriate and requested more videos to view. In
addition, every participant had to send at least three e-mail messages in each term.
Some participants found “the three e-mail rule” nonsensical. This rule caused the
following results: ineffective comments, dividing whole opinions into smaller parts,
sending similar messages, and sending out topic e-mails. In other words, the quality
decreased in the discussions.

Conclusion, Discussion and Suggestions

Interpersonal Factors

The background of the community members affected the amount and quality of
messages. Similar to the PDC, the Inquiry Learning Forum (ILF) is an online
community for K-12 teachers and administrators, preservice teachers, and educators.
Moore and Barab (2002) have defined the general scope of the ILF as “a research and
instructional design effort centered around Internet based professional
development” (p. 45). Makinster, Barab, Harwood and Anderson (2006) indicate that
although preservice teachers gave great value being with other people on the same
platform, their community, the ILF, prevented them from talking about certain topics
or concerns because of differences in the participants’backgrounds. As for message
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quality, preservice teachers of the same university sent very similar lesson plans.
Therefore, we propose using at least two discussion forums, which will bifurcate
students’ discussions from public discussions. In addition, participants should be
motivated to produce their own teaching sources by the practitioners.

This study revealed that sincerity in the environment has directly affected teacher’s
participation and some members have pointed out that the attitudes of some
participants caused less contribution by others. Baek and Schwen (2006) emphasized
that teachers build trust among them to be able to reflect on their teaching. In our
study, an introductory discussion period was beneficial for icebreaking. However, it
was not sufficient for warmer relationships. We argue that not right away, but in the
following months, a face-to-face meeting could be more beneficial since participants
wanted to learn the details of others in their community. Alternatively, in the forum
part of the PDC, teachers can introduce themselves to other members. When a
teacher wants to learn the profile of another teacher, s/he can examine this part.
Educators should keep in mind that developing sincerity among teachers will require
more time than expected.

Collectivism was one of the motivators of people sharing knowledge on the
discussion lists (Batson, Ahmad & Tsang, 2002; Cheung & Hew, 2004; Hew, 2006). As
a practical solution to increase in collectivism, the community designers may let
preservice teachers see the outcomes of their knowledge sharing. If they see good
results of their participation in discussions, they will be more motivated. The digital
library part of the PDC is truly the place to accomplish this. After each discussion
period, important and valuable resources coming from members can be published in
the portal. Furthermore, if the moderator starts discussions about what community
members learned from other regular discussions and how they use them in their
classrooms, the developed welfare of community will be exhibited to all community
members. So, motivation for increasing the welfare of the teacher community can
increase.

Personal Factors

A unique factor getting more responsibility impelled some members to be more
active in the community. Hence, we propose that educators give more tasks to some
community members. On this point, characteristics of community members are very
important. This study revealed that self-confidence and having wide-ranging knowledge
were two interrelated motivators to increase the degree of participation. Similarly,
Jakobsson (2006) showed that self-confidence was an important factor in online
environments. Similarly, Hew (2006) revealed that the outspoken personalities of
discussion list members increased to share knowledge with other members. Another
factor is that sociable community members easily adapted to their environment,
communicated with other preservice teachers and shared knowledge. Vonderwell
(2003) showed that in online environments, if preservice teachers had not met before,
they hesitate to write each other. Furthermore, community members’ readiness for life-
long learning was a very important motivator, which directly increased their
participation in the PDC. Therefore, we propose that practitioners can give
additional responsibilities to some community members who are self-confident,
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sociable and life-long learners. These members will enable other community
members to be more active.

Great interest in a topic was another reason to be active in the two phases.
Similarly, Hew (2006) reveals that one of the motivators to share knowledge in a
discussion list is personal gain. He describes personal gain as obtaining more
knowledge from the others. One of the strategies to motivate these types of people is
to come out with different knowledge sources. Therefore, carefully planning the
discussions is very important. The discussion moderator should often ask questions
to different people to include their opinions. Discussion topics should be appropriate
to keep the attention of members that have different perspectives. In addition,
different experts can be invited for discussion topics.

In the study, some of the preservice teachers’ knowledge sharing and
participation in discussions decreased since they hesitated to misdirect other
community members. Similarly, Hew (2006) revealed that unfamiliarity with the
discussed topic hindered discussion list members knowledge sharing. Therefore,
community members should be motivated to participate in discussions without any
hesitation. However, discussion moderators should control the accuracy of their
sharings. Another reason for decreasing activation is a lack of self-confidence.
Furthermore, not wanting to repeat knowledge is another barrier. Similarly, Hew (2006)
revealed that “no new or additional knowledge to add” is one of the barriers to
sharing knowledge. To overcome this barrier, the discussion moderator should
support the online community with additional materials. In rich online discussions,
every member can find to say something.

The most frequent challenge to using e-mail to support teachers is the
participants” finding computer time (Davis & Resta, 2002; Baek & Schwen, 2006).
Baek and Schwen (2006) proposed that activities in these environments should be
directly relevant to teachers’” daily tasks. In daily life, every preservice teacher is part
of larger or smaller communities (Wenger, 1998). The priority of these communities
in a teacher’s daily life changes from one teacher to another. If an online community
participant has a lower priority in het/his life than others, that teacher might not find
time to be online. Similarly, preferring to participate in other communities causes
unwillingness and involuntary participation in online communities. Therefore, in the
design of an oCoP environment, practitioners should design very simple and easy to
understand environments rather than complex ones. Similarly, Baek and Barab (2005)
revealed that in their study, complex design principles were criticized by online
community members.

Environmental factors

Similar to previous studies (Wang & Hartley, 2003; Knight, Pedersen & Peters,
2004; Sherin & van Es, 2005), this study showed that videos were an outstanding tool
to show teaching practice from real classrooms and to enhance teachers” professional
knowledge. Therefore, we propose that other practitioners use digital videos
showing real classroom environments.
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Related to anonymity, many research studies indicated that introverted people
overcome shyness through asynchronous communication tools and become more
active than when they are in face-to-face discussion courses (Nicholson & Bond, 2003;
Vonderwell, 2003; Cheung & Hew, 2004). Similarly, our study also found that the
discussion list had a big advantage in making community members active. However,
Davis and Resta (2002) examined the influence of using e-mail to support novice
teachers. In their findings, one of the challenges is the difficulty in expressing feelings
via e-mail. Therefore, they proposed making regular meetings in addition to the
electronic collaboration. In a more recent study, while some participants emphasized
the positive aspect of a feeling of anonymity, some participants pointed out the
importance of real-time, face-to-face exchange (Cook-Sather, 2007). As a result, it can
be said that Internet environments have the advantage on anonymity, but they also
have some limitations in expressing opinions and feelings. Therefore, practitioners
should keep in mind that their oCoP environments should include tools that allow
developing social relationship among participants and expressing feeling, such as
emoticons.

Some research studies revealed preservice teachers’ criticisms to receiving
delayed replies to their messages (Vonderwell, 2003; Cheung & Hew, 2004; Cook-
Sather, 2007). Levin and Robbins (2006) determined that the number of participants
preferring synchronous discussions increased after all participants’ experienced
synchronous discussion because of the response time and length of the response.
Therefore, practitioners should keep in mind that asynchronous communication in
online communities may cause unreplied messages in the system. If possible, we
propose to use synchronous discussion at specific times.

Finally, this study included some participants who have low technology use skills
and limited connection to the Internet. These participants thought that the discussion
duration was too short to allow them to read all their messages and reply to them on
time. Therefore, they did not like to discuss on the PDC. Similar to the complaints of
our students, Jakopsson (2006) found that some of their participants were frustrated
by working through the Internet. In addition, some of our participants found the
three e-mail sending rule nonsensical since it caused the following results: ineffective
comments, dividing whole opinions into smaller parts, similar messages and off
topic e-mails. In sum, educators should set their discussion duration and their mail
sending responsibility according to the characteristics of their community members.
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Cevrim I¢i Uygulama Topluluklarinin Gelistirilmesinde
Giidiileyici ve Engelleyici Faktorler

(Ozet)

Problem Durumu: Egitim alaninda yillardan beri devam eden temel
tartismalardan birisi, ©grenmenin nasil gerceklestigi ile ilgilidir.
“Uygulama Toplulugu” yaklasimi, bu tartismaya farkli bir bakis agis1
getirmistir. Bu yaklasim, yetiskin insanlar1 sosyal varliklar olarak kabul
eder ve Ogrenmenin gerceklesebilmesi igin, onlarin sosyal etkilesim
ortamlarinda, aktif olarak bulunmalar: gerektigini savunur. Bilim insanlari,
Ogretmenlerin “6gretmeyi ©grenme” stirecinde elde etmeleri gereken
pratik bilgiyi kazanmalar1 icin bilgi alisverisinde bulunacaklar1 sosyal
ortamlarin olmast gerektigini savunmaktadir. Tiirkiye’ de gorev yapan
ogretmenlerin hepsini bir araya toplayacak bu tiir sosyal ortamlari
geleneksel egitim sisteminde olusturmak gerek maliyet ve gerekse teknik
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acidan oldukga zordur. Bu sebeple, &gretmen egitiminde Internet'in
kullanilmas: fikri oldukga ilgi cekicidir. Uygulama topluluklar: fikri ve
Internet'in bir araya gelmesiyle birlikte “cevrimici uygulama topluluklart”
calismalar1 ortaya ¢ikmistir. Bu arastirma alaninda en biiyiik problem, bu
topluluklarin tyelerini, topluluk igerisinde aktif tutmak, onlarin ortama
katilimci olmalarini saglamak ve toplulugu uzun siireli yasatabilmektir.
Aragtirmamn Amact: Bu calisma, ogretmenler icin tasarlanmus cevrimici
uygulama toplulugunun tiyelerini, topluluk icerisinde aktif tutmak, ortama
katilimc1 olmalarini saglamak ve toplulugu uzun siireli yasatabilmek igin
gerekli, giidileyici ve engelleyici faktorleri ortaya cikartmay:
amaclamaktadar.

Arastirmanmn Yontemi: Bu ¢alismada, “Mesleki Gelisim Cemberi (MGC)”
isimli gevrimici ortam gelistirilerek kullanilmistir. Matematik 6gretimi ile
ilgili materyaller iceren ve tartisma ortamlari sunan bu ortam {i¢ ana
kisimdan olusmaktadir; 1) Bir sayisal kiittiphane, 2) Gergek okul ortaminda
cekilmis videolar, 3) Elektronik forum ve iletisim araglar1. Ayrica, iletisimi
saglamak icin bir elektronik tartisma listesi kullanilmustir.

Bu calisma birbirini izleyen, ancak farkli tasarimlara sahip iki asamada
gerceklestirilmistir. Birinci asama olan, “Zorunlu dénem” dort ay
stirmiistiir. Ug farkli iiniversiteden, 28 son siuf &gretmen adayr bu
asamaya katilmistir. Bu dénemde, her ay gercek smif ortaminda cekilmis
bir video tizerine gevrimigi tartigmalar diizenlenmistir. Ogretmen adaylar1
bu ortamda gerceklestirdikleri aktivitelerinden derslerini etkileyecek bir
not almiglardir. Arastirmada ikinci asama olan, “Goniillii donem” yaklasik
alt1 ay stirmiistiir. Birinci asamanin katilimeilar: haricinde, ogretmenler,
akademisyenler ve farkli 6gretmenlerden olusan 177 kisilik yeni iiye grubu
goniilli olarak bu asamadaki tartismalara katilmistir. Bu donemde
tartismalarin baslangi¢ ve bitisleri sabit degildir ve yogun tartismalar
tartismalarm uzamasina sebep olmustur.

Aragtirmamn Bulgulari: Bu calismanin bulgularina gore, topluluk tiyelerinin
biitiin tartismalara katilmadig1 ortaya gikmustir. Nitel veri analizi yoluyla
belirlenen giidiileyiciler ve engelleyiciler; “kisiler-arasi”, “kisisel” ve
“ortamsal” basliklar1 altinda sunulmustur. “Kisiler-aras: giidiileyiciler”, grup
i¢inde taninma, fikirlerini savunma, ortamdaki samimiyet ve ortakliktir.
“Kigisel giidiileyiciler”, baz1 tiyelere daha fazla sorumluluk verme, tiyelerin
hayat boyu 6grenme icin hazir bulunma durumu, {iyelerin bir konu ile
yakindan ilgilenmeleri ve ozveridir. “Ortamsal giidiileyiciler”, kullanilan
araglarin kalitesi ve internet ortaminin avantajlaridir. Diger taraftan
“Kisiler-aras: engelleyiciler”, ortamdaki diger kisilerin varligindan ve
tiyelerin farkli kimliklere sahip olmasindan kaynaklanmaktadir. “Kisisel
engelleyiciler”, tartismaya girmekten kaginmak, zaman eksikligi, maksimum
fayda minimum caba diistincesi, yanls yonlendirmekten kaginmak, ayni
seyleri tekrar etmekten kaginmak, isteksizlik ve gontilstizliik ve ortamin
tiyeler i¢in diuisitk onceligidir. “Ortamsal engelleyiciler”, bilgi ve iletisim
teknolojilerine asinalik, teknolojik hatalar, bilgisayar sahipligi ve Internet
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erisimi, asenkron iletisim ve calismanin tasarimindan kaynaklanan
faktorlerdir.

Arastirmamn  Sonuclart ve Onerileri: Bu calismanin sonuclar1 kisiler-arasi,
kisisel ve ortamsal konu basliklar1 altinda tartisilmistir. Kisiler-arasi
faktorlerden dikkat cekicilerden bir tanesi, “katilimcilarin farkli kimlikleri”
dir. Ogretmenlerin, ogretmen adaylarrin ve akademisyenlerin aym
platformda bulunmalar1 katilimcilarin  ¢ekimser olmalarma sebep
olmustur. Bu sebeple topluluk tiyelerinin katilimci tiplerine gore
ayrilmalar1 onerilebilir. Diger bir faktdor, “ortamdaki samimiyet”
dgretmenlerin bir uygulama toplulugunda hissetmek istedikleri dnemli bir
konudur. Saygili bir ortam katilimcilarin bilgi paylasimini artirirken,
olumsuz tutumlar topluluk {iyelerini ortamdan uzaklagtirmaktadir. Bu
sebeple, uygulama topluluklari uygulayicilarinin, Internet ortam disinda
yliz yiize toplantilar diizenlemeleri o6nerilebilir. Yine de bir topluluk
tasariminda topluluk tiyeleri arasinda samimiyet kurmanm zaman
alacagini kabul etmek gerekmektedir.

Kisisel faktorlerden birisi, “daha fazla sorumluluk almaktir”. Topluluk
tiyelerine yeni gorevler vermek, onlarin ortami sahiplenmelerini
saglayacaktir. Burada unutulmamasi gereken onemli bir nokta, bu
gorevlerin zaman igerisinde kademe kademe olmasi gerektigidir. Ayrica,
bu ortamda kendine giivenen, bilgili, sosyal ve hayat boyu dgrenme fikrini
benimsemis katilimcilarin daha aktif olduklar ortaya ¢ikmustir. Bu sebeple,
topluluk tiyelerine gorevler verilecegi zaman bu katilimci tipine sahip
kisilerin secilmesi daha uygun olacaktir. Diger bir faktoér, “bir konu ile
yakindan ilgilenmektir”. Topluluk iiyelerinin, kisisel kazammlar igin bu
ortama katildiklar1 bir gercektir. Bu sebeple, ¢evrimici uygulama
topluluklarinda ilging ve yenilik¢i konularin segilmesi ve stirekli giincel
tutulmas1 gerekmektedir. Ayrica, farkli uzmanlk alamna sahip kisilerin
ortama davet edilmesi, farkli tipteki katilimcilarm ilgisini ¢ekecektir. Diger
bir faktore gore, bazi katilimcilarin diger tiyeleri yanhs yonlendirmek
istemedikleri i¢in katilimc1 olmadiklar1 ortaya ¢ikmustir.

Bu calismada ortamsal faktérlerden en énemlisi video kullanimi olmustur.
Videonun, pratik bilginin ortaya cikartilmasinda ve yansitic1 diistincenin
olusturulmasinda oldukga etkili bir ara¢ oldugu ortaya ¢ikmustir. Ayrica,
asenkron Internet ortaminda katilimeilar kimlikleri gizli kaldig1 icin duygu
ve diistinceleri rahat ifade etmislerdir. Diger 6nemli bir konu, asenkron
iletisimin  bazi mesajlarin  yanitsiz  kalmasma sebep oldugudur.
Uygulayicilarin bu durumu dikkate alarak tartisma sirasinda gonderilen
mesajlarin yanutsiz kalmasini engellemeleri gerekmektedir. Son olarak, bir
tartismanin siiresi ve bu tartismada gruba gonderilmesi gereken mesaj
sayist katilimcilarin giinliik Internet'e bagh kalma siiresine ve e-posta
kontrol etme sikligina gore belirlenmelidir.

Anahtar Sozciikler: Uygulama topluluklari, bilgisayar temelli iletisim,
dgretmenler, mesleki gelisim, Internet.
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Abstract

Problem statement: "Non-English speaking" countries have no choice but to
learn English in order to survive in the international market. Establishing
English-medium higher education institutions is one of the educational
policies that has been adopted by countries like Turkey, in order to provide
a greater advantage for the country in the international market.

The purpose of the study: This research was conducted at an English-medium
university located in a non-English speaking country in order to assess its
effectiveness at the university level from the perspective of students and
instructors. The research surveyed the perspectives of the students and
instructors based on their rate of foreign language proficiency and their
attitudes toward English-medium education. Their recommendations were
also gathered to help improve the system.

Methods: Both quantitative and qualitative methods were employed for
data collection and analysis. The research was conducted using a random
sampling from a population of 1011 students and 117 instructors. A
balanced percentage (10%) of the student and the instructor population,
from each faculty, was included in the study. Data was gathered through
two sets of questionnaires consisting of closed and open-ended questions.
Multiple choice and the Likert Scale format (1 to 5) were used for the close-
ended questions. Both the instructor’s and student’s questionnaires were
prepared in their mother tongue in order to obtain more detailed
information. The data was subjected to a quantitative (descriptive) and
qualitative (content) analysis

Results: The results show that students feel disadvantaged during their
college years, due to a self-perceived low language proficiency. Both the
students and the instructors believe that if the system is improved it will
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provide great benefits to the whole university student population, not only
in Turkey but in all EU Countries.

Conclusions and recommendations: In order to reconcile the instructor’s
misgivings, as well as enhance student performance, a middle ground
should be found at which students can reach their potential. Therefore, it is
recommended that special text be prepared for English-medium
educational programs, or for any other language being used in a non-
native environment. It should integrate subject matter, English text, and
native language supplemental explanations. Lectures, class discussion, and
testing should continue in English, thus retaining the prime advantages of
immersion learning techniques. In this way, a student will find ease in
continuing to read and communicate concepts in a foreign language.
Further, Turkey should expand its language education by promoting the
acquisition of a second language in order to have a head start on its own
ascension into the global community, modeling itself on the EU aspirations
for a majority of their citizens to speak two foreign languages.

Keywords: English-medium education, higher education, European Union
Policies

Since the latter part of the twentieth century, a new social science experiment has
been underway: the transformation of the European Continent into one united
nation. At the heart of this transformation is the need for a common language for
communication, while holding on to each country's mother tongue. As stated by the
European Union’s (EU) Communication report to the EU Parliament, “The new
Union will be home to 450 million Europeans from diverse ethnic, cultural and
linguistic backgrounds. It will be more important than ever that those citizens have
the skills necessary to understand and communicate with their neighbors,” (COM
2003). This will result in Europeans needing to speak more than their own language.
Though this may seem a daunting task, the current levels of second language
attainment have shown this goal to be attainable. In fact the true goal is for each
individual in the EU to speak two languages beyond their own (COM 2003).
Multilingualism is seen as one of the “key abilities needed in the shaping of the
European citizen of the future” (Chambers, 2004). One of the prime tools in teaching
EU citizens is Content and Integrated Learning, more commonly termed as Medium
Based Learning (Wilkinson, 2004). By introducing a subject matter through a foreign
language students are immersed by reading, speaking, and literally thinking in that
language. All subject matter is given in the foreign language. By doing so, the learner
gains the language skill for immediate use. This method, though painful at first,
offers the learner a high degree of self confidence in both the language and the
subject base for which they are trained. This becomes an active skill rather than a
passive subject.

According to Ammon and McConnell (2002), the EU countries have 1061 HE
Institutions, of which 360 of them offer Medium Based Learning programs taught
solely in English. The same study showed that the rationales for this English-medium
education are mostly due to internationalization (15 countries), student exchanges (6
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countries), staff mobility (9 countries), and university graduate employability (9
countries). In fact, English is the most common language used in the EU, comprising
51% (COM 2003).

There has been considerable discussion for and against having higher education
in one's mother tongue or in another language such as English. This research aims to
study this dilemma from the perspectives of students and instructors in an English-
medium university in Turkey, which has long aspired for EU Membership.

In the Turkish education system, English has become the most commonly learned
second language at both private and state Higher Education (HE) institutions. The
need for English goes beyond just Turkey’s ascension to EU membership; it takes on
monetary and prestigious implications. These English-medium universities are held
in high prestige and their graduates are readily hired both by the government and
private industry, due to their English fluency and their ability to converse on a
technical level. It is, therefore, apparent that some knowledge of English is
necessary. Consequently, many parents, especially those from middle or upper class
families, strive to have their children educated in an English-medium school, both at
the secondary and HE levels.

With a population of approximately 70 million, Turkey has a student enrollment
of almost 2 million studying at HE institutes (Higher Education Council, 2007). The
Turkish HE system presently consists of 53 state universities, two of which are
English-medium and one which is French-medium. In addition, there are 25 private
universities, all English-medium. Intensive preparatory English courses are required
for admission to English-medium universities. Each year, more than 1,600,000 high-
school graduates take the national exam, of which English forms an integral part, to
fill approximately 393,000 university freshman openings. Of these openings, only
57,000 are within these exclusive English-medium HE institutions.

This research was conducted at one of these private English-medium universities
in order to assess the pros and cons of English-medium education from the
perspective of students and instructors. The following research areas were examined:

1) How do students and instructors rate their foreign language proficiency in
regard to English-medium education?

2) What are the students’ and instructors’ attitudes toward English-medium
education?

3) What recommendations can be provided to make the system better?

Methods
Research Design

Both quantitative and qualitative methods were employed for data collection and
analysis. The effectiveness of English-medium education at the university level was
assessed based on the perspectives of students and instructors.
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The private university where the research was conducted has a student body of
approximately 11,000, 300 of which are from 50 other countries. It has 9 faculties, 2
four-year applied schools, 2 two-year vocational schools, the School of English
Language, plus 7 graduate schools. It has about 1000 academic staff members; 90% of
them hold degrees from prominent European and North American universities and
25% are non-Turkish. The employment of international faculty and the integration of
international students into the programs are facilitated by the fact that the medium of
instruction is in English. The institution participates in collaborative projects and
exchange programs with many universities abroad, namely in the USA, Canada, and
EU Countries.

Sample

The research was conducted on a random sampling with a population consisting
of 1011 students and 117 instructors. A balanced 10 percent of both the student and
the instructor population, from each faculty, was included in the study. Table 1
shows the breakdown of subjects based on faculty bases.

Table 1

Breakdown of Student and Instructor Bodies in Numbers

Faculty Students Instructors
n= N=
Faculty of Engineering 106 16
Faculty of Humanities and Letters 173 15
Faculty of Music and Performing Arts 73 6
Faculty of Business Administration 139 25
School of Tourism and Hotel Management 118 20
School of Applied Languages 118 8
Faculty of Science 47 4
Faculty of Art, Design & Architecture 118 12
Faculty of Economics, Administrative & 118 11
Social Sciences
TOTAL 1011 117

When considering the demographic characteristics of the student sample, they
were randomly chosen from each grade level, looking for different cumulative grade
point averages, and asked whether they had studied at a preparatory school (Prep.)
(Table 2). Half of the population had a cumulative grade point average (CGPA)
between 2.00-2.50 and almost 2/3 studied at preparatory school before starting their
freshman year. 15 percent were randomly selected from the first year and the rest
were 2nd, 3rd, and 4th year students.



Eurasian Journal of Educational Research |101

Table 2
Demography of Student Group (in %)

Grade level (year) (CGPA) of participant Prep.

Ist 2nd  3rd  4th 100-1.50 1.50- 2.00- 2.50- 3.00- 3.50- YES NO
200 250 3.00 350 4.00

15 20 30 35 1 13 50 23 9 4 73 27

Research Instruments

The data was gathered through two sets of questionnaires (instructors’ and
students’ questionnaires) consisting of closed and open-ended questions. Both
questionnaires were prepared in the mother tongue in order to obtain more detailed
information. Closed-ended questions were used to assess students” and instructors’
ratings of their foreign language proficiency in regards to English-medium education
and their attitude toward it. Those closed-ended questions included both multiple
choice and the Likert Scale format (1 to 5). Recommendations to make the system
better were also gathered through open-ended questions.

Data Analyses

The SPSS package program was used to analyze the quantitative data. The results
of the analysis are presented by frequencies and percentages. Open-ended questions
were analyzed using the “content analysis” technique in order to identify the codes
and themes coming from the study.

Findings and Results

How do students and instructors rate their foreign language proficiency in regards to
English-medium education?

All classes are required to be held in English and are given by both Turkish and
foreign instructors. The research focused on how students and instructors view their
English language confidence. Therefore, students and Turkish instructors were asked
to evaluate their own and each other's English proficiency. Moreover, students
evaluated their Turkish instructors regarding their “subject matter knowledge” and
foreign instructors regarding their efficiency in relating the course content into the
Turkish context.

These evaluations were based on the Likert Scale: (1) very ineffective, (2)
effective, (3) neutral, (4) effective, and (5) very effective. In order to assure diversity
in student population, the data was gathered from students in different departments,
at different grade levels, and with different GPAs (see the methods section).



102 | Ayse Bas Collins

The results showed that while instructors rated their own proficiency as being
between “effective” (59%), and “very effective” (38%), they rated their students’
proficiency as “neutral” (59%) to “effective” (39%). When students were asked to
evaluate their instructor's “English proficiency” and “subject matter knowledge”,
they rated Turkish instructors” English proficiency as being “effective” (47%) and
their subject matter knowledge as being “neutral” (41%). When students were asked
to evaluate their foreign instructors' effectiveness to modify the lessons to a Turkish
context most students (44%) rated them “effective”. 40% of the students and
intructors consider their language skills to be proficient.

What is the students’ and the instructors’ attitude towards English-medium
education?

Results showed that there were strong arguments both for and against English-
medium education. When asked the most important reasons for English-medium
education, instructors responded that: “English is an international language” (43%);
“Turkish is insufficient regarding the new terminology of technology” (32%);
“Turkey is in need of relations with developed countries” (14%); and that English-
medium education was important for “political reasons” (11%). Similarly, students
listed the factors that they consider when choosing education in a foreign language.
They were in order to: “have a much better chance of obtaining a good job” (38%); to
“have a much better chance studying abroad” (23%); to “have a much better chance
of a job abroad” (19%); to “keep ... informed regarding developments outside
Turkey” (8%); and to “be more sensitive to the values and traditions of people
abroad” (7%). 5% of the students stated that there were “no actual factors ”
contributing to their choice.

Results showed that most instructors were in favor of English-medium education
(76%) and strongly agree (77%) that all students in Turkish schools should learn
English. Similarly, almost half of the students (41 %) strongly agreed that English
should be used as a medium of instruction. Regarding the affect of English-medium
education on students’ success, there were opposing views. Over half of the
instructors (58%) believed that English-medium education affected students’ success
in a positive manner. Whereas, most students (73%) contended that “studying in
English has decreased their school success”. 58% said that “studying in their mother-
tongue would be more beneficial for their success.” Despite being in favor of the
program, instructors had concerns as well. 40% strongly agreed that, “students’
general creativity is decreased when taught in a foreign language.” Secondly, 40%
also agreed that the “self-confidence of the students is detrimentally affected by
learning in a foreign language.” Moreover, most of them (67%) agreed that “this
program has decreased [their] teaching satisfaction”.

While evaluating the courses, instructors and students made contradictory
statements. 87% of instructors and only 17% of the students agreed that “the whole of
the class time is in English.” Secondly, 82% of the instructors stated that, “course
contents are relevant to Turkish context.” However, students (64%) asserted that they
“study irrelevant content due to using foreign books.” Moreover, all of the
instructors agreed that “there are enough English resources for the course in the
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library,” and a majority (75%) strongly agreed that “Turkish material is necessary to
prepare the resources.” Lastly, most of the students (58%) contended “they have
communication problems with foreign instructors” and 73% stated that they “prefer
Turkish instructors and it does affect class preference.”

When students were asked the most persistent problems they faced in an English-
medium university, they said that their own English wasn't sufficient to learn
subjects in detail (24%) and to take part in class discussions (31%). Moreover, some
students (30%) even do not find themselves fluent enough to follow the lessons.
Lastly, a small group of students (15%) believed that not enough attention was paid
to conversion of subject matter to a Turkish context. Similarly, instructors were
asked what were the most important factor affecting their success using English in
the classrooms. Most of them (62%) said that “the presence of many low language
ability students in the class” had an effect on their success. Other problems were
listed included, “the student's negative reaction to English-medium classes” (18%),
“the large class size” (17%), and “instructors’ confidence and fluency in speaking
English” (3 %).

What recommendations can be made for a better system?

Recommendations to make the system better were gathered through open-ended
questions and the results were analyzed by qualitative methods. All of the students
and instructors stated that they were aware of the importance of English-medium
education and of the problems related to its implementations in a non-English
speaking environment. They constructively criticized English-medium education and
provided the following suggestions.

First, almost all of the instructors and students pointed out that textbooks were
primarily American and English publications, which created problems for the
students to relate to the contexts. Students and instructors emphasized that although
students took English preparatory courses and passed their English Proficiency
Exam, most of the students had difficulty studying in English. The more successful
students were those who had attended English-medium secondary schools or those
who had spent time abroad or with English speaking friends. One instructor said:

The text books we use are written for the people whose mother tongue is English.
However, there are cultural, social and knowledge based differences between
societies’ perspectives. The content is even sometimes difficult for an English
speaking person.

One of the students similarly stated:

I would understand reasons to use American or English publications however, we
expect the course content to have relavant examples to a Turkish perspective, and for
example, I would like to learn Taxation in Turkey rather than Taxation in USA.

Secondly, instructors and students stated that it was not a matter of “passing or
failing the English Proficiency Exam” since the proficency level was assessed by
standardized exams which were grammer based. One of the 3rd year students
emphasized:
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There is field-related English proficiency, which relates to “subject matter”.
However, when I took the profiency exam, it was just basic English, therefore, I
started my freshman class without the necessary field-related vocabulary. For a
native English speaker it isn't a problem. They have most of their reguired
vocabulary.

Another 4th year student supported the idea by saying

I used a dictionary throughout my university life, meaning although I passed
English proficiency, 1 couldn't reach the reading and writing level of a native
speaker. I spent at least double the time of a normal English speaking student. It is
not fair.

Students mentioned that due to their low proficiency in English they have problems
understanding the content in detail and they tend to memorize parts of textbooks
without clearly understanding them. Instructors stated that students tend to think in
Turkish, but had to speak and write in English, therefore, they remain passive in
class due to their lack of confidence. One 2nd year student described some of their
class settings as “funny” and explained: “Proficiency is not always the problem.
Sometimes we don't have any foreign students or instructors in class. We are all
Turkish speakers however have the classes in English. It is the rules; however, it
sounds and looks funny.

Most students described the classes as being “half English, half Turkish” in that,
the instructor may start in English and finish in Turkish or vice versa. One 2nd year
student gave an example: “Sometimes the language in class can not be classified as
English or Turkish. It is English and Turkish words used together in one sentence.”
Another 1st year student said, “sometimes we ask questions in Turkish during the
class, however, the instructor either does not answer or answers in English.”
Instructors said they could not violate the rules of an English-medium university.

Some students stated that they did not want to participate in the class discussions
because their friends made fun of their English. Furthermore the instructor might
concentrate on their English rather than their content proficiency. Supporting this
situation, one instructor said, “I asked a question to a student, he asked me if he
could answer in Turkish. I said ‘No, this is an English-medium university’ and he
then did not answer my question.” Most instructors believe that the classroom is the
only environment in which the students have the opportunity to use their English;
therefore they should be encouraged to speak English as much as possible.
Instructors said they knew the difficulties in studying in English. They explain that
they had the same experiences during their own education, but they appreciate those
years now since their English proficiency has made it possible for them to teach in an
English-medium university.

Instructors emphasized that even though classes were conducted in English,
students’ content expression should not be affected by their low English proficiency.
Prep schools and Freshman English should be strengthened and should concentrate
on conversational skills, as well as grammer. Students suggested that English-
medium education should be supplemented with mother tongue clarifications.
Likewise, there is a need for textbooks that are specifically geared toward English-
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medium education as a second language. Moreover, students emphasized that
instructors should be more proficient in English so that course content would not be
neglected or diluted. English should not deter class discussions. Content should take
priority and students should be aware that testing would be conducted in English.
Therefore, content understanding could be relative to the native language, but
expressed in English.

There were two opposing attitude among instructors regarding exams: one group
stated that they were not language instructors and were not interested in grammer
mistakes; they only assessed students’ content knowledge. Another group believed
they should decrease grades if there were language mistakes. Students stated that
they sometimes knew the content, however, since they may not be able to express it
in a “grammatically correct way” they were reluctant to talk or write.

Lastly, most students who had experienced being in an English-speaking
environment emphasized that they were proud to be educated in an English-medium
university. They felt confident, although they did express soem of the same concerns
mentioned. One 4th year student explained that even if they had disadvantages
during the academic years they started their professional life one-step ahead, since
their English was superior when compared to students from other universities.

Conclusions and Recommendations

Certainly, it is a necessity with today’s turbulent times and with the advent of
globalization that the international community adopts a common language.
“Globalization has encouraged the spread of English, but the spread of English also
encouraged globalization (Graddol, 2007).” The imposition of English, though
arbitrary, seems inevitable (at least for a time). This fact is almost guaranteed by the
fact that English non-native speakers are increasing to be more abundant than native
speakers (Hobson, 2005). This spiral of one language’s increase is unheard of (with
the exception of biblical discussions) and is certainly a “new phenomenon”
(Coleman, 2006). As a result of the 5 to 1 ratio of non-native to native speakers, the
issue of methodology by which the non-native speakers attain high proficiency is a
subject of discussion. English-medium education is proving such results and is the
method of choice when coupled with HE.

In this study, there are two prime reasons cited for English-medium higher
education, according to the respondent’s opinions: a) English is considered the
leading international language; b) A person’s employability and status increases
when they are fluent in English. In fact, the instructors overwhelmingly believe that
all students including primary, secondary, and university students should be
schooled in English. With Turkish the national language and a majority of parents
desiring that their children are educated in English-medium schools, Turkey’s
educational system has a dilemma to overcome. It literally must devote a high degree
of its energy toward educating its students in a particular discipline while teaching
them a foreign language. Learning English or any other foreign language in a native
speaking environment is much more difficult than going to an English speaking
country for the same purpose. However, in Turkey, as well as in the EU, students
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attending English-medium universities rarely speak English outside of the class yet
the results are outstanding.

Those who are involved in the English-medium process have expressed very
pointed and opinionated feeling toward the whole experience. Instructors find fault
with English-medium education in that they feel, to a degree, that they have been
relegated into a language instructor and, by doing so, the prime subject matter has
become diluted and of second importance. This also reflects in the student’s opinions.
They believe that the instructors are more efficient in English than they are in their
own subject matter. However, both students and instructors support the basis for
which the English-medium education is undertaken. In very basic terms, instructors
and students differ in their need for English-medium education, with the instructors
overwhelmingly supporting it and the students faulting it for lack of success. This
success must be judged in the long run, not in the short term pane. English-medium
education has been in place for over 30 years and those who have graduated from
these programs are among the most successful individuals in Turkey and throughout
the EU. Likewise, they now literally form their own community and assure that their
children will continue on the same track. Even now, as these communities grow
within Turkey, and within other countries, a paradigm shift is underway by which
English is becoming a quasi-native language. This shift certainly may have a direct
reduction on the total native speakers teaching in foreign settings as the non-native
speakers children become native speakers. As was pointed out, “the new language
which is rapidly ousting the language of Shakespeare as the world’s lingua franca is
English itself - English in its new global form” (Graddol, 2007).

Though the students and instructors find fault with the English-medium
educational process, there are a number of theoretical rationales for teaching
language skills with substantive content. Traditional approaches tend to “dissociate
language learning from cognitive or academic development” (Snow, Met & Genesee,
1989), and there are considerable studies supporting the immersion model. Though
the instructors believe that students in English-medium education lose their general
creativity and experience a loss of self confidence, this sheer fact of predominance of
former students tends to negate this opinion. However, the instructors state that they
lose a degree of personal satisfaction. They feel that their prime role has become that
of a language instructor rather than a teacher of their individual disciplines. This can
also come to mean that the education in the post modern era has become a tool for
creating and managing probable futures” (Summak, 2003). It is obvious that
language proficiency should not be the prime role of instructors teaching in English-
medium settings. In fact, it is the subject that is by far the most important part of
education (Alexander, 1997), not talking to provide an English class. Unfortunately,
both students and instructors in our study do not see it that way.

Considerable attention must be employed when conveying highly technical and
complicated concepts (Judge, 1999). The concept may have to be unpacked “and then
repackaged ... in a manner appropriate to the concept scheme of the language.” Of
course, the student of English thinks in his or her native language and there is a lag
time between hearing the spoken sentence and perceiving the intended conveyance.
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In this regard, many students admit that their English skills are lacking to properly
understand the subject matter in detail. The European Council (EC) Consultant Prof
M. Ivanova (Personal communication, September 18, 2007) emphasizes:

As EC Consultants we visit various universities in Europe and if it is an English-

medium university in a non-English speaking environment like Turkey, instructors

should be aware of the dilemma and should allow more time for each course load

compared to English-speaking university programmes.

In order to reconcile the instructor’s misgivings, as well as enhance student’s
performance, a middle ground should be found by which students can reach their
potential. It is, therefore, recommended that special text be prepared for English-
medium educational programs, or for any other language programs being used in a
non-native environment. It should integrate subject matter, English text, and native
language supplemental explanations. Lectures, class discussion, and testing should
continue in English, thus retaining the prime advantages of immersion learning
techniques. In this way, a student will find it necessary to continue to read and
communicate concepts in a foreign language.

Public institutions, which educate the bulk of students in most countries, will
submit to the rules that either legislated or set forth by bureaucratic policy or political
dictates. There is a rising dissent to educating ones population in a foreign language,
for a number of reasons. The main arguments are that, by doing so, there is a loss of
ones national heritage found in native languages. But perhaps the most hotly
contested is that it leads to the establishment of a separate society within that society.
These fears are being tested in many cultural settings, all over the world. Within the
EU, this is the “consequence of the further cohesion between the countries of the EC,
and resulting development of a cosmopolitan culture by a part of the ... elite”
(Dronkers, 1993). Even though there are misgiving, 83% of the EU member states
acknowledge the benefits to be realized by being multilingual.

Of course, if one expects to reap the benefits of high employability in an
international setting, then there are dues that must be paid, both from the monetary
and time associated with immersion programs. Total immersion leaves many with a
“sink or swim” situation. The loss of content from the subject matter gives rise to
concerns regarding the quality of the education, but they certainly are more
employable and they do form an elite cosmopolitan society.

With new technology there comes new language. Only the mortar, which ties the old
and new language together, gives meaning to new technology and is of importance
in this study. Should new technology verbiage be a foreign language or should it be a
person’s native tongue? Of course, there are two benefits to be considered, one being
the acquisition of a technical occupation and the second being able to sell that
occupation to a receptive market, with the advent of globalization in an international
market (Huppauf, 2004). At this point in Human history, with all of the cards stacked
in favor of English, it stands to reason that, if opportunity presents itself, a student
should learn in an English-medium educational program (Crystal, 2003). Within the
European setting, the same reasoning is given for learning a foreign language (of
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course, one which is indigenous to the continent): expressed as better job
opportunities and the global prestigious associated within being able to converse in a
second or third language (COM 2003). This study embraces the concept that students
can’t learn a language and then start using it, but they can and should using it during
the learning process, or their education in the language will fail. Turkey should
promote its language education by promoting the acquisition of even a second non-
native language in order to have a head start on its own ascension into the global
community.
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Egitim Dili Ingilizce Olan Yiiksek Ogretim Kurumlar:: Celigkiler ve
Sorunlar

(Ozet)

Problem Durumu:Eger anadili Ingilizce olmayan bir tilkeyseniz, uluslararasi
piyasalarda tutunmak icin Ingilizce 6grenmekten bagka careniz yoktur.
Bunu saglamak igin gelistirilen egitim politikalardan biri de, Tiirkiye'de
oldugu gibi, egitim dili Ingilizce olan yiiksek 6gretim kurumlar1 agmaktir.
Arastirmanin Onemi: Bu calisma anadili Ingilizce olmayan bir iilkede egitim
dili Ingilizce olan bir tiniversitede yapilmstir. Ogrencilerin ve Ggretim
elemanlarinin bakis agilarindan yola ¢ikarak tiniversite diizeyinde egitimin
Ingilizce yapilmasmin olumlu veya olumsuz etkileri degerlendirilmistir.
Calismada ogrencilerin ve ogretim elemanlarmin sisteme bakis agilari,
yabanc dil yeterlilikleri ve egitimin Ingilizce olmasina kars: tutumlar1 baz
almnarak incelenmistir. Ayrica sistemin iyilestirilmesi igin deneklerin
Onerileri istenmisgtir.

Aragtirmamn Yontemi: Veri toplamada ve analizinde hem niteliksel hem
niceliksel metotlar kullanilmistir. Calisma ‘rastgele drnekleme” yontemiyle
secilen, 1011 dgrenci ve 117 ogretim eleman: ile yapilmustir. Segilen
orneklem hem ogrenciler hem de ogretim elemanlar1 acisindan her
fakiiltenin %10'nunu olusturmaktadir. Veriler her birisi acitk uglu ve kapali
uglu sorulardan olusan dgrenci ve 6gretim elemani anketleri kullanilarak
toplanmistir. Kapali uglu sorularda coktan se¢meli ve likert tipi olgek
kullanilmistir. Daha detayl1 bilgi toplayabilmek igin arastirma anadilde
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yapilmustir. Veriler niteliksel ve niceliksel analiz yontemleri kullanilarak
degerlendirilmistir.

Arastirmanmmn Bulgulari: Bulgular, 6grencilerin yiiksek 6grenim stirecinde
kendilerini dezavantajli bir konumda gordiiklerini ve bunun aslinda
1ngilizcede yetersiz  olduklarmi diisiinmelerinden kaynaklandiginm
gostermektedir. Bunun yamisira, her iki denek grubu da sistemin
gelistirildigi takdirde sadece Turkiye’deki 6grenciler icin degil biitiin
Avrupa Birligi tlkeleri igin daha yararli olacagma inandiklarin
belirtmislerdir.

Aragtirmanin - Sonuglart ve Onerileri: Ofretim elemanlary, &grencilerin
performans potansiyellerini yiikseltmek igin sistemin olumlu ve olumsuz
yonlerini dengeliyen bir orta yolun bulunmasint 6nermislerdir. Bu
baglamda, egitim dili Ingilizce olan kurumlarda kullamlan materyallerin
6zel olarak “anadil disinda egitim goren” ogrencilere uygun olarak
hazirlanmasi 6nerilmektedir. Bu materyaller, alan bilgisinin yanisira
Ingilizce metinler ve anadilde ek agiklamalar icermelidir. Ingilizce egitim
almanin avantajlarindan 6diin verilmemek igin, ders anlatimi sif igi
tartismalar ve smavlar Ingilizce olmali ki 6grenciler yabanct bir dilde
okumanin ve iletisim kurmanin gerekliliine inansinlar. Biitiin bu
onerilerin yanisira, Avrupa Birliginin “iki yabanci dil konusan vatandas”
standardima parallel olarak, Tiirkiye dil egitimini, Ingilizce'nin yanisira
ikinci bir yabanci dili dahi 6gretecek sekilde tesvik etmeli ve boylece
kiiresellesme siirecine daha etkin katilmay1 olanakli kilmali.

Anahtar Sozciikler: Egitim dili olarak Ingilizce, Yiiksek &gretim, Avrupa
Birligi politikalar:
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Abstract

Problem Statement: Since the establishment of the Turkish Republic,
vocational and technical education in the country has become one of the
major issues in the education system. Characteristics and the quality of
teachers are important for school organizations. Organizational behaviors
of teachers are determinatives of the success of the schools. Organizational
citizenship behaviors constitute the dimension of behaviors of teachers in
schools. However this dimension affects other elements of behavior and is
affected by behaviors of teachers.

Purpose of research: The aim of this research is to determine the level of
organizational citizenship behavior of teachers working in vocational and
technical high schools in Turkey.

Method: The research consisted of 651 teachers who work for vocational
and technical high schools. The sample was selected using the stratified
sampling method, during the 2007-2008 Academic Year. In the calculation
of the data, frequency, and percentage, the Sperman Brown Correlation
coefficient and Manova Multi Variable Variance Analysis have been used.

Results: Organizational citizenship behaviors of teachers are low.
According to the variable, it is understood that male teachers, those with a
graduate degree, and those working in the industry of vocational high
schools displayed behaviors at a higher level than other high school
teachers. The teachers over 21 years of seniority had the lowest average.

Suggestions: According to the obtained results from this study, some
suggestions are presented. Organizing activities which consolidate
organizational integration, taking precautions for achievement, declaring

" Asst. Prof. Dr., Gazi University Faculty of Industrial Arts Education, feres@gazi.edu.tr

111



112 | Figen Eres

the expectations for success, and creating an organizational culture can
develop the citizenship behaviors of the teachers. Conducting scientific
surveys, with regard to the relationship between the organizational
citizenship behaviors of the teachers and the organizational socializing,
culture, rewarding, etc., can make a contribution to the literature.
Principals should receive in-service training regarding school management
and leadership

Keywords: Organization, organizational citizenship, vocational and
technical high school, teacher

Vocational and technical education has been one of the basic subjects of the
educational system in Turkey since the establishment of the Republic. With a rapid
decrease in the number of students, policies being continued by the educational
decision makers have been insufficient to fix the ongoing problems (Ministry of
Education [MEB], 1999). The success of a system is closely related with the quality of
the input. The school organization should be able to use input during the educational
process in the most efficient conditions. The executives of this system are the
teachers. The qualifications of the teachers and the physical and abstract conditions
of the school environment directly affect the teachers in the education process. The
organizational behaviors of the principals and the teachers can be the basic
characteristic of this process. Organizational citizenship behavior forms one
dimension of the behaviors of teachers in school and this dimension affects other
behavioral elements.

When reaching organizational goals, leaders generally are most interested in the
results, as a reflection of the success of the members of the organization. The
resources related with the leadership, the requirements of being a leader, and the
organizational goals are the most important subjects. In fact, the citizenship of the
members of the organization is at the base of the organizational success (Brightman
& Moran, 1999). Organizational citizenship behaviors are shown by the employees
voluntarily, outside of the predetermined work and roles (Organ, 1988; Schnake &
Dumler, 2003). These behaviors develop voluntarily (Lievens & Anseel, 2004) and
according to personal preferences (Penner, Midili & Kegelmeyer, 1997).

Organizational citizenship behaviors are not included in the job descriptions and
there are no sanctions due to these behaviors (Podsakoff, Mackenzie, Paine &
Bachrach, 2000). This behavior is termed by Organ as a Good Soldier Syndrome
(Podsakoff, Ahearne & MacKenzie, 1997). It increases the cooperation within the
organization and also increases the work performance by improving the sense of
responsibility (Niehoff & Moorman, 1993; Jahangir, Akbar & Haq, 2004).
Organizational citizenship behavior is studied in scientific research because it is an
important factor in organizational activities (Podsakoff et al., 1997). Therefore, it has
first been studied in fields such as human resources management, economics, and
health (Lievens & Anseel, 2004). Cohen and Vigoda (2000) specify that these
behaviors have a positive effect on the organizational effectiveness and efficiency.
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There is a relationship between personal characteristics, work satisfaction (Organ &
Lingl, 1995), organizational variables (Penner et al., 1997), performance (Allison, Voss
& Dryer, 2001), organizational commitment, values (Feather and Rauter, 2004),
organizational learning (Somech & Drach-Zahavy, 2004), justice, commitment
(Erturk, Yilmaz & Ceylan, 2004), and organizational citizenship. Deluga (1994) and
Samanci, (2007) specify that organizational citizenship behavior is related to the
organizational trust. Farh, Zhong, and Organ (2004) have regarded the basic
dimensions of citizenship behavior as a nested set group and have specified these
groups as individual, group, organization, and society.

Even if organizational citizenship behavior is not required by the management of
the organization, it has a strategical importance in the continuation of the activities of
the organization (George, 1999) because this behavior affects the performance of the
organization (Bachrach, Bendoly, & Podsakoff, 2001). For this reason, Mackenzie,
Podsakoff, and Ahearne (1998) have a mutual agreement on the necessity of
evaluating organizational success and of measuring the performances of the
employees as important elements in the research of organizational citizenship
behavior. Organ has specified these behaviors as a general harmony and selflessness
in the first step (Bateman & Organ, 1983). Later, he specified the behaviors under five
basic headings (Organ, 1988):

Altruism: The member’s unreturned and voluntary help to other members
working toward a solution for the problems faced within the organization. In other
words, this means to support one’s the colleagues whenever required (Podsakoff &
MacKenzie, 1994). This is done on behalf of the organization. An example of this is to
help colleagues who fall behind in their jobs (Schnake & Dumler, 2003).

Civic virtue: This is the active and voluntarily participation in the organizational
activities (Podsakoff & MacKenzie, 1994). In this type of behavior, the organization’s
benefits to its members is the most important element (Allison, et al, 2001) and the
most important requirement is that the employees should be highly committed to the
organization (Podsakoff et al., 2000). Some examples as this kind of behavior are: that
the individuals are continuously active within the organization, participating in the
activities which develop the image of the organization, continuously participating in
the meetings, and keeping up with the developments within the organization (Elgi &
Alpkan, 2006).

Conscientiousness: This is when the members of the organization exhibit positive
behavior above what is expected (Allison et al., 2001). In this type of behavior, the
employees fulfill their roles in line with the regularity, participation, and harmony of
the organization rules (Farh, Earley & Linn, 1997). Some examples of this kind of
behavior are to participate in the meetings, not to take extended break times, and to
work extra after normal working time (Podsakoff, Mac Kenzie & Hui, 1993).

Gentlemanliness: This is to spend effort on preventing any negation which can
occur within the organization (Organ, 1988): to be patient with present problems in
the organization and not to complain about them (Organ, Podsakoff & MacKenzie,
2006). This type of behavior also means not to exaggerate the faced problems (Allison
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et al.,, 2001), endure the difficulties with ease (Deluga, 1994) and avoid complaining
and improves the amount of time spent on constructive endeavors in the
organization (Jahangir et al., 2004).

Courtesy: This is when an employee is aware of the problems and needs of other
employees. They can propose solutions and ways to prevent the problem in the
future (Allison et al., 2001). This type of behavior is also specified as keeping the
employees informed in order to prevent business related problems from occurring
(Organ & Lingl, 1995). It also includes making an effort to create and maintain
positive communication within the organization (Organ, 1988).

The increase in the work performance of individuals is an important element for
managers in order to achieve goals. In this respect, that the teachers display
citizenship behaviors may contribute to the more effective realization of successful
educational services. However, there is no available research regarding citizenship
behaviours in vocational and technical high school teachers in Turkey. Research of
this manner will greatly contribute to the current existing literature. The
organizational success of vocational and technical high schools is closely related to
the behavior of the teachers. The purpose of this research is to determine the quality
of organizational citizenship behavior in teachers at vocational and technical high
schools and to develop proposals regarding solutions to the found problems.

Method

A descriptive method, based on screening, was used in this study.
Sample

This study consisted of teachers from vocational and technical high schools in
the central counties of the Ankara province. The sample was selected using the
stratified sampling method, during the 2007-2008 Academic Year. It is stated that in
the stratified sampling method, a representation of sub-groups can be guaranteed
(Balc1, 2004). Each of the eight counties of Ankara was accepted as a stratum. The
number of teachers in each county was accepted to represent a sample according to
its ratio in society. 651 teachers from 72 vocational and technical high schools
connected to the central counties participated in the research.

Instrument

In the research, the teachers' level of organizational citizenship behavior was
measured using the organizational citizenship behaviors scale developed by Smith,
Organ, and Near (1983). In addition, the comparative scale application study,
developed by Basim and Sesen (2006), was used. The questionnaire included five sub
categories: Altruism, Civil Virtue, Conscientiousness, Gentlemanliness, and
Courtesy. The organizational citizenship behaviors scale was translated from English
to Turkish and the opinions of English and Turkish language experts were
considered during the adaptation process. Later, the Turkish questionnaire was
translated back into English and was re-evaluated by the experts. The obtained scale



Eurasian Journal of Educational Research |115

was compared with the study of Basim and Sesen and with similar articles. Later, it
was re-translated back to Turkish by English teachers and the questionnaire was
finalized. The prepared survey employed the five-likert grading scale.

Data Analyses

The teachers who participated in the survey identified their answers using the
options “Never” (1), “Seldom” (2), “Occasionally” (3), “Often” (4) and “Always” (5).
In order to determine the reliability of the questionnaire, a pre-application was made
for over 60 teachers; 20 teachers from 3 different school types. The questionnaire was
re-arranged according to the results of the pre-application. Cronbach’s alpha
reliability coefficient was 0.93. The scale was found to be reliable so, the reliability
was considered to be sufficient. In the calculation of the data, the frequency (f),
percentage (%), the Sperman Brown Correlation coefficient, and the Manova multi
variable variance analysis were determined. The results have been tested at the p<.01
and p<.05 level.

Findings and Results

The types of high schools at which the teachers were working were distributed as:
35.1% Vocational High School for Girls, 24.9% Industry Vocational High Schools, and
40% Trade and Tourism Vocational High Schools. 71% of the teachers were teachers
of vocational and technical lessons and 29% of them were teachers of general culture.
The experience of the teachers was: 8.6% in between 1 and 5 years, 19.5% in between
6 and 10 years, 27% in between 11 and 15 years, 25.9% in between 16 and 20 years,
and 18.9% more than 21 years. 4.9% of the teachers had a post graduate diploma and
95.1% of the teachers had graduate diplomas. 57.3% of the teachers were women and
42.7% of them were men.

Table 1
Correlations of the Sub Dimensions with Each Other
Civil Conscien Gentlem  Coefficient ~ Number
Altruism _Courtesy virtue tiousness anliness  of reliability of item

Altruism Coefflcxlent of 1,000 a.78 4

correlation

P
Courtesy Coefflcxlent of 0777¢*) 1000 a.82 4

correlation

P 0.000 .
Civil Coefficient of - - a.77 4
virtue correlation 0:543()  0.630(*)  1.000

P 0.000 0.000
Ffonsaent Coefflugn’t of 0564(*)  0.638(*) 0518(*) 1000 a.86 5
iousness  correlation

p 0.000 0.000 0.000
Gentlema - Coefficient “of o )y 070504  06520%) 0712(%) 1.000 a87 6
nliness correlation

P 0.000 0.000 0.000 0.000

Total Total
a.95 23

*p <0.01
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When the sub dimensions’ correlations with each other were analyzed, it showed
that positively directed, high level relations exist. For example, a high level of a
positive directed relation of 0.78 has been observed between Altruism and Courtesy
(p<0.01). As the positive views increased for the Altruism sub dimension, positive
opinions in the Courtesy scale also increased. However, the relation in between the
Conscientiousness and Civil Virtue sub dimensions (0,51; p<0.01) is positive but is at
the lowest level.

Table 2

Group Averages of Teachers

Variables Altruism  Courtesy  Civil Conscientiousness Gentlemanliness
virtue

Gender

Female 6.84 6.91 6.76 7.49 10.20

Male 8.49 8.25 8.28 9.53 1215

Total 7.55 748 741 8.36 11.03

Education

Undergraduate  7.29 7.16 7.13 7.97 10.58

Graduate 12.56 13.78 13.00 16.00 19.89

Total 7.55 748 741 8.36 11.03

Type of School

Trade 7.39 717 7.19 7.93 10.52

Tour.V.H.S

Ind.Voc. 8.86 8.70 8.68 10.49 12.95

H.School

Girl 7.00 7.18 6.97 7.71 10.60

Voc.H.School

Total 7.55 748 741 8.36 11.03

Branch

Vocational and  7.63 7.74 7.68 8.78 11.63

technical

Liberal 742 7.09 7.01 7.73 10.14

education

Total 7.55 748 741 8.36 11.03

Length of Service

1-5 years 8.63 8.69 819 10.94 13.31

6-10 years 8.53 8.14 7.97 8.81 11.86

11-15 years 7.73 7.96 8.04 9.06 10.06

16-20 years 6.96 6.78 7.02 7.40 11.92

21 years and 6.63 6.60 6.17 7.14 9.31

plus

Total 7.55 748 741 8.36 11.03

When the general averages of the data were evaluated, it was understood that the
teachers seldom exhibit organizational citizenship behavior in the dimensions of

Altruism (§:7.55), Courtesy (§:7.48), Civic virtue (Y:7.41), and Gentlemanly

behavior (§:11.03) and that they never exhibit the dimension of conscientiousness




Eurasian Journal of Educational Research |117

(X :8.36). When altruistic behavior was analyzed in terms of an independent variable,
Altruism of those teachers that have a master degree rose to “occasionally”

(i:12.56). Meanwhile, those teachers who are women (X:6484), who have a
bachelor’s degree in terms of educational status (X:7.29), who work in vocational
high schools for girls (X:7.00), and who have worked 11-15 years (X:6.96) and 21

years or more (X:6.63) never show Altruism. When Courtesy was analyzed
according to independent variables, those teachers who have master degrees show

this behavior often (X:13.78). Those teachers who are women ()7(:6.91), who have a
bachelor’s degree (X:7.16), who teach general culture (X:7.09), who work in
vocational high schools for girls (X:7.18) and high schools of commerce (X:7.17),

and who have worked 11-15 years (X:6.78) and 21 years or more (X:6.60) never
exhibit this behavior. When Civic virtue was analyzed according to independent
variables, those teachers who have master degrees show this behavior occasionally

(2113.00), Those teachers who are women (X:6.76), who have a bachelor’s degree
(X:7.13), who teach general culture (X:7.01), who work in vocational high schools
for girls (X:6.97) and high schools of commerce (X:7.19), and who have worked 11-

15 years (X:7.02) and 21 years or more (X:6.17) never exhibit this behavior. When
Conscientiousness was analyzed according to independent variables, it is understood

that those teachers who are men (X:9.53), who work in industrial vocational high
schools (X:10.49), and who have worked 1-5 years (X:10.94) and 16-20 years
(X:9.06) seldom show this behavior. Those teachers who have master degrees

occasionally exhibit conscientiousness behavior (§:16.00). When Gentlemanliness
was analyzed according to independent variables, only those teachers who have

master degrees occasionally show this behavior (§:19.89). Those teachers who are
women (X:10.20), who have bachelor’s degree (X:10.58), who work in vocational
high schools for girls (X:10.60) and high schools of commerce (X:10.52), who work
in the field of general culture (X:10.14), and who have worked 11-15 years (X:10.06)
and 21 years or more (X:9.31) never exhibit gentlemanly behavior.

When the variables were evaluated according to all of the sub-dimensions, it was
understood that those teachers who are women, who have bachelor’s degrees, who
have worked 11-15 years and 21 years or more never display organizational

citizenship in any of the sub-dimensions. The organizational citizenship of those
teachers who have master degrees was higher compared to the other variables.
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Table 3
Variance Analysis (Manova) Results about the Opinions of the Teachers Related with the
Subject
Dependent Sum of Average of
Kaynak variable squares  SD thesquare F P Difference
Gender cv 26306 1 26.306 4547 0.035  (p<0.05)
Cons. 41.034 1 41.034 6.084 0.015 p<0.05
Education A 60.582 1 60.582 8.610 0.004
Cour. 79.692 1 79.692 13.655 0.000
Ccv 56.527 1 56.527 9.771 0.002
Cons. 84.227 1 84.227 12.488 0.001
G 177.802 1 177.802 14.598 0.000 p<0.05
(T;yeizerd School and G 79413 2 39.706 3.260 0022 65
Branch and Length of A 89.866 4 22.467 3.193 0.015 p<0.05
Service Cour. 69.291 4 17.323 2.968 0.022  p<0.05
cv 49.404 4 12.351 2135 0.080 p>0.05
Cons. 28.526 4 7.131 1.057 0.380 p>0.05
G 128.787 4 32.197 2.643 0.036  p<0.05
Type of School Branch A 84.314 6 14.052 1.997 0.070
and Length of Service 6289 6 10.483 179% 0105
cv 87.173 6 14.529 2511 0.025 p>0.05
Cons. 93.345 6 15.557 2.307 0.038  p<0.05
G 153.743 6 25.624 2.104 0.057  p>0.05
Gender and Length of A 52.314 4 13.078 1.859 0.121
Service Cour. 25133 4 6.283 1.077 0.371
Ccv 37.593 4 9.398 1.624 0.172
Cons. 30.269 4 7.567 1122 0.349  p>0.05
G 120.858 4 30.214 2481 0.047  p<0.05

*p<0.05

The teachers’ opinions of organizational citizenship behaviors have been tested
by the Variance Analysis with Multiple Variables (MANOVA). According to the
obtained results, no meaningful difference has been found between branch and
gender; between type of school, branch, and gender; or between type of school and
working period. However, a meaningful difference has been found in the measured
results, between Conscientiousness and Civil virtue according to gender. A
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meaningful difference at all of the sub dimensions was found regarding the
education level. The opinions given for Gentlemanliness were affected by the type of
school and the gender variables. Branch and working period together affect the
opinions given of Altruism, Courtesy, and Gentlemanliness. The type of school,
branch, and working periods together affect the opinions given of
Conscientiousness. Gender and working period together affect the opinions given of
Gentlemanliness.

Conclusions and Recommendations

The purpose of this research was to determine the levels of organizational
citizenship behavior in teachers who are on duty at vocational and technical high
schools. According to the obtained results, it has been understood that the
organizational citizenship behaviors of teachers at vocational and technical high
schools are at a low level. When the averages were evaluated according to the
variables, it is observed that the more the education level increases, the more
citizenship behaviour develops; the more the length of service increases, the less
citizenship behaviours develop. The citizenship behaviors of the general knowledge
teachers are at a lower level than that of the branch teachers, but Gentlemanliness is
at a higher level. The employees’ display of organizational citizenship behaviors is a
factor which increases both their performance and productivity and the
organizations performance and productivity (Ozdevecioglu, 2003). The low display
of citizenship behavior by the teachers can also be said to affect the already bad
condition of the vocational high schools today. According to the surveys on
vocational high schools, it is indicated that teachers’ motivation, work satisfaction,
etc. is very low; this level is far lower when teachers of general knowledge are
considered (Kocattirk, 2007; Sadikoglu, 2007, Emeksiz, 2003). According to Smith,
Organ, and Near, since extroverted individuals are more sensitive toward their
external environment and social stimulants, they are more inclined to show
organizational citizenship behaviors. The personal characteristics of teachers who
displayed citizenship behaviors included feeling energetic, ambitious, and successful
and having the ability to think abstractly (Yiicel & Kaynak, 2008). It can also be said
that personal and psychological characteristics are as important as the organizational
conditions. The results concerning citizenship behaviors according to gender are
incompatible with those obtained by Celep, Polat, Elbir and Yapici (2004) and Cetin,
Yesilbag, and Akdag (2003), mentioning that the organizational citizenship behavior
of males are higher than females. Nevertheless, in the study performed by Cetin et
al., it was observed that the teachers having longer working periods in high schools
exhibit less citizenship behavior in Conscientiousness. It can be said that younger
teachers are more flexible in meeting their requirements within the organization than
older teachers who show more strict behaviors (Jahangir et. al., 2004). In addition, the
stress and burnout may cause a decrease in performance, desensitization, and, as a
result, a decrease in motivation (Ozden, 2001). Also, the harmony among individuals
and the organization affects the citizenship behavior in a positive manner (Cheng,
2004). The image of the organization is closely related with the job satisfaction,
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motivation, commitment to the organization, and performance of the employees
(Vigoda- Gadot & Ben-Zion, 2004), the justice perception of the teachers, leadership
properties of the administrators, the qualification of the relations in between teachers
and the school administration, support received from administration affect the
organizational citizenship behavior (Cheng, 2004). Also, the participation of the
teachers in the decision process positively affects behavior (Somech, 2007). So, when
principals provide participation opportunities for the teachers, citizenship behaviors
develop at a faster rate (Bogler & Somech, 2005). In the surveys conducted with the
vocational high school principals it was observed that the principals do not
adequately realize the managing processes (Kasim, 2008), and that their unethical
behaviours negatively affect the work satisfaction and success of the teachers and
cause exhaustion (Selimoglu, 2008). According to the social learning theory,
individuals form their behaviors by observation (Bandura, 1986). According to the
social information processing theory, individuals show the behaviors they observe
and the ones approved by the society (Salancik & Pfeffer, 1978). Teachers may not
observe the expected citizenship behaviors from their colleagues or these behaviors
may not be accepted by society. Thus, it can be said that the low level of citizenship
behavior is an established culture. Vigoda-Gadot, Beeri, Birman & Somech (2007)
argue that the citizenship behaviors of the teachers should be the good platoon
syndrome. If the teachers are led to observe and realize the citizenship behaviors as a
team, the other teams at school will be impressed and follow suit, leading to the
success of the school. The teachers whose organizational citizenship feelings are
strong should use their abilities in line with the aims of the school (Dipaola & Hoy,
2005). The responsibility of the principal is to create a vivid school environment
which will ensure these behaviors. Principals are the leaders who should ensure
change and progress. Smith, Organ, and Near (1983) state that the support of the
leader is directly related to the display of organizational citizenship behaviors. As a
result, the principals are needed as the solution to the problem. An organizational
culture aimed toward achieving the highest quality is required for attaining success
and reaching goals (Sahin, 2008).

Suggestions

According to the obtained results some suggestions can presented. Organize
activities which consolidate organizational integration. Take precautions for
achieving organizational success. Declare the expectations of the teachers through
evaluations. Take precautions for motivating teachers to be successful. By making
this as an organizational culture, schools can develop teachers who display the
desired behaviors. Conduct scientific surveys regarding the relationship between
teachers” behavior and organizational systems such as socializing, culture, rewarding
and communication, personality characteristics, and the competency levels of the
teachers and principals. Comparing the citizenship behaviors of the teachers at
schools having a low level of success and schools having a high level of success
would be an important contribution to the literature. The principals’ periodically
receiving in-service training on leadership, human relations, sociology, philosophy,
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new management approaches, etc. can have a positive impacts on their relationships
with the teachers, in turn affecting the success of the schools.
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Meslek Lisesi Ogretmenlerinin Orgiitsel Vatandaglik
Davranislar1

(Ozet)

Problem Durumu: Tirkiye’de mesleki ve teknik egitim Cumbhuriyetin
kurulusundan bu yana egitim sisteminin temel konularindan biri
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olmustur. Ogrenci sayilarindaki hizli diisiis, egitim karar vericilerinin,
mesleki ve teknik egitim alt sisteminde stirdiirdiigii politikalar giintimiize
kadar stiregelen sorunlarin ¢oziimiinde yeterli olamamustir. Bu olumsuz
stirecin milli egitim suralarinda, kalkinma planlarinda ve hiikiimet
programlarinda degerlendirilmesi ve tartisilmasi; bakanlik
uygulamalarmin ¢ogunlugu, 6grenciler tizerine olmustur. Ancak sistem
ciktis1 olan Ogrencinin siire¢ icinde birlikte oldugu, uygulamalarmdan
Bir sistemin basarisi, sistemin girdilerinin niteligi ile yakindan ilgilidir.
Okul orgiitii de egitim stirecinde girdilerini en olumlu kosullarda
kullanabilmelidir. Bunun uygulayicis1 da 6gretmenlerdir. Ogretmenlerin
niteligi, ozellikleri ve okul orgiitii icinde karsilastigi soyut ve somut
kosullar, 6gretmenlerin egitim stirecindeki etkisini yonlendirecektir. Okul
yoneticileri ve Ogretmenlerin orgiitsel davranislart niteligin temel
belirleyici olabilmektedir. Orgiitsel vatandaslik davranislar: ise orgiitiin
verimliligini  saglamada yardimci olan, gonillilige dayali
davraniglardir ve kisisel tercihe dayalidir. Orgiitsel vatandaslik
davranislar1 egitimde niteligi artiric1 ve egitimde etkilige neden olan
davraniglardir.

Aragtirmanmin Amact: Bu arastirmanin amaci; mesleki ve teknik liselerde
gorev yapan Ogretmenlerin, orgiitsel vatandaslik davranis diizeylerinin
belirlenmesidir.

Aragtirmamin Yontemi: Calismanin evrenini Ankara ili merkez ilgelerinde
bulunan mesleki ve teknik liselerde gorevli 6gretmenler olusturmaktadir.
Arastirmada, tabakali 6rnekleme yoluyla 6rneklem segilmis ve Ankaranin
sekiz merkez ilgesinin her biri, bir tabaka olarak kabul edilmistir. Her bir
ilgede yer alan 6gretmen sayisinin, toplam icindeki oranina goére arastirma
ornekleminde temsil ettigi kabul edilmistir. Arastirmaya merkez ilgelere
bagh 72 mesleki ve teknik liseden 651 6gretmen katilmigtir. Ogretmenlerin
orgiitsel vatandaslik davrams diizeyleri; Smith, Organ, & Near (1983)
tarafindan gelistirilen orgiitsel vatandaslik davranislar1 olcegi ile Basim ve
Sesen (2006) tarafindan Kkarsilastrmali olcek uyarlama calismast
kullanilarak olciilmiistiir. Ankette orgiitsel vatandaslhik davranislar: besli
Likert olcegi ile olctilmiistiir. Verilerin hesaplanmasinda frekans (f), ytizde
(%), Sperman Brown Korelasyon katsayisi, Manova ¢ok degiskenli varyans
analizi kullanilmistir. Sonuglar p<.01 ve p<.05 diizeyinde test edilmistir.
Aragtirmammn  Bulgulari: Arastirma sonuglarmna gore mesleki ve teknik
liselerde gorev yapan ogretmenlerin orgiitsel vatandaslik davranislarmi;
digerkamlik, nezaket, sivil erdem, centilmenlik boyutunda “nadiren”
gosterdikleri; vicdanlilik boyutunda ise “hi¢” gostermedikleri sonucuna
ulasilmustir. Ogretmenlerin orgtitsel vatandaslik davraniglari
degerlendirildiginde; erkek 6gretmenler kadin 6gretmenlere gore az da
olsa daha olumlu algilara sahiptir. Egitim durumuna gore incelendiginde;
lisans derecesine sahip ogretmenlerin davranmisi dusiik, yiiksek lisans
derecesine sahip ©gretmenlerin ise orta diizeydedir. Okul tiirtine gore
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incelendiginde; endtistri meslek lisesi 6gretmenlerinin ortalamalari ti¢ okul
tirti birlikte degerlendirildiginde az da olsa yiiksek goriinmektedir.
Ogretmenler branglarma gore degerlendirildiginde; mesleki ve teknik
ogretmenlerin davranislar1 daha yiiksek gortinmektedir. Kidemlere gore
incelendiginde ise 1-10 y1l kidemi olan 6gretmenlerin, daha fazla kideme
sahip Ogretmenlere gore daha olumlu algiari oldugu belirlenmistir.
Arastirmada en yiiksek ortalama yiiksek lisans mezunu &gretmenlerde
gortlmustir. En distik ortalama ise 21 yil ve {iizeri kideme sahip
ogretmenlerdedir. Egitim durumuna gore tiim alt boyutlarda anlamli fark
bulunmaktadir. Okul tiirii ve cinsiyet ikisi birlikte etkilesimleri s6z konusu
oldugunda centilmenlik alt boyutuna verilen goriisler etkilenmektedir.
Brans ve kidem degiskenin ikisi birlikte digerkamlik, nezaket ve
centilmenlik alt boyutlarina verilen goriisleri etkilemektedir. Okul tiirt,
brans ve kidem degiskenin ticti birlikte gorev bilinci alt clgegine iliskin
goruisleri etkilemektedir. Cinsiyet ve kidem degiskenin ikisi birlikte
centilmenlik alt boyutuna verilen gortisleri etkilemektedir.

Arastirmamn Sonuglar ve Onerileri: Bu arastirmanin amaci; mesleki ve
teknik liselerde goérev yapan 6gretmenlerin, orgiitsel vatandaslik davranis
diizeylerinin belirlenmesiydi. Arastirma sonuglarina gore mesleki ve
teknik liselerde gorev yapan Ogretmenlerin orgiitsel vatandashk
davranuslarinin diisiik diizeyde oldugu sonucuna ulasilmistir. Ortalamalar
degiskenlere baghi olarak degerlendirildiginde; egitim diizeyi
yiikseldikge vatandaslik davranismun arttig;; kidem yiikseldikge
vatandaghk davramisinin  azaldigi;, genel kiiltiir 6gretmenlerinin
vatandaslik davraniglarinin brans 6gretmenlerine gore daha diisiik
diizeyde oldugu; centilmenlik davramisinin diger davranislara gore
yiiksek diizeyde oldugu sonucuna ulasilmistir. Arastirma sonuglari
kuramsal bilgiler ve yapilan diger bilimsel arastirmalarla uyumludur.
Mesleki teknik liselerde okul yoneticilerinin orgiitsel biitiinlesmeyi
saglayict etkinlikler diizenlemesi, Ogretmenleri basariya giidiileyici
onlemler almasi Ogretmenlerin vatandashik davramisini gelistirebilir.
Ogretmenlerin orgiitsel vatandaghk davramisinin, orgiitsel sosyallesme,
odullendirme ve iletisim ile iligkisi; 6gretmenlerin ve miidiirlerin yeterlilik
diizey, kisilik ozellikleri; basaris1 diisitk ve yiiksek olan okullarda
ogretmenlerin vatandashk davranislarinin  karsilastirilmasina  yonelik
bilimsel arastirmalarin yapilmas: literatiire katki saglayabilir. Okul
yoneticilerinin belirli stirelerle liderlik ve yeni yonetim yaklasimlar: vb.
konularda hizmetici egitim almalari, 6gretmenlerle iliskilerinde olumlu
kazanimlar saglayabilir.

Anahtar sozciikler: Orgﬁt, orgiitsel vatandaslik, mesleki ve teknik lise,
O0gretmen
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Abstract

Problem situation: Harter’s Self-Perception Profiles have a central position
among multi-dimensional measurement instruments and are used
frequently in studies of self. Harter's Self-Perception Profile for
Adolescents (SPPA), developed for 14-18-year olds, measures self-
perception with eight sub-dimensions including scholastic competence,
athletic competence, social acceptance, close friendship, romantic appeal,
job competence, physical appearance, behavioral conduct, and global self-
worth interwoven with other dimensions. Despite its common use, there
are some concerns about the scale’s questionnaire format as well as its
construct validity.

Purpose of the study: Taking its common use and criticisms into
consideration, the aim of the study is to explore the construct validity and
reliability of the more appropriate version of the SPPA for Turkish culture,
the original or revised version.

Method: After having the instrument translated, the original version was
applied to 366 adolescents and the revised version to 395. The exploratory
factor analysis was carried out and the results were compared for the two
versions. The factor structure of the version, which yielded more
satisfactory results, was tested by confirmatory factor analysis with a
different sample (N=279). Internal consistency and test-retest reliability
studies were conducted on data collected from 110 adolescents.

Findings and results: The comparison of the exploratory factor analysis
results of the SPPA’s original and revised versions showed that the factor
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structure of the latter was more consistent with Harter’s factor structure.
Based on the results of the exploratory factor analysis of the revised
version, the dimensions that Harter’s version took place under the seven
factors (romantic appeal, flirt preferences, athletic competence, physical
appearance, social acceptance/close friendship, behavioral
conduct/scholastic competence and job competence) with 32 items.
However, model-data fit indices (x?=665.54 (N=279, sd=386, p=.00),
x2/sd=1.69 RMSEA=0.050, RMR=0.069, GFI=0.86, AGFI=0.84 and
CFI=0.86) of the CFA indicated that the revised SPPA has a reduced
number of 30 items with a six-factor structure (exclude flirt preferences).
The Cronbach-alpha coefficient for subscale coefficients ranged between
56 and .78; the r values for test-retest reliability in subscales ranged
between .60 and .93.

Conclusions and recommendations: The revised SPPA is a valid and reliable
measure of the different dimensions of self-concept for Turkish
adolescents. However, future studies will better disclose the psychometric
properties of the scale within the Turkish culture.

Keywords: Self-perception, adolescence, revised version.

The self was defined for the first time by William James (1893) as a ratio of an
individual’s successes to his or her pretensions. Studies focusing on the self
accelerated greatly thereafter. Following James’ definition, Cooley (1902) added a
social dimension to the definition and defined the self as the internalization of others’
reactions to oneself. However, it was not until the 1950s, that self-concept was
defined as a cognitive as well as an affective construct and subsequently, instruments
for measuring the self-concept started to emerge. Rosenberg (1965) and
Coopersmith’s (1967) pioneering scales, developed in line with James and Cooley’s
definitions, measured a global self-concept with cognitive and affective constructs as
one dimension. In recent scales, self-concept is seen as a part of a large self system
built on a cognitive base (cited in: Keith & Bracken, 1996). As a reaction to the
complaints that one single dimension does not reflect specific characteristics, multi-
dimensional approaches measuring the different dimensions of self-concept have
started to appear (Thomson & Zand, 2002). Harter (1988; 1996) maintains that self-
concept is a multi-dimensional system and as individuals develop, new self images
appear and crystallize. Therefore, the self-concept scales developed by Harter
include sub-dimensions relating to different life stages.

Within the multi-dimensional frame, Harter developed the Self Perception Profile
for Children, Adolescents, College Students, Adults, and Learning Disabled
Students. These self-concept profiles have a central place among other self-concept
scales and are frequently used in studies of the self (Wichstrem, 1995). Harter (1989)
based these self-concept profiles on the studies of James and Cooley and the ratio
between perceived competence and aspirations in any area of life. Harter also
claimed that the individual’s perceived competence in the domains that they regard



Eurasian Journal of Educational Research |129

as important are predictors of self-worth. He also said that the degree of the positive
regards from others’ perceptions of their global self worth may be shaped with the
perceived importance of each dimension of self-concept.

The Self-Perception Profile for Adolescents (SPPA), developed for 14-18-year
olds, measures global self worth and the eight sub-dimensions of self perception:
scholastic competence, athletic competence, social acceptance, close friendship,
romantic appeal, job competence, physical appearance, and behavioral conduct. This
scale is an extended version of Harter’s Self-Perception Profile for Children (SPPC),
which has six sub-dimensions. Three further sub-dimensions —job competence, close
friendship, and romantic appeal —were added (Keith & Bracken, 1996).

Harter’s study (1988) provides evidence for internal consistency reliability, but
does not provide evidence for construct validity. Wichstrem (1995) notes that the
SPCC’s psychometric properties cannot be generalized to the SPPA due to the
different age groups of adolescents. Therefore, factor analysis studies for the SPPA
conducted in America and in other cultures offer important evidence for construct
validity. Among the studies revealing the scale’s factor structure, Trent, Russel and
Cooney (1994) obtained strong evidence within Australian culture to confirm
Harter’'s multi-dimensional model. However, in Worell's (1997) study of
academically skilled students, only the items in four sub-dimensions (scholastic
competence, athletic competence, job competence, and behavioral conduct) appeared
under the factors mentioned by Harter while other items were distributed under
different factors. Similarly, in Thomson and Zand’s (2002) study with African-
Americans, and Wichstrem’s (1995) study with Norwegian adolescents, only the
items in two sub-dimensions (physical appearance and athletic competence) took
place under the factors that were determined by Harter.

In addition to its psychometric properties, the question format of the scale also
got serious criticism. First, the logic of the SPPA’s question format is misunderstood
by many people. The pilot studies done by Wichstrgm (1995) for this investigation
showed that the population frequently marked either one single side in the response
columns (particularly the left hand side) or both sides for each question. Noticing this
problem, Harter suggested that individual’s first response should be considered.
However, as Wichstrom said (1995), this not only seriously limits the usability of the
scale, but also makes it impossible to check during implementation while causing
ethical issues. The complex questionnaire format of the scale is full of long and time-
consuming instruction.

Harter (1988) stated SPPA was structured in such a way that largely minimized
the possible effects of social desirability bias on the questionnaire format (see Figure
1) and the response type, but this statement was not supported with research
findings. For each item in Harter’s original question form, two almost completely
opposite statements exist. Adolescents are asked to choose the more suitable one for
themselves first, and then choose either “really true for me” or “sort of true for me”
for the statement.
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Really true for Sort of Sort of Really true for
me true true for me
for me me
Some BUT  Some
teenagers teenagers
are able to are
make really unable to
close friends make
really
close
friends

Figure 1. The original question format

Since each item was written in both a positive and negative expression, it is
required for respondents to reread item and this takes more time. This leads to
fatigue when reading the whole scale and weariness of the respondents. Since the
incomprehensibility and vagueness of the scale’s format contributes to this fatigue,
respondents tend to leave the items unanswered or complete it incorrectly. Therefore
the number of the responses that are excluded increases (Fox & Corbin, 1989). Marsh
and Holmes (1990) report that they had to exclude 31 % of their samples due to such
wrong completions (cited in: Wichstrem, 1995). In order to solve this problem with
the SPPA, Wichstrem (1995) revised it and tested for usability.

Describes me very Describes me Describes Describes me
poorly quite poorly me quite very well
well
I am able to 1 2 3 4

make really
close friends

Figure 2. The revised question format.

In Wichstrem’s study (1995), conducted within the Norwegian culture, one single
statement for each item was written, forming the revised version (see Figure 2).
Using a large sample, the study compared the psychometric properties of the original
and revised versions. The results of Wichstrgm’s study suggested that the validity of
the original version was below the acceptable criteria and its factor pattern was
poorly repeated. On the other hand the results for the revised version confirmed the
factor structure mentioned by Harter (1988). No significant difference was found
between the two versions of the scale with respect to social desirability bias.
Wichstrem’s (1995) results revealed that the SPPA’s original version is time-
consuming and boring, and therefore, there is no need to use it.

Despite its deficiencies and the criticism of its features, it is still widely used.
Therefore, it was adapted to different cultures (Fox, 1990; Eiser, Eiser & Howermans,
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1994; Trent, et al., 1994; Wichstrem, 1995; Byrne, 1996, Worrell, 1997; Thomson &
Zand, 2002). The aim of the study is to explore the construct validity and reliability of
the version of the SPPA that is more appropriate version for Turkish culture, its
original or revised version. The literature in Turkey reveals that the SPPA was used
as a data collection instrument in certain studies (Sahin & Giiveng, 1996; Ozbay,
Orsel, Akdemir, & Cinemre, 2002) and is among the most commonly used scales in
the country (Oner, 2006); however, no findings exist about its construct validity. It is
necessary to examine the scale to make valid and reliable measurements for Turkish
adolescents so that studies using this scale can meet scientific criteria.

Method
Participants

Group 1. The SPPA’s original version was implemented on a total of 430
adolescents ages 14-18 years (X= 16; Sd=1,6) with different income levels who were
attending schools during the spring semester of the 2007-2008 academic year. After
the elimination of 64 incomplete or incorrectly completed scales, data from a total of
366 adolescents (170 females, 196 males; 150 low, 84 middle and 132 upper incomes)
was used for exploratory factor analysis.

Group II. For exploratory factor analysis of the revised SPPA, it was implemented
on 400 adolescents ages 14-18 years (X=15,8; Sd=1,7) attending different schools than
the first group during the spring semester of the 2007-2008 academic year. The data
from five participants was excluded and the second exploratory factor analysis was
conducted with the data collected from a total of 395 adolescents (204 females, 191
males; 120 low, 186 middle and 79 upper incomes).

Group III. For confirmatory factor analysis, SPPA was implemented on 279
adolecents (144 females, 135 males; 97 low, 112 middle and 70 upper incomes)
between the ages of 14-18 years (X= 15,7, Sd=1,6) who were attending different
schools from the first two groups mentioned above during the fall semester of the
2009-2010 academic year.

Group IV. In both applications only the data from 110 participants were analysed
to conduct test-retest reliability of revised SPPA with 32 items.

Measures

Harter’s SPPA (1988) was developed to measure competence or adequacy in eight
separate domains, as well as global self-worth. Nine different scores (eight sub-
dimensions and global self-worth) are calculated with 45 items. Positive and negative
statements are randomly distributed throughout the instrument; items are scored on
a four-point scale and negative statements are recoded so that higher scores
represent positive self-perceptions.

The SPPA was implemented on four samples of adolescents in Grades 8 through
11. The samples were at the middle socio-economic level and the majority (90 %)
were white Americans. The internal consistency coefficient of the entire scale was .81
and the six sub-scales were seen to have good internal consistency. Scholastic
competence’s Alpha range was .77-.91; athletic competence’s was .86-92; social
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acceptance’s was .81-.90; close friendship’s was .80-.85; romantic appeal’s was .80-.85;
physical appearance’s was .84-.89; behavioral conduct's was .58-.60; and job
competence’s was .59-.77. However, behavioral conduct and job competence were
found slightly below the acceptable level (Harter, 1988).

Although information about the scale’s construct validity was not presented by
Harter (1988), some of the studies (Trent, et al., 1994; Wichstrem, 1995; Worrel, 1997;
Thomas and Zand, 2002) present evidence about the construct validity of the SPPA.
SPPA’s original version and the revised version, which use only one statement for
each item, were compared by Wichstrem (1995). Job competence and behavioral
conduct sub-scales were not included in Wichstrem’s study so exploratory factor
analysis (with oblique rotation) was conducted with 35 items. According Catell’s
scree test, a six-factor solution accounted for 54.9 % of the total variance in both
versions. The revised SPPA results showed that it had better reliability and better
convergent and factorial validity than the original version. The discriminant validity
and the contamination by social desirability bias were the same for both versions.
The factor loadings of the 35 items of the six dimensions (physical appearance/ global
self-worth; romantic appeal; social acceptance; athletic competence; close friendships;
and scholastic competence) range between .42 and .87.

Procedure

The original and revised format of th scales (as Wichstrem, 1995 proposed) were
translated into Turkish, as translation procedure required. First, the 45 items in the
original SPPA were implemented on 366 adolescents, and the exploratory factor
analysis was performed. Two months later, the revised version with 45 items was
applied and data was collected from 395 adolescents for exploratory factor analysis.
The results were compared and 19 months later the more suitable version (the
revised form with 32 items) was subjected to confirmatory factor analysis. For the
test-retest reliability of the revised SPPA with 32 items, data was collected in a one-
month interval from 110 adolescents.

Data Analysis

In order to test the construct validity of the scale, 45 items, including the 5 items
about global self worth, were subjected to factor analysis. Harter pointed out that
global self worth was not evaluated as a separate factor since it was interwoven with
other self perception dimensions. Therefore eight factors were sought in this study
as Harter (1988) suggested.

Data analysis was performed on SPSS and factor analysis was carried out for the
scale’s construct validity. The selection criteria used in the study included a
minimum common factor variance of .30, with a loading of .45 or more in one single
factor. In both versions of the SPPA, the “principle component analysis” and varimax
rotation technique, which was conducted in multidimentional scales in which the
inter-correlation between the majority of the items was less than .20 (Field, 2005), was
used to identify the factors formed by related items. Confirmatory factor analysis
(CFA) was carried out by using LISREL 8.51 in order to confirm the structure
obtained through exploratory factor analysis. Cronbach’s Alpha coefficients for
internal consistency reliability and the Pearson moment correlation coefficients for
test-retest reliability were used.
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Results
The Results of the Construct Validity Studies of Both of the SPPA’s Versions.

Comparison of Exploratory Factor Analysis Results of the SPPA’s Original and
Revised Versions. The exploratory factor analysis was performed on the data
obtained from the SPPA’s original version and the revised version. In this analysis,
the KMO coefficient and Bartlett Sphericity yielded meaningful results in both
versions. According to the criteria defined (minimum factor loading of .45) by the
researcher, 16 items were excluded and 29 items remained. With these items, an
eight-factor structure was obtained that was different than the structure Harter
presented (1988). The first of these factors explained 9.35 % of the total variance of
the scale, the second 7.28 % of it, the third 7 %, the fourth 6.91 %, the fifth 6.46 %, the
sixth 5.91 %, the seventh 5.28 % and the eighth 5.02 %. The total variance explained
by these eight factors was 53 %.

In the revised version, 13 items with a load less than .45 were excluded, leaving
32 items remaining. With these items, a seven-factor structure was obtained which
was more in line with Harter’s structure. The first of these factors explained 10.05 %
of the total variance, the second 8.08 %, the third 7.67 %, the fourth 7.08 %, the fifth
6.28 %, the sixth 5.37 %, and the seventh 4.73 %. The total variance explained by these
seven factors was 50 %. The factor analysis results of both versions are given in Table 1.

Table 1

Table I. The explartory factor analysis results of SPPA's original and revised versions.

Factor 1 Factor 2 Factor 3 Factor 4 Factor 5 Factor 6 Factor 7 Factor 8
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In the original version, three items of the romantic appeal sub-dimension were
excluded and it was used as a separate factor with two items about flirt preferences
under Factor 7. Also in the revised version, the same two items took place as a
separate factor under Factor 7. The remaining three items, with load values ranging
between .452 and .710, were integrated with two physical appearance items about
being attractive that can be related to romantic appeal, one social acceptance item
about popularity, and one scholastic competence item about being intelligent, and
formed a separate factor under Factor 1 (6, 24, 29, 31, 33, 37, 40). Due to the relevant
looking contents of the items, those sub-dimensions under this factor may be related
to being fancied by the opposite sex and therefore considered in the romantic appeal
sub-dimension. It seems that the two items under Factor 7 with loads of .753 and .784
(15, 42) should be considered in the flirt preferences sub-dimension.

In the original version of the scale, three of the athletic competence sub-
dimension items were placed under Factor 3 and two under Factor 8, whereas one
was excluded in the revised version and four items with very high load values were
placed under Factor 2. Therefore, the items under Factor 2 of the revised version (3,
12, 21, 39) can be considered the “athletic competence” sub-dimension more strongly,
and their factor load values range between .556 and .822. While in the original
version only two physical appearance items were placed under Factor 2 with one
relevant social acceptance and one global self worth item, in the revised version two
items under the same factor as romantic appeal items were placed under Factor 1,
and the remaining three under Factor 3. As two self worth items describing emotions
about physical attributes were placed under Factor 3, the items under this factor (4, 9,
13, 22, 45) obviously form the “physical appearance” sub-dimension with their loads
ranging between 477 and .773. In the original version of the SPPA (except for one
item) and its revised version, most social acceptance and close friendship items were
placed under one single factor. When examined separately, two of the social
acceptance items in the original version were placed under Factor 1, one under Factor
2 and two under Factor 6, whereas in the revised version, one was under Factor 1
and two under Factor 4. The original version’s two close friendship items were
placed under Factor 1, two under Factor 6 and one under Factor 8, while in the
revised version, one item was excluded and four items were placed under Factor 4.

Although the items of social acceptance and close friendship are more scattered and
fewer in the original version, more items appeared clearly and more significantly in
the revised version. Therefore, items gathered under Factor 4 of the revised version
(2,8,11,17, 35, 44) can be called the social acceptance/close friendship subdimension
and their item load values range between .464 and 651. While two of the scholastic
competence sub-dimension items in the original version were placed under Factor 4
and one under Factor 5, two of the remaining three items in the revised version were
placed under Factor 5 and one under Factor 1. Two items with high load values
which were placed under Factor 5 in the revised version were gathered under the
same factor as the three behavioral conduct items so their content would be
consistent. As behavioral conduct items were not distributed to other factors but only
gathered under this factor, it can be said that Factor 5 in the revised version (10, 16,
19, 34, 43) may be considered the behavioral conduct/scholastic competence sub-
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dimension. In Table 1, the load values of the items in this factor range between .499
and .695. Also in the original version, two scholastic competence items, one
behavioral conduct and one global self worth items were placed under the same
factor; however, since one of the two remaining behavioral conduct items were
placed under Factor 1 and the other under Factor 5, the behavioral conduct sub-
dimension did not emerge in this version. Therefore, the revised version also yielded
more appropriate results for scholastic competence and behavioral conduct sub-
dimensions. While in the original version two job competence sub-dimension items
were placed under Factor 5 together with one scholastic competence and one
behavioral conduct item, in the revised version three job competence items (5, 23, 41)
with higher load values (.594, .769, .772) were placed under Factor 6 without being
mixed with other factor items. The items in the revised version would form the job
competence sub-dimension. General self worth items were not examined and were
not expected to emerge as a separate factor. While one item about general self worth
was placed under Factor 2 and one under Factor 4 in the original version, only two
items were placed under the physical appearance sub-dimension in the revised
version and the others were excluded. The exploratory factor analysis results
obtained from the SPPA’s original and revised versions show that the factor structure
of the revised version is more consistent with Harter’s factor structure and that the
revised version is more appropriate for use in Turkey.

The Results of Confirmatory Factor Analysis (CFA) of the SPPA’s Revised
Version. First the seven closed variables model scale mentioned above was explored
in the confirmatory factor analysis. When the path diagram and output file were
examined, since t values were less than 1.96, the flirt preferences subscale with two
items was removed from the model (Simsek, 2007) and the analysis was done again.
The CFA results were as follows; x2=866.21 (N=279, sd=390, p=.000), x2/sd=2,22
RMSEA=0.066, RMR=0.072 GFI=0.83,, AGFI=0.79 and CFI=0.80. Although the results
were at an acceptable level to provide a better model, modification indices were
investigated. The second group modification indices suggest to add paths of
covariance between error terms for items 5 and 18; 11 and 30; 20 and 26/ and 22 and
28. Since these pairs appeared to manifest the same latent variable, the second group
modification recommendations were taken into consideration and the model was
changed accordingly. Although items 14 and 28 have low factor loadings (.27 and
.18) and high error variance (Figure 3), they were not excluded from the model
because their t-values were higher than 1.96. The CFA results are as follows (Figure
3); x2=665.54 (N=279, sd=386, p=.00), x2/sd=1.69 RMSEA=0.050, RMR=0.069,
GFI=0.86, AGFI=0.84 and CFI=0.86. The final model shows that the goodness of fit
statistics (xy2, RMSEA, RMR,GFI, AGFI, CFI) are at an acceptable level (Marsh, Balla &
McDonald, 1988).
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Figure 3. The results of CFA for the standardized solution of the revised SPPA’s six-
factor model

The intercorrelations among the subscales of revised SPPA. In Table 2, it was
seen that r values which reflect the relationship between the revised SPPA’s
subscales are low. When the relationship between the subscales were examined it
was found that the romantic appeal subscale has a significant correlation with only
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two subscales (athletic competence and job competence); while athletic competence
subscale has a significant relationship with the other subscales. The highest
relationship was between the social acceptance and close friendship subscales and
the behavioral conduct and scholastic competence subscale (r=.298); the lowest
relationship was between social acceptance and close friendship subscale and the job
competence subscale (r=.053).

Table 2
The Intercorrelations Among the Subscales of SPPA

SPPA Rom. Ath. Phys. App. Social Beh. Job Comp.
Subdimens. APP: Comp. Acc& Con. &
Close
Friend. Scholast.
Comp.
Rom. App. 1
Ath. Comp. 2371** 1
Phys. App. .075 .209** 1
Social Ac.& .064 178** 133* 1
Close Frien.
Beh.Con. & 104 274%* 237%* .298** 1
Schol. Co.
Job Comp. 137+ 123 134* .053 .077 1
* p<.05, *p<.001

The Results of Reliability Studies of the SPPA’s Revised Version

The Cronbach’s alpha coefficient (a) was calculated for the SPPA’s internal
consistency reliability and the Pearson moment correlation coefficient (r) was
calculated for its test-retest reliability.

The Revised SPPA’s Internal Consistency. The internal consistency coefficients of the
SPPA’s sub-dimensions were as follows: .78 for romantic appeal, .76 for athletic
competence, .69 for physical appearance, .68 for social acceptance/close friendship,
.56 for behavioral conduct/scholastic competence and .58 for job competence.

The Revised SPPA’s Test-Retest Reliability. In order to conduct test-retest reliability
of SPPA with 32 items (not 45 items), the first data was collected from 128
adolescents who had never seen the scale before. However absent students and
students who did not fill out the scales properly with a one-month interval during
the second application were excluded from the analysis and the data from 110
adolesents were analyzed by omitting 18 participants’ scales. In conclusion the
revised SPPA with 32 items was re-implemented on the same 110 adolescents after
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one month and the data collected was used to calculate Pearson moment correlation
coefficients. The r values obtained for the SPPA’s test-retest reliability were .88 for
romantic appeal, .70 for athletic competence, .68 for physical appearance, .60 for
social acceptance/close friendship, .93 for behavioral conduct/scholastic competence
and .79 for job competence.

Conclusions and Recommendations

It is important to examine the construct validity and reliability of Harter’s (1988)
Self-Perception Profile for Adolescents, one of the most frequently used scales in
studies focusing on the self, to make valid and reliable measurements within the
Turkish culture so the studies using this scale meet the required scientific criteria in
Turkish literature. A comparative construct validity study was conducted with both
the original version of the scale and its revised version, which was reported to be
more appropriate (Wichstrem, 1995). As emphasized especially by Fox and Corbin
(1989), the unusual style of the form which leads to substantial losses in the studies is
not economical. Also in this study, as also mentioned by Marsh and Holmes (1990)
(cited in: Wichstrem, 1995), data from 64 participants (15 %) were lost in the original
version and 5 (1.2 %) in the revised version. Harter’s failure (1988) to show evidence
that this unusual questionnaire format controls social desirability bias and
Wichstrom’s (1995) finding that there is no meaningful difference between the
revised and original versions with respect to social desirability error reveal why the
revised version should be preferred over the original. This should be the case even
for pure reasons of economy, let alone construct validity.

In this study the construct validity results of the original and revised SPPA
suggest, parallel to Wichstrem’s (1995) findings, that the factor structure of the
revised version is more consistent with Harter’s factor structure, supported also by
confirmatory factor analysis. Therefore, the revised version is a better alternative for
Turkish culture. Different from Wichstrem’s (1995) and Thomson and Zand’s (2002)
factor analysis but parallel to Trent, et al. (1994) and Worrell’s (1997) study, job
competence items were included in the factor analysis. Even though two items were
excluded at the end, the three job competence items formed a separate dimension
with their 5.37 %-contribution to the total variance explained. In the revised and
original versions, the social acceptance and close friendship sub-dimension items
were placed under the same factor. This finding is corroborated by Trent et al. (1994),
Wichstrem (1995), Worrell (1997) and Thomson and Zand’s (2002) findings, as well
as Harter’s (1988) items separately measuring social acceptance and close friendship
in white American adolescents. It has been shown that they measure the same
dimension in European, Australian, and Turkish adolescents as in African-American
adolescents. The integration of three behavioral conduct items and two scholastic
competence items under the same factor is theoretically meaningful. The literature
significantly supports the relationship between student attitudes, behaviors, and
academic success (Theresa, 2006; Steinberg, 2007). Other studies released different
conclusions for these two sub-dimensions. Thomson and Zand (2002) similarly
defined a behavioral conduct item and four scholastic competence items as the
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academic and general competence sub-dimension, and defined a four-item (three of
the same items) behavioral conduct sub-dimension. However, in Wichstrem’s study
(1995), all behavioral conduct items were excluded and the scholastic competence
factor was confirmed with its five items. The biggest contribution to the variance
explained by the scale was made by the romantic appeal sub-dimension with 10 %.
However, the social acceptance item added to the three romantic appeal items was
also seen in Worrell’s (1997) and Wichstrem’s (1995) revised version results. Also, the
addition of two physical appearance items and one scholastic competence item
related to this sub-dimension as indicators of the same closed variable is appropriate
for Turkish culture. Canpolat, Orsel, Akdemir, and Ozbay (2003) have shown that
adolescents who are satisfied with their physical appearance and consider
themselves intelligent believe that the opposite sex perceives them as attractive. On
the other hand, the emergence of two items which belong to romantic appeal (Harter,
1988) as a separate factor both in the original and revised versions is in compliance
with theoretical views (Steinberg, 2007). Different from the romantic appeal items,
the relevance of both flirt preferences and their high load value may mean that
romantic appeal and flirt preferences are different closed variables in Turkish
culture. However the flirt preferences subscale was excluded with confirmatory
factor analysis. Only one of the athletic competence sub-dimension items was
omitted and the other four items were placed under the same factor without being
distributed to other factors and therefore made the biggest contribution to the
explained communality (8 %). Findings pertaining to the athletic competence sub-
dimension are largely consistent with Harter (1988), Trent et al. (1994), Wichstrom
(1995), Worrell (1997) and Thomson and Zand’s (2002) findings. In the physical
appearance sub-dimension, three physical appearance and two general self esteem
items contributed to the communality of 7.7 % and formed a separate factor.
Consistent with these findings, Wichstrem (1995) obtained strong relationships
showing that the items in these two dimensions could not be separated. Harter (1999)
also emphasized that adolescents’ physical appearance perceptions are the most
important predictors of global self-esteem. The final model results obtained from
CFA confirm that there are six dimensions in the scale that are independent from
each other. Since the final model showed that goodness of fit statistics were at an
acceptable level, it is recommended that further research should be done to test the
cross validity of this model. The intercorrelations among the subscales of the revised
SPPA showed that the relationship between some subscales was not significant while
relationships were significant but low between other subscales. Consistent with
Harter’s (1988) explanation that domain-specific competences are viewed as distinct
constructs, these results indicated that the dimensions of the SPPA are independent
from each other.

The scale’s internal consistency results show that the coefficients obtained
from the revised version were higher than those obtained from the original version.
The highest internal consistency coefficient was obtained from the athletic
competence sub-scale. This finding and the low internal consistency coefficients from
the behavioral conduct/scholastic competence and job competence sub-dimensions
are largely consistent with Harter’s (1988) and Trent, et al.’s (1994) findings. The test-
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retest reliability results of the scale are more satisfactory than internal consistency
coefficients.

To conclude, the 30-item (11 reversed) SPPA revised version is a valid and
reliable measure of the different dimensions of self-concept (romantic appeal, athletic
competence, physical appearance, social acceptance/close friendship, behavioral
conduct/scholastic competence and job competence) within the Turkish culture. At
the beginning of the study the aim was to analyze the construct validity and
reliability of the SPPA scale. However, the difficulties in the application of the scale
due to questionnaire format and the problems explaining the results of the
explanatory factor analysis shifted the aim of the study to exploring the construct
validity of SPPA by comparing the original and revised forms of the scale. Therefore
an important limitation of this study was not to compare the original and revised
form in the same sample. Since there were no similar scales with the same theoretical
background in the Turkish culture, the concurrent validity of the scale was not
assessed in this study. However, future studies will reveal the psychometric
properties of the scale better within the Turkish culture.
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[
Ergenler I¢cin Benlik Algilar1 Profili'nin Yap: Gegerligi, Giivenilirligi:

Orijinaline Karsin Degistirilmis Versiyon
(Ozet)

Problem Durumu: James ve Cooley’in tamimlariyla tutarli bir bigimde ilk
gelistirilen olgekler tek boyutlu genel bir benlik kavramini 6l¢gmiislerdir.
Son gelistirilen 6lgeklerde benlik kavrami duyussal oldugu kadar bilissel
bir temel tizerine genis bir benlik sistemi olarak ele almmis ve tek
boyutlulugun spesifik 6zellikleri yansitmadigir gerekcesi ile benlik
kavraminin farkli boyutlarint da 6lgecek bicimde ¢ok boyutlu yaklasimlar
benimsenmistir. Ilgili alan yazinda siklikla kullarlan 6lgeklerden biri olan
Harter'mn 14-18 yaslar icin gelistirdigi Ergenler icin Benlik Algilar1 Profili
(Self-Perception Profile for Adolescents-SPPA) okul yeterliligi, atletik
yeterlilik, sosyal kabul, yakin arkadaslik, romantik gekicilik, is yeterliligi,
fiziksel goriiniis ve davramissal uygunluk alt boyutlarnin yaninda genel
benlik degerini de 6lgen dokuz alt boyuttan olusmustur. Bu lgek Harter'm
Cocuklar icin Benlik Algilar1 Profili'nin (Self-Perception Profile for
Children-SPPC) genisletilmis hali olup SPPC ile alti alt boyutu
paylasmaktadir. Bu olgege is yeterliligi, yakin arkadaslik ve romantik
cekicilik alt boyutlar1 da eklenerek 45 maddelik bir o&lgek haline
getirilmistir.

Harter arastirmaya dayali kanit gostermeksizin, SPPA’min soru
formatin1 sosyal begenirlik yanliligindan etkilenme olasiigini biiytik
olctide azaltacag: beklentisiyle alisilmisin  disinda bir  bicimde
olusturmustur. Olgegin orijinal soru versiyonunda her bir madde igin
neredeyse birbirine zit igerikte iki ifade bulunmakta, 6nce bu ifadelerden
ergen icin daha uygun olan birini se¢gmesi, sonra da bu ifadeyi “benim icin
tamamiyla dogru”, “benim icin kismen dogru” segeneklerine gore
degerlendirip kendisine en uygun olan secenegi isaretlemesi istenmektedir.
Alan yazindaki arastirma bulgular1 ise bu formatin sosyal begenirlik
yanliligmmi azaltict etkisi olmadigini;; zaman alicc ve karmasik
bulundugundan bikkinlikla karsillandigini ortaya koymustur. Ayrica
olgegin degistirilmis versiyonunun Harter'in isaret ettigi faktor yapisi
daha cok dogruladigini ve daha giivenilir ve gegerli sonuglar trettigini
gostermistir.

Amag: Orijinal ve degistirilmis versiyonuna iliskin alan yazindaki bulgular
dikkate almnarak bu arastrmada SPPA’nin orijinal versiyonu ile
degistirilmis ~ versiyonunun aciklayict  faktor analizi  sonuglar:
kargilastirilarak daha yeterli sonug veren versiyonunun diger psikometrik
ozelliklerinin Tirk kiiltiirtinde incelenmesi amaglanmigtir. SPPA  (Self-
Perception Profile for Adolescents) Tiirkge'ye Ergenler Icin Benlik Algilart
Profili (EBAP) adiyla uyarlanmustr.

Yontem: Olgegin geviri caligmasi tamamlandiktan sonra orijinal versiyonu
366 ergene, degistirilmis versiyonu da 395 ergene uygulanmustir. Biitiin
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veriler 14-18 yas arasinda, cinsiyet ile gelir diizeyi (diisiik, orta, yiiksek)
bakimindan dengelenmis 6rneklemlerden toplanmustir. Her iki veri
grubuna aciklayici faktor analizi (temel bilesenler analizi) yapilmistir. Daha
uygun faktor yapist sunan (degistirilmis), versiyonun belirlenen bu
yapisint dogrulamak amaciyla 279 ergenden toplanan verilerle dogrulayici
faktor analizi (DFA) de yapilmistir. Olgegin ig tutarlilik giivenilirligi icin
Cronbach-Alfa katsayis1 hesaplanmus, dlcegin test-tekrar test giivenilirligi
icin 110 ergenden bir ay ara ile toplanan verilerle Pearson Momentler
Carpimu korelasyon katsayis1 hesaplanmustir.
Bulgular ve Sonug: Yap1 gegerligine iliskin olarak SPPA’min orijinal
versiyonu ile degistirilmis versiyonundan elde edilen sonuglar
karsilastirildiginda, degistirilmis versiyonun faktoér yapisimin daha agik
bigimde Harter'in isaret ettigi faktor yapisiyla tutarli oldugu gortlmiistir.
Bu versiyonda toplam varyansin %50sini aciklayan ve yiiksek yiik
degerlerine sahip yedi faktorlii (romantik gekicilik, atletik yeterlik, fiziksel
goriiniis, sosyal kabul /yakin arkadaslk, davrarmissal uygunluk /okul
yeterligi, is yeterligi, flort tercihleri) bir yap1 elde edilmistir. Degistirilmis
versiyonun 1. faktoriinin ti¢ romantik gekicilik ve iligkili olabilecek iki
fiziksel goriiniis maddesi, popiilerlige isaret eden bir sosyal kabul maddesi
ve bir de zeki olmaya isaret eden okul yeterligi maddesi .452 ile .710
arasindaki yiik degerleri ile “romantik gekicilik” alt olgegini (6, 24, 29, 31,
33, 37, 40) olusturmuslardir. Degistirilmis versiyonun 2. faktoriintin altinda
toplanan maddelerin (3, 12, 21, 39) daha giiclii bir bicimde “atletik yeterlik”
alt 6lgegini olusturdugu ve faktor yiik degerlerinin .556 ile .822 arasinda
degistigi gortilmustiir. Degistirilmis versiyonda ti¢ fiziksel goriints
maddesi ile iki genel benlik degeri maddesi tutarli bir bicimde 3. faktoriin
altinda yer almis (4, 9, 13, 22, 45), 477 ile .773 arasinda degisen yiik
degerleriyle “fiziksel goriintis” alt dlcegini olusturmuslardir. Degistirilmis
versiyonun 4. faktorti altinda toplanan maddelerin (2, 8, 11, 17, 35, 44) daha
actk olarak “sosyal kabul /yakin arkadashk” alt olgegi olarak
adlandirilabilecegi ve madde yiik degerlerinin 464 ile 651 arasinda
degistigi gortulmiistiir. Bu versiyonun 5. faktorti altinda yer alan iki okul
yeterligi maddesi ile ti¢ davramigsal uygunluk maddesi aymi faktorin
altinda igerikleri tutarli olacak bigimde toplanmuslardir. Bu faktor altindaki
maddelerin (10, 16, 19, 34, 43) yiik degerlerinin .499 ile .695 arasinda
degistigi ve agik olarak “davrarnigsal uygunluk /okul yeterligi” alt dlcegini
olusturduklar: sdylenebilir. Degistirilmis versiyonda daha yiiksek yiik
degerlerine (594, .769, .772) sahip ii¢ is yeterligi maddesi (5, 23, 41), 6.
faktor altinda yer almis ve agik bicimde “is yeterligi” alt Olgegini
olusturmuslardir. Genel benlik degeri maddeleri ise ayri1 bir faktori
olusturmay1p, sadece iki maddesinin elenmeden fiziksel goriiniis alt 6lgegi
altinda yer aldig1 gorulmustir.

Olgegin degistirilmis versiyonunun aciklayici faktor analiziyle elde
edilen 7 faktorlii yapist DFA ile test edilmistir. ilk sonuclar modelin uyum
iyiliginin 6nemli gostergeleri olan degerlerin kabul smirlar1 iginde
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olmadigimi gostermis, flort tercihleri maddelerinin t degerleri 1.96’dan
kiigtik oldugu i¢in modelden ¢ikarilmalarina karar verilmistir. Tekrarlanan
analiz sonrasinda iyilestirmeye isaret eden diizeltmeler modele eklenerek
analiz tekrarlanmistir. 14. ve 28. maddelerin bulunduklar: faktordeki yiik
degerleri diisitk ve hata varyanslar biiyiik olsa da t degerleri 1.96’dan
biiyiik oldugu icin modelden ¢ikarilmamalarina karar verilmistir. DFA
sonugclariyla elde edilen model veri uyumunun kabul edilebilir oldugunu
gosteren kriter degerleri x2=665.54 (N=279, sd=386, p=.00), x2/sd=1.69
RMSEA=0.050, RMR=0.069, GFI=0.86, AGFI=0.84 and CFI=0.86 olarak elde
edilmistir. Olgegin i¢ tutarlik giivenilirligi icin hesaplanan Cronbach-Alfa
guvenilirligi icin elde edilen r degerlerinin alt clgeklerde .93 ile .60 arasinda
oldugu gortlmiistiir.

Sonug ve Oneriler: Bulgular 30 (11i ters ifade edilmis) maddeden olusan
SPPA’nin degistirilmis versiyonunun Tiirk ergenlerde benlik kavramimn 6
bagimsiz (romantik cekicilik, atletik yeterlik, fiziksel goriiniis, sosyal kabul
/yakin arkadaslik, davranissal uygunluk /okul yeterligi ve is yeterligi)
boyutuna iliskin gegerli ve giivenilir 6l¢iim yaptigin ortaya koymaktadir.
Ancak ileride yapilacak benzer amacl ¢alismalar 6lgegin Tiirkiye igin sahip
oldugu psikometrik 6zelliklerini daha giiclii bir bicimde ortaya koyacaktr.
Anahtar Kelimeler: Benlik algilari, ergenlik, degistirilmis versiyon.
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Abstract

Problem Statement: A speaker’s language proficiency level can be determined by
observing the repair types employed during conversation. When a non-native
speaker of English performs self-initiated self-repair, this means that s/he has
attained native-like proficiency. However, when other-initiated other-repair is
performed, the non-native speaker of English has achieved less native-like
proficiency in the interaction. Thus, repairs are significant signs indicating the
proficiency level of the language user and have significant roles in the achievement
of native-like norms. Nearly all existing studies focus on repair strategies used in the
interaction between native-native speakers of English and native-nonnative speakers
of English. The number of studies on repair strategies in the repertoire of nonnative
speakers of English is limited. When studies in Turkey are investigated, to the best
knowledge of the writer, there is no study that focuses on the types of conversational
repair or repair strategies employed by Turkish learners of English. Therefore, this
paper can be regarded as the first investigation of conversational repairs by Turkish
learners of English.

Purpose of the study: The purpose of this study is to investigate what types of repair
strategies Turkish speakers of English prefer to use and in what cases they prefer to
repair their utterances. The study aims to explore the competence of Turkish
speakers of English in realizing their own conversational problems and self-
correcting them.

Methods: This is a qualitative case study. 10 hours of conversation classes were
recorded for data analysis. For conversational analysis, turn-taking, adjacency pairs
and subsequent sentences in discussions and presentations were transcribed, from
which repair strategies were identified and categorized.
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Findings and Result: According to the findings, the Turkish English-speaking
students perform lexical, phrasal and phonological self-repair but not content or
pragmatic repair. However, to have native-like interaction and proficiency, non-
native speakers of English should perform self-initiated self-repair on the pragmatics
and content of their utterances. The students perform self-initiated other repair, but
that is not a commonly used conversational repair. When the interlocutors in the
class have problems understanding what the presenter or another student says, they
do not initiate repair.

Conclusion and Recommendation: In foreign language classrooms, it should be
emphasized that repair, repair strategies and the monitoring of one’s utterances are
natural processes in communication and social interaction. Students should be
encouraged to make self-initiated self-repair on content and pragmatics and to
initiate repair to repair problems in their classmates” utterances.

Keywords: Conversational repair strategies, conversational analysis, foreign language
education, language performance, competence in the target language

Repair in communications is defined as “practices for dealing with problems or
troubles in speaking, hearing, and understanding the talk in conversation” (Schegloff
2000, p. 207). In other words, repair is a kind of treatment for difficulties that occur in
interactive language use. Studying repair in this context means to explore problems
in understanding and to investigate remedial acts. These remedial acts should not be
handled as corrections. Schegloff, Jefferson and Sacks (1977) draw attention to the
difference between repair and correction, stating that repair is a general domain of
occurrences, whereas self- or other corrections are particular types in a domain.
Schegloff et al. (1977) emphasize that the term “correction” is commonly understood
as the replacement of an error or mistake by the correct form, but that conversational
repair is not limited to such replacement.

Schegloff et al. (1977) investigate the conversational repairs employed by native
speakers of English through conversational analysis and identified the following four
structural types of repair:

(a) Self-initiated self-repair. A self-repair taken by the speaker of the trouble
source. Most self-initiated self-repairs are initiated in the turn that contains the
trouble source. The vast majority of them are accomplished successfully within the
same turn.

(b) Self-initiated other-repair. A repair taken by the speaker of the trouble source
initiated with words or sounds (e.g., I mean, hh and uh). The interlocutor in discourse
provides a remedial act in the next turn. The remedial act is then completed by the
speaker of the trouble source.

(c) Other-initiated self-repair. A repair initiated when the interlocutor uses
techniques (e.g., the expressions Y’ mean, what or huh) to locate the trouble source for
the speaker. The next turn affords the speaker of the trouble source an opportunity to
initiate repair.
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(d) Other-initiated other-repair. A repair made by the interlocutor. The
interlocutor identifies the trouble in hearing or understanding. In the next turn, the
speaker of the trouble source cannot make the repair. In the following turn, the
interlocutor repairs the trouble.

According to Schegloff et al. (1977), before initiating remedial acts, a speaker
employs specific initiator techniques to signal the trouble s/he is having (i.e., the use
of cut-offs, sound stretches, or the formulaic expression I mean). In other-initiated repair
strategies, the interlocutor uses initiator techniques different from those of self-
initiated repairs to indicate the location of the trouble source —for example, the use of
“what”” or “huh 1?”, “who” or "when” (often with a rising intonation), the
repetition of the trouble source turn and the use of jokes (Schegloff 2000, p. 168).

Markee (2000) points out that the number of studies on conversational repairs in
non-native speakers in foreign language classrooms is limited (see Hoekje, 1984;
Kasper, 1985; Kingerger, 1995; Steedhouse, 1998). Markee then points to a need for
studies that describe and identify conversational breakdowns in foreign language
classrooms and investigate the kinds of strategies employed by students and teachers
to repair such breakdowns.

Hoekje (1984) investigates where and how non-native speakers of English repair
their communication breakdowns in foreign language classrooms and presents the
following strategies used by students:

1-  The repetition of a word or sentence with slow and distinct pronunciation
2- A change of the utterance that included communication breakdowns

3- A clarification of the utterances through a variety of devices such as gestures,
examples, definitions and codeswitches to the mother tongue

Similar to Hoekje, Kasper (1985) focuses on the repair patterns occurring in a
foreign language classroom at a Danish gymnasium. Observing two different class
sessions —one language-centered and one content-centered —Kasper states that in the
language sessions there is a preference for “delegated repair over self-completed
repairs”. In the content-based sessions, the students do self-correction. Likewise,
Kingerger (1995) and Steedhouse (1998) state that in instructional activities students
produce other-initiated and other-completed repair, whereas while participating in
natural tasks they use code-switching more frequently than repair initiation. In
opposition to Steedhouse, Kasper and Kingerger, for Hoekje, the nature of activities
seems to be less important since non-native speakers of English tend to use similar
conversational strategies across different activities.

In contrast to Kingerger and Steedhouse, Shehadeh (1991, 1999) points out that
success in L2 learning may be measured by the proportion of self-initiated, self-
completed repair to other-initiated, other-completed repair, and by the proportion of
content and pragmatic repair to linguistic repair. Thus, the more self-initiated and
self-completed the content and pragmatic repairs, the more native-like the
interaction. As a corollary, the more other-initiated and other-completed the
linguistic repair, the less native-like the interaction. Likewise, Schegloff et al. (1977,
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2000) point to the distributional patterns of repair strategies in conversation. In
normal conversation, the norm is self-initiated and self-completed repair. In non-
normal conversation, the proportion of other-initiations and other-completions is
higher than expected. It has also been observed that in NS/NS discourse (Schegloff et
al., 1977) and NS/advanced NNS discourse (Kasper, 1985) the vast majority of repair
consists of content and pragmatic repair rather than linguistic (phonological, lexical,
morpho-syntactic) repair.

When the studies conducted in Turkey on language pedagogy and foreign
language education are investigated, to the best knowledge of the writer, there is no
study that focuses on the types of conversational repair or repair strategies employed
by Turkish learners of English. Only Geng¢ (2007) investigates conversational
strategies; he examines such strategies employed by 23 freshman students at
Cukurova University. He mainly focuses on L1-based (language switch and literal
translation) and L2-based (repetition, avoidance, paraphrase, ask for help, and mime)
repair strategies. He mentions only the frequency of filler-type repetitions and self-
repairs in the language production of all participants, and his main focus is not on
the repair strategies employed by Turkish users of English from the perspective of
Schegloff et al.

The current study handles conversational repair and repair strategies employed
by Turkish users of English within the framework of Schegloff, Jefferson and Sacks
(1977). 1t investigates whether Turkish users of English perform the types of self-
repair proposed by Schegloff et al., Shehadeh and Kasper. For conversational
analysis, this study identifies the types of conversational repair and repair strategies
used and in what cases Turkish users of English prefer to repair their own utterances.
It also presents common words, structures and formulaic expressions used for
conversational repair during presentations by and interaction among English-
speaking Turkish classmates.

Method
Research Design

Participants of this study were graduates of Anatolian Teacher Schools, where
they had had intense English instruction for eight years. All study participants
passed the English proficiency exam administered by the Department of Basic
English at Middle East Technical University. The mean of the proficiency score of the
participants was 90, which is equivalent to TOEFL IBT 116 and IELTS 8.5.

Data were collected from first-year students enrolled in speaking courses in the
Department of English Language Teaching at Middle East Technical University.
Permissions for video recordings were obtained from both the students and the
instructors. A video recorder was then placed in the classroom so as to view all class
interaction. The first two hours of recording were not included in data analysis since
the students controlled their utterances in the initial phase of the recording. After
two hours, they ignored the camera and spoke naturally.
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Data came from thirteen student presentations and subsequent discussions. Ten
hours of conversation classes were recorded but only eight hours were transcribed
for data analysis. The tokens of retrieved items from transcription numbered 40, but
only 13 of them are handled here due to space limitations. In selecting only 13
samples, special attention was paid to data that encompassed the entire set of
collected data. In the retrieved items, the students’ errors are written without
correction.

Research Questions
This study aims to answer the following questions:

1-What types of conversational repair are used by the first-year students of the
Department of Foreign Language Teaching at Middle East Technical University?

a) Do the students employ content or pragmatic repair?

b) Do the students use linguistic (phonological, lexical, morpho-syntactic) repair?

2- In what cases do the first-year students of the Department of Foreign Language
Teaching employ repair in their utterances?

For question 1, sub-categories are given to help explain the types of repair that the
first-year students employ. Listing only the repair strategy is not enough to
comprehensively understand the repair process of the students. Knowing in what
aspects of language formulation and use (i.e., lexical or pragmatic) L2 learners need
to repair their utterances will help us understand their production processes and
proficiency levels in conversational repairs and the target language.

Data Analysis

For conversational analysis, turn-taking, adjacency pairs and subsequent
sentences in classroom discussions and presentations were transcribed. The repair
strategies employed by Turkish users of English are handled in terms of the
following conversational repair types proposed by Schegloff et al. (1977): (a) self-
initiated self-repair, (b) self-initiated other-repair, (c) other-initiated self-repair and
(d) other-initiated other-repair. The repair strategies were then identified and
categorized by the researcher. During the categorization process, another researcher
checked whether the categorization was correct. Four samples that were not well-
understood by the students were excluded from the analysis. The repair types the
students use are discussed in the order listed here.

Findings
Self-Initiated Self-Repair

To demontrate when the students need to self-initiate self-repair and how they start
the repair, 6 extracts are given below. The utterances in which self-initiated self-
repair repair appears are indicated by an arrow ( —). In extract 1, the presenter talks
about “Turk Egitim Gondilliileri Vakf1”. S/he frequently uses “eee” or “iii” in his/her
utterances, which makes him/her difficult to understand.
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[
Extract 1

—1- Presenter: As you can (iii) understand the aim to go over (iii) through the go

2- through Ataturk’s road (iii) and in TEGEV in the educational volunteers
foundation of Turkey

5- Teacher: When they have no class at school

6- Presenter: Yes and there there is a relationship between education and
—7- educational volunteers so we send a track to their (eee) we send an
—8- automobile to their schools and

9- they came to our park. We have two lessons

In line 1, the trouble source is that the speaker uses the phrase “go over” and then,
thinking that this phrase is not in accordance with her/his intended meaning, s\ he
replaces it with the words “go through”. Similarly, in line 7, s/he says, “we send a
track to their (eee)” and thinks that the meaning of the word is not the same as the
vehicle they send. To prevent misunderstanding, s/he prefers to use another word.

Extract 2

In extract 2, the student talks about Zeus and the reasons Zeus’s father ate his
children.

1- Student 4: Zeus.... She is the god of everything...her his father used to eat her
—2- children because he hears that her children (ay): her children defends so
—3- when he was born his (3.) mother hide him, Zeus’s mother hide him in a cave

In line 2, the student indicates the trouble in his/her utterance by saying “ay” and
then repairs it as “her children defends so when he was born his mother hide him”.
In line 3, s/he says “his mother hide him” but s/he thinks that the meaning is
unclear for the interlocutors. S/he rewords the utterance as “Zeus’s mother hide him
in a cave”. As seen, there is a 3-second pause, which may indicate the student’s
process of monitoring the utterance.

In the following extracts, the presenters realize the incorrect pronunciation of
words in their utterances and perform self-repair.

Extract 3

In extract 3 the presenter talks about Leanordo Vinci and his education.

—1- Presenter: Before going Milan, he was sent to near a painter and slupcirir
—2- sculptor (head gestures)

Extract 4

In extract 4, the presenter talks about dreams.

—1- Presenter: Maybe the dreams try to convey cinvey a message that you have

2- something that you have to examine with yourself.
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An essential point in extracts 3 and 4 is that the presenters realize the problem in
their pronunciation and do self-repair. In extract 3, the speaker pronounces the word
“sculpture” as “slupcirir” but with a head gesture s/he re-pronounces it as

’

“sculptor”. In extract 4, the presenter pronounces the word “convey” as “konvey”
but then re-pronounces it as “cinvey”. No one in the class interrupts to initiate
repair, although the mispronunciation causes communication breakdowns.

Extract 5

In extract 5, the presenter talks about the differences between right-handed and
left-handed guitar-playing.

1- Presenter: Soled played guitar routine played guitar but there is a different
2- way which is occurred during eighties it is called finger tapping. While finger

—3- tapping, you only use your fingers to touch the strings to make it sound (he
uses his fingers to show how one can touch the strings)

4- I want to show you a little movie you can understand better.

— 5- (Showing the pictures) As you see he uses his fingers.

7- He is the most creative guitarist around the world up to now. He was always
—8- using the right-handed guitar as you see (showing the picture on the board)
—9- as as if it is a left-handed. But I mean (holding his guitar) this is right-handed
10- guitar. He was using it like that.

11- The audience: himm!

The presenter pays attention to whether his/her listeners understand. To clarify the
information given, s/he constantly shows pictures to the listeners or plays the guitar.
In line 5, the presenter uses the picture to show how Jimmy Hendrix holds the guitar
and then, assuming that the interlocutors do not perceive the differences between
right-handed and left-handed guitar-playing, he demonstrates how Hendrix holds
the guitar. After this performance, the interlocutors say, “himm”, which means they
understand. Although s/he shows a picture, the interlocutors have problems
understanding the message.

Extract 6 is also an example of pragmatic repair because, although there are no
syntactical, phonological or lexical problems in the conversation, the presenter
attempts to prevent possible communication problems or troubles.

Extract 6
In extract 6, the speaker talks about obesity.

1- Student: Causes and types of obesity: ....excessive sleep what I mean by

—2- excessive sleep is sleeping during the day.
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The student uses the technical term “excessive sleep” and, assuming that it is not
understood by the interlocutors, s\ he explains what it means. In extracts 5 and 6, the
presenters try to repair their utterances although the utterances have no
phonological, syntactic or lexical problems. They try to perform pragmatic repair;
that is, they take the interlocutors into consideration and try to prevent
misunderstandings.

So far, in the extracts the students generally perform self-initiated self-repair when
they do not remember the exact word or the pronounciation of that word. When they
have trouble in their utterances and are going to repair them, the repairs are

7

generally preceded by ‘fillers” such as “iii”, “eee” and “ay”. Very rarely, students also
perform pragmatic repairs. In such cases, they seek to render their utterances clear to
their interlocutors through the use of further explanation, imitation or the showing of
pictures.

Self-Initiated Other-Repair

In this part, 3 extracts are given to illustrate cases in which the students needed to
intitiate other-repair, and what kind of strategies they followed in initiating it:

Extract7

In extract 7, the presenter talks about the history of the Oscar award.

1- Presenter: The most asked question about Oskar is who is shown as no need
2- the Oscar most? The person who is shown as no need the Oscar is (1.) (ii)

— 3- Emily (ii) I cannot remember her (she puts her hand on face)
—4- Teacher: Merilyn Strip

—5- Student 1: Merilyn Striip: dimi?

—6- Student 2: (eem) Meriln\ \

—7-Teacher and another classmate: Strip:

—8- Presenter: (laughingly) Strip

In line 3, the speaker does not remember the name of the actress. S\ he identifies
the trouble source by saying, ”I cannot remember”, which is an initiation of repair.
As seen, in lines 4, 6 and 7, the interlocutors perform repair by saying, “Merilyn
Strip, Merilyn Striip: dimi?, (eem) Meriln\\ and Strip:” but the presenter at first does
not recognize their repairs. Ultimately, in line 8, s/he repeats what the interlocutors
have said.

Similarly, in the following extract, the presenter initiates repair by saying “ee”.
Then one of the interlocutors does lexical repair.

Extract 8

—1- Presenter: The kings were aware of the son the reasons to bee (looks at the
notes and starts to find the correct word).

— 2- One of the classmates: destroy?

— 3- Presenter: (indicating 3 approvingly) to be destroyed.
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In line 2, one of the interlocutors takes the floor and offers a repair that the presenter
accepts.

These extracts show that self-initiated other-repair generally also occurs in lexical
repair. When a presenter or speaker does not remember a word, the interlocutors
provide some words which might be alternatives for the unremembered word.

Another strategy to initiate repair that the presenter follows is code-switching to
Turkish—the mother tongue of the presenter. This strategy is exemplified in the
following extract:

Extract 9
In extract 9, the presenter talks about a scene in the soap opera “Kurtlar Vadisi”.

1- Presenter: As I remember from a soap opera, “Kurtlar Vadisi”, there is a man
—2-named Cakir but (iii) cutting the koparmak neydi (laughing) the cutting the
3- ear of a man saying hippie (?) ¢tkar sunu.

4- Teacher: Really? Is this what actually he says?

5- Presenter: Yes.

The student utters the word “cutting” and realizes that the word does not
correspond to her intended meaning. She switches to Turkish, her mother tongue,
and initiates repair by saying “koparmak neydi”. She uses this strategy to make her
statement better understood. Since the interlocutors understand what she means,
they do not participate in the repair process. In line 3, the phrase “cikar sunu” in
Turkish proves that code-switching to L1 is a strategy that the student employs to
repair the trouble in her utterances.

As opposed to what occurs in cases of self-initiated self-repair, in almost all cases of
self-initiated other-repair students initiated repairs by explicitly saying that there
were problems in their utterances. They either said “I cannot remember”, or code-
switched from English to Turkish. Generally, as in cases of self-initiated self-repair,
they started to other-initiate self-repair when they could not retrieve the right target
word from their memories. In such cases the interlocutors usually prompted lexical
repair.

Other-Initiated Self -Repair

2 extracts are given to demonstrate the occurences of other-initiated self-repair:
Extract 10
In extract 10, the presenter talks about a symbol in one of da Vinci’s paintings.
1- Presenter: There is a interesting claim. Do you see? There is a symbol like

—2-V. This symbolizes the women in Christian times and it cause it is called

3- Holica. (The presenter realizes that the teacher has a problem understanding
and repeats the last word.)

—4- Presenter: Holica
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—b5- Teacher: No. Where is the symbol?
—6- Presenter: (Pointing to the symbol with her finger)
7- Teacher: All right.

In line 3, the speaker utters the name of the symbol: “Holica”. Then, seeing the
teacher’s gestures, s/he utters the word “Holica” again. In fact, the trouble source is
not the name of the symbol but the fact that the presenter has not identified the
symbol in the picture correctly. Her/his classmates do not understand the symbol,
either, but they do not ask the presenter where the symbol is. Then, in line 5, the
teacher wants the student to identify the symbol in the picture. After doing so, the
teacher and all of the students understand where the symbol is. The trouble source is
not due to the wrong use of the word or its mispronunciation but due to pragmatic
reasons: the presenter, assuming that the interlocutors have perceived the symbol,
does not use her/his gestures to point it out.

Similarly, in the following extract, the teacher initiates repair and presents what
s/he understood from the student’s utterance.

Extract 11

In the extract, the student talks about her\his assessment of the statement that
when a person is sleeping, s\ he does not tell a lie.

1- Student: I heard that the person who sleeps do not tell lie so I tried this and it is
true?

—2- Teacher: It is true (2.) You asked a question.
3- Student: Ye I asked some questions.

The student states that s\he has come to a conclusion after checking the
truthfulness of the premise. The trouble source in his\her utterance is that the
student does not say how s\ he reached such a conclusion. The teacher realizes the
trouble and repairs it by saying in line 2, “You asked a question”, to learn whether
the student has come to this conclusion by asking someone who has had such an
experience. The teacher repairs the trouble in the student’s utterance by relying on
contextual assumptions and implications.

As these extracts show, content-based repair in this study group is initiated by
the teacher. This differs from the repair strategies previously presented. Though the
speaker’s classmates have problems understanding what the presenter or another
speaker has said, they do not initiate repair. In this instance, other-initiated self-
repair is initiated only by the teacher. Another important point to emerge is that the
speakers do not check whether their interlocutors have any problems in
understanding them. They do not pay attention to their interlocutors” body language
or facial expressions.

Other-Initiated Other-Repair

2 extracts are given below to present the occurrences of other-initaited other-repair:
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Extract 12

In extract 12, the presenter finishes his/her talk about pyramids. One of his/her
friends wants to ask a question.

1- Presenter: This is the end of my presentation. Is there anyone who wants to ask

2- a question?

—3- Student: Yea: I watched the film and I saw there are lots of trip? Is there any

4- (ee) why they are?

—b5- Presenter: Is there any (2.) why they are?

—6- Student: Any things why they are?

—7- Presenter: What do you say about?

—8- Student: Trips

—9- Presenter: Trips?

—10- Student: Yes.

—11- Other students: Trap.

—12-One student: (code-switching to Turkish) tuzak tuzak tuzak varmis.

13- Presenter: I do not know.

The student observer wants to ask a question about pyramids. The trouble source is
in line 3: the word “trip”. The presenter does not understand the question. The
strategy the presenter employs is to repeat the question and emphasize the trouble
point in his\her friend’s utterance. One interlocutor tries to repair the trouble but
his/her repair is not successful. The presenter initiates repair again by asking, “What
do you say about?” The interlocutor then repeats the topic entity “trip”. However,
the presenter still does not understand. The other interlocutors realize the trouble
and say the word with the correct pronunciation as “trap.” One of the interlocutors
prefers to do repair directly by saying a Turkish equivalent of the word. As seen, the
repair is initiated by the presenter and completed by other interlocutors.

In the following extract, the teacher realizes that the presenter’s utterance is not
understood by the interlocutors since s/he does his/her presentation in haste, which
makes it difficult for the students to follow and get the intended meaning. The
teacher initiates repair by asking a question.

Extract 13

1- Teacher: So that makes one point clear Do you know denim is also used as
2- adjective. Okey which shows the shade of the blue... and you are going to
3- choose... But also denim is what? a type of

4- Presenter: A trouser

—5- Teacher: Is it a type of fabric isn’t it?

6- Student: Is it a type of what? Sorry.

—7- Teacher: It is a type of fabric. The item of cloth that is used for jeans.

8- Teacher: When you do not understand something, please stop your friend and



156 | Derya Cokal-Karadas

—9- ask. So what was the reasons that denim was used for jeans? Because the
—710- other materials were? (1.)

11- Presenter: The others were not (?) as the jeans frequent watching was not (she
reads the lines from the paper).

12- Teacher: So they were not (?) as denims each time....

In extract 13, the presenter gives a wrong answer to a question. The other
interlocutors keep silent, which means that they have not understood anything from
their friend’s presentation. It is observed that though there is a communication
breakdown, the interlocutors do not make a repair. As seen in line 5, the teacher uses
the word “fabric” but the presenter does not understand it and initiates repair by
repeating the structure the teacher has used and using the question word “what” to
signal the trouble. The teacher uses the word “fabric” again in line 7 and gives the
definition of the word. In line 9, the teacher asks another question related to what the
presenter has said. In line 11, the presenter gives an answer but it is not clear since
s/he reads it from the book. The teacher realizes that the other interlocutors have
difficulty understanding the presenter’s utterance and thus she rewords it. Also, this
extract is a good sample since in line 8, the teacher complains about the students’
being silent and not even attempting to repair the communication breakdown. The
teacher tries to lead the students to interact naturally in the classroom, but the
students do not. Though the teacher wants to trigger such interaction, as is seen in
the following lines, the students still do not take part in the conversation.

Conclusions and Recommendations

The students in this study perform self-initiated repair. They perform lexical,
phrasal and phonological self-repair but they do not perform self-repair on content.
For Shehadah (1991,1999), to have native-like interaction and proficiency, non-native
speakers of English should perform self-initiated self-repair on the pragmatics and
content of their utterances. However, in this study, the number of students who
perform self-repair on content and pragmatics is very small. In addition, although
some students realize the problems in their utterances, they do not self-repair. They
do not pay attention to whether their classmates have problems understanding their
utterances. An underlying reason for this may be that the students memorize what
they will say and try to say what they have in their memories without monitoring
their utterances or their addressees’ gestures during presentations. They may also
think that assignments should be accomplished in the classroom without interaction
with their classmates. They may even not be aware of the fact that these assignments
are meant to improve their communication and interaction skills in the target
language.

The students also perform repair when they do not remember a word or a
structure they want to use. They utter a word or structure using their lexicon but
suddenly realize the trouble and make a repair. This kind of repair is due to the type
of task being dealt with. Another case that causes trouble in an utterance and
requires repair is when students do not use their gestures enough or correctly when
needed. Also, when students utter two words that they assume have the same
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meaning (such as “pictures” or “posters”) and come to the realization that the word
they have used does not fit in the context, they perform a repair: they substitute the
first word with the appropriate one. Finally, repair is performed when students
pronounce English words with Turkish pronunciation and then remember the right
pronunciation of the words. For instance, they use such words as “pilato,” which
sounds Turkish, instead of the English word “plateau”. In these cases, students
perform a repair as soon as they realize the trouble. Although the students do
perform self-initiated other-repair, this is not the most common conversational repair
strategy they employ. In such cases, they provide a lexical remedial act— that is, they
initiate repair by saying “yaa” or using words from their mother tongue, such as “I
do not know yelkenli”. In some cases, they directly say, “I cannot remember” and
use head gestures.

The students in this use initiator techniques for self-initiated self-repair and self-
initiated other repairs such as the noises/words ay, eee, iii or what I mean, and
codeswiches to Turkish. The native speakers in Schegloff et al. (1977), however,
employ a variety of non-lexical speech perturbations such as cut-offs, sound stretches
and jokes. The possible underlying reason behind codeswitching is the linguistic and
cultural homogeneity of the language class, which impacts the repair strategy used
and the negotiation of meaning in the interaction. Since the students share the same
mother tongue and cultural background, it is easy for them to express themselves in
their first language when they have communication problems. This finding confirms
Kingenger’s (1995) hypothesis about classroom homogeneity and its role in repair
strategies.

In other-initiated repairs, the students in this study use techniques such as
repetition of the trouble turn and of the trouble source turn with the addition of a
question word (e.g., The who?, To where?). Native speakers of English in Schegloff et
al.’s (1977) study employ different techniques, such as the word “what 1” or “huh 1?”
with a rising intonation, the use of a single question word such as “who” or “when”
with a rising intonation, the use of jokes and the formulaic expression “Y mean plus
a possible understanding of prior turn”. Though the interlocutors in the class
sometimes have problems understanding what the presenters or other students say,
they do not initiate repair. Other-initiated self-repair is initiated only by the teacher
in the conversation class. According to Schegloff et al. (1977), other-initiated repair
strategies are the most frequent repair strategies in native-speaker-to-native-speaker
interactions, but that is not the case in the conversation class. A possible reason why
the classmates do not lead presenters to repair their utterances may be that they do
not want to cause in the presenter “negative face” through overt and public repair. In
other words, the students try to save their friends’” positive face and ignore their
mistakes (see Cook, 1989; Brown & Levinson, 1987). Since the teacher has an
authoritative role in classroom interactions (Pace & Hemmings, 2008), the teacher’s
repairs are not seen by the students as a threat to face. The implication of this study
for foreign language education is that students should be encouraged to perform self-
initiated self-repairs on content and pragmatics. In foreign language classrooms, it
should be emphasized that repair, repair strategies and the monitoring of one’s own
utterances are natural processes in communication and social interaction. Students
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should be encouraged to monitor their utterances and repair them if they have
communication problems.

When language teaching books such as Focus on Grammar and Headway are
analyzed, it is seen that repair strategies and initiator techniques for native speakers
of the target language are excluded. These strategies should be included in teaching
books since foreign language learners do not know how to repair their utterances in
the target language. Therefore, they mostly transfer strategies or techniques from
their mother tongue, which might not be understood by native-English-speakers and
prevent the students from achieving native-like proficiency. Cultural differences
between Turkish and English in repair strategies should be touched upon in the
language classrooms since repair strategies are culture-bound.

To achieve native-like interaction in foreign language classrooms, other-initiated
other-repair should not be performed only by instructors. Students in the classrooms
should be encouraged to initiate repair or to repair the problems in their classmates’
utterances. A face-saving methodology should be created for classroom interaction
among students. In other words, students should be led to repair their friends’
speaking troubles without causing loss of face and help them achieve native-like
proficiency. Above all, initiator techniques for self-initiated and other-initiated repair
should be taught in language classrooms and used by students in classroom
interactions.
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Yabanci Dil Siniflarindan Séylem Onarimlari:

Tiirkiye Baglamindan bir Durum Analizi
(Ozet)

Problem Durumu: Tkinci dil konusucusunun dil yeterlilik seviyesinin
konusma esnasinda segilen onarim tiirlerine gore belirlenebilecegi ileri
stirtilmiistiir. fkinci dil kullanicist, konusma esnasinda ortaya ¢ikan iletisim
sorunlarini fark edip diizeltirse, anadil konusucusunun edimbilimsel
yetisine yakin bir edimbilimsel yetiye ulastigini belirtilmektedir. Ancak
ikinci dil kullanicist konusmadaki sorunlari fark etmezse ve sorunlar
dinleyici tarafindan dtizeltilirse, anadil konusucusunun edimbilimsel
yetisine ulasmadigin séylenmektedir. Onarim stratejileri tizerine yapilan
calismalar incelendiginde, anadili Ingilizce olmayan konusucularin onarim
strateji dagarcin1  inceleyen calismalarmn  smirli  sayida oldugu
goriilmektedir. Diger taraftan, Tiirkiyedeki calismalar incelendiginde,
yazarin en dogru bilgisine gore, anadili Ingilizce olmayan Tiirkce
konusucularin kullandiklar: onarim stratejileri ve tiirleri tizerine mevcut
bir calisma yoktur. Biitiin bunlar goz éniinde bulundurularak, bu ¢alisma
literatiirde ileri siirilen onarim stratejilerinin anadili Ingilizce olmayan
Ttirkce konusucular tarafindan kullanilip kullanilmadigin irdeleyerek bu
konusucularin iletisim sirasinda ortaya citkan problemleri fark etme ve
diizeltme yeterliliklerini arastirmaktir.
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Arastirmanin Amact: Bu ¢alismanin amaci konusma ¢dztimlemesi yapilarak
anadili Ingilizce olmayan Tiirkge konusucularin ne tiir onarim stratejilerini
kullandiklar1 ve hangi durumlarda sozcelerini onarma gereksinimi
duyduklarini ortaya koymaktir.

Araghirmammn Yontemi: Bu calisma niteliksel ornek olay ¢alismasidir. Veri
analizi i¢in konusma derslerinin 10 saati video ile kaydedilmistir. Bu 10
saatlik video kayidimin 8 saatlik bolumunun transkripsiyonu yapilmstir.
Konusma derslerinde o6grenciler arasindaki tartismalarn ve o6grenci
sunumlarmin transkripsiyonu yapilmistir. Soylem analizi yapilarak
birbirini takip eden sozceler, s6z alma, sbzkesme ve onarim sozceleri
isaretlenmistir. Daha sonra transkripsiyondaki tiim onarim stratejiler
belirlenerek gruplanmustir.

Aragtirmammn Bulgulari: Bu ¢alismamn bulgularina gore, 6grenciler kendi
kendini onarma stratejisini kullanmaktadirlar. Bir bagka degisle, séylemeyi
istemedikleri sozciik, deyim ve 6bek kullandiklarinda veya bir kelimeyi
yanlis telaffuz ettiklerinde kendilerini onarma ihtiyaci duymaktadirlar.
Fakat sozcelerindeki edimbilimsel ve igeriksel bir onarim ihtiyacim fark
etmemektedirler. Literattirdeki mevcut c¢alismalara gore anadil
konusucusu yeterlilik seviyesine ulasabilmek icin 6grencilerin ozellikle
edimbilimsel ve igeriksel onarim yapmalar1 gerekmektedir. Ayrica
ogrencilerin sozceleriyle ilgili onarmay1 baslatiklar1 ve arkadaslarinin
onarmay! tamamladiklar1 (Ing. self-initiated other-repair) durumlar da
gozlenmektedir fakat bu gok kullanilan bir onarim stratejisi tiirti degildir.
Bu calismada o6grencilerin arkadaslarinin soyledigi sozceleri anlamada
sorunlar yasadig1 halde bu sozceleri onarma ya da arkadaslarmi tiimceleri
onarmaya yoneltme gibi onarim stratejileri ve onarim baslatma tekniklerini
kullanmadiklar1 gozlenmistir. Bu sebeple, 6grencilerin stzcelerini onarma
stirecini baslatan kisinin smftaki 6gretmen oldugu goézlenmistir.Ayrica, bu
calismada ogrencilerin onarim baslatma teknikleriyle ilgili ifade
dagarciklarinin sinirh oldugu gozlenmistir.

Aragtirmanmin Sonuglar1 ve Onerileri: Ogrenciler edimbilsel ve igeriksel
onarmmlar yapmaya yonlendirilmeli ve onarim sadece 6gretmen tarafindan
degil 6grenciler tarafindan da yapilmalidir. Ogrencilerin onarim baglatma
teknikleriyle ilgili ifade dagarqiklar: gelistirilmelidir.

Anahtar Sozciikler: Soylem onarim yontemleri, soylem analizi, yabanc dil
egitimi, yabanci dilde yetkinlik



|@ Eurasian Journal of Educational Research, Issue 39, Spring 2010, 161-174

Teachers’ trialing procedures for Computer
Assisted Language Testing Implementation®

Jesus Garcia Laborda™

Teresa Magal-Royo™

EErEY

Emilia Enriquez Carrasco

Suggested Citation:

Garcia Laborda, M., & Magal Royo, M.T. (2010). Teachers’ trialing procedures for
Computer Assisted Language Testing Implementation. Egitim Arastirmalari -
Eurasian Journal of Educational Research, 39, 161-174.

Abstract

Problem Statement: Computer assisted language testing is becoming more
frequent in many parts of Europe and the world. Likewise, in many
countries like Spain, Greece, or Turkey (among many more), there is a
move towards integrating information technologies and computers in high
stakes testing. However, due to the limited information on this topic, it is
necessary to provide active and training teachers with pieces of simple,
accessible research that can help them understand the complex processes
involved in designing language testing platforms or the relationship
between computers and tests.

Purpose of the Study: The main goal of this paper was to examine different
approaches to computer based language testing design and also show one
example done in Spain which may also be valid for different contexts and
countries like many university entrance examinations in Europe or the
OSYM in Turkey.
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Methods: Linguistic and computer design principles were used to
determine the guidelines that programmers and testing stake holders
follow to design and determine the testing platform specifications. Process
description is further supported by the presentation of a model in Spain
that is also based on two other significant projects previously undertaken
in Spain.

Findings and results: International or high stakes tests can be greatly
enhanced by the use of computers in the test delivery process. Setting aside
the convenience for security and economy reasons, computers allow for a
richer and greater variety of tasks than the traditional pen and paper tests.
The use of images is a powerful tool to trigger performance quality and
quantity in second language testing. According to the current trialing done
at the Polytechnic University of Valencia in previous experimentation,
students feel at ease using computers in testing and it is quite motivating
for them. As in other experiments and research experiences, it is still
debatable whether this is due to the flow effect or that contextualizing test
tasks through images and sounds facilitates language communication and
performance.

Results: Analyses of the quantitative data showed that using mobile phones
had positive effects on students” pronunciation learning. The qualitative
data collected through the questionnaire and the interviews supported this
finding. All participants provided positive feedback about the mobile
learning application used in this study.

Conclusions and Recommendations: The paper concludes that good design
guidelines according to visual ergonomics can enhance students’
performance. Therefore guidelines for good practice and previous
experimentation can enlighten similar projects, including those mentioned
in Spain, Greece or the OSYM. Further research should indicate the reasons
why computers may be positive for students especially in two measures:
the difference between boys and girls and the potential existence of a flow
effect in computer based language testing.

Keywords: testing, computers, design, guidelines.

High stakes tests have implied significant changes in many students all over the
world. Tests like the Test of English as a Foreign language (TOEFL), International
English Language Testing System (IELTS), Student Selection and Placement System
(OSYM) or the Diploma de Espafiol como Lengua extranjera (D.E.L.E.) determine in
many cases the future of a great number of students. However, while the first two
have progressively been computerized, others (like the last two) still need a major
revision and soon will be online. Recently, many papers have intended to show the
importance of going online (Dooey, 2008; Garcia Laborda, 2007; Hunt, Neill &
Barnes, 2007; Papadima-Sophocleous, 2008; Roever, 2001) especially where the
population needs to be adequately placed (Zabaleta, 2007) to have better chances of
attending reputed universities. Although some institutions like TOEFL have
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attempted to do large linguistic research on validating the tests (Chapelle, Enright &
Jamieson, 2008; Sawaki, Stricker, & Oranje, 2009), but few publications have aimed at
addressing issues of validity, needs, and linguistic issues. However, very few have
intended to give light to the main software design and more mechanical aspects of
testing although Stoynoff and Chapelle (2005) published a book on the topic which
can greatly benefit many general practitioners wishing to begin with CALT. Lack of
information is considered relevant at the moment in many parts of the world where
there is a clear intention of implementing computer based oral and written
examinations.

Indeed, educational software design is mostly influenced by two determinant
factors: intended use usability (Cheon, & Grant, 2009; Huang, Lin, & Cheng, 2009). In
high stakes language testing (and educational testing in general) software needs to
contribute to all the different aspects of test theory but, overall, validity (Ross, &
Okabe, 2006). Thus, a good design of a language platform should facilitate the
inference of the candidate’s ability in a foreign language. Therefore, the key issue is
how the test administrators believe this ability should be measured. Among other
aspects, the type of items and tasks is one of the most significant. In this paper, we
neither intend to deal with aspects of Item Response Theory nor with the functioning
mechanisms of software such as the algorithms that control commonly delivered
means such as adaptive tests but, instead, to suggest lines which can be understood
in processes of CALT implementation, especially in low stakes situations (which, in
the end, are the most common). In approaching this perspective, we will focus on
three main aspects: first, considering the kind of tasks that the testing software will
have to deliver; second, the common difficulties that software and tests
administrators may have to foresee when designing the computer (or Internet)
delivered test; and, third, a practical application through the presentation of the
PAU-ER platform as an example of some of these issues. We are well aware that this
is not a unique platform; furthermore, other research has shown different aspects
and constraints of computer assisted language testing (Garcia Laborda, 2006;
Breithaupt, Ariel, & Veldkamp, 2005; Dooey, 2008; Raiche, & Blais, 2006, Smoline,
2008). Thus, the main goal of this paper is to address general issues that teachers,
researchers, and test designers working together in small teams need to be aware of.
In this sense, the paper is intended for general practitioners rather than software
designers. Since test designers may not always be aware of the difficulties or
problems in their interaction with programmers, here we will intend to establish
some points and aspects to serve as an interface between educators and software
writers.

Method
Establishing the Testing Needs

Most tests are intended for specific needs. For instance, TOEFL is intended to
infer whether test takers will probably be able to cope with the communicative needs
of a foreign student in a higher education institution in an English speaking country
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such as the United States (Chapelle et al., 2008), the Diploma de Espafiol como
lengua extranjera (DELE) to verify the competence and command of the Spanish
language, the Selection and Placement System (OSYM) to analyze and rank the
students competence in a variety of subjects and English language, and so on.
Therefore, administrators certainly have different goals in mind at the time of
designing the kinds of tasks that will be included in the exam. For instance, while
TOEFL might be most interested in including academic topics in a listening
comprehension task such as listening to a lecture and verifying whether a student
has been able to understand the basic information and would hardly include a
conversation between a landlord and a guest; this topic could certainly be admissible
in the DELE. Likewise, if TOEFL has computerized the writing tasks since 2000 most
of its tests are a result of integrating new types of tasks (the so called “integrated
tasks” for example) (Sawaki, Stricker, & Oranje, 2009) and also because of their
interest in making clear that this will almost certainly be the most important means
of academic communication in and out of class. Also, while IELTS may have been
reluctant to change the traditional pen-and-paper test due to computer competence,
TOEFL analyzed its users at the beginning of this decade and found that there was
little difference in competence between the traditional test and the new delivery
means (Manalo & Wolfe, 2000). Further studies in Turkey have also proved that
computer test takers may even outperform handwriting candidates (Aydin, 2006).
However, few would consider that students in developed countries anywhere in the
world are certainly literate in computer use. Therefore, issues of reliability, realistic
assessment and task formats that were unthinkable in pen and paper (or traditional
listening tasks) have now become valid justifications for the generalization of
computer based tests.

Need analysis

Revision loop

Specifying task
Test construction

—————Trial-piloting

iloting loop

Software design

test Working observation

expert

administrator

Figure 1. Design process.
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Figure 1 shows the design of tasks in computer based language testing. As
compared to the global high stakes test design, software design represents just a
small step as compared to the whole process. In fact, the most significant part of the
process corresponds to just planning and developing the tasks (that will be seen in
the following section). Though the engineering works, while sophisticated, it just
responds to the test administrators” needs. In our approach, we believe that software
design responds to the experimented test tasks. In so doing, this approach considers
that it is unnecessary to study what the administrators, students, teachers, and the
rest of the stake are intending to assess. Thus, a series of factors need to be accounted
for like reliability or face validity. In fact, Garcia Laborda (2008) considers that
computerizing a test is mostly related to the context in which the test is delivered and
the intended use of that exam (face validity) with equivalent results to what could be
evaluated in a pen-and-paper test (reliability).

In this approach, test administrators (diagram 1) design the tasks that will
respond best to the test features and trial them. While trialing the tasks may involve a
large number of students, software design trialing only requires a few groups of test
takers. Once the tasks have been clearly defined and planned, the test administrators
inform and give further specifications to the software designers. From that moment,
the following aspects will be carefully considered:

1: Interface validation (Garcia Laborda & Magal Royo, 2007; Fulcher, 2003): This
is what the students and raters get to see and interact with;

2: Database for tests, tasks, and responses storage: The database that contains
each test information, means of creating statistically readable files, and full
information about the students” identity and performance, and raters” work;

3:c. Automatic correction systems such as the algorithms, and recognition
systems (for written, objective, and speaking tasks) to check the responses;

4: d. Delivery means of both candidates” production and information retrieval by
the institution and the students (very convenient if the candidate’s performance
needs to be revised or a number of raters need to review the responses);

5:e. Graphic design and ergonomics: All the stakeholders should be able to feel
at ease with the software.

All these aspects are, however, due to the task design as mentioned above. As
mentioned, it is not the main goal of this paper to deal with the definition of test
construct or language domain that also affect to a certain point task software
development, but certainly studies in this sense would be desirable. Instead, the
following section will refer to planning tasks as the initial move towards the software
development.

Thinking the Test Tasks

The test construct defines the goals and processes intended in a language test. If
the main purpose is to measure whether a student will be able to communicate
properly in a university context, it would be necessary to include tasks designed to
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infer the degree of communicative competence that a student will have in an
academic setting. For instance, if a Turkish administrator in the OSYM test considers
that reading comprehension (which totals 60% of the grade in foreign language) may
be a valuable measure of the English competence acquired in school (and that will
serve to useand understand university language manuals) will devote most teaching
time to this skill. The administrator will also make clear the expected competence in
the content domain. In Europe, this notion is already clear in the European
Framework of the Languages. This fact has facilitated not only the homogeneity of
language diplomas and international mobility but also the administrators” definition
for content domains. So the test administrator of the University Entrance
Examination (PAU) or the Selection and Placement System (OSYM) may consider
that a B2 level (higher intermediate competence) would be enough to enter the
university and eventually become a competent university student.

Currently, mobility has become a major issue in higher education. The Bologna
Declaration (Charlier, & Croche, 2008) or the increasing interest in students pursuing
international education abroad has somehow moved the test administrator’s and the
rest of the different stake holders (the state, the universities, the teachers, the
students, and so) to consider the integration of speaking skills as a must. Until the
beginning of this century, the integration of oral skills in high stakes language tests
was difficult, time consuming and, certainly, expensive. Giving oral tests to a large
number of candidates required a large number of teachers. Of course, prestigious
institutions like the Educational Testing Service (ETS) or the Cambridge Board of
Examinations, as administrators and many international universities considered that
having a record of the students’” oral skills was necessary to move abroad to pursue
higher education, but even ETS recognized its difficulty and the problems
administering the oral tests and matching the score rubrics across the different skills
(Chapelle et al., 2008). For instance, it was difficult to foresee if students taking the
old TOEFL would have a similar competence when speaking to other graduate
students than those who take the IB TOEFL.

As a consequence of these aspects, present and future staff involved (either as
linguists or as programmers) in software design will have to consider four skills and
some specific language and vocabulary use knowledge as the fundamental aspects to
be assessed: reading, writing, listening, speaking, and language use (including
grammar and vocabulary mostly). TOEFL suggests that each of the four skills
should be measured at four different levels: “basic understanding, pragmatic
understanding and integrating” (Chapelle et al, 2008, p. 100). However, test
administrators certainly design the tasks according to their needs and expectations
and, although this domain definition certainly has influence in software design, it
requires expertise and continuous trialing.

Linear or Computer Adaptive Testing (CAT)

The two most common options of delivering a test through internet are linear test
and computer adaptive. Linear tests are those that present the same questions to all
the candidates usually in a consecutive manner. Computer adaptive testing is based
in the Item Response Theory and the operational principle is that candidate faces one
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question; if the answer is correct the following question will be more difficult but if
the candidate gets a wrong answer, then an easier one is delivered. CAT requires
large item pools because no single student gets exactly the same set of questions. In
language use, remarkable grammar, reading, and even listening pools of items can be
obtained with relative simplicity. However, when devising and preparing
audiovisual prompts, costs can increase dramatically. CAT can also be defective in
the extreme of the test continuum. That means that highly proficient testees may not
be accordingly placed. For instance, in a recent trial of the Dialang CALT system with
five native highly educated speakers, the system placed them in a C1 proficiency
level in their mother tongue. However, Dialang remains as one of the best
achievements in CAT. Another issue is whether incidentally many items are used
continuously, or if there are not enough items, tests may not make clear distinctions
among candidates and no individual differences can be observed, for instance, in
norm referenced tests (whose main goal is to rank the students who take the test).
Therefore, in this way, the test’s validity is challenged.

To a large extent, the most important benefits of CAT are: (1) its simplicity in
delivering the test, (2) the great facilities for statistical analysis, (3) its functionality in
discriminating the proficiency level among the middle proficiency candidates,(4) its
simplicity because the candidates do not spend their time in too easy or too difficult
items (thus, it is rather motivating), and (5) its rating facility because immediate
feedback can be obtained after the test has been completed.

Linear tests, on the other hand, can discourage students who may have to answer
questions well below or above their language proficiency and the rating and
informing processes are longer. On the other hand, they are more inexpensive to
develop and provide all the candidates with exactly the same questions which
ensures fairness, at least, in that very same test administration; they also allow for a
larger type of items including those more active ones like writing or speaking. Also,
they get independent raters and it is easier to respond to the generalizability theory
(Kane, Crooks, & Cohen, 1999) basis and then make more satisfactory inferences,
especially in the continuum extremes. Linear tests can be extremely useful for mixed
ability groups with broad differences among candidates, for instance, in compulsory
examinations like OSYM in Turkey or the PAU in Spain.

Consequently, CAT is valid when a large number of students need to take an
objective test to place them in a rank. However, the whole process may fail to
establish individual differences or to calibrate its results across other skills if the
design is not properly done. Thus, it is absolutely relevant to have a good software
design.

Evaluating Software Design

Through continuous research that has been proposed by Garcia Laborda and

Magal Royo (2007) to implement a computer based properly, the web tool should

fulfill a set of guidelines that ensure the minimum criteria for its use in educational
environments and later commercialization.
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From the technical perspective, the compatibility factors that allows the web tool
to be operational in any computer environment need to prevail over other factors
such as web ornamentation or any other. To achieve compatibility programming
language and databases oriented towards objects requires certain quality and design
standards and needs to be adaptable to different navigation platforms and devices
(including laptops and PDA’s, Windows and Linux, and so). Computer assisted
language testing platforms require security and control methods. In general, three
types of security mechanisms concern this type of platform: (1) mechanisms related
to the access to contents and files; (2) mechanisms related to programming languages
that allow seeing and using the platform’s interface; and (3) a protocol that assures
the full transmission of all the information. The three protocols that are most
commonly used are: (1) FTP for file transfer, (2) the hypertext protocol, HTTP, and (3)
the encryption Secure Socket Layer, SSL. Apart from these protocols, from the
functional perspective, two more factors are worth mentioning: Accessibility and
usability. Taking into account these last two aspects is absolutely necessary for the
explicit and coherent use of language testing tools.

Accessibility in language testing pays a significant role, because in language high
stakes testing it is important that all the possible candidates may have the same
opportunities to provide evidence of their language knowledge independently from
their computer skills whether physical (like visually impaired), intellectual, or
technical (different degrees of computer expertise). Additionally, interfaces and the
computer tool for language testing should be simple, limit the use of icons, and
avoid, whenever possible, cultural distortions such as misplacing the web objects or
surprising places for control buttons. Obviously, these features are also linked to
usability because through common techniques and verification processes the testing
institution, whether large companies like ETS or small colleges, can control the
shaping process of the tool such as the number of users or the implementation of
adaptive tests.

To a large extent, the W3C World Wide Web Consortium develops and promotes
the use of specific guidelines about accessibility that most websites (whether
educational or not) follow. Therefore, when planning an online language test, the
organizers do not only focus on the relationship between tasks and interface design
but the W3C guidelines are necessarily followed. Apart from these guidelines, many
language testing bodies also follow the Web Accessibility Initiative (WAI) guidelines
and techniques. In general, educational websites are rated as AAA, which is the
maximum category according to the WAI criteria on accessibility. For those teachers
who may be involved in designing web based language testing it will be fruitful to
mention that technically speaking, the accessibility is implemented through file
structural logics, self-explicative contents and added semantics to cope with the
maximum number of language test candidates who may present different levels of
technology ability or sensorial capacity.

Once the website has been designed, it is necessary to trial it through usability
methods. The most common method for language testing up to middle level tests
such as those used in a private institution entrance examination (which may have to
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test up to several hundred candidates). Most institutions using their own language
testing systems usually use the inspection techniques which provide valuable
information at the beginning of the design process. The best way to use them in
language testing (or even in general education) is to generate a visual prototype
(perhaps in Flash) that can be tested with the users or at the end of the application
design to improve the final design. Data is collected by using questionnaires, think
aloud protocols, and, sometimes, even focus groups. For instance, teachers who may
be involved in trialing a new test with their students may use these methods but they
should never forget to also provide information about sex, socioeconomic context,
and ethnic differences and so to facilitate the designers work. Additionally, some
institutions may suggest using more sophisticated techniques with expert
cooperating teachers such as computer controlled techniques as route access use,
video captures, or visual follow up.

However, most of the readers, if asked to facilitate or cooperate with the trialing
of Computer Assisted Language Testing platforms (or even general testing platforms
like the OSYM) will probably use opinion and attitude questionnaires that are
oriented towards getting information on use comfort, satisfaction, and use of the
testing tool. Additionally, other teams or even the same teachers will also value and
compare and establish similarities and differences between the pen-and-paper and
online tests.

A practical Case in Valencia (Spain)

In 2007 the Spanish government granted a research project to study whether it
was possible to implement an online University Entrance Examination in Spain.
Among other considerations, the project, which may be applicable to other contexts
and countries worldwide, was based on a previous low stakes testing system called
PLEVALEX (Garcia Laborda, 2007). This project was well documented, especially in
Spanish. According to the previous research and design system to implement the
new project there were a few steps that were taken. Some of them were related to the
different stake holders while others were related with technology itself. The research
processes were: (1) experts” meetings for about 6 months on a weekly basis; (2) Focus
Groups; (3) classroom trialing through questionnaires; (4) Information collection; and
(5) platform reinterpretation and final design. The new platform, PAU-ER would be
designed for tests that included speaking, listening, reading and speaking sections.

Findings and Results

Before going ahead, it is important to remember that the results hereby presented
have been reduced because the purpose and scope of relating this experience is
familiarizing the readers with the topic rather than an exhaustive explanation in
detail of the design phase of the project. In this sense, this paper will briefly discuss
the main aspects observed in each of the previous processes.
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[
Experts’ Meetings

According to previous experiences with PLEVALEX, some significant ideas on
interface design had been obtained about simplicity, image delivery, and set up
(Garcia Laborda, 2007). Therefore, interest was placed in other features of the new
platform. Among others, a significant part of the interest was data flux while taking
the exam. Data flux is a significant part of information or data input and output.
While in some past international projects, part of the system required the installation
of part of the software in the resident computer where students would take the test
(like Dialang or CB TOEFL), now what was new and challenging was onlining the
whole system. That meant that not a single part would be installed in advance and
that the new platform should be adaptable enough to operate in a variety of systems
and devices (including mobile devices). This had two main implications: that its
contents (the exam tasks and students’ responses) would be transmitted directly
from the host server to the students” computer; and that the contents would have no
modification at all due to data transmission (Figure 2).

CONCEPTUALIZATION OF THE COMPUTER BASED APPLICATION FOR THE UNIVERSITY ENTRANCE EXAMINATION (PAL) DELIVERY
Offcinl exam modal of Jure 2007

Figure 2. PAU-ER platform flow diagram

Since the platform was designed for a variety of tasks, it was necessary to
facilitate the transmission of image and sound files. Thus, in PAU-ER the major
concern was placed in security and data flux and transmission. Because most
platforms up to day did not include a speaking section (although PLEVALEX did),
the secondary concern was on image presentation on a larger image player and a
good recording system. As a consequence, when addressing teachers and students
much emphasis was placed on comfort and image representation. Overall, as seen on
figure 3, the image represented about 18% of the whole space in tasks that required
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watching a video clip. As for the oral tasks, the platform played small mini-clips
from a few seconds to one and a half minutes in length according to the different
task. For integrative tasks, video player always had the same size (see figure 2)
whether oral-written or oral-multiple choice or even listening-speaking.
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Figure 3. An oral task interface

A last issue for the experts was how to deliver the paper to virtually 5,000
students simultaneously. This was agreed to be done hierarchically with some
computer clusters and subnets that ultimately would support one another in
emergency situations (such as the malfunctioning of any one) and would also
facilitate the delivery to minor groups. Nevertheless, data would be immediately
transferred to both the central server and a mirror server (used for security reasons).

Focus Groups

Two focus groups were utilized first to study the kind of tasks that teachers
demanded, and also to trigger ideas about the user questionnaires that should be
answered by both teachers and students about wuse, comfort, teaching
implementation, washback and hypothetical expected changes due to the new test
implementation. Overall, the focus groups suggested that teachers should demand
the inclusion of integrated tasks with a variety of skills being measured
simultaneously. Besides, they provided ideas about the interface design that
resembled very much what had been done and tested with PLEVALEX before,
suggested that it was rather difficult to implement a new online test, and also
thought that teachers would need extra training and even so some of them felt that
some of their colleagues would not be able to catch up with the change.
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Students’ Questionnaires

Three groups of students were organized, asked to take the test, and finally
express their opinions about their comfort, computer familiarity, visual ergonomics,
task flow and operational capacity. They acknowledged that the oral tasks were
difficult due to their classroom skills but not to the delivery means and that they
consider in not a few cases more at ease with an online test and that their written
production, for instance, could be easily modified than with the constraints of pen-
and-paper tests. They answered that they did not feel strange when taking the
speaking test and they considered the visuals delivery just right but it could be
greatly enhanced by having a larger display. Finally, they also considered that
images facilitated certain tasks like speaking, listening, and writing because the
richer visual context triggered their vocabulary output but they had little influence in
language use or grammar.

Two other aspects that need to be addressed in the future were that male students
were apparently more engaged into the computers tasks and somehow some male
students mentioned that using the computer in this way was like playing a game and
was “gratifying”. Overall, the researcher believed that male students outperformed
the females but the sample was much too limited to achieve valid conclusions in this
sense.

Information Collection, Platform Reinterpretation and Final Design

All the information collected was accordingly given to the prospective test
administrators who reshaped and modified slightly some of the activities and tasks.
Overall, they observed that students preferred simple, not integrative, tasks but this
may be due to their learning tradition based on simple tasks without the use of
multimedia nor visuals other than the static pictures found in pen-and-paper
materials.

After getting the results from the students and teachers, computer designers
made minor changes and validated the platform. Since the projects’ goal was to
verify the possibility of implementing the new system, the final report mentioned
these changes and the information transferred to the researchers.

Conclusions and Recommendations

Computer assisted language testing will almost certainly be progressively
implemented in high and low stakes tests. For instance, at the time of writing this
paper the OSYM system may be either operational or in its final implementation
stage, and the IELTS is working properly in some parts of the world like India.
Likewise, everywhere in Europe similar experiments are occurring. Practitioner
teachers need to know that they may be involved, and thus it was necessary to show
how some of these projects are being experimented and organized, what the
practitioner teachers’ role may be but also show some evidence of the benefits of
online testing.

Obviously, teachers may feel the importance of this sort of implementation but
may also be reluctant and so it is necessary to provide them with training and
teaching experience. Data from another study that is currently carried shows that
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teachers may even panic when facing the major changes that the introduction of the
online test may bring with it. Students also need to get used to it so publishers and
schools will probably have to make an effort to facilitate the transition from paper to
Internet. Thus, as mentioned by Birol, Bekirogullari, Etci and Dagli (2009),
familiarizing with computers and reducing the negative feelings is absolutely
necessary to bring this project into life.

Further research is necessary across cultures. Since in the Western world we get
used to use certain types of interfaces or take the tests in certain ways, other ways of
looking at testing have been neglected as well as the initial educational constraints
that can be found in places where technology in education is not that common (Autor
1, 2007). It is also necessary to reconsider the role of boys and girls in language
testing; very few studies have addressed the differences between them. Additionally,
some other topics that became necessary to explore further were whether image and
computer flow may have an incidence in testing and not just in learning. But, more
than anything, what is necessary is to observe if the implementation of computer
assisted language testing can be introduced in compulsory tests as opposed to the
volunteers tests like IELTS or TOEFL. While in free taken tests, students may choose
the format or even the test to give evidence of their language proficiency, in national
or university entrance examinations across Europe, students do not usually have
much choice of a test that is usually similar even in different regions.
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Abstract

Problem Statement: Recently, as schools face more challenging conditions,
school counseling duties have become vitally important. It has been
observed that the discussion on practicum or internship has a significant
place in the literature of school practices. This study is on the
improvement of field experiences in training school counseling. More
specifically, the aim is to determine the uniformity of practices and skills of
trainees developed through their school counseling internship experiences
in Turkey.

Purpose of the Study: The purpose of this study is to determine which
practices intern trainees in Turkey carry out with regards to delivery
system component, which was constituted by American Council for
Accreditation of Counseling and Related Educational Programs. These
practices were limited as (a) counseling formats (individual counseling and
group counseling) and (b) guidance formats (individual, small group
[about 3-5 students], large group [about 8-12 students], classroom guidance
and school conference).

Method: The population of this study was 1000 senior trainees of counselor
education departments from 19 different Turkish universities in the 2005-
2006 school year. The sample was 345 senior trainees selected conveniently
from this population. These students completed a Demographic
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Questionnaire and Questionnaire of Guidance and Counseling
Applications in Schools.

Findings and Results: Participant trainees indicated that they practiced
mostly classroom guidance (67%), but conferencing applications were the
least applied (27%). The arithmetic mean of individual counseling sessions
was 8.85 (SD = 7.97; n = 174) and group counseling sessions was 5.99 (SD =
510; n = 105). There is a pattern in most universities that formats are
applied in the senior year/spring term (i.e., generally a single-semester
internship). The most practiced formats were classroom guidance in the
career area and individual guidance in the personal-social area (39% for
each of them). The least practiced format is conferencing in the personal-
social area (11%). However, all values were below 50%. Thus, the majority
of the trainees seem not to have marked such internship duties.

Conclusions and Recommendations: As a conclusion, we cannot strongly
claim that trainees can make the best use of necessary school counseling
practices after graduation. Furthermore, it is predictable that trainees in
this study will encounter hardship in practicing important skills efficiently
unless they go through an in-service training. There is a need to develop
the national standards in Turkey for counseling competencies and school
counseling practices. During the supervision period, skills related to
guidance formats as well as counseling formats of the students can be the
focus.

Keywords: School counseling practices, counselor education, supervision,
and practicum

Recently, as schools face more challenging conditions, school counseling duties
have become vitally important. Hence, the importance of counselor education has
gained more attention. It has been observed that the discussion on practicum or
internship has a significant place in the literature of school practices (e.g., Coker &
Schrader, 2004; Education Trust, n.d.; Johnson, 2000; Pérusse, Goodnough, & Noél,
2001a, b). It has been found that the most commonly reported critical element of
students” education in school and community counseling is field experience (Furr &
Carroll, 2003). As Bradley and Fiorini (1999, p.110) point out, “A critical component in
counselor education training is the practicum experience. Practicum is the first opportunity
to assess the student’s ability to apply with clients the knowledge and skills obtained from
course work.”

This study is on the improvement of field experiences in school counseling
training. More specifically, the aim is to determine the uniformity of practices and
skills of trainees developed through their school counseling practicum experiences in
Turkey. Internship takes one semester in schools and a practicum is necessary before
internship. The practicum is usually implemented on campus and it is related to
individual counseling skills. The main purpose of the practicum is to develop and
refine counseling skills, while the internship provides the school counselor-in-training
with the opportunity to perform a variety of school counselor-related activities
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(Studer, 2005; also see Council for Accreditation of Counseling and Related
Educational Programs-CACREP, 2008). As for the Turkish system, undergraduate
courses are at least 130 credit hours and graduate 28-30 credit hours (Owen &
Korkut, 2007). Before field work experiences, students take theoretical courses such
as psychology, education, research methods, special education, vocational guidance,
counseling skills and techniques, behavior disorders, group counseling, and ethics. In
Turkey, internship at BA level is practiced mostly at schools, but students go through
individual counseling practicum mostly on campus. However, we cannot say that
comprehensive discussions take place among counselor educators in Turkey on
school counseling practicum or supervision.

According to 2009 standards of CACREP (2008), 600 clock hours supervised
internship, 240 hours of which is direct service, after practicum. Pérusse et al.
(2001b) state that almost half of the school counseling programs in their sample
students, go through 600 hours internship in schools. On the other hand, in Turkey,
according to the program imposed by Higher Education Council, students are
required to attend a total of 126 hours of vocational guidance and counseling
practices, individual counseling practicum, and field works and internship at
different semesters.

Practica and internship are seen as important in counselor training in many other
countries but the extent, importance, and effect of such training is largely
undocumented in Turkey. Therefore, it would be useful to describe intern trainees’
field-based practice. With this aim, a national survey could be conducted to identify
the practical applications of graduate students.

The objective in this part, therefore, is to find out which theoretical applications
need to be practiced during the practicum period. With this in mind, the first step is
to review literature on counseling education in the United States since we are going
to take the American School Counselor Association [ASCA] National Model for
comparative purposes (ASCA 2003; Borders & Drury, 1992; Dahir, 2004; Education
Trust, n.d.; Galassi & Akos, 2004; Gibson & Mitchel, 2003; Gybers & Henderson, 2001;
Sink & MacDonald, 1998). Because, according to Hatch (2004), “The ASCA National
Model is already becoming the standard of training in counselor education programs on a
national level.” (p. 244). A national survey by Pérusse et al. (2001b) indicates that
approximately 69% of counselor education programs make use of this National
Model either “extensively” or "moderately" in their curriculum to train new
generations of professional school counselors. Consequently, the US ASCA National
Model (2003) was determined to provide the model for this study. According to the
standards in the ASCA national model, the students are expected to begin school
counseling after they are efficient in the following skills: foundation, delivery system,
management system, and accountability practices.

Analysis of this current literature made it possible to determine the categories of
school counseling practices. For each defined category, it was necessary to form a list
of the possible school counseling practices of undergraduate students in Turkey. In
constructing the list, the characteristics defined as a result of the study conducted by
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the Ozyﬁrek, Cam, and Atic1 (2007) were taken as a guide. The above mentioned list
covers the following practices: (a) psychological tests, (b) self-report techniques, (c)
school counseling program development, (d) program evaluation and accountability,
(e) counseling formats (individual counseling and group counseling), (f) guidance
formats (individual, small group [about 3-5 students], large group [about 8-12
students], classroom guidance and school conference), and (g) others (consultation,
peer facilitation, coordination, orientation). In this study, due to space limitation,
seven practice formats within the delivery system (ASCA, 2003) (items e and f) were
chosen and how these practices are put to use by undergraduate intern trainees was
investigated. Consequently, national data were gathered to describe how these
intern trainees practice using these formats. As a result of the national data gained, a
baseline for the application of guidance and counseling formats was formed.

Method
Population and Sample

To figure out the population of this study, the number of senior students who are
in counseling department in universities throughout Turkey was searched. The
booklet of the Student Selection and Placement Center (2002) has been referred to for
that purpose and it has been found that throughout 19 universities in Turkey there
were approximately 1000 senior undergraduate students enrolled in the 2005-2006
academic year. The population of the research consists of those senior students. The
questionnaire was administered to 345 conveniently selected volunteer seniors
(Female = 175, Male = 169, not mentioned = 1) from 18 universities (convenient
sampling technique), which comprised 35.05% of the population. Students from only
one of the universities were not included in the samples because of practical reasons.
The students” age mean was 22.59.

Instruments

Demographic Questionnaire. Students were first asked their gender, age, and
whether they did only observation or observation plus practical application in
schools. To avoid any hesitation in giving answers, students were not asked any
further questions regarding their identity. Additionally, that there would be no
comparison among universities was stated in the explanations part.

Questionnaire of Guidance and Counseling Applications in Schools. The questionnaire
instructions required students to mark the practical applications they used during
their practicum in schools (not in campuses, hospitals, etc.). The questions of the
questionnaire have been formed following seven different formats indicated in the
introduction. Trainees have been asked two groups of questions: one following five
guidance formats and the other following two counseling formats (see introduction
above). Both groups cover three questions. The first questions related to five
guidance formats; students were asked whether they conduct any guidance activity
that can be described in these formats. The second questions inquired about the
semester when they conduct these practices. Finally, the third questions were asked
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to find out if contents of these activities comply with which of the three areas:
academic, career, and personal-social areas. On the other hand, in the first questions
on counseling practices, students were asked whether they carry out individual
counseling and group counseling practices. The second questions were aimed at
determining approximate number of sessions and the last questions were aimed to
get information on the term in which they practice. The questionnaire consisted of
checklist-type questions. In most of the questions, multiple responses were possible.

After preparing the questions for the questionnaire, 10 academicians and PhD
students who worked at four different universities and three Master students who all
worked at different schools as school counselors were consulted. Before
administering the questionnaire to the whole sample, a pilot study (n=54) was
conducted and the students were asked to define the difficult expressions that they
found. As aresult of the feedback received from the students, some statements in the
questionnaire were simplified to be more comprehensible.

Procedures

The professors from the universities within the population were contacted via
telephone or e-mail and requested to administer the questionnaire to the volunteer
senior class students on the last days of the term. The questionnaires were
completed between the last two weeks of May, which is the end of the spring
semester for universities in Turkey, and the first two weeks of June.

Data Analysis

Descriptive statistics were run for the questions which required multiple answers.
The percentages were rounded and displayed as whole numbers. No comparison
was done among the various groups of findings.

Findings and Results

The data collected for the purpose of the study have been classified and
investigated under these titles: Results of the seven practice formats, number of
sessions, academic semesters, and developmental areas.

The Frequency and Percentage Results of the Seven Practice Formats. Out of seven
practices, participant trainees indicated that they practiced mostly classroom
guidance (67%), but conferencing applications were the least applied (27%). (Table 1:
Multiple responses were possible).

Individual and Group Counseling Number of Sessions. Trainees were also asked to
indicate the number of the sessions related to the practices. As can be seen in Table 1,
the arithmetic mean of individual counseling was 8.85 (s = 7.97; n = 174) and group
counseling was 5.99 (s = 5.10; n = 105). It should be noted that some of the students
might have performed these practical applications in different environments such as
at a university campus.
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Practice Formats and Academic Semesters. The overall result indicated that students
mostly practiced the applications on senior year/spring academic semester (Table 1:
Multiple responses were possible). This is relevant both for guidance and for
counseling formats. Again, the least preferred item was conferencing. However, it
should be noted that the percentages indicating how often and in which terms these
formats illustrated in Table 1 were applied are different and it can be concluded that
fewer responses were given to questions related to academic semesters. The reason
for this may be the degree of importance attributed by the students to such questions
in the questionnaire. Still, it can be claimed that there is a pattern in most universities
that formats are applied in the senior year/spring term (i.e., generally a single-
semester internship). The other alternatives, values under 5%, were not indicated on
this table (Table 1).

Table 1
The Frequency and the Semester of Application of Seven Guidance and Counseling Formats.
Guidance and Frequencies The semester when formats are applied
Counseling and percentages % (Percentages %)
Formats
f % 3/Spring 4/Autumn  4/Spring 4/A &S
Individual 220 64 - 6 17 7
guidance
Small group 130 38 7 12 24 17
guidance
Large group 176 51 6 7 18 14
guidance
Classroom 230 67 - 10 18 18
guidance
School 92 27 - 5 16 -
conference
Individual 192 56 - 11 25 12
counseling
Group 122 35 - 5 21 -
counseling

4/A & S: Marks the applications conducted in both fall and spring terms of the 4th
grade.

Note: Values below 5 % are not displayed in the Table. Multiple responses were
possible.

Five Guidance Formats and Developmental Areas: In this section, the students
were asked which of the five guidance formats are suitable to the contents of
activities they have done in three developmental areas (academic, career, and
personal-social) and they were also asked to indicate the number of these activities.
In Table 2 (multiple responses were possible) frequencies and percentages of
students who performed activities according to three developmental areas and five
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formats. Additionally, the median-not the mean- of the number of activities was
calculated. The reason for calculating the median was that some of the responses to
the question “Can you indicate how many activities you have practiced?” were 100.
It has been estimated that some procticum students might have written the number
of the students who participated in the activities instead of the number of the
activities they have practiced. In that case, if the arithmetic mean would have been
taken, one could have thought that the students had conducted too many activities.
We have tried to reduce this uncertain situation by presenting the median values.

As Table 2 shows, we cannot say that one of these three areas was not preferred
more than the others. The most practiced formats were classroom guidance in the
career area and individual guidance in the personal-social area (39% for each of
them). The least practiced format is conferencing in the personal-social area (11%).
However, all the values were below 50%. Thus, the majority of the students seem not
to have marked such practices.

Table 2

Medians, Frequencies, and Percentages of Activities Conducted Following Three
Developmental Areas and Five Guidance Formats.

Individual G Small Group G Large Group G Classroom G Conference
Mdn f % Mdn f % Mdn f % Mdn f % Mdn f %

2 104 31 2 59 18 3 8 25 2 120 36 1 44 13
3 123 37 3 52 15 3 94 280 2 130 39 1 45 13
P-S 3 148 39 3 53 16 3 100 30 3 115 34 1 36 11

G: Guidance, Mdn: Median, f: Frequencies, A: Academic guidance activities, C:
Career guidance activities, P-S: Personal-Social guidance activities.

Note: Multiple responses were possible.

In Table 2, the median values for the number of guidance formats, except for
conferencing, were 2 or 3. The modes mostly have been found as 1 or 2. For
conference applications, both the median and the mode were 1. However, it is
impossible to understand from these findings whether a median trainee from any
university conducts all of the 32 practices illustrated in 15 cells (3 [areas] x 5
[applications]=15) in Table 2 or not. Another issue to be pointed out is that
percentages shown in Table 2 belong to 11-39% of the sample; that is, the majority of
the students may not have marked such activities.

Conclusions and Recommendations

In this research, a national survey regarding practices of Turkish students was
conducted at schools, following the seven guidance and counseling formats. The
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main aim of the study was to describe the practices during the practicum and to
evaluate whether or not the students after graduation can carry out the skills
efficiently according to ASCA National Model (2003) and to predict on which
formats they might struggle. According to the pattern of findings (a) the students
apply seven guidance and counseling formats to raise their self-efficacy beliefs
especially in the last semester, (b) more than half of the students go through
classroom guidance, individual guidance, individual counseling, and large group
guidance practices, and (c) they have applied about 30 to 35 academic, career and
personal-social activities (that is 15 cells X 2 activities in Table 3) with the five
guidance formats.

The two counseling formats in this study are related to responsive services (e.g.,
individual and small-group counseling, and crisis counseling), subsystems of the
delivery system. Sisson and Bullis (1992) state that school counselors have multiple
tasks and duties, however, assisting students with their personal concerns remains a
high priority at all levels. For that reason, learning counseling skills is the most
important issue for school counselors. Akos and Scarborough (2004) analyzed the
contents of internship syllabi of 59 school counseling programs. The most frequent
content area theme listed in these syllabi was counseling skills and techniques (28%).
Related to the course objectives stated in these syllabi 332 ‘meaning units’ were
identified. ~Among the meaning units listed, individual counseling and case
conceptualization were 17% and group counseling was 5%. On the other hand,
among the 133 meaning units determined regarding on-site requirements, individual
counseling (9%) had the lowest frequency. According to Akos and Scarborough,
“Direct services other than individual counseling (e.g., classroom guidance) may be more
distinctive to clinical training in school counseling” (2004; p. 103).

This finding is valid only for half of the students in the sample. If we consider
counseling skills at three levels: beginner, intermediate, and advanced, almost half of
the trainees can be categorized at a pre-intermediate level regarding individual and
group counseling (cf. Tryon, 1996). The reason for this can be attributed to the
amount of time spent on supervision at some of the universities in the sample.
Thinking that the students may have conducted individual and group counseling
practices outside schools, at places such as campuses, we can say that they have
gained enough experience to be compared to guidance formats.

The results of this study show that graduates of counselor education departments
can conduct individual guidance and classroom guidance formats of the delivery
system practices most efficiently in academic, career, and personal-social areas.
Nevertheless, they may have difficulty in conducting other guidance formats such as
small group guidance, large group guidance, and school conferencing and individual
and group counseling. It can also be added that these skills are mostly related to
guidance curriculum and individual student planning in delivery system
components in the ASCA National Model (2003). According to the findings of Akos
and Scarborough (2004), the most frequent theme in on-site requirements was large
(including classroom guidance) and small group counseling (25%). An important
percentage of the students apply the practices only in their last semester, which is a
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limited span of time for developing such important skills. These findings are in line
with the findings of Ozyiirek (2006) and Korkut's (2007b) which determined the
inefficiency of practices of vocational guidance of the counselors in Turkey. Sisson
and Bullis (1992) conducted a survey of school counselors” perceptions of graduate
training priorities to determine the priorities in school counseling preparation. As a
result of their study, it is indicated that classroom guidance and parent training
should be given priority, especially at the elementary level. Also, they suggest that
trainees have ample hands-on experience.

Additionally, it can easily be estimated that these practices are not conducted in a
standard fashion in all universities throughout the country. The findings in this
study are parallel to the findings that school counselors do not gain the required
skills properly during their education (McMahon & Patton, 2001; Sutton & Page,
1994) or that educators of counselors do not follow national standards in any
consistent fashion (Pérusse et al., 2001a). Akos and Scarborough (2004) state that
there is wide diversity regarding expectations for students in the school counseling
practicum.

Implications

The inefficiency of practices may cause the trainees to be in need of supervision
experience (e.g., Page, Pietrzak & Sutton, 2001; Roberts & Borders, 1994); and suffer
from stress (Borders & Usher, 1992). Experiencing difficulties, especially for new
graduates, leads to skill loss in the future. According to the findings of Scarborough
(2005), practices of school counselors related to duties of coordination and
consultation show a significant relation with years of experience, yet points taken
from counseling and curriculum subscale do not show a significant relation. When
skills practiced in training settings are different from or fewer than the ones required
for school counselors, especially under stressful situations, it is not difficult to predict
that new graduates will have difficulty in the initial phases of their career (McMahon
& Patton, 2001).

At this point, we can propose some implications for educational policies that can
be formulated by counselor educators both in Turkey and internationally. The
current literature shows that in all countries, the practices in the education of
counselors need to be developed. Spreading practices of school counseling in Turkey
to both semesters of the senior year can be more beneficial. Along with these
practices, the students need to spend a certain amount of time at schools or they
should directly be in service within the time limits set by CACREP standards. In
addition to the time limitation, there can be a minimum limit on the number of duties
carried out by school counselors. For instance, every trainee may be obliged to
conduct a set number of conference and small group counseling. Bringman and Sang
(2008) also state that students of school counseling should conduct a certain number
of developmental classroom lessons to gain practical experience. As Leach,
Stoltenberg, McNeill, & Eicherfield (1997) also mention, the amount of practice
necessary for a school counselor to become competent can be analyzed. Accordingly,
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different levels (such as level-1 and level-2) can be determined for practices of the
practicum. For instance, it may be useful to define the number of adequate practice
formats in fall and spring terms (for example, minimum 14 large group guidance, 5
classroom guidance) for students to feel competent in guidance formats when they
graduate.

We can also propose implications for international policy makers.
Understanding the basic components of school counseling practicum is of great
importance. We live in a time when there is a critical need for specific
documentation which proves the positive effects of student practices on school
counseling self-efficacy. For example, literature on supervision in the USA generally
focuses on clinical supervision. Parallel to Lazovsky and Shimoni’s (2007) opinions,
during supervision instead of highlighting individual counseling sessions, it is better
to focus on other skills (the guidance formats, counseling program development,
evaluation, etc.) related to school counseling. First of all, according to CACREP
(2001, p.55), “...programs explicitly prepare students to be counselors first and counseling
specialists second.”, but “New vision of school counseling” (Lazovsky and Shimoni, 2007,
p. 312) also requires this. On the basis of the desired skill sets in graduating school
counseling students, guidance curriculum practice should be given as much place as
individual counseling practice in the mental health counseling field. In other words,
students should practice other school counseling skills such as classroom guidance,
psychological testing, consultation, coordination, small group counseling, and large
group guidance as often as the practice of individual counseling skills (Kahn 1999).
Crutchfield and Borders (1997) assessed clinical supervision in relation to variables
such as counseling self-efficacy, counseling effectiveness, and client change.
Accordingly, they report that supervisors should define program development,
accountability, classroom guidance, psychological testing, consultation targets for
clinical supervision meetings, and trainees should be given feedback for their
performances. Site supervisors in schools should also give this type of feedback. In
addition, setting time limits for experiences in practicum institutions may not be
sufficient for the field of school counseling - time limits can be more suitable for
mental health counseling, because duties of school counselors are varied and
complex. For that reason, as much as time limits, taking the skills mentioned in the
ASCA National Model (2003), compulsory practices at least at two hierarchical levels;
what these practices are and the number of practices to be conducted can be
determined.

We can also propose study areas for future research. An area of investigation is
the effectiveness of practices in important skills such as, consultation, crisis
counseling, referrals, peer facilitation, and parent workshops in delivery system as
well as guidance and counseling formats. How school counseling students develop
in these practices can also be studied (see Atici, Ozyﬁrek, & Cam, 2006; Crutchfield &
Borders, 1997; Fong & Borders, 1997, Tryon, 1996). To do this, a measurement
instrument to assess school counseling practicum self-efficacy should be developed
(Scarborough, 2002; Yiyit, 2001). Further studies can also analyze whether there are
different skills necessary for elementary and secondary schools. For instance,
counseling formats in secondary schools and guidance formats in elementary schools
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may be practiced more than the others. Moreover, the differences in practiced
applications according to supervisor variables (i.e. age, gender, certification, and
supervisor experience) or according to site variables (i.e. school level, school district,
and caseload) can be researched (Kahn, 1999). Another research area is investigating
the effect of the ASCA National Model (2003) or other developments in North
America on the constructs of counselor educators in other countries. Specifically, a
cross-cultural study comparing counselor educators from different countries
including Turkey and educators from the USA will give us an idea as to the
importance they give to individual counseling sessions during supervision.

Limitations of the study. This study does not focus on the students practiced
applications related to foundation, management system, accountability, ethical
issues, applications used in case of crises, performance during the counseling period,
and computer assisted services. Findings were not analyzed according to the
characteristics of subgroups. Further studies should be done to compensate for these
limitations.

Conclusion

As a conclusion, we cannot strongly claim that the students can make the best use
of necessary school counseling practices after graduation. Furthermore, it is
predictable that students in this study will encounter hardship in practicing
important skills efficiently unless they go through an in-service training. There is a
need to develop the national standards in Turkey for counseling competencies and
school counseling practices.

During the supervision period, skills related to guidance formats as well as
counseling formats of the students can be the focus. Otherwise, the school counseling
profession in Turkey can have difficulty both in legal terms and in terms of
recognition within the system similar to the US situation (Dahir, 2004).
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Tiirkiye’deki Universitelerde Yapilan Okul Psikolojik
Danismanligi Uygulamalari: Psikolojik Danigsman Egitimcileri
icin Oneriler

(Ozet)

Problem Durumu: Son yillarda, okullara daha zorlayict kosullarla karsi
karstya kalirken, okul psikolojik danismanligr gorevleri daha 6nemli hale
gelmektedir. Bundan dolayi, psikolojik danisman egitimin énemi daha da
artmaktadir.  Uygulama ve stajla ilgili tartismalarda, okullardaki
uygulamalara ait alanyazimin o6nemli bir yere sahip oldugu
gozlenmektedir. Bu galisma okul psikolojik danismanlig1 egitiminde alan
yasantilarinin daha iyi hale getirilmesiyle ilgilidir. Daha ayrmtili bicimde
belirtmek gerekirse, calismanin amact Tiirkiye’de okul psikolojik
damismanhigl uygulamalarinda o6grencilerin  gelistirdikleri beceri ve
uygulamalarin ne 6l¢iide benzerlik gosterdigini belirlemektir.

Arastirmanmin amaci:  Bu galismanin amact Amerikan Okul Psikolojik
Damismanligi Dernegi tarafindan olusturulan ulusal modelin hizmet
sunumu bilesenine gore Tiirkiye'deki uygulama Ogrencilerinin hangi
uygulamalar yaptiklarimi belirlemektir. Bu uygulamalar (a) psikolojik
damisma formatlar1 (bireyle psikolojik damisma ve grupla psikolojik
darnisma) ve (b) rehberlik formatlar1 (bireysel, kiigiik grup [yaklasik 3-5
ogrenci], buyuk grup [yaklasik, 8-12 6grenci], smif rehberligi ve okul
konferansi) seklinde sinirlandirilmistir.

Aragtirmamn Yontemi: Bu ¢alismanin evrenini Tiirkiye’de 2005-2006 egitim-
ogretim yilinda Tirkiye’deki 19 tniversitenin psikolojik danisma ve
rehberlik anabilim dalindan mezun olan yaklagik 1000 son smnif 6grencisi
olusturmaktadir. Orneklem ise, bu 6grenciler arasindan uygun drnekleme
teknigiyle secilmis 345 (%35.05) 6grenciden olusmaktadir. Ogrencilere iki
anket uygulanmistir. Demografik bilgi anketinde ogrencilere yaslari,
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cinsiyetleri ve okullarda tek basma gézlem mi yoksa gozlemin yani sira
uygulama da yapip yapmadiklari sorulmustur. Yanit verirken ¢ekinmeleri
engellemek amaciyla kimlikleri ile ilgili baska bir soru sorulmamuistir.
Ayrica, tiniversiteler arasinda herhangi bir karsilastirma yapilmayacag da
aciklama kismunda belirtilmistir. Ikinci olarak, okullarda rehberlik ve
psikolojik danisma uygulamalar: anketi uygulanmustir. Ankette okullarda
(kampus ya da hastaneler, vb. degil) yapmus olduklar1 uygulamalarla ilgili
toplam yedi formata gore sorular sorulmustur. Yukarida aciklanan bes
rehberlik format: icin iiger soru sorulmustur. Birincisinde bu bes rehberlik
formatina gore herhangi bir rehberlik etkinligi ytriitiip ytrtitmedikleri,
ikincisinde yurtittiilerse bunu hangi donemde yapmis olduklar1 ve
tctinciistinde de bu etkinligin ti¢ alandan (akademik, kariyer ve kisisel-
sosyal) hangisine daha uygun oldugu sorulmustur. Psikolojik danisma
formatlar agisindan ise yine ¢ soru sorulmustur. Birincisinde, bireyle ve
grupla psikolojik danisma uygulamalar1 yapip yapmadiklari, ikincisinde
yaklasik olarak ka¢ oturum vyurittiikleri ve tgtinciisinde de bu
uygulamalar1 hangi dénemlerde yaptiklari sorulmustur. Bu sorularm
genelinde birden fazla segenegi isaretlemek miimkiindi. Anketlerin
uygulanmast Mayisin son iki haftasi ile Haziramn ilk iki haftasi igerisinde
tamamlanmistir.  Boylece, 6grencilerin uygulamalarmi tamamlamalar:
beklenmistir.

Arastirmanmn Bulgulari: Orneklemdeki 6grenciler en ok sinif rehberligini
(% 67) ve en az da okul konferansi (% 27) uygulamalar1 yaptiklarimn ifade
etmislerdir (Tablo 1). Birden fazla segenek isaretlemek olasiydi). Bireyle
psikolojik danisma oturumlarinin ortalamasi 8.85 (s = 7.97; n = 174) iken
grupla psikolojik danisma oturumlarmin sayisi olarak 5.99 (s = 5.10; n =
105) bulunmustur. Ogrencilerin bir kismi1 bu uygulamalar1 iiniversite
yerleskesi gibi yerlerde yapmus olabilecekleri unutulmamalidir. Bircok
tiniversitede bu formatlarla ilgili uygulamalarin dérdiincti simf bahar
doneminde (yani, genellikle tek donemlik uygulama) yapildig:
anlagilmaktadir (Tablo 1). Bu bulgu hem psikolojik damisma hem de
rehberlik formatlar i¢in gecerlidir. En ¢ok uygulanan formatlar kariyer
alaninda sif rehberligi ve kisisel-sosyal alanda ise bireysel rehberlik
tercih edilen format okul konferans (% 11) olarak bulunmustur. Diger
yandan, biitiin isaretlemelerle ilgili degerler % 50 degerinin altindadir.
Boylece, uygulama Ogrencilerinin  ¢ogunlugunun bu  gorevleri
isaretlemedikleri goriilmektedir. Tablo 2’de, okul konferanslar1 disinda,
rehberlik formatlarimin ortanca degerlerinin sayist 2 ya da 3'tir.
Tepedegerlerin ¢ogunlugu 1 ya da 2 olarak bulunmustur. Konferans
uygulamalar1 icin hem ortanca hem de tepedeger 1 olarak bulunmustur.
Diger yandan, Tablo 2'deki bu bulgulardan her hangi bir tiniversitedeki
ortanca bir 6grencinin bu 15 hiicredeki 32 uygulamanmn (3 [alanlar] x 5
[uygulamalar]=15) hepsinin birden yaptiklarmi anlamak olanaksizdir. Bir
diger konu Tablo 2'de goriilen yiizdelerle ilgilidir. Orneklemin % 11 ila
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39u bu isaretlemeleri yapmustir. Yani, dgrencilerin ¢ogunlugu bu tip
etkinlikleri isaretlememistir.

Aragtirmanin Sonug ve Onerileri: Psikolojik danisma becerileri baslangig,
orta ve ileri seklinde ti¢ diizeyde ele alinirsa, hemen hemen dgrencilerin
yaris1 bireyle ve grupla psikolojik damisma becerileri bakimindan orta
diizeyin baslangicinda (pre-intermediate) bulunuyor olabilirler. Arastirma
bulgular: psikolojik danisma ve rehberlik anabilim dallarinin mezunlar1 en
etkili bigimde bireysel rehberlik ve smif rehberligi formatlarinda hizmet
sunumu sisteminin uygulamalarimi akademik, kariyer ve kisisel-sosyal
alanlarda yiirtitebilirler. Ancak diger rehberlik formatlar: olan kiigiik grup
rehberligi, biiyitk grup rehberligi ve okul konferanslarini, ayni sekilde
bireyle ve grupla psikolojik damisma uygulamalarini yapmakta
zorlanabilirler. Yasanan zorluklar ¢zellikle yeni mezunlarin gelecekte
becerilerinin kaybolmasmna neden olabilir. Ayrica, bu uygulamalarin
Tiirkiye’deki tiniversitelerde standart bicimde yapilmadig: kolayca tahmin
edilebilir.

Bu noktada, hem Tiirkiye hem de uluslararasi anlamda psikolojik
darnisman egitimcileri icin bazi egitim politikalar1 6nerilebilir. Ttirkiye'de
okul psikolojik damismanligi uygulamalariin son smufin  her iki
doneminde de yapilmasi daha yararli olabilir. CACREP standartlarinda
oldugu gibi, 6grenciler okullarda belirli zamanlarda bulunabilirler ve
belirli siirelerde dogrudan hizmet iiretebilirler. Zaman belirtmenin yam
sira, okul psikolojik danismanlari tarafindan yiirtitiilen gorevlerden belirli
sayilarda yapilmasi istenebilir. Ornegin, her 6grenci konferans ve kiigiik
grup rehberliginden belirli sayida yapmak zorunda olabilir. Buna gore,
uygulamalar icin farkli diizeyler (soz gelimi 1. diizey ve 2. diizey gibi)
belirlenebilir. C)rnegin, ogrencilerin mezun olduklar1 zaman kendilerini
yetkin hissetmeleri i¢in gitiz ve bahar donemlerinde her bir formata gore
uygun bir say1 belirlemek yararli olabilir (en az 14 biiytik grup rehberligi, 5
smuf rehberligi gibi). Siipervizyon calismalari zamaninda sadece bireyle
psikolojik danisma oturumlarina degil, okul psikolojik danismanlig: ile
ilgili ~ diger (rehberlik formatlar;, PDR’'de program gelistirme,
degerlendirme, vb.) becerilere de odaklanmak daha yararl olabilir.

Sonug olarak, mezuniyetten sonra gerekli okul psikolojik damismanligi
becerilerini mezunlarin en iyi bicimde uygulayabilecekleri sdylenemez.
Ayrica, bu calismaya katilan mezunlarm hizmetici egitim almadikca
becerileri yetkin bicimde uygulamada zorlanabilecekleri soylenebilir.
Psikolojik damisma becerileri ve okul psikolojik danismanhig: uygulamalar1
igin Turkiye’de ulusal standartlarin  gelistirilmesine  gereksinim
bulunmaktadir. Siipervizyon sirasinda, 6grencilerin psikolojik danisma
formatlar1 kadar rehberlik formatlariyla ilgili becerilerine de odaklanmak
yararli olabilir.

Anahtar Sézciikler: Okul psikolojik danismanligi uygulamalari, psikolojik
danmisman egitimi, stipervizyon ve uygulama.
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Abstract

Problem Statement: The number of relationships between important
concepts is higher in physics courses than in other courses. As well as the
definitions of complicated concepts, the feature of concepts should be
learned. Using traditional instructional methods are sometimes not enough
to teach physics concepts like velocity and displacement. Based on
implications in the literature, Computer Simulated Experiment (CSE)
seems to be a satisfactory approach that can be used to promote students’
science achievement, and it is important to test how successful it will be
when compared to Hands on Laboratory (HOL) study.

Purpose of Study: The main purpose of this study was to investigate the
effectiveness of CSE over HOL study on the understanding of velocity and
displacement concepts when both teaching methods were used as a
supplement to regular classroom instruction. The second purpose was to
identify whether logical thinking ability accounted for a significant portion
of variation in achievement related to velocity and displacement concepts.

Methods: In this study, the pretest/post-test control group design was used.
Each treatment (CSE & HOL) was randomly assigned to the experiment
group and the control group. Both groups were administered a pretest of
Velocity and Displacement Concepts Achievement Test (VDCAT) and a
Logical Thinking Ability Test as dependent variables. Then, both groups
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were post-tested with the same VDCAT. The sample of the present study
consisted of 61 tenth grade students enrolled in two physics classes of the
same teacher in a high school.

Findings and Results: Post-test scores revealed that a significant difference
was obtained between the mean scores attained by the CSE group and
hands-on group with respect to physics achievement. The CSE group
scored significantly higher than the hands-on group with respect to
achievement in physics related to velocity and displacement concepts. On
the other hand, logical thinking ability accounted for a significant portion
of variance in physics achievement.

Conclusions and  Recommendations: ~ Computer-simulated laboratory
experiments, together with classroom instruction, appear to be a practical
strategy in implementing a physics program. They can be organized such
that the application of physics concepts is stressed. This approach will
improve understanding of physics subject matter. Well-designed computer
simulations can be used for teaching some concepts without extra effort
and time from the teacher to prepare materials.

Keywords: Computer simulated experiments, computer assisted instruction,
logical thinking ability, physics education

Acknowledgement(s): This paper was previously presented in Vth National
Science & Mathematic Education Conference, Ankara (2002).

Physics courses, in comparison to other courses, cover concepts that are more
leading, more significant, and at the same time, are technical (Donald, 1993). The
relationships between the concepts are causal. The number of relationships between
important concepts is higher in physics courses than in other courses. As well as the
definition of complicated concepts, the feature of concepts should be learned. For this
reason, an important goal of physics education is to help students develop an
understanding of concepts and use them when solving a problem in a new situation.
Students frequently find solving science problems difficult (Jimoyiannis & Komis,
2001). The major difficulty in solving physics problems is the lack of understanding
physics concepts (Wilt, 2005).

Many researches indicate that many high school students have some problems in
understanding fundamental concepts and principles in physics (Idar & Ganiel, 1985;
Reif & Larkin, 1991; Andaloro, Bellomonte, Lupo, & Sperandeo-MYneo, 1994). In
order to solve physics problems, students should have mathematical and thinking
skills (Wilt, 2005). Mechanics is a prior condition for most of the rest of physics.
Therefore, the student’s knowledge of mechanics is important for his course
performance to understand physics better. Hence, we can restrict our attention to
that domain of physics.
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Kinematics is often treated as a sequence of definitions and operations by giving
examples of motion of objects. Trowbridge and McDertmott (1980) and Cataloglu
(1996) found that students could not discriminate between position and velocity.
Students' alternative conceptions of velocity and acceleration, for example, are
considered to be as not easily affected by traditional instructional methods. Students
often have major difficulties when using graphical representations of motions
(McDertmott, 1987; and Beichner, 1994). One of the difficulties of students in these
concepts is representing such features as speeding up, and speeding down, and also
in recognizing that the velocity versus time graph should be a plot of the position
versus time graph. These concepts require students to function at the level of formal
operations such as hypothetical, proportional, probabilistic reasoning, and
identifying and controlling relevant variables. Researches in science education have
brought to light the importance of formal reasoning influencing achievement in
science courses (Geban, Askar, & Ozkan, 1992). In the present study, the role of
logical thinking ability on achievement was investigated.

On the other hand, the teaching style for teaching physics is very important as a
quality of instruction. This study compared two approaches: HOL experiments and
CSE (both used as a supplement to classroom instruction). Probably one of the
important aspects of the laboratory is the verbal interaction that takes place between
instructor and student. This interaction gives the instructor an opportunity to obtain
feedback from the students on their level of understanding. “Most science educators
agree that the laboratory is a necessary aspect of the learning experience in science
courses” (Kyle, Penick & Shymansky, 1979, p. 545; Tweedy & Hoese, 2005).

Hands-on learning includes the following: (1) learning by doing; (2) involves the
student in a total learning experience, which enhances the student’s ability to think
critically; (3) does not simply manipulating things, but is engaging in in-depth
investigations with objects, ideas, and drawing meaning; and (4) requires students to
become active participants instead of passive learners who listen to lectures or watch
films (Haury & Rillero, 1994). “ An investigative science learning environment helps
students not only understand the concepts and gain the knowledge of the
experimental evidence supporting the concepts, but may also enrich their
epistemological development” (Zou, 2003, p.105).

Students are not to be expected to learn science successfully without doing
science. The process of science can only be experienced in the laboratory. A review of
several recent researches (Bryant & Marek, 1987; Renner, Abraham & Burnie, 1985)
reported that students like a lab-centered science. Students prefer laboratory
activities in science courses because those activities help them to remember. They are
less confusing and more concrete than other instructional formats. Laboratory makes
learning an active experience (Ertepinar & Geban, 1996).

On the other hand, a promising alternative to hands-on experiments is computer-
simulated experiments. As a result of technological development, microcomputers
have become important tools in science education. The studies on these topics bring
up that computer usage makes the learning environment wider and forms some
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changes on the quality of education. Computer literacy should be widened at every
level of education by providing students with the opportunity to get acquainted with
the computer and getting them to use computers in the learning and teaching
process.

Ertepinar (1995) stated that, “Several capabilities of computers such as providing
individualized instruction, teaching and problem solving and immediate feedback
make computers as the instructional devices for developing learning outcomes”
(p-21). In a research done by Dobson, Hill and Turner (1995), students received
feedback from the computer program more than they received from a laboratory
supervisor. Well-designed computer programs have the potential to promote more
active, effective and efficient learning, and increased student motivation.

Studies indicated that the use of computers in education in the instructional
process caused significantly higher achievement in science courses (e.g., Geban et al.,
1992; Ertepinar, Demircioglu, Geban, & Yavuz, 1998; Rowe & Gregor, 1999; Chang,
2002; Shim, Park, Kim, Park, & Ryu, 2003; Tsai & Chou, 2002; Powell et al., 2003; Law,
& Lee, 2004; Giirbtiz, 2007). Some researchers showed that physics achievements of
students who are taught by CAI were improved (Gale, 1980; Hewson, 1985; Bennett,
1986). But the study by Miller (1986) did not find a significant increase in
achievement among students using CAI materials in a community college biology
laboratory course. Moreover, Alacapinar (2007) concluded that there is no significant
difference between computer assisted education and traditional education in terms of
total achievement averages.

When computers are used in the science laboratory, they may offer effective lab
activities. Through simulations we can offer learners a laboratory in areas such as the
social science and human relations as well as in areas related to the physical sciences,
where laboratories have long been taken for granted. Computer simulations seem to
be a satisfactory approach that can be used to investigate phenomenon in science
laboratories. With the advent of low-cost, real-time computer power, many
departments have begun to introduce the microcomputers into their laboratory
programs (Feinberg & Knittel, 1985; Hughes, 2002). Because, the real-time
microcomputer-based lab experiments - the use of microcomputers for student direct
data acquisition, display and analysis - allow students to see and feel the connection
between a physical event and its graphical representation (Brasell, 1987; Beichner,
1990).

Many studies have been conducted to investigate the effectiveness of CSE on
achievement. Some research indicated that students who participated in CSE had
higher science achievement than those in conventional laboratory (Lewis, 1984;
Brasell, 1987; Geban et al., 1992; Svec & Anderson, 1995; Redish, Saul, & Steinberg,
1997, Law & Lee, 2004). In another study on achievement in science subjects,
however, Miller (1986) and Choi and Gennaro (1987) found no significant differences
between computer-simulated experiment group and conventional laboratory group.

Based on implications in the literature, CSE seems to be a satisfactory approach
that can be used to promote students’ science achievement, and it is important to test



Eurasian Journal of Educational Research |l95

how successful it will be when compared to HOL study. For this reason, the present
study was planned to compare the effects of CSE and HOL on students’ physics
achievement related to displacement and velocity concepts.

The main purpose of this study was to investigate the effectiveness of CSE over
HOL study on the understanding of velocity and displacement concepts when both
teaching methods were used as a supplement to regular classroom instruction. The
second purpose was to identify whether logical thinking ability accounted for a
significant portion of variation in achievement related to velocity and displacement
concepts.

Method
Research Design

In this study, the pretest/post-test control group design was used. Each treatment
(CSE & HOL) was randomly assigned to the experiment group and the control
group. Both groups were administered a pretest of Velocity and Displacement
Concepts Achievement Test (VDCAT) and a Logical Thinking Ability Test (LTAT) as
dependent variables. Then, both groups were post-tested with the same VDCAT.

Sample

The sample of the present study consisted of 61 tenth grade students enrolled in
two physics classes of the same teacher in a high school in Turkey. Each of the two
supplementary approaches (CSE and HOL) used in this study was randomly
assigned to one class. While the experiment group (n= 31) was taught with CSE, the
other group (n= 30) continued their laboratory sessions with HOL activities. The
students in the sample were coming from a variety of social-economic backgrounds.
All of them had computer experience. They had taken a Computer Applications
course in ninth grade. To control the students” previous learning in physics related to
velocity and displacement concepts and logical thinking ability before the treatment,
all of the subjects were administered two pretests: VDCAT and LTAT. The results
showed that no significant differences were found between two groups in terms of
physics achievement (t = 0.33, p>0.05) and logical thinking ability (t = 0.30, p>0.05).

Research Instruments

Velocity and Displacement Concepts Achievement Test (VDCAT). To measure
students” velocity and displacement concepts achievement, velocity and
displacement concepts achievement test (VDCAT) was developed by the authors of
this study. Firstly, it was administered to a pilot study group of students at the
eleventh grade in the same school. An 18 item multiple-choice test was developed to
assess students” performance on velocity and displacement concepts from an initial
set of 25 items after item analysis (item difficulty, discrimination indices, and
response to the various distracters). The test was designed from the lecture materials.
It was independent of the experimental treatments. It did not contain questions that
were covered specifically within either the CSE or the HOL. Content validity of the
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test was examined by a group of experts in physics and science education and by the
classroom teachers for the appropriateness of the items related to representativeness
of high school physics. The alpha reliability coefficient was found to be 0.82. Sample
questions are given below.

1. The graph shows the displacement versus time graph of a moving object. The
slope of this graph gives

Displacement

a) distance b) displacement
c) velocity d) acceleration

e) position

0 time(s)

2. The position versus time graph of an
object is given in figure-2. Which one(s)

of the following statements is/are true?

L. Inregion I, the object slows down
IL.In region II, the object speeds up

IIL. In region I, the object moves in (-x)

direction with constant velocity . ' >
II. Inregion, the object moves in 0 ti t2 t(s)
(+x) direction with constant velocity Figure-2

alv  bILIV  ULIV  d)LIV )L 11

Logical Thinking Ability Test (LTAT). Tobin and Copie (1981) originally developed
this test and it was translated and adapted into Turkish by Geban et al. in 1992. It is a
10-item, paper-and-pencil test, which contains questions related to identifying and
controlling variable and to proportional, correlational, probabilistic, and
combinational reasoning. The reliability of the test was found to be 0.74. In this test,
the students were expected to answer multiple choice questions and select a reason
from a list.
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Sample questions are given below:
Sample Questions

Q1. A housepainter used four boxes of dye to paint six identical rooms. How
many rooms can he paint by using eight boxes of dye?

a)7rooms  b)8rooms ¢) 9 rooms d) 10 rooms e) None

Reasons:

1. The ratio between the number of rooms and the number of dyes is always 3/2.
2. The difference can be reduced by using more dye boxes.

3. The difference between the number of rooms and the number of boxes is two.
4

As the difference was two in four boxes, the difference should be the same as six
boxes was used.

5. It is impossible to expect how many boxes can be used.

Q2. In order to find a relation between the distance covered after the inclined
plane and the height of the inclined plane, you need to make an experiment. Which
inclined planes would you use?

5kg
100 cm 3kg
50 cm
1 11
10 kg
5kg 4 kg
75 50
25
cm
1 v v

Reasons:

The highest and the lowest planes should be compared.

All of them should be compared.

As the height increases, the weight of the ball decreases.
Heights should be the same, but weight should be different.

g s e

Heights should be different, but weight should be the same.
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[
Procedure

This study was conducted over four weeks during the first semester of the school
year. Each teaching approach was randomly assigned to one class. Each instructional
approach utilized in this study had two components, which are classroom instruction
and hands-on activities and classroom instruction and computer-simulated
experiments. The material was introduced by the researchers to the physics teacher
before the treatment. Both groups were administered a pretest of Velocity and
Displacement Concepts Achievement Test (VDCAT) and a Logical Thinking Ability
Test (LTAT).

The details of simulated experiments, hands-on experiments, and the
microcomputer courseware are given below.

Simulated Experiments versus Hands-on Experiments. As a result of technological
development, microcomputers have become important tools in science education. A
change in the technology has provided an opportunity to compare the academic
performance of students experiencing simulations with those doing traditional hands
on experiments. The hands-on laboratory class did four experiments about position,
displacement, velocity, and acceleration in four class hours and the students set up
and manipulate their own materials. After taking necessary data, they plotted graphs
and calculated the slopes of the graphs. Finally, they answered the questions in given
laboratory sheets. In the simulated experiment however, the student used a
computer simulation of the isolated air-table experiment about the same topics in
which the student typed the variables and observed the changes in the plotted
graphs and answered the question asked by the computer program. The simulation
program gave immediate feedback to answers, and according to the results, the
program directed the student to restudy or change the variables. The schedule
followed by the students also contained some questions designed to test
understanding of the theoretical implications of the measurement that had been
made.

In the teaching process, CSE was presented to students via data-show by the
teacher, and then the students had the opportunity to work on the same program.
Educational activities in CSE were organized around observing figures, graphs,
awarding and providing animation, solving problems rather than reading long,
boring scientific knowledge or oral explanation done by the teacher. The same
teacher who had experience about CSE and laboratory study taught the classroom
instruction, CSE, and hands-on study. The classroom instruction of the groups had
three 45-minute sessions per week. The teacher directed strategy represented the
customary approach used in class hours. The classroom teacher provided instruction
through lectures and discussion in the classroom. The computer-simulated and
hands-on activities were instructed after class hours.

The VDCAT and LTAT were given at the beginning of the treatment to determine
whether there would be a significant difference between the groups in terms of
subject achievement and reasoning ability. A post-test to measure students’
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performance related to velocity and displacement was given to students in both
groups at the end of the treatment.

The Microcomputer Courseware. Students were exposed to CSE for a total of 4 hours
during the 3 weeks. Since the school’s computer laboratory had only 15 personal
computers, two students worked with one computer in the computer laboratory.
Prior to the beginning of the treatment, 30 minutes was devoted to a description of
the courseware. In the design of the courseware, terminal objectives were identified
for major concepts and a proper sequence of material was established to lead to the
students in the realization of the stated objectives. The courseware offers an interface
through a series of interaction objects such as: (1) controls that allow students adjust
simulation parameters before and during a simulation's execution; and (2) meters,
that allow measurement of the relevant physical quantities in digital, graphical or bar
form. The program provided text material that included the basic definitions,
concepts and formulas and graphic displays when necessary, and experiment related
to velocity and displacement. The software also provided immediate feedback,
learner control, and interactivity. The students were allowed to go back and forth
within each section of the program in a learner control strategy. The simulations
were designed to solve problems during the simulated experiments. The feedback
from the computer to the student on the correctness of formulation and computation
was immediate. After the correct answer, the program provided immeditate
feedback verifying that the answer was correct. Whenever the student entered an
incorrect response, she/he was asked to try again, or was provided a hint.

The computer program included theory part in the introduction menu. From this
menu bar, one could move from one window to another, and study some physical
concepts such as displacement, velocity, etc.

The program presented descriptions or representations of one-dimensional
motion (position, displacement, position versus time graphs, and velocity versus
time graphs). The aim of the program was to enable the students to translate from
one representation to another.

In the first part of the program, a help screen about how to use this program was
presented, and then the purpose of the experiment was introduced. In each of the
screens, students were able to receive help from the help menu.

In the second part of the program, a video about straight-line motion with
constant velocity was shown. The video explained the procedure to do the
experiment. Here again, the learner could control the video, go back and forth.

In the third part, there was a stationary car on the left of the screen. The students
were free to move the car any place on the line. By using start and stop buttons, the
student could control the motion of the car. When the student stopped the car, the
displacement and the total distance travelled by the car were asked. The students
were required to calculate and write the response to the empty places. Then,
immediate feedback was provided. After correct answers, the program provided
feedback verifying that the answer was correct. After wrong answers, the program
indicated that the response was incorrect and provided a second chance to do it. If
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the response was again incorrect, the program gave a chance to study the
misunderstood or unknown concept.

After studying it, the learner could go back to the experiment. If the last response
was still incorrect, the correct answer to the question was given.

In the next part, while the car was moving, dots appeared and each dot showed
the position of the car with respect to the initial position of the car. The data were
displaced on the table as they were collected as shown in Figure-3. The students were
required to find out the velocity of a car after responding some multiple-choice type
of questions with three choices. Again immediate feedback was provided. Yet this
time, if the response was incorrect only the correct one was informed and an advice
was given to the student to study the related concept.

M Welcome to SEHERHAN - [Experiment 2/3] [_[5]x]
(Al [ntro =l=l=]
Purpoze
Objectives
Theary »
Exit
gelay & s © & ®» = @« & =
o 1 2 3 4 5 [ 7 8 b | 10

) #1) What can you say about the motion 7
© a) Straight line motion with constant acceleration and speeds up.
b)) Straight line moton with constant velocity.

" ¢} Siraight line moition with constani acceleration and slows down.

158710

Figure-3. Display example of the program on the screen

In the last part, the student could change the velocity of the car and observe its
motion. Then, from the position versus time graph, they would find the velocity of
the car same as they selected.

Hands-on Laboratory. The traditional group participated in the same laboratory
activities related to the velocity and displacement concepts as those used with the
computerized simulations. The laboratory sheet was prepared for the experiment. On
the laboratory sheet, concepts and principles to be studied in the experiment were
introduced. This group was constructed in a deductive format. In the laboratory
sheet there were detailed explanations of the problem, apparatus, and modes of
measurement. The students knew what the procedure was. They followed the
procedure and collected data. Then they compared the results with known results.
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I
Findings and Results

To examine the effect of the treatment on the dependent variables, and to control
the students’ previous learning in physics related to velocity and displacement
concepts and logical thinking ability before the treatment, all of the subjects were
administered two pretests including VDCAT and LTAT. The results showed that no
significant differences were found between the two groups in terms of physics
achievement (t = 0.33, p>0.05) and logical thinking ability (t = 0.30, p>0.05).

The analysis of covariance was used, with treatment as the independent variable,
logical thinking ability as the covariance, and post-test scores related to physics
achievement as the dependent variable. Statistical results were obtained using the
SPSS/PC (Statistical Package for Social Science for Personal Computer). The means
and standard deviations of the pre- and post-test results of the test utilized in this
study are presented in Table 1.

Table 1

Mean and Standard Deviations of Logical Thinking Ability Test (LTAT), and Pre- and Post-
Velocity-Displacement Concepts Achievement Test (VDCAT)

LTAT Pre - Post - VDCAT
VDCAT
Treatment Number of Mean  Standard Mean Standard Mean Standard
Students Deviation Deviation deviation
CSE 31 7.00 1.50 3.65 117 12.16 2.02
Hands-on 30 7.10 1.90 3.77 1.69 10.00 2.80

Post-test of the test scores revealed that a significant difference was obtained
between the mean scores attained by the CSE group and hands-on group with
respect to physics achievement. Table 2 shows a summary table of analysis of
covariance.

Table 2

Summary Table of ANCOVA

Source df SS MS F P
Covariate 1 74.07 74.07 15.56 0.05

(Logical Thinking Ability)

Treatment 1 76.92 76.92 16.16 0.05

Error 58 276.13 4.76
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The CSE group scored significantly higher than the hands-on group with respect
to achievement in physics related to velocity and displacement concepts. On the
other hand, logical-thinking ability accounted for a significant portion of variance in
physics achievement.

The results of the present study are consistent with these studies showing that
computerized activities in teaching and learning science have been found to enhance
understanding of concepts (e.g. Hewson, 1985; Brasell, 1987; Mokros & Tinker, 1987;
Geban et al., 1992; Svec & Anderson, 1995; Redish et al., 1997; Jimoyiannis & Komis,
2001; Hughes, 2002; Chang, 2002; Shim et al., 2003; Law, & Lee, 2004). The CSE was
as effective as hands-on laboratory experiences. Hence, it is possible to use a CSE in
the teaching of some physics concepts such as displacement and velocity.

Also, the results of this study are complementary to the results obtained by
Brasell (1987), Mokros & Tinker (1987), Hewson (1985), Svec & Anderson (1995), and
Redish et. al. (1997). Brasell (1987) revealed that a microcomputer based laboratory
method is sufficient for high school students to improve their comprehension of
distance, and velocity graph when compared with a traditional laboratory method.

Conclusions and Recommendations

This study investigated the relative effectiveness of the CSE approach and hands-
on approach to supplement regular classroom instruction in velocity-displacement
concepts. It indicated that the students exposed to the CSE performed significantly
better than those exposed to the hands-on activities.

Because the computer program provided learner control, and lessons were
designed in such a way that it enabled the learners to re-examine each part of the
lesson, the students who used CSE might have understood the concepts and
problems better.

The attributes of the computer program such as learner control or response
checking and immediate feedback may have developed achievement better (Shim et
al., 2003). When compared with the hands-on activities, the students solved more
problems related to the experiments and re-examined each part of the lesson.
Because the learner-controlled strategy was employed by allowing students to go
back and forth within the program, they were allowed to investigate any part of the
experiment that was not understood. The students were motivated to control their
own learning. The findings of the present study concur with some studies in which
learner control in computerized programs improve student performance (Hannafin

& Sullivan, 1995; Shim et al., 2003).

When simulations are used in education, learners must be evaluated immediately
after their response to the program (Rieber, 1996; Huppert et al., 2002). The program
required the students to be active by encouraging them to answer each question.
Feedback reflects the quality of the instruction and can affect students” achievement.
The students who used CSE got immediate feedback on their responses. Following
their responses to a question, immediate feedback was provided. On the other hand,
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generally students in HOL have no immediate or continues feedback. The immediate
correction of erroneous responses may be the most important function of feedback,
because erroneous information is likely to be preserved and interfere with future
learning unless corrected. Feedback in the simulated experiments was in a linear
sequence, asking the students to give an answer for each step. In this manner, the
students could comprehend the concepts and their interrelationships in the problems
more accurately. Appropriate questions were asked in the program. More
meaningful learning is probable if students are asked to respond to succession of
more appropriate questions, and to explain relationships. Moreover, Evans &
Gibbons (2007) stated that “interactive systems facilitate deep learning by actively
engaging the learner in the learning process” (p. 1147).

It is not necessary to discover everything in the laboratory. Some laboratory
investigations may involve excessive work in setting up equipment and in gathering
data. Moreover, another advantage of computer-simulated experiments was that the
students dealt with data in a controlled setting with respect to the traditional HOL
approach (Huppert et al., 2002). The data obtained under the HOL conditions were
not fully reliable because of uncontrolled variables or measurement errors.

Computer-simulated laboratory experiments, together with classroom
instruction, appear to be a practical strategy to implementing a physics program.
They can be organized such that the application of physics concepts is stressed. This
approach will improve understanding of physics subject matter. Well-designed
computer simulations can be used for the teaching of some concepts without extra
needed effort and time from the teacher to prepare materials. It appears that using
CSE in science education can be effective and cost effective as well.

The CSE can be used for the teaching of some concepts, velocity and
displacement for example, without extra needed effort and time from the teacher to
prepare materials. It is also possible that a computer program could be used to
replace more expensive instrumentations or materials in many traditional hands-on
laboratory experiences if schools already have microcomputers.

Another implication of this study is that when the CSE is used, experiments can
be done in a short period of time compared to the hands-on laboratory experiences.

There is a continuous need for further research seeking to establish the
relationship between the computer simulated experiments (CSE) approach and
different teaching approaches on understanding of physics concepts. Real-time
graphing of data appears to be a key feature for both cognition and motivation. As
Brasell (1987) indicated, “It allows students to process information about a physical
event and its graph simultaneously rather than serially” (p.392). Focusing further
research on this feature of CAI could provide some valuable insights into
information processing and motivation. Further research is also needed to test the
effectiveness of different modes of the CAI on the students’ understanding of physics
concepts ( e.g., CSE versus Tutorial, CSE versus Drill-practice, etc.).
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Bilgisayar Benzetimli Deneylerin Lise Ogrencilerinin Yerdegistirme ve
Hiz Kavramlarin1 Anlamadaki Etkisi

(Ozet)

Problem Durumu: Yapilan arastirmalar, lise 6grencilerinin temel fizik
kavramlarini ve teorilerini anlamada ve uygulamada sikintilar
yasadiklarin1 gostermektedir. Buna baghh olarak, bazi arastirmalarda
ogrencilerin derslere belirli fizik kavramlarim 6grenmelerini engelleyecek
naif yargilarla gelmekte oldugunu gostermistir. Bu tiir yanlis kavramalar
sanildigindan daha genis kapsamlidir ve simf performansi tizerinde etkili
olmaktadir. Aslinda, 6grenciler énemli fizik kavramlarini tam anlamiyla
ogrenmeden  sinuflarimi  gegmektedirler.  Ogrencilerin  matematik
denklemlerini  kullanarak fizik problemlerini ¢ozebilmeleri, fizik
kavramlarini tam anlamiyla anlamis olduklarmi gostermemektedir. Fizik
derslerinde diger disiplinlere gore ana konular arasindaki iligki sayica daha
fazladir. Ogrenilmesi gereken karmasik konu sayisi oldukca fazladir ve bu
konularin 6grenilmesinde yalniz tanumlarinin bilinmesi yeterli degildir.
Ayrica genel 6zellikleri de anlagilmalidir.

Laboratuar calismast ogrencilerin fizik dersindeki basarisini artirmakta
onemli bir rol oynamaktadir. Laboratuar ¢alismasy; 1) yaparak ogrenmedir,
2) dgrencinin kritik dustinme yetenegini gelistirir, 3) 6grencilerin aktif
olmasim saglayan bir dgrenmedir. Ogrencilerin bilim yapmadan bilimi
ogrenmeleri beklenemez ve bu sadece laboratuar da gergeklesir. Yapilan
bazi arastirmalar, ogrencilerin laboratuar calismasim sevdiklerini
gostermektedir.

Bilgisayarin egitimde kullanilmasi, &grenme alamim genisletmekte ve
egitim kalitesini olumlu yonde etkilemektedir. Bundan dolay, her diizeyde
ogrencinin bilgisayar okuryazarligi becerilerini gelistirmesi saglanarak
onlarin egitim ve ogretim siirecinde bilgisayar1 kullanmalar1 tesvik
edilmelidir. Ctinkti bilgisayarlarin farkli egitim araglarmi aymi anda
kullanma ve kontrol etme ozellikleri vardir. Bilgisayar Destekli Egitimin
gesitli tamimlar1 verilmektedir. Bu tanimlardan ilkine gore Bilgisayar
Destekli ~ Egitim  bilgisayar teknolojisinin =~ 6gretim  stirecindeki
uygulamalarmin her biridir. Bu uygulamalar bilgi sunmak, &zel
ogretmenlik yapmak, bir becerinin gelismesine katkida bulunmak,
benzesim gerceklestirmek ve sorun ¢oziicti veri saglamak olabilir. Bagka
bir tanima gore ise, Bilgisayar Destekli Egitim, 6grencilerinin bilgisayar
sistemine programlanmus olan dersleri etkilesimde programlanmis olan
dersleri etkilesimde bulunarak, dogrudan alabilmeleridir. BDE de
ogrenciler egitsel materyalleri sunan ve gosteren bilgisayar ile direk temas
icindedir. Bu ¢alismanin asil amac, fizik dersi ile birlikte verilen bilgisayar
benzetisimli deneylerin yerdegistirme ve hiz kavramlarini anlamadaki
etkisini yine dersle birlikte verilen geleneksel laboratuar calismas: ile
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karsilastirmaktir. Benzesim bazi gercek yasam olay ve uygulamalarmin
soyutlanmas: ve basitlestirilmesidir. Benzesimde katiimcilar diger kisi
ve/veya taklit edilmis ortam ile devaml olarak bir iliski icindedir. Bircok
benzesimin amaci, sirali olay ve bilgileri anlatabilmektir. Ogrenciyi bir
sonraki basamaga atlatabilmek icin 6grencinin verecegi cevaplara gore,
bilgisayar ya bilgi sunacak ya da geri iletimde bulunacaktir. Her bir
basamak yeni bir bilgi sunacaktir. Bu sekilde hedeflenen amaca
ulasilacaktir.

Ogrencilerin klasik ders anlatim metotlar1 ile hiz ve ivme gibi konulart
kavramalar:1 her zaman miimkiin olmayabilir. Laboratuar c¢alismasi,
bilgisayar destekli egitim gibi farkl1 metotlarin kullanilmas1 uygun olabilir.
Yapilan arastirmalara gore, Bilgisayar Benzetimli Deneylerin (BBD)
ogrencilerin basarisin1  yiikseltmek icin uygun bir metot oldugu
distiniilmektedir. Dolayisi ile BBD'nin etkililigi Geleneksel Laboratuar
(GL) calismalari ile karsilastirarak arastirilmalidir.

Aragtirmanin Amact: Bu ¢alismanin sorunlu amaa fizik dersi ile birlikte
verilen bilgisayar benzetimli deneylerin yerdegistirme ve hiz kavramlarini
anlamadaki etkisini yine dersle birlikte verilen geleneksel laboratuar
calismast ile karsilastirmaktir. Calismanin diger amaci ise uygulanan
ogretim yontemi, mantiksal diistinme yetenegi ve aralarmndaki etkilesimin
birlikte hiz ve yer degistirme konularinda 6grenci basarisina anlamli bir
katkida bulunup bulunmadigin saptamaktir.

Arastirmanin Yontemi: Calismada, on-test-son-test kontrol gruplu deneme
modeli kullanilmistir. Her bir yontem (BBD ve GL) kontrol ve deney
gruplarma rastgele atanmugtir. Ogrencilerin  Yerdegistirme ve Hiz
kavramlarindaki bilgilerini 6l¢gmek igin Yerdegistirme ve Hiz Konular:
Basar1 Testi (YHKBT) ontest ve sontest olarak uygulanmistir. Hazirlanan
bu test Bloom un ilk dért taxonomisini (bilgi, kavrama, uygulama ve analiz
etme) icermektedir. Test hazirlanirken ders notlar1 ve bazi fizik ders
kitaplarindan yararlanilmstir. ik asamada 25 adet beg secenekli test olarak
hazirlanan test uzmanlar, egitim bilimciler ve ders 6gretmeni tarafindan
incelenmistir. Sorularin zorluk seviyesi ve ayirt ediciliginin olciilmesi i¢in
75 kisilik 11. Simf 6grencilerine YHKBT uygulanmistir. Soru analizi
sonucunda 18 soru secilmistir ve sorularin aym degiskeni olctigiine dair
guvenilirlik katsayis1 (Cronbach alfa) 0.82 olarak hesaplanmustir.
Ogrencilerin muhakeme yeteneklerini kontrol etmek icin Mantikh
Diistinme Testi (MDT) uygulama baslamadan once uygulanmistir. MDT
degiskenleri anlayabilme ve hakim olabilme, orant1 kurarak korelasyon
saglayabilme, ihtimalleri degerlendirerek mantik yiirtitmeye dayali sorular
icermektedir. Bu calismanin evrenini onuncu smuf Fizik dersini alan
ogrenciler, orneklemini ise aym Ogretmenin ders verdigi iki fizik
smifindaki 61 onuncu siuf 6grencisi olusturmaktadir. Verileri analiz etmek
i¢in t-test ve ¢oklu regresyon metotlar: kullanilmustir.
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Bilgisayar Benzetimli Deney Programi: Bilgisayar Benzetimli Deney
Programi Microsoft Visual Basic programu kullanilarak Bilgisayar Destekli
Egitim ve Bilgisayar Benzetimli Deney Programlarindan yararlanilarak
gelistirilmistir. Istenilen amaclara ulasabilmek icin konular belirli bir
siralamada ve kullanictyr aktif tutabilecek sekilde hazirlanmistir.
Ogrencinin her an aktif oldugu, gerekli zamanlarda bilgilerin sunuldugu
ve Ogrenciye geri dontisiimlerin siklikla yapildigi bu program MS-
Windows uygulamalarini kullanabilen herkes tarafindan oldukga kolay bir
sekilde kullanilabilir.

Laboratuar Deney Kagidi: Kontrol grubu &grencileri igin konu 6zetini,
deney amacini, kullanilacak malzemeleri ve deney siralamasini igeren
laboratuar deney kagidi hazirlanmistir. Deney basamaklar: yapildikca
veriler elde edilmekte ve sonuclari bilinen degerlerle kiyaslanmaktadir.
Aragtirmanin Bulgulart: On-test sonuclarma gore yerdegistirme ve hiz
kavramlarini 6grenme ve mantiksal diistinme yetenegi agisindan iki grup
arasinda anlamli bir fark gozlenmemistir. Son-test sonuclarina gore,
bilgisayar benzetimli deneylerden faydalanan 6grenci grubunun hiz ve
yerdegistirme kavramlarimi anlamada istatistiksel olarak daha iyi
olduklarin1 ortaya koymustur. BBD grubunun KL grubuna gore daha
yiiksek bir fizik basar1 ortalamasmna sahip oldugu tespit edilmistir. Diger
yandan uygulanan ogretim yontemi, mantiksal diistinme yetenegi ve
aralarindaki etkilesimin birlikte hiz ve yer degistirme konularindaki
bagariya anlaml: bir katkida bulundugu saptanmigtir. Ogretim yontemi ve
mantiksal diisinme yeteneginin basartya katkist ayri anlamliyken,
aralarindaki etkilesimin tek basina basariya katkis1 anlamli ¢tkmamustir.
Arastirmanin Sonugclar1 ve Oneriler: Sinif ici ders anlatimlari ile beraber
Bilgisayar Benzetimli Deneylerin kullanilmas: fizik dersi programinin
uygulamasinda pratiklik kazandirmistir. Bu yaklasim ile derslerin
islenmesi fizik konularinin anlagilmasini kolaylagtirmustir. Iyi tasarlanmig
bilgisayar simiilasyonlar1 kullanarak yerdegistirme, hiz, ivme gibi konular,
materyal hazirlamak icin fazla enerji ve zaman harcamadan 6gretilebilir.
(1) Uygulama, (2) mantiksal diisiinme yetenegi ve (3) mantiksal distinme
yetenegi ile uygulama arasindaki iliski istatiksel olarak yerdegistirme ve
hiz kavramlarindaki basaridaki farkliliklara katki saglamustir. Uygulama
ve mantiksal diistinme yeteneginin her ikisi de yerdegistirme ve hiz
kavramlarin algilamadaki basariy1 tahmin edici kuvvetli faktorlerdir.

Bu calismaya ek olarak asagida belirtilen konular {izerinde calismalar
yapilabilir: Bilgisayar benzetimli deney uygulamas: ile baska 6gretme
metotlar1 arasindaki iliskinin incelenmesine ihtiya¢ vardir. Bilgisayar
oyunlarmin ve problem ¢6zmenin lise 6grencilerinin fizik konularmi
algilamalarina olan etkisini inceleyen arastirmalar yapilabilir. Diger
bilgisayar destekli egitim metotlarmin fizik konularini anlamaya etkisini
arastiran calismalar yapilabilir. Ayrica, Ogrencinin sosyo-ekonomik
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durumu, kisiligi, ilgi alanlarmin bilgisayar destekli egitim ile fizik basaris
arasindaki iligkisi incelenebilir.

Anahtar Sozctikler: Bilgisayar Benzetimli Deneyler, Bilgisayar Destekli
Egitim, Mantiksal Diistinme Yetenegi, Fizik Egitimi
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