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Abstract

Problem Statement: Research shows that “cognitive entry behaviours”
individually can explain half of the variability observed in whose? success
doing what?. This study will focus on a comparative evaluation of the
cognitive entry behaviours developed by students who started secondary
stage (6th grade) and studied music courses with a music teacher and those
who did not study music with a music teacher in primary stage of primary
school, especially in 4th and 5th grades.

Purpose of the Study: This research aims to determine the cognitive
dimensions of musical entry behaviours developed by students who
studied music with a music teacher in the primary stage of elementary
school when they began the secondary stage (6th grade), and to compare
the musical entry behaviours developed by students who could not study
music with a music teacher in the primary stage when they began the
secondary stage.

Method of the Research: This research was carried out with the survey
model. A cognitive domain level test, prepared within the scope of the
research, was applied to a student group of 119 students in Erzurum
province at the very beginning of the 2008-2009 school year.

Findings of the Research: The average of the grades that students who
studied music with a music teacher in 4th and 5th grades got from the
cognitive entry behaviours domain level test related to a music course was
66 out of 100 at the very beginning of the 6th grade. The average of the
same test of students who did not study music with a music teacher in 4th
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and 5th grades was 46 points. In the t-test, there was a notable difference
between the points of the two groups, benefitting the student group that
studied music with a music teacher in 4th and 5t grades.

Conclusions and Recommendations: The number of music course cognitive
entry behaviours and point level of the students who studied music with a
music teacher in the primary stage of elementary school are higher than the
students who did not study with a music teacher. These evaluations that
will be carried out at the beginning of the school year will make it possible
to know students better, to correct their deficiencies, their lack of education
and their behaviour patterns, and economize time and labour.

Keywords: Music education, musical behaviour, cognitive domain, cognitive
entry behaviours

Considering the positive effects of behavioural changes brought about with music
education on cognitive, affective and behavioural skills of an individual, the
educational aspects of music have been an integral discipline of formal education,
and is accepted as compulsory in the eight-year education system. Music education
“is the process of developing musical behaviour of an individual intentionally and
changing, transforming, developing and completing individual’s musical behaviour
by her/his experience” (Ugan, 1999, p. 4). What is meant here by “musical
behaviour” is the behaviour related to the achievements in achievement-based music
programmes rearranged according to the structuralist approach at certain levels.

In Turkey, eight-year continuous education was adopted and the “secondary
schools” were configured as three-year education before they were then combined
with the five-year elementary school, and certain disciplines of the programme were
restructured as an eight-year education system. In this structure, music education
was distributed into eight years and it was determined that music courses should be
taught by music subject teachers. However, previous regulations continue to some
extent due to inadequate numbers of music teacher staff, and music courses are
sometimes taught by classroom teachers in the primary stage of elementary school.
In some schools the class load of music courses are taught by music subject teachers
from the 4th and 5th grades. This study aims to contribute to the field by considering
the cognitive aspects of the musical behaviours developed by students who studied
music with a classroom teacher in the primary stage of elementary school and those
who studied it with a music subject teacher when they began 6th grade.

Basic Features of Elementary School Music Programme in Parallel with
Programme Development in Education

Teaching activities in education are planned. However, these plans must be
renewed continuously according to circumstances that change very fast. This
necessity is the basis of the concept of “curriculum development in education.”

Curriculum development in education is the act of correcting, renewing, and
generalizing a specific education or scientific programme in terms of its general or
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special aims, course subject, teaching methods and evaluation processes after the
suggested amendments are tested (Biiyiikkaragoz & Civi, 1998, p. 230). Four basic
elements are mentioned in this and other definitions. First of all, an education
programme expresses a certain target. This is the answer of the question “why.” The
second element reflects the content and answers the question of “what to teach.” The
third question asks how to organize what to teach in a planned way. Finally, the
convenience of these activities should be considered, answering the question of “how
much.”

The subject- and target-based elementary school music programmes used since
1995 (Ministry of National Education, 2000) were partly altered on May 27, 2007, to
measure achievements via activities instead of target and target behaviours using a
structuralist model. When activities related to the programme’s achivements in the
field of learning are examined, it is obvious that its aim is musical achievement
formed by various music types. The detections and decisions related to the quality
and quantity of the activities were determined by the prelearning, concern and needs
of the students with the guidance of teachers, reinforcing the idea that teachers
should plan these activities carefully. This programme was arranged taxonomically
as preparation for future learning and incrementally based on previous experience to
emphasize teaching rather than learning. Learning accepts individual differences,
supports students interested in research, gives importance to previous experience in
learning, emphasises performance and activities in learning, considers how students
learn, adopts the understanding of a student’s learning in a social environment,
adopts realism and functionality in teaching, and allows students to build
information and make a deduction from experience (Ministry of National Education,
2007).

Cognitive Domain and Cognitive Entry Behaviours

A terminal behaviour aimed at education has cognitive, affective, behavioural,
and heuristic dimensions. By stating that human behaviours about education are
called cognitive, affective, behavioural and heuristic, Sonmez claims that “Cognitive
domain is the domain where mentally domained of learnt behaviours are coded”
(Sonmez, 2001, p. 46). The competences expressed in cognitive domain are those that
mean knowledge or dealing with these backgrounds, knowing the methods and
instruments and giving them back in the same way, presenting another expression
without changing their meanings, using knowledge such as a given concept,
generalization, principle, classification, criteria, method, etc., to comprehend new
situations and to solve new problems, understanding the components of the whole
and the relationship between these components, being able to produce original
knowledge, developing sequences of operation and being able to develop a
complement of relationships, and lastly determining the service of a complement of
knowledge for target services (Ozcelik, 1988, p. 86-88).

In his study, “Curriculum-An Introduction to Field” quoting from Bloom (Bloom
etal., 1956), Gress describes cognitive domain as:
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Our original plans called for a complete taxonomy in three major parts-the
cognitive, the affective and the psyco-motor domains...The cognitive
domain...includes those objectives which deal with the recall or reorganization of
knowledge and the development of intellectual abilities and skills. This is the
domain... in which most of the the work in curriculum development has taken place
and where the clearest definition of objectives are to be found (Gress, 1988, p. 209). In
his article, “The Taxonomy of Educational Objectives - Its Uses in Curriculum
Building,” Krathwohl defined cognitive domain as, “The taxonomy is divided into
three domains: cognitive, affective and psycomotor. The cognitive includes those
objectives having to do with thinking, knowing and problem solving” (Krathwohl,
1998, p. 261).

When we consider the education according to a certain systems in the axis of
inputs, process and outputs, entry behaviours of the individual is an important input
element to the student’s comfort and ease of learnings. Since educational
programmes are classified incrementally, the students who will go through another
stage are supposed to reflect certain entry behaviours for this new stage. Ucan
defines entry behaviours as “Prelearnings which enable (or make it possible) or at
least make easier to learn a certain learning item are called as entry behaviours of
that learning item” (Ucan, 1996, p. 152). He defines cognitive entry behaviours as
“Cognitive featured (or this feature of it is dominant) prelearnings which enable (or
make it possible) or at least make easier to learn a certain learning item are called
Cognitive Entry Behaviours” for that learning item (Ugan, 1996, p. 152). Bloom
explains that pre-learnings required for learning a certain unit are cognitive entry
behaviours; with this concept, all information, skills and competence required for
learning a series of learning unit is explained (Bloom, 1964/1998, p. 36-38).

Entry behaviours also means the availability of the student and his or her
readiness to learn. Being ready or availabile is one of the most important factors
affecting learning. A student’s being ready to learn means he is ready to adopt
learning mentally and psychologically and means he/she has a certain background
in cognitive, affective and behavioural domains. When Sénmez explains mastery
learning in his study called “Systematic Education,” he claims that cognitive entry
behaviours can explain .50 variance observed in success (S6nmez, 2004). In his study
in which he adapted Bloom’s study of “Learning at School” to art education, Ucan
discusses cognitive entry behaviours in input variables of model chapter and claims
that these behaviours can explain half of the success variables in subsequent learning
units. (Ucan, 1996). The questions testing knowledge and skills that are a
precondition of the programme are supposed to be included in the tests measuring
cognitive entry behaviours. While preparing these tests, the targets and scope of the
programme evaluated are supposed to be analyzed carefully and precondition
behaviours related to every target are supposed to be individually discovered
(Erden, 1998, p. 63).

This research is aimed at determining the cognitive aspects of musical entry
behaviours developed by students who completed their music education with a
classroom teacher or another subject teacher in the primary stage of elementary
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school when they began the secondary stage (6t grade), and to compare the musical
entry behaviours developed by the students who studied their music courses with a
music subject teacher in the primary stage when they began the secondary stage. The
results obtained from this research are important in examining the present case
related to dimensions of the basic problems met by music educators in elementary
school and especially with the effects of the quantity of available music teachers on
the education process.

Method
Research Design

This research was carried out with the survey model. “In this model, the event,
person or object which are subject to the research are tried to be defined in their own
conditions and as they are” (Karasar, 2005, p. 77). The Cognitive Domain Level Test
prepared within the scope of the research was given to the sample without any
external interference at the very beginning of the 2008-2009 school year.

Sample

The sample of the research is 6th grade students from elementary schools, 119
students who were chosen randomly out of five elementary schools in Erzurum
(centre and county) in the beginning of the 2008-2009 school year. Seventy-seven of
119 students had a music teacher in 4th and 5th grades while 42 of them had no music
teacher in the previous years. (See Table 1)
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Tablel
Sampling Table

The number of students The number of students Final
Schools with a music teacher in who did not have a Total

4th and 5th grades. music teacher in 4t and

5th grades.

Mehmetgik
Elementary School 25 1 26
Kayakyolu CM.S.
Elementary School 30 - 30
Omer Duygun
Elementary School 25 3 25
Yagan Cumhuriyet
Elementary School - 31 31
Yahya Kemal
Elementary School - 7 7
Total 77 42 119

Validity and Reliability

A 18 itemed “Cognitive Domain Level Test” about learning domains and
achievements in primary stage music programme of elementary schools was
prepared by making use of the music course schedules of 3th, 4th, 5th grades toward
the evaluation of music course cognitive entry behaviours of the students who began
the secondary stage of elementary school, teacher’s guide books, student course
books, and various test materials previously prepared about this field. “Equivalent
Halves (to halve a test) method” was used for the reliability of the test and the
reliability co-efficient was .73.

In determining reliability with the equivalent halves method it is possible to
apply a test form in a single session and get two test scores that belong to each
individual by halving the test in two equal parts. It is supposed that two parts of the
halved test applied in a single session are parallel and the average variances of these
two halves are equal. The correlation between the scores that individuals got from
the two halves of the test is the equivalence factor (Kan, 2007, p. 42). Therefore, there
is a positive relationship among the answers given to the test divided into two parts
and that measuring instrument had the minimum reliability. An item analysis was
made on the data obtained from pre-application and the difficulty degreess of the
items in test (p) was determined. The difficulty of a test item (p) is the percentage of
the students who gave the correct answer to that item; in other words, the ratio of the
number of those who gave correct answers for that item (Nd) to the total number of
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students in the group (Nt) (Tekin, 2000, p. 246). According to the item analysis, test
items are generally of medium difficulty and some questions that were calculated
with ease and difficulty were not omitted from the test since they are directly related
to programme achievements and measure the students’ music interactions in daily
life.

To determine the distinctiveness strength of items (d) points were sequenced
from high to low and this operation was made by getting points in accord with their
ratios from sub and top groups. As a result of calculation, the items whose
distinctiveness is between 0.12 and 1 were included in the test. Although three
questions are not distinctive (music channel Kral TV, pop music singer “Tarkan”, etc.
See Appendix) they were not omitted from the test since they are directly related to
the common music culture achievements of the programme and helped determine
the students” music interactions in daily life.

Data Analyses

The 18 item level test was applied to the students in the sample at the beginning
of 2008-2009 school year. The whole test had 100 points and the point of each
questions was determined as 5.5. The average was calculated on application results
and measurement was evaluated in terms of the mastery learning limit (generally
points in the ratio of 70 percent are successful).

Findings and Results
The findings and interpretation are explained in the following tables and texts.

1. The average of the answers given to the level test of cognitive entry behaviours
of students who began secondary stage in elementary school are as follows:

Table 2

Arithmetic averages of the points obtained from measuring instrument

Student characteristics -
N X
Students who had a music teacher in 4th
and 5t grades 7 66
Students who did not have a music
teacher in 4th and 5th grades 49 46

According to the table, the average of grades obtained by 77 students in the
sample on cognitive entry behaviours domain level tests was 66 points for students
who studied music with a music teacher in the 4th and 5th grades, when they began
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6th grade. The average of points on the same test by the 42 students in the sample
who did not study music with a music teacher (studied with a classroom teacher or
another subject teacher) was 46. The 66 points earned by students who studied music
with a music teacher in 4th and 5th grades reflects a successful level since the planned
musical lives or behaviours of students at that time were passive because students at
the beginning of a new educational programme forget their previous cognitive music
lives to some extent.

Musical achievements in the primary stage of elementary school are often
achieved with deficit learnings. A summer holiday just after these achievements can
cause a negative effect on the cognitive aspects of targets achieved. In this
discontinuous process where students interacted with different education stages, the
66 point- level is important because it reflects a success level close to the 70 percent
level that Bloom’s “Mastery Learning Model” sets as a criterion. At this point,
cognitive entry behaviours and affective entry characters of students, cues,
reinforcers, feedbacks and corrections are present in every education position,
students’ active attendance is ensured, and units of course or subject are sequenced
gradually although they are far from the planned teaching-learning approaches,
methods and techniques, and even when getting more attention, motivation, review,
transition, development, summary, remotivation, closing and evaluation (S6nmez,
2001). Another important case (Table 2) is that the students who could not study
music with a music subject teacher in the primary stage, especially 4th and 5t grades,
could not have the same success and got 46 points. This result demonstrates the
obligation of teaching music courses with music subject teachers in the primary stage
of elementary school in order to reach the achievements anticipated in the music
course programme.

2. Fourty-two tests that were answered and graded and which belong to the
students who studied music with a music teacher in 4th and 5t grades were chosen
randomly in order to compare with the student group consisting 42 people in our
sample who could not study music courses with a music teacher in the same
education stage. A t-test was applied to determine whether there was a point
differentation between the two groups. The results are shown in the following table.



Eurasian Journal of Educational Research | 9

|
Table 3

T-test to determine point differentation between two groups in terms of studying music
courses with music teachers or not

Student _
characteristics N X s ¢ Sig
Students who did
not have music 46,523

42 1 /! 4 -0, 7

teacher in 4th and 5th 8 3,656 8,065 000
grades
Stud ho h

.ents w 0. ad 67,761
music teacher in 4th 42 9 10,2334

and 5th grades

The reasonable difference between two point groups in the .05 meaningful level.

According to the table, a reasonable difference was determined between the
student group who studied music with a music teacher in 4th and 5% grades and
whose standard deviation was 10,23 and arithmetic average was 67,76 in terms of the
points of the two groups. In other words, when the students who studied music with
music teachers in 4th and 5t grades began the secondary stage, 6th grade, they
developed cognitive entry behaviours that can be considered quite successful. These
behaviours will cause a positive effect for achievements they develop in the
secondary stage, and they will play a part in the level of .50 variance of their success.

3. Another important finding of the study is that the percentages of the correct
answers given by the students who studied music with a music teacher and those
who studied music courses with another subject teacher for 7, 9, 10, 11 and 12th
questions of the measuring instrument are not in the intended level. The questions
address mostly the achievement of know-write-tell-chose and marking the basic
rhythm forms, rest signs and values, note names, places and values included in the
music programme of 4th and 5t grades. The distrubution and percentages of correct
answers are shown in the following table. Table 4 is developed with the data from
the sampling group of 42 individuals in two separate groups illustrated in Table 3.
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|
Table 4
The percentages of correct answers of cognitive entry behaviours about basic music symbols
and signs
Questions Student Students who did not have | Students who had music
Profile music teacher in 4h and 5t teacher in 4t and 5t
grades grades
N 42 42
f Number of Percent of Number Percent of
people people who | of people  people who
who gave  gave correct who gave correct
correct answers (%) gave answers (%)
answers correct
answers
Question 7. Which rhythmic 7 16 12 28
pattern does this rhythm form
belong to?
ol
’{ 1 | I i Il'\ I
| fan 1 ] 1 1 11 ]
Question 9. What is the value of 8 19 20 47
this note?
=
Question 10. What is the value of 16 38 19 45
this rest sign?
Question 11. What are the low- 8 19 15 35
pitched and high-pitched notes in
the figure respectively?
[l ; I
Q) L4
Question 12. What are the 8 19 24 57
adjacent notes in this figure?
] ; |

» N T T 1 T

F I | I I
1 1 T > Et

Average Percentage

22

42
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Although the quantity and percentage of the correct answers given by the
sampling group to five questions related to basic music symbols and signs seems as
if they favor the students who studied music with music teachers in the primary
stage of elementary education, the percentiles here are lower with regard to the
points obtained from the whole test.

Conclusions and Recommendations

When they began the secondary stage (6! grade), the number and point level of
music course cognitive entry behaviours developed by students who studied music
with a music subject teacher in 4th and 5th grades are higher than those who did not
study with a music teacher. Along with many other possible factors, studying music
courses with a music teacher is thought to be the most effective factor. Between the
students who studied music with a music subject teacher and those who studied
with a classroom teacher in 4th and 5th grades, there is an increase in realization levels
of the achievements of music course cognitive entry behaviours related with
knowing-writing-telling-choosing and marking the basic rhythm forms, note values,
note names and places, rest signs and values in favor of students who studied with a
music teacher, and the realization levels of related achievements seem low in both
student groups. The reason for this result may be the handling of the subjects mostly
related with theoretical and oral music culture in the primary stage programme of
elementary school (although it includes music symbols and signs). According to the
evaluation results, cognitive entry behaviours of the students who studied music
with a music subject teacher occur in higher percentages than of those who did not
study with a music teacher.

When the eight-year education system began in Turkey, it was proposed that
music courses in primary stage of elementary school—especially in 4th and 5th
grades—should be taught by music teachers. However, this action could not be
carried out in some schools in central districts and especially in schools in counties
and villages due to an inadequate number of music teachers. The formal reply the
Ministry of National Education gave to an information request dated 28.11.2006,
stated that there were 5.983 teachers, 5.883 of whom were permanent staff and 100 of
whom were contracted staff (Ministry of National Education MN.E, 2006). There has
not been a reasonable change so far, since, as Ucan indicated, there are nearly 40.000
educational institutions including preschools, elementary schools and secondary
schools in Turkey and there is supposed to be at least one music teacher in each
school (Ugan, 2005).

Basically, the level of cognitive, behavioural and affective domain-oriented
prelearning of students who begin a new educational programme has a close
relationship to the availability of that programme. Since music programmes in
elementary schools depend on preleraning and they are designed as preparative for
future learning, the individual’s (students) prelearning s will play an important role
in their success in the new programme.
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Ucan claims that music education is proposed for preschool institutions in
Turkey but the required case has not been achieved in this application yet, and the
students begin the primary stage of elementary school with a great music education
deficit. This deficit is getting bigger, and it affects the secondary stage negatively, so
the troubles there are increasing, which affects the secondary school institutions. This
is the “cumulative problem” transferred to music education in secondary schools in
Turkey (Ugan, 1989, p. 26).

Therefore, it is thought that the applications toward the evaluation of entry
behaviours can be useful to some extent in solving this cumulative problem. The
studies on this subject can be discussed not only in the cognitive domain but also in
the behavioural and affective domains. Such evaluations made in the beginning of
the education process allow tracking of the students new in the process, and
complete the prelearnings necessary for the students by repeating, reinforcing and
giving feedback and correction. The elements that negatively affect the development
of music programme achievements in elementary schools should be analyzed at the
right time and position and all scientific efforts toward omitting these negative
elements from the system should go on intensively and continously. The success of
the students whose cognitive entry behaviours are at the top level must be evaluated
at the end of the process and it must be determined if the same success is there or
not. Also, cognitive entry behaviours must be determined with more elaborate and
careful evaluations according to the possible positive relationships there. In addtion
to these cognitive behaviours, such pre-process evaluations must be extended to
behavioural and affective domains. These evaluations made in the beginning of the
school year will allow teachers to know new students better, to correct and complete
their deficit aspects if any, their learning deficit and behaviour patterns that are
supposed to be completed. Such evaluations of recognition and placement enable
students to reach the programme achievements easier and faster, to easily determine
where the problems are and to economize time and labour.
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P.S: Read the questions carefully and circle the possible correct choice with a
pencil. You do not have to write your name. The results of the test will be concealed
by the researcher. Thank you for your contributions.

1. What is the name of the group consisting of musical instruments?

a) Chorus b) Opera ¢) Orchestra d) Solo
2. Which one is a “Folk Dance” danced with Turkish Folk Music?
a) Ballet b) Ballad c) Halay d) Opera

3. Which one is mostly danced in Black Sea Region?

a) Cayda Cira b) Misget ) Bar d) Horon
4. What are the names of signs which indicate music sounds?

a) Concert  b) Note c) Song d) Orchestra

5. What is the name of the figure consisting of 5 horizontally parallel and equally
divided lines?

a) Note b) Treble Cleft  c) Measure Number d) Stave

6. What is the name of the activity of singers playing or singing musical works in
front of a group?

a) March b) Concert ¢) Composition d) Melody
7. Which rhythmic pattern does this rhythm pattern belong to?
f
P’ 4 s Iy I
foy——— —
a)3/8 b)2/4 c)6/8 d)5/8
8. What s it called to read musical works with their notes, lenghts sounds?
a) Solfege b) Solo c) Ballad d) Tempo

i

What is the value of this note?
a) Half note (minim)

b) Quarter note (crotchet)

¢) Eighth note (quaver)

d) Sixteenth note (semiquaver)
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10. What is the value of this rest sign?

a) Quarter rest  b) Eighthrest  c) Sixteenth rest  d) Double whole rest

P.S: Answer the 11th and 12th questions according to the following figure.

f)
s —

< @
11. What are the low-pitched and the high-pitched of these notes in the figure
respectively?

a) re-fa b) mi-sol ¢) mi-la d) re-la
12. What are adjacent notes to mi note according to the figure above?
a) fa-sol b) re-fa ¢) re-la d) fa-la
13. Which one is a music channel?
a) ATV b) ShowTV  ¢) KanalD d) KralTV
14. Which one is a pop music singer?
a) Giilsen Kutlu  b) Ahmet Ozhan c) Tarkan  d) Idil Biret
15. Which one is a stringed instrument?
a) Guitar ~ b) Piano  c) Trumpet d) Violin
16. Which one can not be used as rhythm instrument?
a) Our body
b) Our desks in the classrooms
c) Aviolin
d) Wooden spoons
17. Which following work is a “March”?
a) Yemen Tiirkiisii b) Bilaloglan c) Yoriik Ali d) Dag Basin1 Duman Almis
18. Which one is not one of the music rennovations Ataturk led?
a) Opening a school for education of music teachers
b) Sending many numbers of students to Europe.
¢) Opening new factories
d) Preparing collected works of folk music

End of the test. Thank You...
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[lkogretim Ikinci Kademe Miizik Dersi Bilissel
Giris Davranislarinin Degerlendirilmesi
(Ozet)

Problem  Durumu: Yapilan arastirmalar tek basma “bilissel giris
davraruslar1’nin basarida goézlenen degiskenligin yarisina kadar olan
kismimni agiklayabildigini gostermektedir. ilkogretim II. kademeye (6.
Sinifa) baslayan ve ilkdgretim I. kademede ve 6zellikle 4. ve 5. Siniflarda
miizik derslerini miizik Ogretmeni ile gergeklestiren O6grencilerle,
gergeklestiremeyen 6grencilerin kendilerinde olusturduklart bilissel giris
davranislarinin karsilastirmali bir degerlendirmesi bu ¢alismanin problemi
olarak 6ngorilmiistiir.

Aragtirmamn Amaci: Bu arastirma ile ilkégretim birinci kademede smuf
O6gretmeni veya bir bagska brans 6gretmeni ile yiirtittigti miizik egitimi
stirecinden ¢ikan Ogrencilerin ikinci kademeye (6. smifa) gegerken
kendilerinde olusturduklart miizikal giris davranislarinin bilissel
boyutlarmin tespiti ile, birinci kademede miizik derslerini miizik brans
6gretmeni ile yiiriiten 6grencilerin ikinci kademeye gegerken kendilerinde
olusturduklar: miizikal giris davranislariin karsilastirilmasi
amaclanmistir.

Bu arastirmadan cikan sonuglarm, ilkdgretim miizik egitiminde yasanan
temel sorunlarm bazi boyutlar1 ve 6zellikle “miizik brans 6gretmeni
niceliginin egitim siirecine etkileri” boyutuyla ilgili olarak mevcut
durumun tespiti agisindan énemli oldugu diistiniilmiistiir.

Aragtirmamin Yontemi: Bu arastirma, tarama (Survey) modeli ile
yuritilmiistiir. Arastirma kapsaminda hazirlanan Bilissel Alan Diizey
Belirleme Testi, 6rnekleme alinan &grenci grubuna higbir dis miidahale
yapilmadan ~ 2008-2009  Egitim-Ogretim  yilinn  hemen basinda
uygulanmistir. ilkdgretim ikinci kademeye baslayan ogrencilerin miizik
dersi bilissel giris davranislarmi degerlendirmeye déniik olarak ilkogretim
3-4-5. smuf miizik ders programlari, 6gretmen kilavuz kitaplari, 6grenci
ders kitaplar1 ve daha 6nce bu alanda konu ile ilgili olarak hazirlanmis
gesitli test maddelerinden yararlanarak ilkégretim birinci kademe miizik
programlarindaki hedef ve hedef davranigslarla ilgili olan, 18 maddelik bir
“Bilissel Alan Diizey Belirleme Testi” hazirlanmistir. Hazirlanan testin
giivenirligi icin “Esdeger Yarilar (Testi Yarilama) Metodu kullanilmis,
testin gtivenirlik katsayisi .73 olarak tespit edilmistir. Bu sonuca gore, iki
yariya boliinen teste verilen yanitlar arasinda olumlu yonde bir iliski
oldugu ve d6lgme aracinin asgari giivenirligi tasidig1 séylenebilir. Yapilan
madde analizleri sonucu test maddeleri genellikle orta giigliikte olup, cok
kolay ve ¢ok zor olarak hesaplanan bazi sorular da direkt olarak program
hedefleri ile ilgili olduklar igin ve ayrica ogrencilerin giinlitk hayattaki
miizik etkilesimlerinin tespiti amaciyla testten ¢ikartilmamuistir.
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Maddelerin ayirt edicilik gtictiniin (d) belirlenmesinde puanlar yiiksekten
diistige dogru siralanmis ve bu islem, alt ve iist gruplardan orantilarina
uygun bicimde puanlar alinarak gerceklestirilmistir. Hesaplamalar sonucu,
0,12 ile 1 arasinda ayirt ediciligi olan maddeler teste dahil edilmistir. Ug
adet soru ayirt edici olmamasima ragmen ( miizik kanali “Kral Tv”, pop
miizik sanatgis1 “Tarkan” gibi, bkz. Ek 1.) direkt olarak program hedefleri
ile ilgili olduklar1 icin ve ayrica ogrencilerin giinliik hayattaki miizik
etkilesimlerinin tespiti amaciyla testten cikartilmamistir. Kesinlesen 18
maddelik diizey belirleme testi, 2008-2009 egitim-6gretim yilmin hemen
basinda  6rneklemdeki &grencilere uygulanmistir.  Bilissel  giris
davranislarin1  dlgmeye doniik olarak hazirlanan 18 maddelik &lgme
aracinin degerlendirilmesinde testin biitiinii 100 tam puan tizerinden
puanlanmis ve her bir sorunun puani, 5.5 olarak tespit edilmistir.
Uygulama sonuglar tizerinde aritmetik ortalama hesaplanmis ve olgiim,
“Tam Ogrenme” sinirma gore ( genellikle en az %70 oranindaki puanlar
basarili) degerlendirilmistir.

Arastirmanin evrenini; 2008-2009 Egitim-égretim yilinda Erzurum’daki
(merkez ve ilge) ilkdgretim okullarmmn 6. smif mizik 6grencileri
olusturmaktadir. Orneklem ise bu okullardan random (rastgele) yéntemle
secilen 5 adet ilkégretim okulundan, 2008-2009 Egitim-égretim yilinda
miizik 6.smifa (ikinci kademeye) baslayan 119 dgrencidir.

Aragtirmann Bulgular: 1lkogretim ikinci kademeye baslayan &grencilerin
bilissel giris davranislarini degerlendirmeye doéniik olarak hazirlanan
diizey belirleme testinde 4. ve 5. Siiftaki miizik derslerini miizik
Ogretmeni ile yiiriiten, 6rneklemdeki yetmis yedi 6grencinin 6. smifa
basladiklar1 anda, miizik dersine iliskin bilissel giris davranislari
Slgmeye doniik diizey belirleme testinden 100 tam puan tiizerinden
aldiklart notlarin aritmetik ortalamas: 66 puan, 4. ve 5. smiftaki miizik
derslerini miizik 6gretmeni ile yiiriitmeyen (Sinif 6gretmeni veya bir baska
bransin 6gretmeni ile yiiriiten) O6rneklemdeki kirk iki 6grencinin ayni
testten aldiklar1 puanlarmn aritmetik ortalamasi, 46 olarak tespit edilmistir.
Bu sonug, miizik dersi programinda kapsanan hedeflere ulasilmasinda
ilkogretim birinci kademede kesinlikle bu derslerin miizik brans
o6gretmenleri ile yiritiilmesi gerektigi konusunda bizlere 6nemli
gostergeler sunmaktadir.

Orneklemdeki iki farkli grenci grubu arasinda puan olarak bir farklilasma
olup olmadigmin tespitine doéniik t testi uygulanmustir. Iki 6grenci
grubunun puanlar1 agisindan 4. ve 5. siifta miizik derslerini miizik
6gretmeni ile yapan ve aritmetik ortalamasi 67,76 ve standart sapmasi
10,23 olan dgrenci grubunun lehine, anlamli bir fark tespit edilmistir.
[Ikogretim miizik 4. ve 5. smif miizik programinda yer alan ve daha gok
temel miizik sembolleri ve isaretleri ile ilgili olan 5 adet soruya &rneklem
grubunun vermis oldugu dogru cevap miktarlar ve yiizdeleri, calismaya
konu olan egitim kademesindeki miizik derslerini, miizik 6gretmenleri ile
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yliriiten dgrencilerin lehine goriinse de buradaki yiizdelik degerler, testin
tiimiinden alnan puanlara gore daha diisiik bir seviyededir.

Arastrmamn Sonuclart ve Onerileri: Hk(‘igreﬁm I. kademe 4. ve 5. sinifta
miizik derslerini miizik brans 6gretmenleri ile gerceklestiren dgrencilerin
II. kademeye (6. Sinifa) baslarken beraberlerinde getirdikleri miizik dersi
bilissel giris davranislariin sayis1 ve puan olarak seviyesi, miizik
O6gretmeni ile calisamayan ogrencilere oranla daha yiiksektir. Bu sonuca
varilmasinda diger pek ¢ok faktor etkili olabilecegi gibi, agirlikli olarak
miizik derslerinin miizik 6gretmeni ile yapilmis olmasinm etkili oldugu
diisiiniilmektedir.

Hkégretim I. kademe 4. ve 5. smifta miizik derslerini miizik brans
O6gretmenleri ile gerceklestiren ogrencilerle, smif Ogretmeni ile
gerceklestiren 6grenciler arasinda, II. kademeye (6. Smifa) baslarken
beraberlerinde getirdikleri miizik dersi bilissel giris davranislarinin “nota
degerlerini, nota isimlerini ve yerlerini, sus isaretlerini ve degerlerini ve
basit ritm kaliplarini tanima- yazma-sdyleme-secip isaretleme” ile ilgili
hedeflerinin gerceklesme diizeylerinde, miizik 6gretmenleri ile calisan
6grencilerin lehine bir artis s6z konusu olmakla beraber, ilgili hedeflerin
gerceklesme diizeyleri, her iki 6grenci grubunda da diisiik goriinmektedir.
Bilissel giris davranislar tist diizeyde olan 6grencilerin basari durumlari,
stire¢ sonunda da degerlendirilerek ayni basarnin orada da olup
olmadigmin tespiti yapilmali ve buradaki olasi olumlu iliskilere gore
bilissel giris davranislarinin daha detayli ve 6zenli degerlendirmelerle
tespiti saglanmalidir. Ayrica bilissel davranislara ek olarak bu tarz siireg
bas1 degerlendirmeler hem devinissel alanda hem de duyussal alanda
yayginlastiriimalidir.

Egitim donemi basinda yapilacak bu tarz degerlendirmeler, sisteme girecek
dgrencileri daha iyi tanima, onlarin varsa eksik yonlerini, yarim yamalak
Sgrenmelerini ve tamamlanmasi gereken davrarns oriintiilerini bilingli bir
sekilde diizeltme ve tamamlama imkani verecektir. Bu sekildeki tanima ve
yerlestirmeye doniik degerlendirmelerle, program hedeflerine daha kolay
ve daha ¢abuk ulasma imkani yaratilacak, sorunlarin daha ¢ok nereden
kaynaklanmis olabilecegi daha kolay tespit edilebilecek, emek ve
zamandan tasarruf saglanacaktir.

Anahtar Sézciikler: Miizik egitimi, miiziksel davranis, bilissel alan, bilissel
giris davranislar
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Abstract

Problem Statement: Testing student performance during the teaching
process is one of the responsibilities of a language teacher. Tests may have
harmful or beneficial effects on teaching and learning. Language testing
requires testing different skills and therefore, it is more complicated than
testing for other subject areas presented in schools. On the other hand, an
achievement test is very important for educational purposes, because, in
addition to evaluating student performance, it has additional aims such as
finding the areas of difficulty or providing students with the details of their
performance.

Purpose of the Study: The purpose of this study was to examine the language
tests prepared for the primary education system in Turkey. The study also
aims to determine the language skills that are considered important by
language teachers in language tests as well as the distribution of language
skills and elements in tests.

Method: A descriptive research was performed in this study. Sixteen
schools in Diyarbakir, Turkey, were chosen as samples. The instruments
included a questionnaire prepared by the researcher and achievement test
papers administered to the 8th grade students attending the sample schools.
Thirty teachers answered the questionnaire and 55 test papers were
examined.

Findings and Results: The results indicated that grammar is the most
frequently tested element in language tests followed by vocabulary.
Language skills, especially listening and speaking, are generally neglected.

Conclusions and Recommendations: The examples presented in this study
show that teachers in primary schools tend to test grammar and
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vocabulary instead of language skills. To help the language teachers
improve their testing skills, in-service testing courses could be prepared by
institutions or by the Ministry of Education. In addition, teachers may be
provided with booklets giving practical information about test preparation
or a Web page can be prepared with explanations and sample test papers.

Keywords: Language testing, primary education and testing

A language teacher has many responsibilities, one of which is to test student
performance during the teaching process. Testing is an inseparable part of language
teaching because it pertains directly to the language learning process. As suggested
by Hughes (2003), especially when a test is regarded as important, “preparation for it
can come to dominate all teaching and learning activities” (p. 1).

Language testing is more complicated than testing for other subject areas
presented in schools. Davies (1990) gives two reasons why testing the knowledge of a
language is more complicated. First, a certain language does not have “obvious
content” (p. 9). It covers a wide range of topics. Second, because of the natural
acquisition of human language, there is a “native speaker” factor that does not exist
in any of the other subject areas; for example, “we believe there is a native speaker of
a language but not a native speaker of chemistry” (p. 10).

As noted by Bachman and Palmer, there is a difference between tests and the
other components of an instructional program. Unlike the other components, the
main purpose of a test is to measure (1996). The results of tests are crucial because
they lead to important decisions for the programs as well as for the individuals
(Shohamy, Donitsa-Schmidt & Ferman, 1996). Tests can be used for administrative,
instructional, or research purposes (Cohen, 1991). Hughes (2003) subsumes language
tests under four headings, including proficiency tests, placement tests, diagnostic
tests, and achievement tests. Proficiency tests measure the general language
proficiency levels of the students unrelated to any language course. Placement tests
are administered to place the students according to their language proficiency levels.
Teachers administer diagnostic tests before the language course begins to find
strengths and weaknesses of the students. Achievement tests measure the students’
progress in a language course. Teachers use achievement tests to measure the
progress obtained by the students, recognize their weaknesses, and give them
reasons to study. In other words, these tests are administered in order to learn
“whether or where progress has been made in terms of the goals of learning”
(McNamara, 2000; p. 6).

Weir (1991) lists three qualities of a test: validity, reliability and efficiency. A test
is accepted as valid if it measures accurately what it is intended to measure. It is
considered reliable if the same result is obtained repeatedly. Efficiency, on the other
hand, is related to practicality and cost in test design and administration.

Tests may have harmful and beneficial effects on both teaching and learning
processes (Hughes, 2003). The term used to describe these effects is washback (or
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backwash as used by some authors). Messick (1996) described washback as “the extent
to which the introduction and use of a test influences language learners to do things
they would not otherwise do that promote or inhibit language learning” (p. 241).
Curricular alignment is another term and describes the situations in which the
curriculum is narrowed according to the contents of the test (Hamp-Lyons, 1997). A
related concept is measurement driven instruction, which refers to the situations in
which learning is modified according to tests (Shohamy et al., 1996). As suggested by
Hughes (2003), language tests are not always of good quality. Consequently, they
may often affect teaching and learning processes negatively. Although testing is an
inseparable facet of teaching, it is generally recognized as a burden for teachers and
students. According to Cohen, students often recognize tests as possible threats
because they think they will not be successful (1991). Teachers, on the other hand,
find it difficult to prepare test items and they are seldom satisfied with the results.

The main concern of the present study is the examination of language
achievement tests administered by primary schools in Turkey. As mentioned before,
achievement tests are related to language courses. That is to say, they “refer back to
previous learning and are concerned solely with that” (Davies, 1990; p. 20). They
consist of progress achievement tests, which are administered within an educational
year or term, and final achievement tests administered at the end of a course
(Hughes, 2003). The content of the test items are often pertinent to the course
syllabus or course objectives. Much like external examination tests, an achievement
test is prepared by most teachers with evaluation purposes, but it also has some
additional aims such as obtaining information about the effectiveness of the
instruction and finding the areas of difficulty (Heaton, 1975). A good classroom test
also may help students improve their language skills because students can learn from
their errors when provided with the details of their performances.

Test items are examined in detail within the scope of this study. As is known, a
test consists of items defined as the specific tasks to perform (Cohen, 1991). Each item
can test one or more points or objectives. For instance, an item can test a student’s
knowledge of a word’s meaning or the use of grammatical structure as well as
his/her comprehension of a reading passage. Similar items can be classified in
different sub-groups as discrete-point (testing one element at a time) or integrative
(testing elements in an integrative way). This study also examines the role of
language skills and elements in the achievement tests in Turkey. Harmer (2001)
analyzes the knowledge of a native speaker and lists the main areas of native speaker
knowledge as grammar, vocabulary, pronunciation, appropriacy, discourse and
language skills. Literate users of a language possess four language skills: reading,
writing, listening and speaking. A competent user of a language knows the grammar
of the language, but a grammatical competence is not enough. It is also important to
have communicative competence, which means understanding what language is
appropriate in different situations.

In Turkey, students start learning English in primary school. During higher
education, they continue taking language courses. Since Turkey is aiming to join the
European Union, foreign language instruction is extremely important. According to



22 Niliifer Bekleyen

the regulations related to language testing, it is essential to teach all language skills
within the language courses, and the acquisition of these skills is evaluated by the
use of various testing instruments including oral, written tests, assignments, and
projects (Turkish Ministry of National Education, 2003). In theory, it can be said that
all skills should be tested in language tests.

The present study aims to examine the language tests administered in the
primary schools in Turkey. The following research questions are sought:

1-  Are the language teachers educated in test preparation?

2-  What language skills (reading, writing, listening, speaking) and elements
(grammar, vocabulary, pronunciation) are considered important by
language teachers in language tests?

3-  What is the distribution of language skills and language elements in tests?

Method
Sample

The sample of this study consisted of the state primary schools in Diyarbakir,
Turkey. There are 79 primary schools located in the city center. Sixteen schools were
chosen randomly to comprise the sample (20% of the schools). The researcher
collected test papers that have been administered to the 8th grade students attending
these 16 schools. The students are 13-14 years old and have been studying English for
five years. Forty-three language teachers prepared the test papers and 30 agreed to
answer the questionnaire prepared by the researcher.

Research Instruments

The first instrument was a questionnaire prepared by the researcher to be
administered to the language teachers working in the sample schools (Appendix). A
total of 30 teachers agreed to complete this questionnaire. Another instrument used
in the study included achievement test papers administered to the 8th grade students
attending the same schools. With the consent of language teachers, 55 test papers
prepared by different teachers have been collected by the researcher to be examined
in detail.

Procedures

Achievement tests were collected from the schools during the 2007-2008
educational year. The questionnaire prepared by the researcher was administered to
the English teachers working in these schools and accepted to answer the questions.
The analyses of test papers were performed in the following way. First, the
researcher examined the test papers thoroughly and rewrote the questions,
classifying them according to the skill or element each one tested. Then, the questions
in each group were analyzed further.
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Findings and Results

The first source of data was a questionnaire prepared by the researcher. The
analysis of the first set of questions asked in this instrument revealed background
information about the teachers. As can be seen in Table 1, most of the teachers were
experienced in teaching language.

Table 1

Teachers” Experience

Years f %

5-9 10 33.3
10-14 10 33.3
15-19 6 20.0
20 or more 4 133
Total 30 100.0

Research Question 1 asked about the previous training of teachers related to test
preparation. The results showed that none of the teachers had either pre-service or
in-service training in language testing, although they had taken courses in testing in
general. This answer was expected, since students of the English Language Teaching
(ELT) departments have been offered language-testing courses only recently in most
of Turkey’s universities. In addition, some teachers are graduates of literature or
linguistics departments and therefore their university education did not focus on
language teaching or testing (Demircan, 1988; Celebi, 2006).

The 8th grade students are offered four hours of language courses a week. The
overall term grade for these students was obtained by the administration of three
written tests. In addition, teachers were required to add oral test grades, but only two
teachers mentioned administering separate oral tests. Most reported that they
evaluated students’ overall performance or that oral test grades were determined
according to in-class performances of the students.

Teachers were asked how often they included language skills (reading, writing,
listening and speaking) and elements (vocabulary, pronunciation, grammar) in the
prepared written tests. The results are presented in Table 2. As can be seen in the
table above, the teachers stated that they always tested grammar. This result is
consistent with the examination of the test papers (Table 4). It was apparent that a
large number of questions tested grammar. In the tests they prepared, 53.3% of
teachers always included reading questions. Vocabulary proved to be another
popular test type, because 46.7% of teachers said they always tested this item and
36.7 % sometimes tested it. Speaking was never tested by 40% of the teachers. Only
four teachers (13.3%) said they always tested listening and 26.7% claimed they
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sometimes tested this skill. However, in the examination of test papers, no listening
items were found. This contradicts the information given by the teachers.

Table 2

Frequency of Language Skills and Elements in Tests

Always Sometimes Never

f % f % f %
Vocabulary 14 46.7 11 36.7 5 16.7
Grammar 30 100 - - - -
Reading 16 53.3 10 33.3 4 13.3
Writing 12 40 8 26.7 10 33.3
Listening 4 13.3 8 26.7 18 60
Speaking 10 33.3 8 26.7 12 40

In the questionnaire, the teachers were also asked to order a number of items
according to their effects on the determination of a student’s grades. The purpose of
this question was to find out which skills and language elements were considered
more important by language teachers in their final determination of a student’s
grades. The items were ranked according to the values they got from the teachers
and the results are presented in Table 3. Teachers considered vocabulary the second
most important item after grammar.

Table 3
Ranking of Items that Effect Grades According to their Importance

Items Ranking

Knowledge of vocabulary
Knowledge of grammar
Writing correct sentences
Understanding written texts

Pronunciation

N U s W=

Speaking fluently
Understanding spoken texts 7

The last question in the questionnaire asked about the changes that were
considered necessary by language teachers. Most teachers did not answer this
question. Interestingly, some teachers stated that the tests should consist of only
multiple choice items.
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As mentioned before, the tests examined herein are achievement tests. The
number of questions in the tests ranges between 15 and 30. The average number of
test items was 24 and all of the items were discrete in nature. That is, each item tested
only one element at a time. There were not any integrative items. Twenty-four papers
were produced using a word processer and 29 of them were hand-written. Some
hand-written papers were illegible and disordered. Forty-one test papers included
spelling mistakes and four papers contained grammatically incorrect sentences.

As can be seen in Table 4, there was a disparate distribution of items. For
example, there were no questions that tested listening. This result was supported
when the questionnaire results were analyzed, as all of the teachers stated that they
never tested listening.

Table 4

Distribution of Language Skills and Elements in Tests

Language skill or element Number of test  Total number  Percentages
papers of questions of questions
containing asked in tests asked in
skill or element tests (%)

LISTENING

SPEAKING (indirect testing) 6 80 7.2

READING 8 70 6.3

Open-ended questions 6 50 45

True false items 2 20 1.8

WRITING - - -

GRAMMAR 55 730 66

Completion items 55 230 20.8

Multiple choice grammar items 21 150 13.5

Transformation items 18 124 11.2

Word order items 18 98 8.8

Combining sentences 23 96 8.6

Error recognition items 3 30 2.7

VOCABULARY 24 225 204

Matching items 16 143 12.9

Completion items 14 67 6.1

Multiple choice  vocabulary 2 15 14

items

PRONUNCIATION - - -

Six test papers included a number of open-ended questions. These questions were
classified as speaking ability questions, since they were questions that could be asked
in daily communication. However, since they were not direct questions requiring
speaking, it cannot be said that they tested speaking appropriately. Pronunciation, an
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important sub-skill of speaking, was not tested. The questions below fall under the
category of open-ended questions.

Example
Where do you live?
How old are you?

The researcher noticed that some of these questions were vague and difficult to
interpret, as the examples below exemplify.

What is your job? (The students are 13-14 years old. Most do not have jobs.)
What can you do?

What did you do last night?

What do you want in the future?

It may be difficult for the students to interpret these questions. On the other
hand, in yes/no questions, the teachers accepted only long answers, although short
answers would be more natural.

Do you like flowers? (Expected answer: “Yes, I like flowers,” not “Yes, I do.”)

Were you at home yesterday? (Expected answer: “Yes, I was at home yesterday,” not
“Yes, I was.”)

Some questions regarding speaking gave a description of the situation and then
asked for the appropriate response, as the following examples illustrate:

You are in a café. You want a hamburger and a coke. What would you say to the waiter?
You have to post some letters. You don’t have time, but your brother has. What would you
say to him?

Eight of the test papers incorporated questions that tested reading skills. Most of
the reading questions included short paragraphs and a number of open-ended
questions about the paragraph, which tested students’ comprehension. The
remaining examples measured basic reading skills, as the following questions
exemplify:

Example

Instruction: Write either “true” or “false.”
Winter is hotter than summer.

February is longer than January.

In the test papers, none of the questions had the purpose of solely testing writing
ability. However, since all the questions required writing sentences, all the questions
tested mechanical skills of writing such as spelling and punctuation. The grammar
questions in particular can be accepted as examples of controlled writing. However,
none of the test questions required writing more than one sentence, which means
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that cohesion and coherence were not tested. The students were not asked to write
communicatively, namely, they were never required to write paragraphs, letters, or
notes.

One of the most tangible ramifications of the study was that grammar questions
constituted 66% of all test items. Interestingly, some papers (a total of 13) included
only grammar items, proving that grammar is accepted as the focal element in
language testing. Completion items were the most commonly used question types
(20.8%); therefore, virtually all papers included these items.

Examples

(Tag questions) He speaks French, ---------------- ?

They are not here, —-—-—-—-—-—-—-7

(Use of adjectives)

He can’t lift the suitcase. (heavy) Because-—----

(Comparative form of adjectives) Mary is ---------------—--- Jane. (beautiful)

(Superlative form of adjectives) My car is —--------------- car in town. (good)

(Present passive)
Books --------- by authors. (write)
Letters --------—- by postmen. (deliver)

When testing grammar, the teachers used various question types. Multiple-choice
items comprised 13.5% of all items that test grammar. Questionnaire responses
clarified that teachers find it necessary to include this type of item in order to prepare
their students for the national tests (Level Identification Test) administered at the end
of 6th, 7th, and 8th grades. These multiple choice tests measure all school subjects,
including English and students who have high scores are placed in prominent high
schools.

Transformation items existed in 18 papers. In these questions, the students were
asked to transform words or sentences, as can be seen in the following examples:

Wirite the adverbs.

Careful --------------—- Good —--—-—-—-—-——-

Rewrite the following using should/shouldn’t

Don’t drink alcohol. (Expected answer: You shouldn’t drink alcohol.)
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Don’t smoke. (Expected answer: You shouldn’t smoke.)
Make negative.
Mary broke the glass.

Whrite the past forms.
Drink ---------—- Eat —---—--- Hear ---------—-

A total of 98 items in all tests included word order items. In these items, the word
order of a sentence was scrambled and the students were required to make
grammatically correct sentences.

Example
London/living/ she/ been/ has/ in/,/

The students were asked to combine two sentences when grammatical structures
such as relative clauses and conjunctions were tested.

Example
(Relative clause) A giraffe is an animal. It has a long neck.
(Conjunction) He was tired. He continued to work.

Some items were based on error recognition in which the sentences were written
incorrectly and the students were asked to rewrite them correctly.

Example
Iam from Turkish.
My father are 30 years old.

Vocabulary items formed 20.4% of the questions. There were 98 matching items
in which the students had to match the words with their meanings. In 25 items, the
students were asked to match the synonyms and in 20 items, they were asked to
match the antonyms.

Example

Match the antonyms.

happy short
long small
big young
old sad

Completion items also were used to test vocabulary items. In these questions, the
students were given a list of words. Then they were required to complete the
following sentences by using these words.

Example
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|
brush  paint play

my teeth everyday.
They ----—--------—- the walls.
|4V basketball in the garden.

According to the examination performed by the researcher, no
pronunciation questions were found. In addition to the language skills and elements
presented in Table 4, the analysis of the papers revealed the use of translation items.
Two papers included sentence translation items and one paper contained word
translation items.

Discussion

According to Messick, language-testing assessment requires “authentic and direct
samples of the communicative behaviors of listening, speaking, reading and writing”
(1996, p. 241). However, the results of the present study indicated that, in the sample
schools chosen for this study, some of these skills were neglected. In fact, language
abilities such as grammar and vocabulary were overemphasized and they were
tested more frequently than language skills. The importance of grammar and
vocabulary is reminiscent of the principles in the Grammar Translation Method
(GTM). Richards and Rodgers state that courses taught according to the GTM require
“memorizing endless lists of unusable grammar rules and vocabulary” (1986, p. 4).
Although the method used by teachers who contributed to this study is not an exact
application of the GTM, they follow the main theory behind this method to a certain
degree. As suggested by Isik (2008), in Turkey, traditional language teaching practice
continues and it is accepted that knowing the rules of a language means knowing the
language itself. In tests examined within the scope of this study, it was noticed that
grammar and vocabulary items were tested in a high percentage of the questions.
Teachers ask questions that require memorization of vocabulary and grammar items
and the number of questions that tested these language abilities is more than the
questions that tested other skills and abilities.

According to the regulations of the Ministry of Education related to language
testing (Turkish Ministry of National Education, 2003), all language skills should be
taught in language courses and various testing instruments should be used for the
acquisition of these skills. The results of this study show that the regulations of the
Ministry of Education are not being met, and tests prepared by language teachers in
Turkey promote the study of grammar and vocabulary instead of language skills.
The influence of this type of testing might result in the ignorance of language skills,
especially listening and speaking. In a study conducted by Bekleyen (2007), students
were asked to evaluate their previous language education. Not surprisingly, most
students indicated that in their previous education, speaking and listening were
neglected. Since proficiency in a language includes proficiency in all language skills
and elements, they should be added to a language test.
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As mentioned by Hingle and Linington (2002), many teachers feel more
comfortable with paper and pencil tests. The present study confirms this comment.
The teachers who contributed to this study always prepared paper-and-pencil tests.
However, although it was possible to do so, they did not prepare separate oral tests.
They preferred to evaluate students” oral performances or oral test grades according
to their in-class performances. According to Hingle and Linington, teachers have a
lot of experience with producing and scoring written tests and preparing these tests
are easier for them. Therefore, they may avoid preparing oral tests.

Richards (2008) reports that, today, the level of professionalism in language
teaching is higher than before. This means that teaching the English language
necessitates “a specialized knowledge” in the field. The results of this study indicate
that none of the contributing language teachers had training in language testing
during or after their university education. With the implementation of the new
curriculum in the Education Faculties of Turkey (The Council of Higher Education of
the Republic of Turkey, 1997), language-testing courses have been added to the
curricula of all pre-service courses in ELT. This means prospective language teachers
will be more educated on language testing than teachers who presently teach.
However, it is also necessary to educate experienced language teachers on language
testing. Some of the participants of the study reported that they have 5-9 years of
experience. Therefore, it may be assumed that they have taken such courses.
However, in Turkey, graduates of other departments (e.g., literature, linguistics) may
also become language teachers. In-service courses are necessary to increase their
teaching and testing skills.

In Turkey, there are a number of national tests that are considered very important
for the future education of students. Among these, the most important are the Level
Identification Test (SBS: Seviye Belirleme Sinavi), prepared for grades 6, 7, and 8, and
the University Entrance Exam (OSS: Ogrenci Segme Sinavi), administered at the end
of high school. Turkish learners are forced to accomplish these two tests, which
become more competitive each year. Both tests include language components
consisting of multiple choice test items. None has oral or aural components. Since the
success of a teacher is evaluated according to the performances of their students in
these two tests, teachers try to teach accordingly. The teachers stated that the
questions in the achievement tests should include multiple choice items. It has been
discussed by some writers that multiple choice items only test recognition
knowledge and they do not require an authentic use of language (Hughes, 2003). The
teacher’s tendency to use multiple choice items is a result of the two national tests,
since both of them include only multiple choice test items. One reason why listening
is never tested directly by the teachers may be because these skills are not included in
either of these tests. In other words, this may be explained as the impact of the
national tests on education. Many scholars mentioned the influences of tests on
language learning and teaching, namely, washback (e.g., Messick, 1996; Hughes, 2003).
The following situation is an example of this impact.
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Conclusion

Testing is an important part of language teaching. Unfortunately, the examples
presented in this study show that many teachers do not prepare tests that are suitable
for their purposes. Teachers may even use grammatically incorrect question items. A
suggested approach for institutions would be to prepare in-service testing courses for
teachers, since language teaching is more complex than other subjects taught in
schools. In these courses, teachers may be introduced to the basic concepts of
language testing, and sample test papers can be examined and evaluated. If it is not
possible to prepare an in-service course, teachers may be provided with booklets
giving practical information about test preparation. A Web page with explanations
and sample test papers may also be useful.

Limitations of the Study

This study was conducted in Diyarbakir, a southeastern city of Turkey. Although
the Turkish education system is centralized and teachers in different cities have
similar educational backgrounds, different results may be obtained in different cities.
In addition, only state schools were included. The results might have been different if
private schools were included.

APPENDIX
Questionnaire
1. How long have you been teaching English?
A- Less than 5 years D-  15-19years
B- 5-9years E-  20years and more
C- 10-14 years
Have you had a pre-service or in-service education in language testing?
Write the number of English lessons offered to 8th graders every week. -------------

Write the number of written tests administered in a term.

ook » N

Are there any oral tests? If “yes,” how do you organize them?

6. How often do you include the following language skills and elements in your
tests?

Always Sometimes Never

Vocabulary
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Grammar

Pronunciation

Reading

Writing

Listening

Speaking

7. Which of the following items are important in the determination of the final
grade of the students? Rank them according to their importance. (1- most
important, 7-least important)

Understanding written texts

Understanding spoken texts

Pronunciation

Speaking fluently

Writing correct sentences

Knowledge of vocabulary

Knowledge of grammar
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[1ksgretim Okullarinda Uygulanan Ingilizce Sinavlarinin
Incelenmesi

(Ozet)

Problem Durumu: Ogrenme stireci sirasimnda 6grenci basarisinin Slgiilmesi
bir &gretmenin 6nemli gorevlerinden biridir. Yapilan smnavlarin sif
gegmeye etkilerinin yani1 sira Ogrencilerin gelisim diizeyleri ile ilgili
ayrintili bilgi verme ve zorlandiklari konularin belirlenmesine yardimci
olma gibi cesitli katkilar1 vardir. Yabanci dil derslerinde basarmin
6l¢tilmesi miifredatta yer alan diger derslere gore daha zor olmaktadir.
Bunun nedeni birbirinden oldukga farkli olan dinleme, konusma, okuma
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ve yazma gibi degisik dil becerilerinin yani sira telaffuz, kelime bilgisi ve
dilbilgisinin 6l¢iilmesinin gerekmesidir. Yabanci dil 6gretmenlerinin dil
becerilerinin tiimiinti smava dahil etmeye calismasi O6grencilerin bu
becerileri gelistirmeleri igin glidiileyici olmakta, baz1 becerilerin
6l¢tilmemesi ise bunlarin 6grenciler tarafindan g6z ardi edilmesine neden
olmaktadir.

Aragtirmamin - Amaci:  Bu  calismanm amaci Tiirkiye'de ilkégretim
okullarinda yabanci dil gretmenleri tarafindan hazirlanan Ingilizce siav
kagitlarinin incelenmesidir. Calismada hangi dil becerilerinin 6gretmenler
tarafindan daha o6nemli kabul edildigi ve smnavlara daha g¢ok dahil
edildiginin belirlenmesine ¢alistlmistir. Ayrica Ggretmenlerin  sinav
hazirlama konusunda egitimlerinin yeterli olup olmadig1 arastirilmistir.
Sinav kagitlart sekil ve dogruluk agisindan da incelenmis, sayfa diizeni,
yazim kurallaria uygunluk, dilbilgisi ve anlamsal dogruluk bakimindan
hazirlanma amacima uygunluklar arastiriimistir.

Arastirmanin Yontemi

Diyarbakir il merkezinde bulunan 79 ilkogretim okulu arastirmanin
evrenini olusturmaktadir. Bu okullardan 16’s1 arastirmanmn 6rneklemini
olusturmak {iizere segilmistir. Arastirmaya bu ilde bulunan 6zel 6gretim
kurumlar1 dahil edilmemistir. Kullanilan veri toplama araglar: arastirmact
tarafindan hazirlanan bir anket formu ve ilkdgretim 8. sinif 6grencilerine
farkli yabanci dil 6gretmenleri tarafindan ingilizce derslerinde uygulanan
toplam 55 adet smnav kagidindan olusmaktadir. Segilen 16 ilkogretim
okulunda o6gretmenlerle gorisiilmiis, uygulanan 55 smnava ait yazih
sorular1  Ogretmenlerin onay1 ile toplanmistir. Hazirlanan anketi
doldurmay: kabul eden 30 6gretmenden sorulara yazili olarak cevap
vermeleri istenmistir. Verilerin incelenmesi asamasinda ilk once yazili
sinav kagitlar1 genel goriiniis ve sayfa diizeni agisindan incelenmistir.
Sorulan sorularm dilbilgisi kurallarma uygunlugu ve anlamsal agidan
dogrulugu arastirilmistir. Daha sonra toplanan sinav kagitlarindaki sorular
tiirlerine ve test ettikleri dil becerilerine gére smiflandirilmistir.
Aragtrmanm  Bulgulan: 1lkégretim  okullarinin 8. siifinda  okuyan
6grenciler haftada dort saatlik ingilizce dersi almaktadirlar. Ogrencilerin
dénem sonu notlar1 uygulanan {i¢ yazili smavin sonuglarma gore
belirlenmektedir. Buna ek olarak o&gretmenlerden sézlii smav notlari
vermeleri de istenmektedir. Ancak yazili sinavlarin degerlendirmede daha
fazla nemi oldugu dikkat cekmektedir. Ogretmenlerin biiyiik cogunlugu
sozlii smav yapmadiklarini veya sézlii sinav notlarmi dgrencilerin smif
igerisindeki durumlarina gore belirlediklerini belirtmislerdir.

Calismadan elde edilen sonuclara gore biitiin 6gretmenler dilbilgisinin
mutlaka test edilmesi gerektigini diistinmektedir. Kelime bilgisi de
6gretmenlerin 6nemli bir kismu tarafindan dlgiilmesi gereken bir 6ge olarak
kabul edilmektedir. Ogretmenlerin dil becerilerine dilbilgisi ve kelime
bilgisinden daha az onem verdikleri belirlenmistir. Okuma becerisi
6gretmenler tarafindan daha énemli kabul edilirken, konusma ve dinleme
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sinavlarda 6lgiilmesi gerekli olan beceriler olarak goriilmemektedir. Siav
kagitlarmin incelenmesi sonucunda da yukarida verilen bulgular
destekleyen veriler elde edilmistir. Sinav sorularmin dagiliminda bazi
6gelere agirlik verildigi bazilarmin ise tamamen goz ardi edildigi dikkat
cekmistir. Ornegin tiim smav sorularmin % 66’smni dilbilgisi, % 20,4 inti ise
kelime bilgisi sorular1 olusturmaktadir. % 6,3 oraninda okuma, % 7,2
oraninda ise dolayli olarak hazirlanan konusma sorulart bulunmaktadir.
Higbir sinavda dinleme veya telaffuz ile ilgili soruya rastlanmamuistir.
Ogretmenlerin smavlarm hazirlanmasinda el yazisi veya bilgisayar
kullanimini tercih ettikleri gézlenmistir. Sinavlarda bazi dilbilgisi hatalar:
veya anlam belirsizlikleri saptanmustir.

Arastirmanin Sonuglart ve Onerileri: Bu calismadan elde edilen bulgular
6gretmenlerin dilbilgisi ve kelime bilgisi gibi 6geleri dil becerilerinden
daha 6n planda ele aldiklarini géstermektedir. Baska bir deyisle dilbilgisi
agisindan diizgiin ctimle kurmak ve kelime ezberlemek &grencilerin ders
notlarini arttiran en énemli etkenler olarak kabul edilmektedir. Dilbilgisi-
Ceviri yontemini temel alan bu uygulamanin 6gretme-6grenme siirecini
olumsuz etkilemesi kagimilmazdir. Bu tiir sinavlar 6grencilerin dinleme ve
konusma gibi dil becerilerini 6nemsememeleri sonucunu
dogurabilmektedir.

Okullarda yapilan yazili sinavlarda bazi becerilere yer verilmemesinin
bir nedeni de uygulanan YDS, KPDS, UDS gibi smavlarin ¢oktan segmeli
olarak hazirlanmasi1 ve bu smavlarda bazi becerilerin g6z ardi edilmesi
olabilir. Tiirkiye’'de 1ngilizce bilgisinin bu tiir smavlarla 6l¢iilmesi bu
sinavlarda ol¢iilmeyen dil becerilerinin 6nemsiz oldugu izlenimini
yaratmaktadir. Yapilan merkezi dil smavlarinda konusma, dinleme, okuma
ve yazma becerilerine esit olarak yer verilmesi 6gretmen ve 6grencilerin
yabanci dili biitiin y6nleri ile 6grenmeleri icin giidiileyici olacaktir. Ayrica
¢oktan se¢meli sinav sorulari ile bazi yabanci dil becerilerinin tam olarak
Olgiilmesi miimkiin  goériilmemesine ragmen arastirmaya katilan
dgretmenlerin ¢ogunlugu yukarida belirtilen smnavlarin etkisiyle bu tiir
sinav sorularina agirlik vermeleri gerektigini diistinmektedir.

Arastirmadan elde edilen sonuglar 6gretmenlerin yazili sinavlari sézlii
sinavlara tercih ettiklerini gostermistir. Bu yaklasim o6grencilerin sozlii
iletisim becerilerini gelistirmelerini engelleyici bir rol oynayabilir. Elde
edilen baska bir sonug¢ da 6gretmenlerin yabanci dil smavlarini hazirlama
konusunda yeterli egitim almamis olduklar gercegidir. Ogretmenlerin bu
konuda kendilerini gelistirebilmeleri igin egitim kurumlar: ya da Milli
Egitim Bakanhg: tarafindan hizmet igi kurslar agilmasi yararh olabilir. Bu
konuda &gretmenlere kaynak kitaplar dagitilmas: ve bakanliga ait internet
sayfalarinda 6rnek smav sorular1 ve konuyla ilgili aciklamalara yer
verilmesi de biiyiik yararlar saglayacaktir.

Anahtar Sozciikler: dil smavlari, ilkogretimde yabanci dil 6gretimi, sinav
hazirlama
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Abstract

Problem Statement: Close relationships formed during the young adulthood
stage are important to the fulfillment of developmental tasks and may be
supportive for young adults psychologically. Due to their important status
within the society, it has been significant to identify the factors that affect
university students’ relationships with the opposite sex. Studies have
revealed a relation between intimate and romantic relationships and the
self-concept and perfectionism. Also, the literature includes studies on
multidimensional relationships, attachment styles, family characteristics,
and reactions against stressful events.

Purpose of Study: This study aims to identify the variables that affect
university students” multidimensional relationships.

Methods:  Participants  consisted of 367 university students.
Multidimensional Relationships Scale, Multidimensional Perfectionism
Scale, Subjective Well-being Scale, and Rotter Locus of Control Scale were
used in the study. Stepwise regression technique was used in analyzing the
data.

Findings and Results: It was found that multidimensional relationships were
predicted best by subjective well-being, whether relationships exist or not
and the number of days without relationships, while they were predicted
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at a moderate level by multidimensional perfectionism. Gender and age
partially predicted multidimensional relationships of university students.
Locus of control did not predict multidimensional relationships.

Conclusions and Recommendations: Based on these findings, the variables of
subjective well-being, relationship, and number of days appear to be the
best predictors of the multidimensional relationships. Multidimensional
perfectionism seems to be moderately significant to predict the
multidimensional relationships. For the subjective well-being of the
university youth, psycho-educational programs may be provided on
healthy close relationships and preparation for marriage. According to the
findings of the present study, it may be concluded that gender and age are
significant factors to be considered to design the program and form the
groups for relational assertiveness and external relationship control.
Multidimensional relationships and anger/fury, irrational beliefs, hostility,
and optimism relationships may be studied in future researches.

Keywords: Multidimensional relationships, multidimensional perfectionism,
subjective well-being, locus of control.

Most Turkish students attend university between the ages of 18-25. Human
development theorists use different concepts to address this stage as “late
adolescence” or “young adulthood” (Kiligg1, 1992). A common issue that
development theorists pointed out is a search for a life partner in relation to the
young adulthood stage. In this stage, the young adult is expected to form and
maintain close relationships with the opposite sex.

Close relationships formed during this stage are important to the fulfillment of
developmental tasks and may be supportive psychologically for young adults. In a
study on adolescents, Greca and Harrison (2005) found that in addition to having a
large peer group and good friends, young people also need relationships to protect
themselves from social anxiety. However, only few studies concluded that a positive
romantic relationship during adolescence provides support and affects psychological
health positively. Still, it is believed that negative relationship experiences may cause
stress for the adolescents.

Tiirkiim, Kiziltas and Sariyer (2004) stated that emotional relationships with the
opposite sex is an important problem experienced by university students. In another
study, it was revealed that the most prevalent reason for applying to psychological
counseling centers was relationship problems with opposite sex (Creasey, Kershaw
and Boston, 1999). Prager and Buhrmester (1998) have shown that intimacy is related
to physical and psychological wellness (such as lower level of stress, lower
depression, less loneliness, better physical health). In addition to wellness, well-being
is also affected by close relationships (Myers, Sweeney & Witmer, 2000; Sweeney &
Witmer, 1991; Witmer & Sweeney, 1992). A study on university students” wellness
levels yielded significantly higher love subscale mean scores for students who have
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opposite sex friends in comparison to others (Dogan, 2004). This finding is consistent
with the findings of Sar1’s (2003) study also.

Several other studies have revealed a relationship between romantic relationships
and attachment styles (Lehnart & Neyer, 2006; Simpson, Collins, Tran & Haydon,
2007), irrational relationship beliefs and relationship satisfaction (Metts & Cupach,
1990; Stackert & Bursik, 2003), optimism (Assad, Donnellan & Conger, 2007), and the
self-concept (Kim, 2006).

Snell, Schicke, and Arbeiter (2002) have underlined individual tendencies in
intimate relationships by referring to relevant concepts from the literature. These
concepts include relational-esteem, which is the tendency to evaluate positively one’s
own skills and capacity in relationships with others. Relational-preoccupation, on the
other hand, is being continuously preoccupied with close relationships. The other
concepts are defined as such: internal relational control is the belief that one’s close
relationships stem largely from one’s own behaviors and personal control.
Relational-consciousness is the ability to perceive the positive and negative aspects of
one’s close relationships. Relational-motivation is the will to have a close
relationship. Relational anxiety is the fear of establishing emotional
intimacy/interaction with the opposite sex. Relational-assertiveness is taking
initiative in close relationships. Relational-depression is the feeling of
discouragement and disappointment in one’s close relationships. External relational
control is the belief that one’s close relationships generally develop by coincidence or
as a result of destiny, without the person’s control. Relational-monitoring is attaching
importance to how one’s close relationships are evaluated by others. Fear of close
relationships is the apprehension one has when establishing close relationships with
others. Relational-satisfaction is the contentment or happiness derived from one’s
close relationships. Also the relationship between multidimensional relationships
and attachment styles (Mikulincer et al., 2002) and family characteristics (Kikuchi &
Snell, 2002; Qtd. in. Biiyiiksahin, 2006) and reactions against stressful events (Snell et
al., 2002) were studied. Similar studies also examined the intimate relationships and
relationship satisfaction, love attitudes, or perfectionism (Biiyiiksahin, 2006; Shea,
Slaney & Rice, 2006).

There are positive and negative attitudes toward perfectionism, which is an
important variable in multidimensional relationships. Among these, Hewitt and Flett
(1991) discuss perfectionism as a pathological concept and suggested three
dimensions: self-oriented, other oriented, and socially prescribed perfectionism. Self-
oriented perfectionism (SOP) is the tendency to set unrealistic and unattainable
standards for oneself. Other-oriented perfectionism (OOP) is setting unrealistic
standards for others and expecting them to be met. Socially prescribed perfectionism
(SPP), on the other hand, is the tendency to believe that others expect one to be
perfect. Links have been found between perfectionism and depression, anxiety, stress
(Schweitzer & Hamilton, 2002), normal and abnormal levels of perfectionism and
depression, anxiety, stress, test anxiety (Bieling, Israeli & Antony, 2004), neurotic
perfectionism and depression, and psychosomatic symptoms (Sumi & Kanda, 2002).
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On the other hand, Saya (2006) has shown that no meaningful relationship exists
between attachment styles of the two sexes and perfectionism. According to some
studies cited in the literature, self-oriented and other-oriented perfectionism is
related to both positive and negative aspects of psychological health, while SPP is
consistently related to stress (Enns, Cox & Clara, 2002). Other-oriented perfectionism
is claimed to lead to stress and conflict in interpersonal relationships (Hewitt, Flett &
Mikail, 1995). Flett, Hewitt, Shapiro and Rayman (2001) identified higher
communication, trust and support expectations in the relationships of people with
SOP and OOP. The relationship between SPP and belief in couple relationships is
weak. On the other hand, there is a stronger relationship between SPP and
relationship damaging tendencies (exclusion, neglect, insensitivity, etc.), lack of
harmony between a couple, lovesickness, emotional dependence on one’s partner
and obsessions. This may indicate that perfectionism affects one’s relationships with
others mostly negatively.

In addition to perfectionism, locus of control is another most examined variable
searched in close relationships and well-being studies. In a study focusing on the
subjective well-being levels of university students, Dost (2004) found that those with
internal control have higher subjective well-being,.

Similar with current results, research studies report conflicting findings regarding
intimate/romantic relationships and multidimensional relationships. Yet, there have
been studies reporting significant relationships between a host of variables (i.e., sex
and age, attachment styles, irrational beliefs, optimism, self concept, love attitudes,
and perfectionism) and both intimate/romantic relationships and multidimensional
relationships. Therefore, further research is needed in order to make a firm
conclusion about these variables.

Purpose of Study

The study aims to identify the variables that predict university students’
multidimensional relationships. The independent variables are gender, age, current
relations, number of days without relations, multidimensional perfectionism,
subjective well-being, and locus of control.

Method
Participants

The participants of the study consisted of 367 students attending Hacettepe
University (n=231), Ankara University (n=75), and Baskent University (n=61) during
the spring and summer semesters of the 2005-2006 academic year. One participant
did not specify his or her gender. Of those who did, 66% were female and 34% male.
The mean age was 21.77. All students were given the scales but, similar to
Biiyiiksahin’s (2005) study, the only responses that were analyzed belonged to the

304 students (age X : 20.71, SD: 2.03) who were either in a close relationship at the
time of the study or who recently had a close relationship.
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I
Research Instruments

Multidimensional Relationship Scale (MDRS). It was developed by Snell, Schicke,
and Arbeiter (2002) with the aim of measuring various psychological tendencies
related with close relationships. The Cronbach alpha internal consistency coefficient
for subscales was 0.70-0.93 for females and 0.68-0.92 for males. The test-retest
reliability coefficient was 0.72. Biiyiiksahin (2005) examined the construct validity of
the MDRS on university students and found that the scale had an eight-factor
structure: “high relationship focus, relational-satisfaction, relational anxiety,
relational-monitoring, relational esteem, external relational control, relational-
assertiveness, internal relational control.” MDRS was scored on a 5 point Likert-type
scale. Originally having 60 items, the scale included 53 items eventually. Five items
were inversely scored. The correlation coefficients between the MDRS and
Relationship Satisfaction Scale ranged between -0.41 and 0.69. The Cronbach alpha
internal consistency coefficient for the MDRS was 0.81, split-half reliability
coeffiicient was 0.83, and test-retest reliability coefficient was 0.80.

The Multidimensional Perfectionism Scale (MDPS). It was developed by Hewitt and
Flett (1991) and adapted to Turkish culture by Oral (1999). The scale has three
subscales: self-oriented, other-oriented, and socially prescribed perfectionism. The
MDPS has 45 items and is a 5 point Likert-type scale. In Oral’s (1999) study, one item
was removed from the scale and the scale therefore had 44 items. Eighteen items are
scored inversely. In the study conducted by Sun Selisik (2003) on 331 university
students, four factors were identified: self-oriented perfectionism (15 items), socially
prescribed perfectionism (9 items), other-oriented perfectionism (9 items) and
perfectionist expectations (4 items). In the current study, Sun Selisik’s results were
considered.

The Subjective Well-being Scale (SWWBS). It was developed to identify the subjective
well-being of university students (Dost, 2004). It is a 5-point Likert-type scale
containing 42 items. The internal consistency coefficient of the scale was 0.93; and
test-retest coefficient was 0.86. The criterion validity study conducted by using Beck
Depression Inventory showed that there was a negative relationship (-0.70, p<0.01)
between subjective well-being and depression.

The Rotter Locus of Control Scale (RLCS). It was developed by Rotter (1966) and
adapted to Turkish by Dag (1991). Cronbach alpha internal consistency coefficient of
the scale obtained from 532 university students was 0.71. The KR-20 reliability
coefficient of the scale obtained from 99 individuals was 0.68. The test-retest
reliability coefficient obtained from the same sample was 0.83. As a result of
principal component analysis, observed 7 factors explained 47.7% of the total
variance (N= 532). It may be claimed that the number and patterns of these factors
are similar to the factors in the original scale (Dag, 1991).

Data Analyses

This study focused on the variables predicting Multidimensional Relationships
Scale scores. The stepwise regression technique was administered to the data. The
Variance Inflation Factors was used to see whether a multiple relationship existed



42 Filiz Bilge, et. al.
[

between variables (Alpar, 2003; Tabachnick and Fidell, 2001). In this study, it was
found that none of the equations had a greater Variance Inflation Factor (VIF) value
than 5. Also, to eliminate the singularity problem (Alpar, 2003), the correlations
between variables were examined and observed that there was no correlation
coefficient between dependent and independent variables greater than 0.80.
Secondly, Durbin-Watson d (D-W) statistics was used to control the autocorrelation
between variables (Alpar, 2003; Biiy{ikoztiirk 2002; Tabachnick and Fidell, 2001). The
D-W statistics for all regression models was smaller at the 0.01 level.

Multidimensional Relationship subscales scores were added in the regression
equation as dependent variables, and the following as independent variables:
gender, age, the presence of a relationship, time without a relationship (days), locus
of control score, subjective well-being score and Multidimensional Perfectionism
Scale subtest scores (SOP, OOP, SPP, PE). Before the analyses, categorical variables
were coded as dummy variables.
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I
Table 1

Correlations between dependent and independent variables*

HRF RS RAF RM RE ERC RA IRC Day Age Gender R(Y/N) RLCS SOP SPP OOP PE SWBS

HRF 100

RS A7 100

RAF 020 -5 100

RM 3221 36 100

RE 35 .64 -4 00 100

ERC d00-29 32 30 -14 100

RA 25 40 <200 00 410 .20 1,00

IRC 5210 -4 13 39 .02 29 100

Days =23 -0 08 -02 -27 -08 -20 -19 1,00
Age M2 -2 -05 06 -14 -05 -05 09 1,00

Gender 06 -06 05 -00 -I3 -08 -23 00 05 A6 100

R(Y/N) 200 63 -3 -2 43 -5 240 01 =21 09 -17 0 100

RLCS 002200 10 .04 -09 .09 -06 -07 04 03 A3 -20 1,00

SOpP 0 13 -06 09 A7 -01 A5 20 -08 00 -02 .08 09 1,00

SPP 06 -17 24 27 -08 06 00 03 02 00 a2 -06 U0 48 1,00

0op 03 -08 02 05 02 -02 09 A0 00 -05 06 07 02 34 30 1,00

PE A0 <10 a7 02 9 a4 a1 -1 07 <08 05 05 48 41 28 100
SWBS 0 48 -48 21 50 -24 A3 22 -05 06 -03 A8 10 A5 18 -01 -10 100
X 3737 3171 23.95 1252 1845 10.78 1594 13.05 1009 2172 035 054 1612 6725 3360 2983 1768 176.36
SD 919 858 676 437 405 373 3.09 277 1894 2.03 048 050 472 1693 947 6.80 413 2830

* The correlations whose absolute values are higher than 0.10 are significant at the 0.05 level.

HRF: high relationship focus, RS: relational-satisfaction, RA/F: relational anxiety/fear, RM:
relational monitoring, RE: relational esteem, ERC: external relational control, RA: relational-
assertiveness, IRC: internal relational control, R(Y/N): Relationship (yes/no), RLCS: Rotter Locus of
Control Scale, SOP: self-oriented perfectionism, SPP: socially prescribed perfectionism, OOP: other-
oriented perfectionism, PE: perfectionist expectations, SWBS: Subjective Well-being Scale.
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Findings and Results

Table 2 presents the results of the stepwise regression performed to identify the
variables predicting the subscales of the multidimensional relationship scale.

Table 2

Multiple Regression Analysis Results and Regression Equation

Independent
Dependent variables variables B Shy B t VSF D-W F R R®
(Constant) 36.74 85 4335%*
HRF Days .00 .00 -20 -3.53** 1.05 1.24 12.94** 28 .08
R(Y/N) 2.96 1.04 .16 2.84** 1.05
(Constant) 1048 2.59 4.05%*
R(Y/N) 9.71 68 .56 1425** 1.04
RS 1.83 12027** .74 55
SWBS 12 .01 .38 9.59** 1.03
oorP -.15 .05 -12  -295** 1.01
(Constant) 39.11 2.52 1555~
SWBS -.09 01 -40 -8.14** 1.07
RA/F 1.73 50.28** .58 .34
R(Y/N) -3.97 .65 -29 -6.12** 1.03
BBM w1l .03 18 3.18**  1.03
(Constant) 1402 1.88 7.48**
SPP 11 .03 .23 4.27**  1.03
RM SWBS -.02 01 -16  -2.80** 1.07 1.54 10:.97%*: 36 13
Days .00 .00 -.16 -2.88** 1.05
R(Y/N) -.97 49 -11 -1.97* 1.08
(Constant) 6.63 1.16 S:73%"
SWBS 06 01 .43 9.40** 1.03
RE 1.86 66.05*%* .63 .40
R(Y/N) 2.56 38 22 6.79** 1.08
Days .00 .00 -18 -3.99** 1.05
(Constant) 1779 2.74 6.50%**
ERC SWBS -.03 01 -21  -3.89** 1.01 1.91 10:917% 31 .10
PE .15 .05 .16 2.94**  1.01

*p<.05%*p<.01
Sample regression equation; IRC= 8,33+(.02)SWBS + (-.00)Days + (.03)SOP
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Findings and results present for subtest scores of multidimensional relationship
scale as shown in Table 2. Accordingly, finding and results present for HRF, RS,
RA/F, RM, RE, ERC, RA and IRC, respectively.

1. Regression analysis for HRF: Relationship (Y/N) and time without a relationship
(days) were included in the equation for predicting the HRF subtest scores (Table 2).
When the standardized beta coefficients are examined, it can be seen that the variable
time without a relationship has the most significant prediction power on the HRF
subtest scores. A negative relationship between time without a relationship and the
dependent variable is observed (B = -.20). The relationship (Y/N) variable appears to
be the second significant variable (8 = .16). The other variables were not a significant
predictor for the HRF subtest scores.

2. Regression analysis for RS: The relationship (Y/N), SWBS and OOP subtests
scores were included in the regression equation for predicting the RS subtest scores
(Table 2). When the standardized beta coefficients were examined, it can be seen that
the relationship (Y/N) has the most significant prediction power on the RS subtest
scores (B = .56). It has been followed by SWBS (B = .38) and OOP (B = -.38)
respectively. While the relationship and subjective well-being variables were
positively correlated to the RS variable, OOP was negatively correlated. The other
variables were not a significant predictictor for the RS subtest scores.

3. Regression analysis for RA/F: Subjective well-being score, relationship (Y/N) and
SPP subtests scores were included in the regression equation for predict RA/F
subtest scores (Table 2). When the standardized beta coefficients were examined, it
can be seen that subjective well-being has the most significant prediction power on
the RA/F (B = -.40). It has been followed by relationship (Y/N) (B = -.29) and SPP (
= .15) respectively. While relationship (Y/N) and subjective well-being have a
negative relationship with RA/F, SPP has a positive relationship. The other
variables did not sicnificant predictictor for the RA/F subtest scores.

4. Regression analysis for RM: SPP subtest scores, subjective well-being scores, days
and relationship (Y/N) were included in the equation for predicting the RM subtest
scores (Table 2). When the standardized beta coefficients were examined, it can be
seen that SPP has the most significant prediction power on RM (B = .23). It has been
followed by subjective well-being (B =-.16), days (B = -.16) and relationship (§ = -.11)
respectively. While the relationship (Y/N), days and subjective well-being variables
had a negative relationship with RM, SPP had a positive relationship. The other
variables were not a significant predictictor for the RM subtest scores.

5. Regression analysis for RE: Subjective well-being scores, relationship (Y/N), and
days were included in the equation for predicting the RE subtest scores (Table 2).
When the standardized beta coefficients were examined, it can be seen that subjective
well-being has the most significant prediction power on RE (B =-.43). It has been
followed by days (B = -.32) and relationship (B = -.18) respectively. While subjective
well-being and relationship were positively related to RE, the number of days was
negatively related. The other variables were not a significant predictictor for the RE
subtest scores.
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6. Regression analysis for ERC: Subjective well-being score, PE subtests scores and
age were included in the regression equation for predicting ERC subtest scores
(Table 2). When the standardized beta coefficients were examined, it can be seen that
subjective well-being has the most significant prediction power on ERC (§ = -.21). It
has followed by PE subtest scores (B = .16) and SPP (B = -.12) respectively. While
subjective well-being and age have a negative relationship with ERC, PE has a
positive relationship. The other variables were not a significant predictictor for the
RA/F subtest scores.

7. Regression analysis for RA: Relationship (Y/N), gender, days, and SOP subtest
scores were included in the regression equation for predicting RA subtest scores
(Table 2). When the standardized beta coefficients were examined, it can be seen that
relationship (Y/N) has the most significant prediction power on RA (B =-.19). It has
been followed by gender (B = .17), days (B = -.15) and SOP (B = .12) respectively.
While relationship (Y/N) and days have a negative relationship with RA, gender and
SOP have a positive relationship. The other variables were not a significant
predictictor for the RA subtest scores.

8. Regression analysis for IRC: subjective well-being score, the number of days, and
SOP subtest scores were included in the regression equation for predicting IRC
subtest scores (Table 2). When the standardized beta coefficients were examined, it
can be seen that subjective well-being score has the most significant prediction
power on IRC (B = .18). It has been followed by days (B = -.17) and SOP (B = .16)
respectively. While days have a negative relationship with IRC, subjective well-being
score and SOP has a positive relationship. The other variables were not a significant
predictictor for the RA subtest scores.

Conclusions and Recommendations

When the regression equations that were formed to identify the variables
predicting the multidimensional relationship scale subtests were evaluated
alltogether, it was seen that the variable of subjective well-being entered all the 6
equations apart from those formed for HRF and RA as a significant variable.
Similarly, the variable of being in a relationship entered all the 6 equations apart
from those formed for ERC and IRC as a significant variable. The variable of number
of days entered the 5 equations other than RS, RA/F, and ERC. Based on these
findings, the variables of subjective well-being, relationship and number of days
appear to be the best predictive variables for the multidimensional relationship scale
subtest scores. Similar to the studies mentioned in the introduction, this study
concluded that close relationships are significant for university students. In a
different study (Cenkseven, 2004), it was concluded that positive emotions resulting
from flirt and relationships predict the subjective well-being of university students.

When the Multidimensional Perfectionism Scale subtests OOP, SPP, PE, and SOP
are considered, the SOP subtest scores were significant variables for the regression
equations formed for RA/F and IRC; PE subtest scores were significant variables for
the regression equations formed for ERC; SPP subtest scores were significant
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variables for the regression equations formed for RA/F and RM; and OOP subtest
scores were significant variables for the regression equations formed for RS. Based on
these findings, Multidimensional Perfectionism Scale subtest scores seem to be
moderately significant in predicting the Multidimensional Relationship Scale subtest
scores. Having close and romantic relationships is a critical part of university
students’ psychosocial development. In other words, this is necessary for young
adults. Therefore, the results obtained in this study were expected. In a study
conducted on university students by Oner-Ozkan (2004), it was found that those with
high future time orientation are less tolerant to thought and behavior differences
between themselves and their partners. It has been argued that this may have been
caused by these individuals approaching their relationships in a perfectionist way.

The variable of gender is significant in regression equations formed for the
variable RA/F; and the variable of age is significant in regression equations formed
for the variable ERC. Therefore, gender and age are relatively significant in
multidimensional relationship subtests. Female university students were found to be
more assertive in the study. In a different study, (Biiyiiksahin, 2005) no statistically
significant difference was found between the two genders with respect to
relationship assertiveness. This is worthy of further exploration. It is expected that as
age increases, external relationship control decreases. Studies have shown that those
in mid and late adolescence have more internal control than younger individuals and
therefore internal control rises with age (Coban and Hamurcu, 2006).

Locus of control scores was not a significant variable in any of the regression
equations. This suggests that locus of control scores is not a significant variable in
predicting multidimensional relationship scale subtest scores.

Based on the findings of the study, the following may be recommended: For the
subjective well-being of the university youth, psycho-educational programs may be
offered regarding healthy, close relationships and preparation for marriage.
Individual and group counseling would be beneficial to enable individuals to know
themselves about close relationships, raise their awareness of the qualities they
should look for in a potential partner, get rid of the negative aspects of perfectionism
and make healthy choices. These programs may help young adults to experience
healthier relationships and improve their levels of subjective well-being. Taking into
account the findings of this study on relational assertiveness and external
relationship control, gender and age emerge as significant factors to be considered
when designing the program and forming the groups. The programs may further be
supported by seminars, conferences, and panels.

For researchers, the following may be recommended: The relations between
multidimensional relationships and anger/fury, irrational thoughts, hostility
(negative partner behaviors) and optimism may be studied. Group programs may be
organized for university couples, and the positive effects of these programs on
mental health may be tested. Similar studies may be conducted on married couples
and the relationship between these variables and marriage satisfaction may be
studied.
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Cok Boyutlu Iliskiler Uzerine Bir Aragtirma
(Ozet)

Problem Durumu: Gelisim kuramcilarmin geng yetiskinlik dénemine iliskin
olarak yaptiklar1 ortak agiklamalardan biri, gencin yasamini Dbirlikte
stirdiirecegi kisiyi bulma ugrasis1 icine girmesi konusundadir. Bu dénemde
gencten karsi cinsle yakin iliskiler kurmasi ve bunlar1 siirdiirmesi
beklenmektedir. Gencin kurdugu yakin iliskiler hem onun gelisimsel
gorevlerini basarmasi adina 6nem tasimakta hem de psikolojik agidan
genci destekleyici olabilmektedir. Dolayisiyla yakin ve romantik iliskiler
konusunda yapilan calismalar daha ¢ok ergenlik ve geng yetiskinlik
dénemlerini temel almaktadir. Toplumda {istlendikleri 6nemli rol
nedeniyle de geng yetiskinlik déneminde bulunan tiniversite 6grencilerinin
kars: cinsle iliskileri ve bunu etkileyen faktorlerin ortaya konmasi daha
fazla 6nem kazanmaktadir. Yakin iliskiler konusundaki psikolojik egilimler
iliskide kendine giiven, iliskiye saplanti, i¢sel ve digsal iliski kontrolii, iliski
farkindalig, iliski giidiisti, iliski kaygusy, iliski korkusu, iliski depresyonu,
iliski izlenimi ayarlama, iliski doyumu olarak belirtiimekte ve bunlar ¢ok
boyutlu iligkiler olarak ele alimmaktadir. Gerek yakm ve romantik iligkiler
gerekse ¢ok boyutlu iligskiler konusunda yapilan arastirmalarda birbiri ile
paralel olmayan sonuclarla karsilasilabilmektedir. Bununla birlikte
cinsiyet, yas, iliski deneyimi gibi faktorlerin yani sira baglanma stilleri,
akilaa olmayan inanglar, iyimserlik, benlik kavrami, ask tutumlari,
miikemmeliyetcilik gibi kavramlarm o6nemli oldugu sonucuna varilan
aragtirmalar bulunmaktadir.

Aragtirmamn Amaci: Bu arastirmanin amaci tiniversite 6grencilerinin gok
boyutlu iliskilerini etkileyen faktorlerin belirlenmesidir. Arastirmada
cinsiyet, yas, su an iliskisi olup olmama, iligkisiz gegen giin sayisi, ¢ok
boyutlu miikemmeliyetgilik, 6znel iyi olus, kontrol odagi bagimsiz
degiskenler olarak alinmustir.

Arastirmanin Yontemi

Arastirmada betimsel yontem kullanilmistir. Katilimcilar Hacettepe,
Ankara ve Bagkent Universitesine devam eden 367 &grenciden
olusmustur. Ogrencilerin hepsine olgeklerin uygulanmasma ragmen
uygulama sirasinda ya da oncesinde iliski deneyimi olan 304 6grencinin
yanitlar1 analize alinmistir. Regresyon denklemini kurarken, degisken
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sayis1 ve degiskenler arasindaki iliski dikkate alinarak goklu regresyon
tekniklerinden adimsal (stepwise) regresyon tekniginden yararlanilmistir.
Analizler yapilmadan once kategorik degiskenler kukla (dummy) degisken
olarak kodlanmustir. Buna gore cinsiyet degiskeninde kadm 0, erkek 1;
iliski degiskeninde iliskisi olmayan O, iliskisi olan 1 degerleri ile
kodlanmistir. Digerleri ise test toplam puanlar1 dikkate almarak stirekli
degiskenler olarak degerlendirilmistir.

Arastirmamn Bulgulari: Cok boyutlu iliski 6lgegi alt testlerini yordayan
degiskenleri belirleme amaciyla kurulan regresyon denklemleri bir arada
degerlendirildiginde 6znel iyi olus degiskeninin iliskiye yiiksek diizeyde
odaklanma ve iligki giriskenligi i¢in kurulan denklemler disindaki alti
regresyon denklemine Onemli degiskenlerden biri olarak girdigi
goriilmektedir. Benzer olarak su an bir iliskide olup olmama degiskeni de
dissal ve igsel iliski kontrolii igin kurulan regresyon denklemleri disindaki
alt1 regresyon denklemine 6nemli degiskenlerden biri olarak girmistir. Giin
degiskeninin ise iliski doyumu, iliski kaygisi/korkusu ve dissal iliski
kontrolii igin kurulan denklemler disindaki bes regresyon denklemine
girdigi gortilmektedir. Bu bulgulara dayanarak 6znel iyi olus, iliski ve giin
degiskenlerinin ¢ok boyutlu iligki 6lcegi alt test puanlarini en iyi yordayan
degiskenler oldugu yorumu yapailabilir.

Cok Boyutlu Miitkemmeliyetcilik Olqegi alt testleri dikkate alindiginda
kendine y6nelik miikemmeliyetgilik puanlarmnmn iliski giriskenligi ve icsel
iliski kontrolii; miikemmeliyetgilik beklentisi puanlarmin dissal iliski
kontrolii; baskalarinca belirlenen miikemmeliyetgilik puanlarmin iliski
kaygisi ve iliski izlenimi ayarlama; baskalarina yonelik mitkemmeliyetcilik
puanlarinin iliski doyumu igin kurulan regresyon denklemlerinde 6nemli
degiskenler arasinda oldugu goriilmektedir. Bu bulgulara dayanarak ¢ok
boyutlu miikemmeliyetgilik 6lgegi alt test puanlarinin ¢ok boyutlu iliski
Olgegi alt test puanlarini yordamada orta diizeyde onemli oldugu
yorumuna gidilebilir.

Cinsiyet degiskeni iligki giriskenligi; yas degiskeni ise dissal iliski kontrolii
degiskeni icin kurulan regresyon denklemlerinde 6nemlidir. Dolayisiyla
cinsiyet ve yas degiskenlerinin ¢ok boyutlu iliski alt testlerinde goreli bir
6neme sahip olduklar1 sdylenebilir. Arastirmada tiniversiteli kizlarm iliski
giriskenligi daha yiiksek bulunmustur. Yas arttika dissal iliski kontrolii
azalmaktadir. Kontrol odagi puanlar1 ise kurulan regresyon
denklemlerinin hicbirinde 6nemli degiskenler arasma girememistir. Bu
sonug, denetim odagi puanlarinin ¢ok boyutlu iliski olgegi alt test
puanlarin1  yordamada oOnemli bir degisken olmadig1 seklinde
yorumlanabilir.

Aragtirmanin Sonuglart ve Onerileri: Alan yazinda yer alan calismalarda
oldugu gibi bu arastirmada da yakmn iliskilerin {iniversite gencligi icin
onemli oldugu sonucuna varilmigtir. Universite dgrencilerinin yakin ve
romantik iliskilerinin olmasi psiko-sosyal gelisimlerinin kritik bir
parcasidir. Diger bir deyisle bu, geng yetiskin icin olmasi gerekeni ifade



Eurasian Journal of Educational Research | 53

etmektedir. Bu baglamda miikemmeliyetcilik 6nemli bir degisken olarak
karsimiza cikabilmektedir. Universiteli kizlar iliskide daha girisken
olabilmektedir. Yas ise goreli 6neme sahip bir degiskendir. Kontrol odag:
ise bu arastirmanin sonucuna gore iiniversite dgrencilerinin ¢ok boyutlu
iliskilerinin yordanmasinda énemli bulunmamustir.

Arastirmada elde edilen bulgulara dayali olarak su Onerilerde
bulunulabilir. Universite gencliginin  6znel iyi olusu g6z oniinde
bulundurularak saghkli yakin iligskiler ve evlilige hazirlik konusunda
psiko-egitsel programlar yapilabilir. Bireyin yakin iliskiler konusunda
kendisini tanimasi, se¢gmek istedigi kisinin 6zelliklerine iliskin farkindalik
kazanmasi, miikemmeliyet¢iligin olumsuz yonlerini {izerinden atarak
saglikli secim yapabilmesi konusunda bireysel ve ozellikle grupla
psikolojik danisma uygulamalarinin yararli olacagy ileri siiriilebilir. Bu
programlar aracilig1 ile hem genglerin iliskilerini daha saglikli bir sekilde
yasamalarma hem de 6znel iyi olus diizeylerinin gelistirilmesine yardimci
olunabilir. Arastrmanin iliski giriskenligi ve digsal iliski kontrolii
konusundaki sonuglar1 gbéz oniinde bulundurularak, gruplarin ve
programin yapisinin olusturulmasinda cinsiyet ve yas faktoriine dikkat
edilebilir. Bu uygulamalar seminerler, konferanslar ve panellerle
desteklenebilir.

Arastirmacilara yonelik 6neriler ise sunlar olabilir. Cok boyutlu iliskiler ile
kizgmlik/6fke, akilct olmayan inanglar, diismanlik (olumsuz partner
davranislari), iyimserlik iliskisine bakilabilir. Universiteli ciftlere yonelik
grup programlar1 diizenlenerek, bu programlarm olumlu ruh saglig:
kapsaminda etkililikleri test edilebilir. Evlilik yasami devam eden bireyler
tizerinde benzer bir arastirma yapilabilir ve evlilik doyumu ile bu
degiskenlerin iliskileri gézden gegirilebilir.

Anahtar Sozciikler: Cok boyutlu iligkiler, cok boyutlu mitkemmeliyetgilik,
6znel iyi olus, kontrol odag.

Anahtar Sozciikler: degerlendirme Cok boyutlu iliskiler, ¢ok boyutlu
miikemmeliyetgilik, 6znel iyi olus, kontrol odag.
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Abstract

Problem Statement: Teaching the content and assessing the level of success
are two processes that complement and influence each other in a two
dimensional way. Furthermore, selected evaluation methods facilitate
students’ approaches to content and affect their level of understanding,
thus supporting students in gaining higher order thinking skills. For this
reason, considering students’ assessment preferences may be a key factor
for academic achievement.

Purpose of the Study: From this perspective, the purpose of this study was to
expose the assessment preferences of higher education students.

Method: This research study is a “causal-comparative study.” The main
research question that directed this research was: “What are the assessment
preferences of higher education students?” The general overview of the
student profile and the differences between departments and grade levels
was questioned. The study involved a total of 476 higher education
students from six different departments of the Faculty of Education of a
private university who voluntarily participated in this study. Purposive
stratified sampling was used to collect data. The data was then analyzed
using MANOVA.

Findings and Results: The findings indicated that higher education students
prefer alternative assessment methods, namely “formative assessment,”
which leads to deeper learning. Placing importance on the “self-concept”
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by higher education students also emerged as an important dimension of
the findings.

Conclusions and Recommendations: These two key points lead us to the
conclusion that “higher education students want from their instructors an
approach taking into consideration individual differences, not only in the
teaching-learning process, but also in the assessment process.” The study
revealed that the students are more likely to employ surface learning
approaches when preparing for their examinations and deep learning
approaches when writing their assignment essays, and have a clear
preference for assessment by assignment essays, rather than examinations.
The findings of this study also indicated that the assignment essay gave the
students a chance (a) to look critically at the reading and information in
depth, (b) to provide enough time to develop and improve writing skills,
and (c) to enable them to narrow their research and extend reading into the
topics they were interested in.

Keywords: assessment preferences, inventory adaptation, higher education

Evaluation is a broad term that covers all ages, in all learning environments, in
different disciplines within various educational settings. Parallel with such variables
such as content, target group, learning environment and the teaching-learning
process, where the standardization and control is difficult, the evaluation methods
and processes were also reshaped by evident diversity. The situation is also the same
for higher education. All faculty members and instructors in all higher education
institutions make decisions based on various assessment methods and techniques
about the level of academic achievement of students. The results of these decisions
not only affect the students’ lives and career plans, but also play an important role in
many other variables. Many variables such as students’ study habits, learning
preferences, levels of understanding, levels of knowledge, and skills in transforming
theory into practice show variety according to the selected assessment method.
Owing to this fact, parallel with the personal characteristics of students, the levels of
success may also fluctuate according to the preferred assessment method.

Evaluation of student achievement is administered during and after the teaching-
learning process, and it is perceived as an event that is independent from teaching.
However, the methods selected for evaluating students have various effects on
different variables such as how students study, how they prepare themselves for the
evaluation process, what they experience during the assessment process and to what
extent they learn the content. Moreover, the selected assessment methods should
give the chance for description and feedback in relation to these variables
(Birenbaum, 1997; Struyven, Dochy & Janssens, 2005; Birenbaum, 2007).

This continuous and never ending process brings to mind the following
questions: What factors separate students who are “successful learners” from ones
who are “less successful learners?” In other words, which assessment methods cause
differentiation between high achievers and low achievers? Not long ago, the primary
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source of information for students was libraries, books, teachers, experts and printed
materials. Although there were successful learners both in those times and today, the
primary source of information has changed. Today, most students have access to up-
to-date information through Internet and Web technologies. Such a transformation
has required shifts in teaching, learning and evaluation approaches. Parallel with
constructivism and new teaching methods in different subject fields, new approaches
have emerged in assessment preferences since classical measurement and evaluation
methods would remain incapable of measuring and evaluating multi dimensional
and patterned cognitive, affective and psychomotor skills of the learners (Bastiirk,
2005).

Evaluations may be formative or summative, focusing on either the process or the
product. Serious problems in higher education have shown that there is a gap
between the theoretical knowledge and application. Among the possible alternatives
for overcoming these obstacles may be an evaluation of the process and product from
various dimensions and in terms of several variables that affect the decision. Other
than the evaluation methods and approaches, the scope of which is outside of this
manuscript, an alternative approach of this study focuses on assessment preferences.
Assessment preferences of students change according to different variables such as
study habits, content, motivation, instructors” approach to evaluation and concerns
about achievement scores. Therefore, providing students with the freedom to choose
preferred assessment methods might increase motivation, improve  their
responsibility and lead to deeper understanding of content.

Any assessment process which is good and high in quality should be a part of the
students’ learning process and assist students in knowing what to learn and how to
learn. The fact that teaching-learning methods and assessment methods are defined
similarly means that assessment should contribute to the learning process (Biggs,
2003). In accordance with the selected assessment methods, students’ approaches to
learning differ, being either “deep” or “surface.” In their study, Gijbels and Dochy
(2006) questioned the relationships between hands-on experiences with formative
assessment, students’ assessment preferences and their approaches to learning. Their
results revealed that students’ assessment preferences differ according to their
approach to learning. Parallel with the literature, students who learn by memorizing
and reproducing factual contents prefer simple and surface assessment methods,
whereas students who intend to understand and construct the meaning of the
learned content prefer complex and deep approaches to learning.

Assessment preferences not only help to explain how students learn, but also
affect how they study the content (Struyven, Dochy & Janssens, 2005). On the other
hand, students’ study habits play an important role in their preferred assessment
methods. In most of the research studies it is reported that students prefer surface
evaluation methods, which contain multiple-choice and short-answer question types,
since they tend to obtain higher scores and become less anxious. Another research
outcome is that students who want a deep understanding of content prefer
alternative assessment methods, since they think that alternative assessment methods
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measure their learning outcomes more accurately (Sambell, McDowell & Brown,
1997).

In their research study, Birenbaum and Rosenau (2006) made a comparison
between pre-service teachers and in-service teachers in terms of teaching strategies
and assessment preferences. The researchers concluded that in-service teachers
approach assessment in a more detailed and deep manner. They also stated that this
result is the effect of in-service teachers’ continuous engagement in meaningful
learning experiences. This outcome reveals that instructors should enable students to
experience active learning strategies, authentic activities based on the constructivist
approach and on work-based learning in their classrooms (Walsh, 2007).

Trotter (2006) investigated the effect of continuous formative evaluation on
students. The researcher concluded that although instructors have a high workload,
continous formative evaluation increases student motivation, contributes to their
perceptions about learning and improves the teaching-learning process. Another
approach that contributes to learning is the planning of work time with drills.
Wilhelm and Pieters (2007) provided students with drills to plan their work, and they
reported an increase in students” academic achievement, especially the achievements
based on collaborative group work.

Gelbal and Kelecioglu (2007) conducted research with 242 in-service teachers
from both public and private primary schools. They found that teachers generally
prefer traditional evaluation methods rather than student-centered evaluation
methods, since they feel more confident in using traditional ones. The most
important obstacles faced in not using new alternative approaches are: crowded
classrooms, insufficient time, difficulty of assessment, and difficulty of application.
Time spent getting prepared and insufficient support from families was also reported
by teachers as reasons for not preferring alternative methods.

It is clear from the literature that teaching the content and assessing the level of
success are twofold processes, which complement and influence each other in a two
dimensional way. Furthermore, the selected evaluation method facilitates students’
approaches to content and affects their level of understanding, thus supporting
students in the gaining of higher order thinking skills. For this reason, considering
students” assessment preferences may be a key factor for academic achievement.

Hence, the purpose of this research study was to determine the higher education
students” assessment preferences.

Method
Research Design

This research study was a “causal-comparative study.” Causal-comparative
design aims to determine the cause of the consequence of difference between groups
of people. In educational research, causal-comparative studies are valuable in
identifying possible causes of observed variations in the behavior patterns of
students (Fraenkel & Wallen, 2006).
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The main research question which directed this research was: “What are the
assessment preferences of higher education students?” The sub-issues were as
follows:

What is the general overview of the student profile in terms of the assessment-
form related dimension, the examinee related dimension, and the grading and
reporting dimension?

What are the differences between departments and grade levels in terms of the
assessment-form related dimension, the examinee related dimension, and the
grading and reporting dimension?

Sample

The population of this study is a total of 1230 undergraduate students of the
Faculty of Education of a private university. Purposive stratified sampling was used
to collect data. Departments and grade levels were taken as the criteria for sample
selection. Of the 1230 students, 476 volunteered to participate in this study.

Among the participants, 77 (16.2%) were male, while 399 (83.8%) were female.
The distribution of participants according to grade level is as follows: 137 freshmen
(28.8%), 101 sophomores (21.2%), 176 juniors (37.0%) and 62 seniors (13.0%). The
distribution of participants according to departments is as follows: 60 students
(12.6%) were from Computer Education and Instructional Technology (CEIT), 65
students (13.7%) were from Early Childhood Education (ECE), 74 students (15.5%)
were from Primary Teacher Education (PTE), 113 students (23.7%) were from
Mathematics Education (MTE), 77 students (16.2%) were from Turkish Language
Teaching (TLT), and finally, 80 students (16.8%) were from English Language
Teaching (ELT).

Research Instruments

The Assessment Preferences Inventory (API), originally developed by Birenbaum
(1994, 1997, 2007), was used to collect data for this study. For the adaptation of the
original inventory to Turkish, permission was received from Menucha Birenbaum
through e-mail communication with the researcher. The inventory, which is
composed of 67 questions and three independent scales, enabled the questioning of
assessment preferences in seven dimensions. The adaptation of the Assessment
Preferences Inventory into Turkish was realized by Giilbahar & Biiyiikéztiirk (2008).
The authors explained that the adaptation process was carried out in parallel with
the ideas of Hambleton and Patsula (1999), based on their suggestions for adaptation
of inventories between cultures. The process and results of the adaptation are briefly
explained below.

First, the inventory was translated into Turkish by two experts. After the
language was aligned by these two experts, the inventory was again translated into
English and inconsistencies were checked. Upon investigation, the items in the
original inventory and the items retranslated to English from Turkish were found to
be well-matched in terms of language. Moreover, the items were considered for their
“match” in terms of semantics (definition of words), phrasal (phrases used in daily
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life), experiential (existence and meaning of experiences) and conceptual (use of
concepts for the same context). For this reason, the opinions of the two field experts
were taken. Following this process, 13 items, which address the emerging alternative
approaches, were added to the inventory leading to a total final number of 80 items.

The final version of the inventory was administered to 476 students via stratified
sampling in all departments of the Faculty of Education in a private university. The
factor structure of the inventory was analyzed through Exploratory Factor Analysis
(EFA) and Confirmatory Factor Analysis (CFA). The internal consistency values of
scales range between .58 and .92, having a mean of .79. Of the 80 items, 8 were
eliminated after the related analysis. As a result, the inventory was composed of 72
items, with the subscales and dimensions described in detail below.

I. Assessment-form Related Dimensions (32 items)

1. Assessment Types (16 items)

Alternative Assessment Types (projects, portfolios, discussion, etc.)

Classical Assessment Types (written and oral exams, etc.)

2. Item Format/Tuask Type (12 items)

Simple/Multiple Choice (multiple choice, true-false, etc.)
Complex/Constructivist (concept maps, performance based skills, etc.)

3. Pre-assessment preparation (4 items): Guidelines for preparation, examples, etc.
II. Examinee’s Related Dimensions (26 items)

4. Cognitive Processes (14 items): Declarative, procedural, conceptual, synthesis,
critical thinking, evaluation and creativity.

5. Student’s Role/Responsibilities (12 items): Participation in determining evaluation
standards and criteria; item development, evaluation (self-evaluation, peer-
evaluation etc.), collaboration.

IIl. Grading and Reporting (14 items): Criterion referenced, relative to student’s
own progress, single score, objectivity in grading and feedback.

Data Analysis

The data was analyzed using one-way multivariate analysis of variance
(MANOVA). MANOVA evaluates differences among centroids for a set of
dependent variables when there are two or more levels of an independent variable.
When the F-value calculated in the analysis was significant, the results of the
following MANOVA were used to assess differences among subgroups for each
dependent variable.
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Findings and Results
General Overview of the Student Profile

Students’ Preferences about Classical and Alternative Assessment. The results showed
that higher education students mostly prefer self-evaluation (in which they take self-

responsibility and become a part of their own assessment process) (Y =3,95),
observation (Y =3,70), individual presentations (Y =3,64), papers/projects
( R =3,64) and peer-evaluation (Y =3,64) as the methods of assessment. On the other
hand, individual oral tests with supporting materials (Y =2,90), without supporting

materials (X =2,56) and when the questions are given half an hour prior to the test
are those which the students least prefer.

Students” Preferences about Item Format and Task Type. In terms of item format and
task type, the higher education students’ first preference was found to be multiple-

choice questions (X =4,09), the second preference was tasks and skills such as real

life events and situations (X =3,97), and the third preference was found to be true-

false types of questions (x =3,82). The least preferred task types were complex tasks
and skills which have more than one possible answer (X =2,85), open-ended
questions requiring long answers (essays) (X =2,88) and detailed tasks or skills

facilitated by the teacher at every stage (X =2,94). An obvious outcome is that
students mostly prefer items appearing under the heading “simple/multiple choice”
due to, or caused by, the classical education system. Other researchers also reached a
similar finding.

Students” Preferences about Pre-assessment Preparation. When the students’
preferences about pre-assessment preparation were analyzed, items that were
preferred in every instance (or frequently) were: handouts at the beginning of the
course, a detailed description of the way the student’s achievements will be assessed

(X=4,28), clarification of what will be on the test and how to prepare for it
(X =4,32), examples of the kinds of questions to be asked on the test, given out prior
to the test (X =4,15), and handouts containing a list of questions from which

students can choose the test questions (X =3,87).

Students” Preferences about Cognitive Processes. In terms of cognitive processes,
higher education students stated their preferences from the top down, such as:

questions which require personal explanation and opinions (>< =3,99), questions
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which require creativity and imagination (X =3,86), and questions which require the
drawing of conclusions (X =3,70). Questions which require scientific investigation

were found to be the least preferred type of questions by the students ( X =3,15).

Students’ Preferences about Taking Roles and Responsibilities in the Assessment Process.
When the findings were interpreted in terms of the taking of roles and
responsibilities in the assessment process, the most favored items from the
perspective of expectations from the teachers as included in the grades were:
assessment as part of the grade, the amount of effort invested by the student in

coping with the material (X =4,37), the taking into consideration the self-assessment

of students’ progress and achievements in the course (X =4,23) and assessment, as
part of the grade, of the amount of interest exhibited by the student (X =4,12). On
the other hand, allowing the students to prepare the test questions (X =3,22) and

allowing each student to set her/his own test questions (X =3,22) were the items
that were least preferred by the students.

Students” Preferences about Grading and Reporting. With regard to grading and
reporting, the students mostly preferred getting detailed feedback about the results

of their exam or work (X =4,29), assessment of the process together with the product
( X =4,21) and grading the homework and applications as a part of the total grade
(X =4,15). The least preferred task by the students was being graded by considering

other students’ performances (X =2,98).
Differences between Departments and Grade Levels

Assessment Types. The results of MANOVA, on the factor scores of ATS on
assessment types, revealed a significant difference between the grade levels of
students F(6, 942)=2.36, p<.05. Based on the results of MANOVA, ANOVA was
conducted for each factor score according to grade levels. The mean of factor scores
for ATS for “Alternative Assessment Types” was found for freshmen as 42.21
(SD=9.78), for sophomores as 41.85 (SD=7.90), for juniors as 42.45 (SD=_8.85) and for
seniors as 42.38 (SD=9.01). No significant difference was found between grade levels
in terms of ATS scores for “Alternative Assessment Types,” F(3, 472)=0.41, p>.05,

2
N = 003.

The mean score for “Classical Assessment Types” of freshmen was 12.75
(SD=4.25), for sophomores was 11.99 (SD=3.76), for juniors was 13.16 (SD=3.65) and
for seniors was 11.28 (SD=4.18). The difference between students’ mean scores is

2
considerd to be significant, F(3, 472)=4.35, p<.01, N =.027. The results of the Tukey
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test revealed that the mean scores of freshmen and juniors were higher than for
seniors, and that no significant difference existed in other pairs.

The results of MANOVA, on the factor scores of ATS, revealed no significant
difference between the departments, F (10, 924)=1.13, p>.05. The mean score for
“Alternative Assessment Types” of CEIT students was 41.88 (SD=9.30), for ECE
students was 41.37 (SD=8.85), for PTE students was 43.19 (SD=9.60), for MTE
students was 41.75 (SD=9.05), for TLT students was 42.84 (SD=8.42), and for ELT
students was 43.54 (SD=_8.70). The mean score for “Classical Assessment Types” of
CEIT students was 13.28 (SD=3.84), for ECE students was 12.11 (SD=3.91), for PTE
students was 12.19 (SD=3.84), for MTE students was 13.06 (SD=3.77), for TLT
students was 11.88 (SD=4.06), and for ELT students was 12.55 (SD=4.14).

Item Format/Task Type. The results of MANOVA, on the factor scores of IFTTS on
item format/task type, revealed a significant difference between the grade levels of
students F(6, 942)=3.70, p<.0l. Based on the results of MANOVA, ANOVA was
conducted for each factor score according to grade levels. The mean of the factor
scores for IFTTS for “Simple/Multiple Choice” was found for freshmen as 26.65
(SD=5.12), for sophomores as 25.85 (SD=4.43), for juniors as 25.98 (5D=4.83) and for
seniors as 24.91 (SD=4.87). No significant difference was found between grade levels
in terms of IFTTS scores for “Simple/Multiple Choice” F(3, 472)=1.88, p>.05,

2
M —012. The mean of factor scores for IFTTS for “Complex/Constructivist” was

found for freshmen as 14.82 (SD=3.79), for sophomores as 15.73 (SD=3.55), for juniors
as 16.14 (SD=3.62), and for seniors as 15.84 (SD=3.91). A significant difference was
found between grade levels in terms of IFTTS scores for “Complex/Constructivist,”

2
F(3, 472)=3.37, p<.05, M —021. The results of the Tukey test revealed that the mean
scores of juniors were higher than those of freshmen, while no significant differences
existed in other pairs.

The results of MANOVA, on the factor scores of IFTTS on item format/task type,
revealed a significant difference between the departments, F(10, 924)=3.29, p<.05. The
results of ANOVA conducted for each factor of the subscale are as follows: The mean
score for the “Simple/Multiple Choice” factor of CEIT students was 26.42 (SD=4.50),
of ECE students was 23.61 (SD=4.97), of PTE students was 26.92 (SD=5.03), of MTE
students was 26.03 (SD=5.07), of TLT students was 25.73 (SD=4.49), and of ELT
students was 27.10 (SD=4.41). The difference between students’ mean scores was
found as significant for the “Simple/Multiple Choice” factor, F(5, 463)=4.77, p<.01,

2
"' = 049. The results of the Tukey test revealed that the mean scores of ECE students
were lower than for students of other departments, while no significant differences
existed in other pairs.

The mean score for the “Complex/Constructivist” factor of CEIT students was
16.40 (SD=3.43), for ECE students was 14.53 (SD=3.91), for PTE students was 15.39
(SD=3.82), for MTE students was 16.19 (SD=3.50), for TLT students was 15.55
(SD=3.34), and for ELT students was 1545 (SD=4.04). The difference between
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students” mean scores was found as significant for the “Complex/Constructivist”

2
factor, F(5, 463)=2.31, p<.05, n =.024. The results of the Tukey test revealed that the
mean scores of CEIT students are higher than those of ECE students, while no
significant differences exist in other pairs.

Pre-assessment preparation. The results of ANOVA, on the factor scores of PPS,
revealed a significant difference between the grade levels of students, F (3, 472)=3.09,

2
p<.05, N ~019. The mean scores for PPS were found for freshmen as 17.13
(SD=3.27), for sophomores as 16.01 (SD=2.77), for juniors as 16.75 (SD=2.96) and for
seniors as 16.18 (SD=3.47). The results of the Tukey test revealed that the mean scores
of freshmen were higher than for sophomores, while no significant differences
existed in other pairs.

The results of ANOVA, on the factor scores of PPS, revealed a significant

2
difference between the departments, F(5, 463)=3.29, p<.01, M~ 034. The mean score
for PPS of CEIT students was 17.32 (SD=3.00), for ECE students was 15.93 (SD=3.07),
for PTE students was 16.96 (SD=3.08), for MTE students was 16.12 (SD=3.16), for TLT
students was 16.29 (SD=3.34), and for ELT students was 17.41 (SD=2.71). The results
of the Tukey test revealed that mean scores of ELT students were higher than for
ECE students, while no significant differences existed in other pairs.

Examinee’s Related Dimensions. The results of MANOVA, on the factor scores of
ERDS, revealed no significant difference between the grade levels of students, F(6,
942)=1.07, p>.05. The mean of factor scores for ERDS for “Cognitive Processes” was
found for freshmen as 49.06 (SD=10.93), for sophomores as 49.63 (SD=9.24), for
juniors as 50.84 (SD=10.30) and for seniors as 51.37 (SD=11.53). The mean of factor
scores for ERDS for “Student’s Role/Responsibilities” was found for freshmen as
46.40 (SD=8.31), for sophomores as 45.69 (SD=7.02), for juniors as 47.38 (SD=7.21)
and for seniors as 46.20 (SD=8.11).

The results of MANOVA, on the factor scores of ERDS, revealed a significant
difference between the departments, F(10, 924)=2.13, p<.05. The results of ANOVA
were conducted for each of the two factors. The mean score for the “Cognitive
Processes” factor of ERDS for CEIT students was 50.37 (SD=9.39), for ECE students
was 46.66 (SD=9.51), for PTE students was 51.35 (SD=10.64), for MTE students was
50.79 (SD=9.80), for TLT students was 50.71 (SD=10.78), and for ELT students was
50.67 (SD=11.31). No significant difference was found between departments in terms

2
of mean scores for “Cognitive Processes”, F(5, 463)=1.87, p>.05, N~ o20.

The mean score for the “Student’s Role/Responsibilities” factor of ERDS for CEIT
students was 46.85 (SD=6.47), for ECE students was 45.29 (SD=8.35), for PTE students
was 48.74 (SD=7.28), for MTE students was 46.03 (SD=8.19), for TLT students was
45.00 (SD=7.58), and for ELT students was 47.49 (SD=6.94). The difference between
students’” mean scores was found to be significant for “Student’s
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2
Role/Responsibilities” between departments, F(5, 463)=2.62, p<.05, n =.027. The

results of the Tukey test revealed that mean scores of PTE students are higher than of
TLT students, while no significant differences exist in other pairs.

Grading and Reporting. The results of ANOVA, on the factor scores of GRS,
revealed no significant difference between the grade levels of students, F(3,

2
472)=0.59, p>.05, "'~ 004. The mean score for GRS was found for freshmen as 53.11
(SD=8.94), for sophomores as 53.01 (SD=7.66), for juniors as 53.95 (5D=_8.03) and for
seniors as 54.36 (SD=9.12).

The results of ANOVA, on the factor scores of GRS, revealed a significant
2
difference between the departments, F (5, 463)=2.66, p<.05, n =.028. The mean score
for GRS of CEIT students was 54.28 (SD=8.64), for ECE students was 50.56 (SD=8.95),
for PTE students was 53.56 (SD=8.32), for MTE students was 53.55 (5D=_8.39), for TLT
students was 53.19 (SD=7.87), and for ELT students was 55.45 (SD=7.59). The results
of the Tukey test revealed that mean scores of ELT students were higher than of ECE
students, while no significant differences existed in other pairs.

Conclusions and Recommendations

Assessment is such a wide-ranging term that we come up against this
phenomenon at every age, in every Iearning environment, in every institution, in
every training; in short, everywhere that learning occurs. Since the variables such as
content, target group, instructor, learning environment and teaching process cannot
be fixed, assessment methods and processes are being continuously reshaped and
changed. Assessment can be either formative or summative, that is, both the process
and the product may be evaluated.

Research studies in the area of content and application show that students have
difficulties in transforming theoretical knowedge to practice after graduation, since
the content mostly covers the theoretical dimension which is far from context
(Knight, 2006). Many new approaches are suggested to overcome such obstacles.
Making students become a part of their own assessment process (Dancer &
Kamvounias, 2005) and the assessment of the quality of education given by the
instructor (Shoa, Anderson & Newsome, 2007) are some examples of these new
approaches.

Among many assessment types and approaches, which are outside the scope of
this research study, a different approach considered for this study is the “assessment
preferences.” The assessment preferences of students may show variety according to
variables such as students” study habits, instructors’ attitudes, assessment methods,
content, motivation and anxiety. Due to this fact, assessing students according to
their own preferences may lead to more effective learning, since their motivation
may increase and they gain responsibility for their own learning. The results showed
that, in terms of assessment-form related dimensions, higher education students
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preferred alternative assessment methods, especially individual ones such as
observation and individual presentation. Dobson (2006) specified that preparing a
presentation may both be used as a support for learning and as an alternative
assessment approach.

When the item format and task type results are investigated, it is seen that
students prefer multiple choice items and real-life tasks. Struyven, Dochy and
Janssens (2005) also concluded that students prefer tests composed of multiple choice
items, since they caus less anxiety, and the students like simplicity and can get higher
scores. These findings indicate that when assessment choices are given to students,
they prefer alternative types, but when the item format is questioned, it is obvious
that students answer by considering traditional structures. When traditional
structure is considered, students directly choose surface understanding, since they
believe they will get higher scores with multiple choice items. However, their own
preference is deeper learning since they prefer alternative assessment. Students’
preferences in terms of cognitive processes are being creative and imaginative, and
explaining personal opinions, which indicates that students want to express
themselves independently and freely.

In terms of pre-assessment preparation, the findings indicated that students want
to know all the details about the assessment process and the product. Also, students
want to have active roles in the assessment process. This endeavor, wanting to take
more responsibility, is also the baseline for the alternative assessment approach. In
terms of grading and reporting, students want to get critical feeback about their work
and they value assessment of both the process and the product. The value of
feedback is an obvious fact cited over many years in the literature. In a recent study,
the importance of feedback is also discussed by Russell, Elton, Swinglehurst and
Greenhalgh (2006). The researchers discussed the evaluation of e-learning, where
they focus on the improvement of quality and detail of feedback provided during
collaboration processes. All of these findings bring us to the conclusion that students
mostly prefer formative assessment methods in which they are actively engaged.

When the results of cognitive processes were investigated, questions which
required personal explanation and opinions, along with creativity and imagination,
appeared to be the ones most prefered by the students. In terms of taking roles and
responsibilities in the assessment process, the most favored items from the point of
expectations from the teachers as included in the grades were: assessment as part of
the grade, the amount of effort invested by the student in coping with the material,
taking into consideration the self-assessment of students’ progress and achievements
in the course. With regard to grading and reporting, the students mostly preferred
getting detailed feedback about the results of their exam or work, and the assessment
of process together with the product.

Students” preferences regarding assessment didn’'t demonstrate considerable
changes according to grade levels and departments, since the effect size values are
low. On the other hand, students’ preferences about task type have changed over the
years. In other words, they prefer complex and constructivist items more when they
get older. The findings showed that ECE students’ mean scores on both item format
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and task type are relatively lower than other departments. This means that ECE
students show diversity within their own group. In terms of pre-assessment
preparation, the groups of freshman and ELT students were found to be more willing
to be informed about the process. This finding may be explained as a lack of such
kinds of experiences for students, or upon previous experiences with positive
outcomes.

When students” roles and responsibilities are investigated, it is seen that PTE
students’ factor scores are higher than other departments, and moreover statistically
higher than TLT students. This result is a good indicator that, as the graduates of the
department of PTE will be class teachers, their perceptions towards their future roles
are positive. Finally, grading and reporting preferences of ELT students are higher
than those of ECE students, which can be explained as being due to the lack of
experiences or satisfaction about previous experiences rergarding this topic.

To sum up, this research study has indicated that higher education students
prefer alternative assessment methods, or in other words, “formative assessment,”
which leads to deeper learning. The placing of importance on the “self-concept” by
higher education students also emerged from the findings as an important
dimension. These two key points lead us to the conclusion that “higher education
students want from their instructors an approach taking into consideration the
individual differences, not only in the teaching-learning process, but also in the
assessment process.”

Similar to this current study, Sander, Stevenson, King & Coates (2000) conducted
research into an exploration of freshman undergraduate students’ expectations of
and preference in teaching, learning and assessment (N=395). The study revealed
that: (a) they preferred to be taught by interactive lectures and group-based activities,
(b) their least favorite learning methods were formal lectures, role-plays and student
presentations, (c) coursework assessment preference was for essays, research projects
and problem exercises, and (d) there was an overall preference slightly in favor of
coursework assessment rather than examinations.

Scouller (2000) also researched assessment preferences and student learning
(tertiary undergraduate students). The study revealed that the students are more
likely to employ surface learning approaches when preparing for their examinations
and deep learning approaches when writing their assignment essays, and have a
clear preference for assessment by assignment essay, rather than an examination. The
findings of this study also indicated that the essay assignment gave the students a
chance: (a) to look critically at the reading and information in depth, (b) to provide
enough time to develop and improve writing skills, and (c) to enable them to narrow
their research and extend reading into the topic that they were interested in. Scouller
(2000) also concluded that assessment method plays an important role in the sudents’
learning.

Based on the current and previous research studies conducted in revealing the
preferences of higher education students, further research studies should focus on
the effect of individual assessment preferences, both on the process and on the
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product. Thus, future studies should focus on achievement when the evaluation is
completed according to individual preferences. It is expected that a framework for
“evaluation based learning” will emerge as a result of these future studies. Future
research studies may consider self-concept, learning styles, study habits and
performance levels of students when assessment preferences are under question.
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Yiiksek Ogretim Ogrencilerinin Degerlendirme Tercihleri
(Ozet)

Problem Durumu: Degerlendirme, her yasta, her 6gretim ortaminda, her
kurumda, her egitimde, kisaca 6grenme olusmasi beklenen her ortamda
vazgecilmez bir olay olarak karsimiza ¢ikmaktadir. Aktarilmasi planlanan
icerik, dgrenci kitlesi, 6gretim elemani, 6gretim ortami, 6gretim siireci gibi
farkli degiskenler sabitlenemedigi icin, degerlendirme yontemleri ve
stiregleri siirekli yapilandirilmakta ve degisiklik gostermektedir. i(;erigin
Sgretilmesi ve ne kadar 6grenildiginin 6l¢iilmesi, birbirlerini biitiinleyen ve
cift yonlii etkileyen siireglerdir. Ayrica, segilen degerlendirme yo6ntemi
dgrencilerin igerige yaklasimlarini ve 6grenme diizeylerini etkilemekte,
dolayist ile fiist diizey diisiinme becerileri kazanmalarina yardimci
olabilmektedir. Ogrenciler, ogretim elemanmin belirledigi degerlendirme
tirtine gore ¢alisma bigimlerini diizenlemektedirler. Klasik yontemler
uygulandiginda daha ¢ok ezbere dayali ve yiizeysel 6grenme, klasik
yontemler disinda kalan segenekleri tanimlayan alternatif degerlendirme
yontemlerinde ise daha ¢ok uygulamaya dayali ve derinlemesine 6grenme
gerceklesmektedir. Bu nedenle secilen degerlendirme yontemi, egitimin en
6nemli amaci olan 6grenme siirecini ve sonucunu dogrudan etkileyen
6nemli bir etkendir. Bu gerceklerden hareketle bu calisma, yiiksek 6gretim
6grencilerinin degerlendirme tercihlerini ortaya ¢ikarmay1
amacglamaktadir.

Aragtirmamn Amacr: Bu arastirma yiiksek 6gretim ogrencilerinin hangi
degerlendirme tiirlerini tercih ettiklerini ortaya c¢ikarmak amaciyla
gergeklestirilmistir. Bu kapsamda degerlendirme yo6ntemlerine iliskin
boyutlar, 6grencilere iliskin boyutlar ile notlandirma ve raporlastirma
olmak {tizere {ii¢ boyutta Ogrencilerin tercihleri ortaya g¢ikarilmistir.
Degerlendirme Yontemlerine fliskin Boyutlar; Degerlendirme Tiirleri,
Madde bicimi/islem tiirii ve Degerlendirmeye hazirlik olarak ele
alinmistir. Ogrencilere [liskin Boyutlar Bilissel Stiregler, égrenci
rolii/sorumluluklar1 ve Gayret gostergeleri olarak incelenmistir. Son olarak
ise, Notlandirma ve Raporlastirma, notlandirma ve doniit kapsamimnda ele
almmustir. Bu baglamda belirtilen boyutlar agisindan boliimler ve siniflar
arasinda farkliliklar olup olmadig: da incelenmistir.

Arastirmanin Yontemi

Bu arastirma, nedensel karsilastirmali bir calismadir. Bu calismaya &zel bir
tiniversitenin Egitim Fakiiltesinde bulunan 6 farkli bsliimde okuyan ve
arastirma i¢in gonillii olan 476 O6grenci katilmistir. Ogrencilerin
degerlendirme tercihlerini belirlemek amaci ile Birenbaum (1994, 1997,
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2007) tarafindan gelistirilen ve arastirmacilar tarafindan Tiirkgeye
uyarlama calismasi yapilan “Degerlendirme Tercihleri Olgegi - DTO”
kullanilmistir. Ogrencilerin genel olarak tercihleri, béltimler ve simflar
bazindaki olasi farkliliklar incelenmistir. Veriler amagsal tabakali 6rneklem
kullanilarak elde edilmis ve MANOVA yontemi ile analiz edilmistir.
Aragtirmamn Bulgulan: Klasik ve alterantif degerlendirme yaklasimlari ile
ilgili olarak 6grencilerin daha ¢ok kendi degerlendirme siireglerinin bir
parcasi olduklar1 ve sorumluluk aldiklar1 “6z degerlendirme” yaklasimini
tercih ettikleri gortilmektedir. Madde ve islem tiirleri acisindan 6grenciler
oncelikli olarak coktan-se¢meli testleri, daha sonra ise gercek yasamda
karsilabilecekleri olay ve durumlara iliskin becerileri tercih etiklerini
belirtmislerdir.

Degerlendirme oncesi hazirlhk konusunda ise, dersin basinda ders
notlarinin elde edilmesi, kendilerinin nasil degerlendirilecegine iliskin bilgi
verilmesi ve degerlendirmede nelerin yer alacagi ve nasil hazirlanmalar:
gerektigi konusunda bilgi verilmesi 6grencilerin en oncelikli terihleri
olarak belirlenmistir. Bilissel siirecler agisindan ele alindiginda yiiksek
6gretim 6grencileri, kisisel yorum gerektiren, yaraticilik ve hayal giiciine
dayal1 ve sonug cikarabildikleri sorularin kendilerine yoneltilmesini
istediklerini ifade etmislerdir.

Ogrenciler degerlendirme siirecinde puan verilmesini bekledikleri
konulardaki tercihlerini ise, harcadiklar1 caba, 6z degerlendirme sonuglar:
ve gosterdikleri ilgi ve motivasyon olarak belirtmislerdir.

Notlandirma stirecine iliskin olarak 6grenciler, gosterdikleri performansa
iliskin detayli doniit alinmasi, siireg ve iiriiniin birlikte degerlendirilmesi
ile 6dev ve uygulamalarin da genel notun bir pargas1 olmas: konularindaki
beklentilerini dile getirmislerdir.

Bulgular, yiiksek 0&gretim Ogrencilerinin daha derin 6grenmeleri
saglayabilen “alternatif degerlendirme”, diger bir ifade ile diizeltici
degerlendirme yaklasimlarini daha fazla tercih ettiklerini gostermistir.
Yiiksek ogretim 6grencilerinin “benlik kavrami”na verdikleri 6nem ise
arastirmanin bir diger 6nemli bulgusudur.

Aragtirmamn Sonuglart ve Onerileri: Degerlendirme hem siireci hem de
tirtinii kapsayabilir, diizey belirlemeye veya bicimlendirmeye yonelik
olabilir. Bu konuda yapilan calismalar, 6grencilerin kuramsal bilgilerini
uygulamaya dontistiiriirken zorluklar yasadiklarin1 gostermistir. Bu
zorlugu asmak icin pek ¢ok ¢oziim Onerisi ileri stirtilmiistiir. C)rnegm,
ogrencileri degerlendirme siirecinin bir parcasi haline getirmek bu
¢Oziimlerden bir tanesidir.

Onerilerden bir tanesi olarak 6grencilerin degerlendirme tercihlerinin
belirlenmesi bu ¢alisma kapsaminda ele alinmis olan farkl bir yaklagimdir.
Degerlendirme tercihleri 6grenciye gore cesitlilik gosterebilir ve 6grencinin
calisma aliskanliklarini, icerige yaklasimini, motivasyonunu ve ilgisini
etkileyebilir. Bu gercekler 1siginda her ogrenciyi kendi tercihleri
dogrultusunda degerlendirmek, hem motivasyonun artmasmi, hem de
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kendi 6grenme sorumlulugunu almasini saglayacag: icin, cok daha etkili
bir 6grenme ile sonuclanabilir.

Madde ve islem bicimine iliskin elde edilen sonuglarda &grencilerin
coktan-se¢gmeli ve gercek hayatla iligkili becerileri tercih ettiklerini
gostermistir. Bu ve diger bilesenler ele alindiginda, 6grencilerin aslinda
alternatif yaklasimlar1 tercih ettigi, ancak geleneksel sistemle kazandiklar
aliskanliklardan ¢ok fazla kopamadiklar1 yorumu yapilabilir.
Degerlendirme oncesi igin ise Ogrencilerin hem siire hem de iiriin
degerlendirmeye iliskin tiim detaylar1 6nceden bilmek istedikleri
goriilmektedir. Ayrica bu siirecte aktif rol alma istekleri de onemli
bulgulardan bir digeridir.

Bilissel stirecler ve notlandirma agisindan &grencilerin doniite ¢ok fazla
6nem verdikleri ve daha ¢ok kendi fikir ve yorumlarmi paylasabildikleri
tiirleri tercih ettikleri sonucu ortaya ¢ikmustir.

Ogrencilerin degerlendirme tercihleri bazi béliimler arasinda farkl
acilardan degisim gostermektedir. Ayrica yillar bazinda da 6zellikle islem
tirtinde farkliik ortaya c¢iktig1 goriilmektedir. Geleneksel yapidan
uzaklasip, karmasik ve olusturmaci siireclerde kazandiklar1 deneyim
arttikca, alternatif degerlendirme yaklasimlari tercihi de artmaktadir.
Ozetlemek gerekirse; “yiiksek ogretim 6grencileri 6gretim tiyelerinden,
bireysel farkliliklarinin  yalnizca egitim-6gretim stirecinde degil,
degerlendirme siirecinde de dikkate alndig1 yaklasimlar1 kullanmalarin
beklemektedir”. Ogrenciler, daha derin 6grenmeleri saglayacak
yaklasimlarin uygulanmasim beklemektedirler.

Bu ve 6nceki calismalara dayanarak, hem siirece hem de iiriine odaklanan
degerlendirme siireclerinde bireysel farkliliklarin 6nemine iliskin daha
fazla arastirma yapilmasi geregi ortaya qikmistir. Gelecekte yapilacak
arastirmalar, bireysel tercihlere dayali degerlendirme sonuglarma goére
basar1 agisindan olusan farka odaklanabilir. Boylece, “degerlendirmeye
dayali 6gretim” igin kavramsal bir gerceve olusmasi beklenmektedir.
Anahtar Sozciikler: degerlendirme tercihleri, 6l¢ek uyarlama, yiiksek
6gretim
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Abstract

Problem Statement: Analogies can help make science concepts meaningful to
learners but only when used appropriately. They can visualise abstract
concepts and motivate. For this reason, analogies are common in biology
textbooks. However, previous studies have suggested that analogies are
used randomly and carelessly in science textbooks. This situation can cause
students to misunderstand scientific concepts. From this point of view, it is
considered that analysing the analogies used in biology textbooks will
benefit students and teachers.

Purpose of the Study: The aim of this study is to analyse the types of
analogies used in secondary school biology textbooks in Turkey and
investigate how these analogies are presented.

Method: A document examination technique was used in this research.
Seven secondary school biology textbooks were investigated. Determined
analogies in the textbooks were classified as follows: analogical
relationship, presentational format, level of abstraction, position of the
analogue relevant to the target, level of enrichment, pre-topic orientation
and the limitations of the analogy.

Findings and Results: A total of 119 analogies were determined in the
biology textbooks. A considerable proportion of those were related to cell
structure and function, including cells and organelles such as the factory
analogy for cell structure and function and the power generator analogy
for mitochondria. It was determined that analogies were configured mostly
as structural, verbal, concrete-abstract, embedded activator and simple
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analogies. Most were not configured in accordance with analogy-based
teaching models. Therefore, students can develop misconceptions.
Analogies that only indicate superficial similarities can confuse students,
and these must be elaborated and made interesting for students. To
prevent misconceptions, it is necessary to indicate the irrelevant features of
the target and analogue concepts.

Conclusions and Recommendations: When preparing biology textbooks, the
principles highlighted by teaching models such as the teaching with
analogies model should be taken into consideration.

Keywords: biology education, analogy, biology textbooks

An analogy is a comparison of the similarities of two concepts. The familiar
concept is called the analogue and the unfamiliar idea the target. If the analogue and
target share similar features, an analogy can be drawn between them. A verbal or
visual systematic comparison between the features of the analogue and target is
called mapping (Duit, 1991; Dunbar, 2001; Glynn, 2007). Analogies are effective
teaching tools. They help students transfer new knowledge to a prior knowledge
structure, provide motivation to learn and make students gain new points of view
about a subject (Atav, Erdem, Yilmaz, & Giictim, 2004; Geban, Ertepinar, Topal, &
Onal, 1999; Glynn & Takahashi, 1998; Heywood, 2002). Analogies help deal with
misconceptions and play important roles in conceptual change (Duit, Roth, Komorek,
& Wilbers, 2001; Stavy, 1991; Venville & Treagust, 1996). Analogies concretise
difficult and abstract concepts that cannot be observed directly (Thiele & Treagust,
1994).

Most research about analogies in science education focuses on those used by
teachers (Mastrilli, 1997; Treagust, Duit, Joslin, & Lindauer, 1992; Treagust, Harrison,
& Venville, 1998), students (Coll & Treagust, 2001; Glynn & Takahashi, 1998; Jarman,
1996; Pittman, 1999; Yanowitz, 2001) and textbooks (Curtis & Reigeluth, 1984;
Newton, 2003; Orgill & Bodner, 2006; Parida & Goswami, 2000; Thiele & Treagust;
1994; Thiele, Venville, & Treagust, 1995). The use of analogies in biological texts is
common and indispensable. Glynn and Takahashi (1998) have suggested that
biological texts supported with analogies have improved conceptual change. In one
study, researchers prepared two texts about cells, one without analogies and one
with an analogy, and investigated the conceptual changes of the readers. The
researchers determined that those students learning with the text that included an
analogy gained a more permanent knowledge. Paris and Glynn (2004) determined
that analogy texts, which were detailed by clearly specifying the relationship
between analogue and target concepts and supported by pictures, provide benefits
for pre-service teachers to transfer new knowledge from the known to unknown.

The use of analogies in a textbook can have a negative effect if used
inappropriately (Duit, 1991; Duit et al., 2001). Just as all analogies are not good
analogies, all good analogies are not beneficial to all students (Orgill & Bodner, 2004).
In addition, an analogue concept never shares all the common features with a target
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concept in an analogy. In some situations, an analogue concept might replace a target
concept and could mislead students. This situation might cause students to
misunderstand the target concept (Clement, 1993; Duit et al., 2001; Orgill & Bodner,
2004). Gilbert (1989) states that using analogies in biology lectures reduces student
success. Therefore, analogies need to be chosen carefully.

Textbooks constitute a major source of analogies, and they are used freely by
teachers and pupils (Parida & Goswami, 2000). This situation can cause
misunderstandings for students (Thiele & Treagust, 1994). For these reasons,
teaching models have been developed for analogies to be used effectively in science
teaching, including the general model of analogy teaching (Zeitoun, 1984), the
teaching with analogies (TWA) model (Glynn, 1991) and the focus-action-reflection
(FAR) model (Treagust et al., 1998). The TWA model is the most widely used; this
model explains the rules that teachers need to follow during analogy-based teaching.
These rules are formed of the six following steps:

1. Introduce target concept;
Cue retrieval of analogue concept;

Identify relevant features of target and analogue;

2
3
4. Map similarities;
5. Indicate where the analogy breaks down; and
6

Draw conclusions.

Analogies act as starting models for introducing science concepts and are used
commonly in science textbooks (Iding, 1997). Curtis and Reigeluth (1984) developed
an analogy classification framework for analysing the analogies used in science
textbooks and investigated analogies used in books in the United States. On average,
researchers determined 8.3 analogies per book. Thiele and Treagust (1994) extended
this analogy classification framework by classifying the analogies in Australian
secondary school chemistry textbooks. They found a total of 93 analogies in
chemistry textbooks. Thiele et al. (1995) investigated the analogies in secondary
school biology textbooks in Australia and compared them with chemistry textbooks.
They determined that analogies were used more often in biology than in chemistry
textbooks. Parida and Goswami (2000) investigated the analogies used in a 9th grade
science textbook. They determined that although there were many analogies, most
were inappropriate for teaching models with analogies. Newton (2003) compared the
analogies used in primary school science textbooks with those used in secondary
school science textbooks and found 92 analogies. Orgill and Bodner (2006)
investigated the analogies in eight college level biochemistry textbooks and
determined that there were 158 analogies in these books.

Recent research on high school biology textbooks in Turkey has focused on
misconceptions, content knowledge and illustrations (Dikmenli & Cardak, 2004;
Miilayim & Soran, 2002; Ozay & Hasenekoglu, 2007). The results have indicated the
presence of many problems in such textbooks. It is not known if there are any
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problems with the analogies used in high school biology textbooks. In science
literature, no research has been undertaken about the analogies used in biology
textbooks in Turkey. High school textbooks have a significant and central role in the
instructional process of science. For example, Chiappetta, Ganesh, Lee and Phillips
(2006) noted that more than 90 percent of secondary school science teachers rely on
textbooks to organise and deliver instruction and assign homework. Therefore, it is
considered that analysing the analogies used in secondary school biology textbooks
in Turkey will benefit students, teachers, textbook authors and programmers.

Purpose of the Study

The main purpose of this study is to investigate the types of analogies used in
secondary school biology textbooks in Turkey and understand how these analogies
are configured and presented. Answers for the following two questions will also be
sought:

e How often are analogies being used in secondary school biology
textbooks?

o  What are the types and structures of analogies used in these textbooks?

Method

This study used a descriptive research method. This method is used generally for
enlightening a given situation, making evaluations according to standards and
revealing possible relationships between incidents. The main aim of these kinds of
works is to define and explain the reviewed situation in a comprehensive manner
(Cepni, 2005).

Textbooks

Seven biology textbooks for high school students were recommended by the
Ministry of National Education in 2008/2009 (MEB Tebligler Dergisi, 2008). Thus,
these seven biology textbooks (see appendix) were investigated. The textbooks were
prepared in accordance with the new national curriculum in Turkey and are used in
the 9th, 10th, 11th and 12th grades as biology textbooks.

Data Collection and Analysis

The document examination technique was used in this research. This technique
consists of analysing written materials including information about the incidents
targeted to be researched (Yildirim & Simsek, 2005). The textbooks under
examination were read in full at least twice to understand analogy usage. All types of
comparisons or similes considered analogies were marked on the textbooks, and the
books were photocopied. These similes were reread on the photocopies and the
analogies were again determined and categorised according to the system used by
Curtis and Reigeluth (1984) and Thiele and Treagust (1994) as follows.

1. The analogical relationship between analogue and target
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Structural: Analogue and target concepts in an analogy share similar attributes
such as shape, size, colour, etc.

Functional: Analogue and target concepts in an analogy share similar attributes
such as function, behaviour, etc.

Structural-functional: Analogue and target concepts in an analogy share both
structural and functional attributes.

2. The presentational format
Verbal: The analogy is presented in the text in a verbal format only.

Pictorial-verbal: The analogy is presented in a verbal format along with a picture
of analogue.

3. The level of abstraction of the analogue and target concepts
Concrete-concrete: Both the analogue and target concepts are of a concrete nature.
Abstract-abstract: Both the analogue and target concepts are of an abstract nature.

Concrete-abstract: The analogue concept is of a concrete nature but the target
concept is abstract.

4. The position of the analogue relevant to the target

Advance organiser: The analogue concept is presented in the text before the target
concept.

Embedded activator: The analogue concept is presented in the text with the target
concept.

Post synthesiser: The analogue concept is presented in the text after the target
concept.

5. The level of enrichment

Simple: Only one similarity is underlined between the analogue and target
concepts. An analogy is formed of a simple sentence with no details.

Enriched: Two similarity dimensions between the analogue and target concepts
are underlined. An analogical statement is formed of sentences that are basic for
analogy.

Extended: Three or more similarity dimensions between the analogue and target
concepts are underlined. An analogical statement is formed from basic sentences
including details. The analogies in which many sources have been used to explain a
target concept are also considered extended analogies.

6.  Pre-topic orientation

Analogue explanation: Introducing the analogue concept related to the target
concept in the analogy through at least one point.

Strategy identification: Underlining that the text presented as an analogy is an
assimilation.
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Both analogue explanation and strategy identification: Underlining both the
explanation of the analogue and the strategy identification.

None: No emphasis on the analogue explanation or the strategy identification.

7. The limitations of the analogy: Underlining the situation that there are breaking
points in analogies at which misunderstandings are possible.

In this study, teaching theories based on analogies were not discussed and the
analogies presented in biology textbooks were categorized according to an analogy
classification system (Curtis & Reigeluth, 1984; Thiele & Treagust, 1994).

Findings and Discussion

Many simile types that can be interpreted as analogies were encountered
in the biology textbooks. Among these similes, comparisons made between a
biological target domain and an analogue domain chosen from everyday life
were considered analogies. For instance, the ladder analogy for a DNA
molecule (Book-A, p. 61; Book-E, p. 42; Book-G, p. 99) was considered an
analogy. This type of analogy is based on the comparison between two
different domains. The analogue domain (ladder) is about everyday life and
the target domain (DNA molecule) is about a biological concept. A lot of
research considered different domain analogies a teaching tool (Duit, 1991;
Orgill & Bodner, 2006; Thiele et al., 1995). Other comparisons made within
the same domain were not considered analogies. For example, “There are
four different types of nucleotides in the structure of RNA as DNA” (Book-
E, p. 45). In this type, comparisons between the analogue and target domains
are about biological concepts. In addition, metaphoric expressions in the
texts were not evaluated as analogies. For example, “nutrients taken into the
cell are digested and separated into building blocks” (Book-A, p. 20).
Furthermore, the anthropomorphic expressions in the textbooks were also
not evaluated as analogies; for example, “oxygen-loving bacteria” (Book-E,
p- 12).

A total of 119 analogies were determined in the secondary school biology
textbooks. Each analogy was examined independently by the researcher and
two biology lecturers with an original agreement of 90.8 percent for the 833
classifications (nine criteria x 119 analogies). The remaining 77 classifications
(9.2 percent of 1071) were agreed upon following consensus discussions.
Accordingly, an average of 17 analogies was determined in each book. The
fewest analogies were in Book-B (three) and the most in Book-C (31).
According to previous studies, an average of 8.3 analogies were used in
primary and secondary science textbooks in the United States (Curtis &
Reigeluth, 1984), whereas an average of 9.3 analogies were used in
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secondary school chemistry textbooks in Australia (Thiele & Treagust, 1994),
43.5 in secondary school biology textbooks in Australia (Thiele et al., 1995),
2.6 in primary school science textbooks in England (Newton, 2003) and 19.75
in college biochemistry textbooks (Orgill & Bodner, 2006).

A considerable proportion of analogies were related to cell structure and
function including cells and organelles such as the factory analogy for cell
structure and function (Book-A, p. 73) and the power generator analogy for
mitochondria. Other areas in which analogies were used frequently were
nucleic acids, including DNA and RNA such as the ladder analogy for DNA
molecule (Book-A, p. 61; Book-E, p. 42; Book-G, p. 99) and the clover leaf
analogy for the t-RNA molecule. The microscopic and submicroscopic
nature of these concepts underlines the role of analogies for biological
concepts requiring further visualisation. From this point of view, most of the
analogies in biology textbooks in Turkey were appropriate in terms of the
content area of the target concept. Thiele and Treagust (1994) stated that
analogies in secondary school chemistry textbooks are used mostly for
difficult target concepts such as atomic structure, chemical bonds and
energy. Similarly, Orgill and Bodner (2006) stated that analogies in college
biochemistry textbooks are used mostly for difficult target concepts such as
energy, DNA and ATP.

In terms of the analogical relationship between analogue and target
concepts in biology textbooks, structural (61.3 percent), functional (30.3
percent) and structural-functional (8.4 percent) analogies were used (Table
1). Most structural analogies were used for interesting abstract concepts that
are difficult to understand. One explained the structure of a DNA molecule
by making a similarity between it and a ladder (Book-A, p. 61; Book-E, p. 42;
Book-G, p. 99). Structural analogies also were used for simple biological
concepts but were not interesting. One made a similarity between the shape
of the kidney and a dry bean (Book-C, p. 161). Here is an example of the
functional analogies used in textbooks: “The starts and stops of a refrigerator
are regulated by a device called a thermostat that is placed in the
refrigerator. This device closes the electric circuit and starts the motor when
the temperature inside the refrigerator exceeds a certain level. When the
temperature drops to a defined level, it stops the motor. There are thousands
of such mechanisms in biological systems. Even in a cell that we can’t see
with our naked eye, there are hundreds of such control systems..In a
healthy body, hormones are not produced in excess and are not
accumulated. The body stops the production of a hormone when the
hormone produced exceeds the normal levels. If the hormone drops below
the normal level, the body starts producing it again. This is called a feed-



80 Musa Dikmenli

back mechanism” (Book-D, p. 59). A structural-functional analogy used in
the textbooks was formed of these statements. “A cell is similar to a factory
in terms of structure and function. Cellular membrane is similar to outer
wall of the factory, enzymes are similar to workers, organelles are similar to
machinery and the cell nucleus is similar to management centre of the
factory” (Book-A, p. 73). In this analogy, by making both structural and
functional comparisons between the analogue and target domains, a cell’s
structure and functions are explained. According to previous studies,
functional analogies were used most in science (Curtis & Reigeluth, 1984),
chemistry (Thiele & Treagust, 1994), biology (Thiele et al., 1995) and
biochemistry (Orgill & Bodner, 2006) textbooks. Considering that functional
and structural-functional analogies are more effective in teaching (Duit,
1991; Thiele & Treagust, 1994), using mostly structural analogies in biology
textbooks in Turkey is an unexpected situation. In a structural analogy,
students need to know that the analogue and target concepts share only
structural features. Otherwise, they might also transfer functional features
from the analogue to the target. In such a situation, students can develop
misconceptions (Orgill & Bodner, 2006).

Table 1

Categorisation and number of analogies in secondary school biology textbooks

Books A Total number

=

C D E

)

G

of analogies

Category Number of analogies 28 3 31 29 10 8 10 119 Y%

Structural 16 0 24 24 3 3 3 73 61.3
Amlogical Functional 10 3 4 6 4 6 36 303
relationship

Structural—functional 2 0 1 1 1 1 10 8.4
Presentational Verbal 26 3 31 29 7 8 10 114 958
format Pictorial-verbal 2 0 0o 3 0o o0 5 4.2

Concrete—concrete 74 0 5 5 0 0 0 17 14.3
Condition of
subject matter Abstract-abstract 1 0 0 0 0 1 1 3 25

Concrete—abstract 20 3 26 24 10 7 9 99 83.2

Advance organiser 5; 1 3 2 3 3 3 20 16.8
Position in text Embedded activator 23 2 271 27 1 S 7 98 82.4

Post synthesiser 0 0 1 0 0 0 0 1 0.8

Simple 21 0 23 26 4 4 S5 83 69.8
Eien el nk Enriched 4 3 6 2 3 1 2 21 17.6
enrichment

Extended 3 0 2 1 3 3 3 15 12.6

Analogue explanation 1 0 1 0 1 2 1 6 50
Pre-topic Strategy identification 3 0 4 2 0 1 1 11 92
orientation Both 1 0o 2 1 2 3 5 14 11.8

None 23 3 24 26 7 2 3 88 74.0

. Existing 1 0 0 0 2 0 O 3 25

Limitations

None 27 3 31 29 8 8 10 116 975
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It has been determined from the presentational format of the analogies in
the textbooks that 95.8 percent of analogies were presented in a verbal
format (Table 1). One of the pictorial-verbal analogies made a simile
between biological classifications and a library (Book-A, p. 123). In this
analogy, the text was supported with a picture of the analogue; therefore,
the subject of biological classifications was rendered interesting and
permanent for the students. In most verbal analogies, analogical statements
were supported with microscopic and submicroscopic pictures and
diagrams of target concepts. Thiele et al. (1995) stated that only six out of 174
analogies in four secondary school biology textbooks used in Australia were
presented in a pictorial-verbal format. Pictorial-verbal analogies make
remembering easier and increase the permanency of the knowledge. It is
known that pictures are remembered more than sentences. Bean, Searles,
Singer and Cowen (1990) concluded that an analogy presented in a pictorial-
verbal format was more effective for understanding the structure and
function of a cell compared to an analogy presented in a verbal format.

In terms of the condition of the subject matter, 14.3 percent of the
analogies were concrete-concrete, 2.5 percent were abstract-abstract and
83.2 percent were concrete-abstract (Table 1). Using mostly the concrete-
abstract analogy type in biology textbooks in Turkey is a natural and
intended situation because analogies concretise difficult and abstract
concepts that cannot be observed directly (Curtis & Reigeluth, 1984; Orgill &
Bodner, 2006; Thiele & Treagust, 1994; Thiele et al., 1995). However, Newton
(2003) stated that in science textbooks for students between 7 and 11 years
old, the concrete-concrete analogies were used more (59.8 percent), showing
that this situation was related to the cognitive levels of younger children.

In terms of the position of the analogue related to the target, embedded
activator analogies (82.4 percent) were used mostly in the biology textbooks,
followed by advance organiser (16.8 percent) and post synthesiser analogies
(0.8 percent; Table 1). Similar results have been stated in previous studies
(Curtis & Reigeluth, 1984; Orgill & Bodner, 2006; Thiele & Treagust, 1994).
Newton (2003) determined that all the analogies in the science textbooks
prepared for 7-11-year-old students in England were used as embedded
activators. The embedded activator type of analogies is understood more
easily by students. The advance organiser or post synthesiser type of
analogies require experience and advanced information from students.

In terms of the enrichment level of the analogy, simple analogies (69.8
percent) were used mostly in the biology textbooks, followed by enriched
(17.6 percent) and extended analogies (12.6 percent; Table 1). An extended
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analogy sample with details is presented below. “In terms of sections and
functions, a simile can be made between a cell and a factory. In these terms,
we can assimilate cellular membrane to outer wall of the factory, enzymes to
workers, organelles to machine and cell nucleus to the place where
managers are. This analogy is the only way to be able to perceive the cell
more easily because the cell is more complicated than a factory” (Book-A, p.
73). In this study, simple analogies were used more in the biology textbooks
in Turkey. However, research indicates the dangers of simple analogies. In
simple analogies, students need to set the relationship between the analogue
and target concepts themselves. For this reason, frequent usage of simple
analogies can cause students to develop misconceptions (Thiele et al., 1995).
Glynn and Takahashi (1998) stated that analogies should be explained or
enriched in accordance with their aim. Elaborated analogies have been
found to increase student learning of target concepts and their interest in
such concepts (Paris & Glynn, 2004).

In terms of pre-topic orientation, the analogue explanation was made in
only 5 percent of the analogies used in the biology textbooks, strategy was
identified in only 9.2 percent and both the analogue explanation and the
strategy identification was given in 11.8 percent. In 74 percent of analogies
neither the analogue explanation nor the strategy identification was
encountered (Table 1). For the analogical transfer between the analogue and
target domains to be set up accurately it is important to explain the basic
features of the analogue used in the analogy. Analogue explanation and
strategy identification aim to make students focus on the appropriate
features in analogical transfer (Thiele & Treagust, 1994).

Only 2.5 percent of analogies showed limitations (Table 1), and this rate
was similar to that in chemistry textbooks (Thiele & Treagust, 1994). To
prevent misconceptions it is necessary to specify the breaking points that can
cause misunderstandings in the analogies used. Using analogy teaching
models requires the articulation of the limitations as part of the instructional
process. Otherwise, it can lead to additional misconceptions (Eryilmaz, 2010;
Kao, 2007; Kili¢ & Saglam, 2009).
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Conclusions and Recommendations

This study determined that analogies are used frequently in secondary school
biology textbooks in Turkey. However, most analogies are not configured in
accordance with the teaching models of analogy and the relationships between the
analogue and target concepts are not clearly defined. For this reason, possible
misconceptions can occur. The analogies in these textbooks are mostly structural,
verbal, concrete-abstract, embedded activator and simple type analogies. Among
these, some structural and simple analogies are superficial and inappropriate for
analogy-based teaching. Therefore, rather than highlighting structural and simple
analogies in textbooks, it is important to focus on structural-functional and extended
analogies. Analogies should be explained and detailed in accordance with their aims;
those that only indicate superficial similarities can confuse students. This type of
analogy must not be used or must be elaborated and made interesting for students.
Analogies must be generated with care in accordance with the content of the target
concept and they must be appropriate to the cognitive levels of the students. In most
analogies, it is not indicated where the analogy breaks down. To prevent
misconceptions, it is necessary to specify the inappropriate features of the analogue
and target concepts in an analogy.

The communication strategy between the author and reader is of utmost
importance (S6nmez, 2003). The types of analogies in textbooks and their context and
presentational format are all determined by the author, who should aim to teach new
and unknown concepts to students while generating these analogies. However, this
aim can be obstructed by the format of the analogy or the individual differences
during the learning process. Therefore, teachers using textbooks have to make great
efforts in this regard. They should strain the analogies in the books and, if necessary,
change or extend them in a way that is understandable. The relationships between
the analogue and target concepts in an analogy and the limitations of the analogy
have to be specified by the teacher. Students must know or notice the connections
between source and target concepts in an analogy mentioned in a textbook.
Otherwise, there can be problems in the transfer of knowledge from the source
concept to the target concept. To facilitate analogical transfer, students should be
given information about the important role of analogies in learning and how
analogies should be used, because problems related to analogical transfer indicate
that students are not used to analogies as a teaching tool (Harrison & Treagust, 2000).
When preparing biology textbooks, the principles highlighted by teaching models
such as the TWA (Glynn, 1991) and FAR (Treagust et al., 1998) should be taken into
consideration. Authors should design well-configured analogies in their textbooks
and teachers should use these analogies in the teaching process.
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Ortadgretim Biyoloji Ders Kitaplarinda Kullanilan Analojilerin
Analizi: Tiirkiye Ornegi

(Ozet)

Analoji (benzesim), bilinmeyen ve yabancilik ¢ekilen bir olgunun, bilinen ve
tanidik gelen bir olguya benzetilerek agiklanmasidir. Bilinmeyen olgu ‘hedef’, bilinen
olgu ise ‘kaynak’tir. Analoji ile, kaynak ve hedefin benzer 6zellikleri kiyaslanir ve
bilinen bilgi sahasindan bilinmeyen bilgi sahasmna gegis yapilir. Kaynagmn 6zellikleri
hedefin 6zelliklerine ne kadar ¢ok uyuyorsa, analoji o kadar etkili ve giigludiir.
Analojiler etkili 6gretim araglar1 olup, yeni bilgiyi mevcut bilgi yapisina nakletmede
ogrencilere yardimci olur, anlamli 6grenmede motivasyonu saglar ve konu ile ilgili
yeni bakis acilar1 kazandirir. Bu nedenlerden dolay: analojiler, fen ders kitaplarinda
yaygin olarak kullanilir. Fakat bu konu {izerine yapilan bazi ¢alismalara gore ders
kitaplarindaki analojiler, genelde rastgele kullanilmakta ve 6grencilerde yanilmalara
neden olabilmektedir. Bu bakimdan Tiirkiye'deki ortadgretim biyoloji ders
kitaplarinda kullarulan analojilerin gesitli boyutlarda analiz edilmesinin
O6gretmenlere, kitap yazarlarma ve program gelistiricilere faydali olacag:
diisiiniilmiistiir.

Arastirmamn Amact : Bu calismanin amaci, Tiirkiye’deki ortadgretim biyoloji ders
kitaplarmnda kullanilan analojilerin cesitlerini analiz etmek ve bu analojilerin nasil
yapilandirildigmi ve sunuldugunu incelemektir. Bu amaca paralel olarak, su sorulara
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cevap aranmustir: Biyoloji ders kitaplarmda analojiler ne siklikta kullanilmaktadir?
Bu kitaplarda hangi tip analojiler, hangi hedef kavramlar i¢in kullanulmaktadir?
Kullanilan analojilerde kaynak aciklamasina, strateji tanimmina ve analojinin
sinirliliklarma yer verilmekte midir?

Arastirmamun  Yontemi : Betimsel arastrma yontemine dayali olarak
gerceklestirilen bu ¢alismada, dokiiman inceleme teknigi kullanilmistir. Calismada,
Milli Egitim Bakanliginin tavsiyesi dogrultusunda 9., 10., 11. ve 12. siniflarda halen
okutulmakta olan yedi adet ortadgretim biyoloji ders kitab1 incelenmistir. Calismanin
amaci dogrultusunda her kitap, bastan sona en az iki defa okunmustur. Analoji
olabilecegi diistiniilen benzetme veya kiyaslama tiplerinin tiimii isaretlenmis ve
fotokopileri alinmistir. Bu kiyaslamalar, fotokopiler {izerinde tekrar incelenmis ve
analoji olanlar belirlenmistir. Belirlenen analojiler, asagidaki kategorilere gore
smiflandirilmistir:

1-Kaynak ve hedef kavramlar arasindaki analojik iliski:

Yapisal analoji: Kaynak ve hedef saha; sekil, goriiniis ve biiytikliik gibi benzer
ozellikleri paylasir.

Fonksiyonel analoji: Kaynak ve hedef saha; gorev, hareket ve davranis gibi
benzer 6zellikleri paylasir.

Yapisal-fonksiyonel analoji: Kaynak ve hedef, hem yapisal hem de fonksiyonel
benzerlikleri paylasir.

2-Analojinin sunulus bi¢imi:

Sozel analoji: Analoji ders kitabinda sadece ciimle veya ctimlelerle sunulur.
Resimsel-s6zel analoji: Analoji metni, kaynagin bir resmi ile desteklenir.
3-Kaynak ve hedef kavramlarin soyutlanma diizeyi:

Somut-somut analoji: Somut hedef i¢in somut kaynak kullanilir.
Soyut-soyut analoji: Soyut hedef i¢in soyut kaynak kullanilir.

Somut-soyut analoji: Soyut hedef i¢in somut kaynak kullanilir.

4-Hedefe iliskin kaynagimn pozisyonu:

On organize edici: Analoji hedef konudan 6nce, baslangicta sunulur.
Gomiilii aktive edici: Analoji hedef konunun i¢inde, konu ile birlikte sunulur.
Son sentez edici: Analoji hedef konunun sonunda sunulur.

5-Analojinin zenginlik diizeyi:

Basit analoji: Kaynak ve hedef saha arasinda tek bir benzerlik boyutuna vurgu
yapan, basit bir ciimle veya ciimlelerden olusan, ayrint: icermeyen analoji.

Zenginlestirilmis analoji: Kaynak ve hedef saha arasindaki benzerligin en az iki
boyutuna vurgu yapan ve temel ctimlelerden olusan analoji.
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Genisletilmis analoji: Kaynak ve hedef saha arasindaki benzerligin en az ii¢ ya da
daha fazla boyutuna vurgu yapan ve ayrinti iceren analoji.

6-Konu oncesi yonlendirme:
Kaynak agiklamas:: Hedefe iliskin kaynak sahanin en az bir yoniiyle tanitilmasi.

Strateji tanim1: Analoji olarak sunulan metnin, bir benzetme olduguna dair vurgu
yapilmasi.

Kaynak agiklamas: ve strateji tanimi: Kaynak agiklamasi ve strateji tanimimna
birlikte yer verilmesi.

Higbiri: Analojide, ne kaynak agiklamasina ne de strateji tanimina yer verilmesi.

7-Analojinin sinirliliklar::  Analojide yanlis anlamalarin olabilecegi kirilma
noktalarmin dgrencilerin dikkatine sunulup sunulmamasidir.

Bulgular ve Tarhisma : Yapilan analiz sonucunda, analoji olarak
degerlendirilebilecek ¢ok sayida kiyaslama tipine rastlandi. Bunlar igerisinden, DNA
molekiiliiniin yapisini agiklayan merdiven analojisinde oldugu gibi, sadece biyolojik
bir hedef kavram ile giinliik hayattan segilen bir kaynak kavram arasmnda yapilan
kiyaslamalar analoji olarak degerlendirildi. Mitokondri ve kloroplast arasinda
yapilan kiyaslamalarda oldugu gibi ayni sahadan secilen kaynak ve hedef kavramlar:
iceren kiyaslamalar, analoji olarak degerlendirilmedi. Yedi adet biyoloji ders
kitabinda toplam 119 analoji tespit edilmistir. Buna gore her bir ders kitabinda
ortalama 17 analoji bulunmaktadir. Hedef kavramm igerik alani bakimindan
analojilerin daha ¢ok hiicrenin yapi, fonksiyonu ve niikleik asitler ile ilgili
kavramlarm agiklanmasinda kullanildig: goriilmiistiir. Bu kavramlarm ¢ogunun
mikroskobik, submikroskobik diizeyde veya soyut nitelikte olmasi sebebiyle biyoloji
ders kitaplarinda kullanilan analojilerin ¢ogunun hedef kavramin igerigine uygun
oldugu goriilmiistiir. Bir 6gretim aract olarak analojilerin en 6énemli islevlerinden
birisi, soyut kavramlar1 somutlastirmaktir. Biyoloji ders kitaplarinda kullanilan
analojilerin ¢ogunun yapisal, sézel, somut-soyut, gomiilii active edici ve basit
analojiler seklinde yapilandirildigi ve sunuldugu tespit edilmistir. Sadece yiizeysel
benzerliklere dayali olarak kurulan basit analojilerde oldugu gibi, bir ¢ok analojinin
analoji temelli 5gretim modellerine gére yapilandirilmadig belirlenmistir. Ozellikle
kaynak ve hedef kavramlar arasindaki haritalamanin yetersiz olusu, analojilerin
kirllma  noktalarimin  gerekli  sekilde  belirtilmemesi ve  analojilerden
kaynaklanabilecek olasi yanlhs anlamalara dikkat g¢ekilmemesi gibi sebeplerden
dolay1 6grencilerde kavram yanilgilarina neden olabilecek bazi durumlarin mevcut
oldugu goriilmiistiir. Ornegin, kitaplarda kullanilan analojilerin % 74’tinde kaynak
aciklamasima ve strateji tanimina yer verilmemis, % 97.5’inde ise analojide yanls
anlamalarin olabilecegi kirilma noktalar1 (siurliliklar) 6grencilerin dikkatine
sunulmamistir. Bu sekildeki analojiler detaylandirilarak genisletilmeli ve 6grenciler
icin ilgi gekici hale getirilmelidir. Detaylandirilmis analojilerin 6grencilerin ilgisini
cektigi ve hedef kavramlari Ogrenmelerini kolaylastirdigi, bir ¢ok arastirma
tarafindan ortaya konmustur.
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Sonu¢ ve Omneriler : Bu caligmada, Tiirkiye'deki ortadgretim biyoloji ders
kitaplarinda analojilerin ¢ok sik kullanilmasina ragmen bu analojilerin g¢ogunun,
analojiler ile 6gretim modeli veya odaklama-eylem-yansima modeli gibi analoji
temelli ogretim rehberlerine gore yapilandirilmadigr ortaya konmustur. Bu
bakimdan ders kitaplarin1 kullanan biyoloji 6gretmenleri 6zellikle basit, kaynak
aciklamasmin ve strateji tanimminin yapilmadig ve smirliliklarmin belirtilmedigi
analojileri stizgegten gecirmeli, detaylandirarak genisletmeli ve analojilerin kirilma
noktalarini 6grencilerinin dikkatine sunmalidir. Biyoloji ders kitaplar1 hazirlanirken
kullanilacak olan analojiler icin, analoji temelli 6gretim modellerindeki ilkeler
dikkate almmali ve bu ilkeler ders kitaplarma yansitilmalidir.

Anahtar Sozciikler: Biyoloji egitimi, analoji, biyoloji ders kitaplar1
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Abstract

Problem Statement: In recent years, one important theory of learning that
has increasingly gained interests has been Brain-Based Learning (BBL). To
construct an effective framework for learning-teaching, teaching needs to
be designed and reconceptualized based on the learning-teaching
conditions and principles of BBL across various dimensions. The
information obtained from research regarding how the brain works and
learns indicates that we need to revise our teaching methods and
restructure them. There is a need to reorganize classroom teaching
processes in compliance with the functioning of the brain and in
consideration of the metacognitive dimensions.

Purpose of the Study: The aim of this study is to investigate the effects of a
teaching process that has been designed according to a BBL-based
metacognitive flow chart of learning-teaching conditions on the academic
achievement of student-teachers.

Method: The study was designed according to an experimental model with
a pre-test-post-test control group. The participants are student teachers
from the department of social studies teaching at the Faculty of Education
in west part of Turkey. There were 34 students (18 female and 16 male) in
the experimental group; in the control group, there were 34 students (15
female and 19 male). The average age of the participants is 21, and they
come from middle-class families. For this study, the Measurement and
Evaluation Course was selected as the academic course. A test consisting of
40 multiple-choice type questions was used to measure the students’
acquisition of academic knowledge and skills. The KR-20 reliability

* Asst. Prof. Dr., Mugla University Faculty of Education, bduman@mu.edu.tr
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coefficient of the test was found to be .86. Moreover, the test asked the
opinions of the experimental group participants regarding the BBL process.

Findings and Results: In this study, it was found that there are significant
differences among the achievement levels of the experimental groups
taught by a process designed according to the metacognitive flow chart of
BBL conditions, and that of the control group, which was taught by
traditional teaching methods based on lecturing and question-answer
activities. The student-teachers have stressed that BBL is effective and
enjoyable for them.

Conclusions and Recommendations: The design and application of BBL in the
form of a metacognitive flow chart is expected to bring some applicable
practices and differences to BBL conditions and processes at a conceptual
level, and support attempts to develop brain-based learning-teaching
programs.

Keywords: Brain-based learning, metacognition strategies, flowchart,
learning to learn

In recent years, one important theory that has increasingly gained the interest of
researchers and teachers has been Brain-Based Learning (BBL) (Jensen, 2005). BBL
means knowing the functioning of the brain and the rules of learning for meaningful
learning to occur and organizing the teaching together with these rules in the brain
(Caine, Caine, McClintic & Klimek, 2005). BBL is a way of thinking about the learning
process (Jensen, 2008). Of course, brain-based instruction is part of a new generation
in the evolution of instructional practice in classroom. In recent years, educational
reforms based on brain-based studies have investigated how students’ academic
achievement can be improved (Wortock, 2002; Getz, 2003; Ozden & Giiltekin, 2008).
At the same time, they have explained the best learning methods as aligned with the
functioning of the brain (Fogarty, 2002; Prigge, 2002; Goswami, 2004; Hall, 2005;
Caine, Caine, McClintic, & Klimek, 2005; Sousa, 2006; Jensen, 2008).

The present study is designed according to the three learning-teaching conditions
of BBL. Some principles and concepts need to be applied to these conditions. These
concepts and principles are indicative of how brain-based learning is different from
traditional learning methods. Caine et al. (2005) summarized the theoretical
foundations of BBL as follows:

The Principles of Brain-based Learning;:

- The brain is a complex adaptive system.

- The brain is a social brain.

-The search for meaning is innate.

-The search for meaning occurs through patterning.

-Emotions are critical to patterning.
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-Every brain simultaneously perceives and creates parts and wholes.
- Learning involves both focused attention and peripheral attention.
- Learning always involves conscious and unconscious processes.

- We have at least two ways of organizing memory.

- Learning is developmental.

- Complex learning is enhanced by challenge and inhibited by threat.
- Every brain is uniquely organized.

The principles of BBL provide a theoretical framework for an effective learning
and teaching process in the classroom. These principles are simple and
neurologically sound. Applied to education, however, they help us reconceptualize
teaching by taking us out of traditional frames of reference and guiding us in
defining and selecting appropriate programs and methodologies (Caine & Caine
1990). BBL aims to enhance learning potential and, in contrast to the traditional
approaches and models, provides a teaching and learning framework for educators
(Materna, 2000 as cited in Ozden & Giiltekin, 2008).

In this respect, to construct an effective framework for learning-teaching, teaching
needs to be designed and reconceptualized based on the learning-teaching conditions
and principles of BBL across various dimensions. The present study first elaborates
on designing the learning-teaching process according to BBL, then on how this
learning-teaching process should be implemented, and finally the features of the
metacognitive flow chart used in the present study and on which BBL conditions are

designed.

Designing Brain Based Learning-Teaching Processes: In BBL research, one of the
points emphasized is the necessity of multiple, complex and concrete experiences for
meaningful learning-instruction to occur. Based on their research and experience,
Caine et al. (2005) determined that learning-teaching involves three inter-related and
fundamental conditions of BBL: relaxed alertness, orchestrated immersion, and active
processing, that seem to be necessary for optimal learning-teaching to occur.

An optimal state of mind is that which we call relaxed alertness, consisting of low
threat and high challenge (Caine & Caine, 1994). Teachers play classical music when
appropriate to set a relaxed tone in the classroom. Students should feel safe to ask
questions and express their opinions freely. Students should be able to think critically
during the learning process and take risks without feeling threatened, which requires
a safe environment (Pool, 1997). Emotional and thinking processes are closely
connected to each other (Weiss, 2000). In this process, an affective climate conducive
to learning should be created. Emotions are the most important factor in the learning-
teaching process. A positive emotional climate in the class helps students to learn
and retain what they have learned (Caulfield, Kidd & Kocher, 2000).

The orchestrated immersion of the learner should be carried out with multiple,
complex, authentic experiences (Caine & Caine, 1994). Learning environments that
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immerse students in a learning experience should be created, and teachers must
immerse learners in complex, interactive experiences that are both rich and real. A
social environment with enriched stimuli provides connections between previous
and new knowledge, and enhances the retention of memory (Diamond & Hopson,
1999; Sylwester, 2000; Jensen, 2008). During the immersion phase, students need to
be offered a complex learning framework and learning experiences that challenge
them without creating anxiety (Caulfield et al., 2000).

The regular, active processing of experience is the basis for making meaning. Active
processing consists of four elements, which are higher thinking, deep thinking,
creative processing, and combining (Caine & Caine, 1994). At this stage, students
need to use thinking and creating processes at higher levels to ensure meaningful
and conceptual integration and internalization of information. In a learning process
designed according to the principles of BBL, the topics should be integrated in the
form of themes, and taught through real experiences and multiple-presentations. By
patterning topics under themes, small pieces of information within the whole picture
can be assigned meaning (Roberts, 2002; Sousa, 2006), and the whole picture can then
be internalized.

BBL strategies include many real-life examples of how the three elements occur in
successful teaching situations with a variety of methods. As shown below, in the
present study, BBL conditions are designed according to the metacognitive flow
chart and applied in the classroom. The teacher leads the students through thinking
processes shown in the flowchart by means of asking them questions, giving
examples, and think-aloud modeling.

The Flowchart: in this study, three fundamental conditions of BBL were designed
within the context of the flow chart based on metacognitive strategies. The strategies
are planning, self-monitoring, and evaluation. This flow chart includes a sample
application using the teaching of the “measurement and evaluation” unit in class.
The teacher leads the students through the thinking processes shown in the flowchart
by means of asking them questions, giving examples, and think-aloud modeling. The
purpose of this flow chart is both to prepare a lesson according to BBL, based on
optimal learning conditions, environment and process for students, to employ the
various stages of metacognitive strategies for teaching and to provide guidance in
restructuring the following learning situations. The meta-cognitive flow chart
synthesized by the researcher based on BBL conditions is presented below.
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Figure 1. Metacognition flow chart of brain-based learning conditions

The vertical and horizontal processes of this flow chart are related to each
other in the form of a crosstab. Horizontal processes include the conditions
of BBL, and vertical processes include the stages of metacognitive strategies.
Every process has both a hierarchical and an interactive functioning within
itself. In every sub-dimension of a horizontal process, there is more than one
vertical dimension. Under the first learning condition (relaxed alertness) of
the horizontal process are the stages of metacognitive strategy in planning
the first vertical column. Design of learning and teaching at the planning
stage is essential for ensuring that all student-teachers can participate and
benefit from instruction. In the vertical process of the second horizontal
process (orchestrated immersion), the content and sub-themes of the content
are included. In the vertical processes of the third horizontal learning
condition (active processing), readers find higher level questioning, self-
monitoring, creation of expectations about the content and internalization of
the meaning and evaluation stages. One of the components of the active
processing phase is evaluation (Caine & Caine, 1994).
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In summary, brain-based learning is the platform for many of the efforts
in learning reform. The information obtained from the research on the
functioning of how the brain works and learns indicates that we need to
“revise our teaching methods” (Dwyer, 2002) and restructure them. In
particular, the learning and teaching processes of the student-teachers
should be organized at different dimensions based on metacognitive flow
charts and conceptual designs. According to Caine and Caine (1994), the first
objective of education should be to get to know the brain. Thus, there is a
need to reorganize the classroom teaching processes in line with the
methods complying with the functioning of the brain and by considering
metacognitive dimensions.

The Purpose of the Study: in this context, the present study is designed
according to the metacognitive flow chart of the inter-related and integrated
conditions (relaxed alertness, orchestrated immersion and active processing)
of brain-based learning and teaching. The aim of this study is to investigate
the effects of the teaching process designed according to the metacognitive
flow chart of the learning-teaching conditions of BBL on the academic
achievement of student-teachers. This study seeks answers to the following
research questions:

1. Is there a difference in academic achievements between the
experimental group that received brain based learning and the
control group that did not?

2. How do the student teachers evaluate the teaching process
designed according to BBL in relation to their academic
achievement?

Method
Research Design

Designed on the pre- and post-test control group model, this experimental study
was conducted in order to determine the effects of brain-based learning on academic
achievement in the course of measurement and assessment. In this design, the
participants were randomly assigned to control and experimental groups and pre-
and post tests were conducted in both groups. In this research, which aims to
identify the effects of brain-based learning outcomes, quantitative and qualitative
methods were used together.

Sample

The study was carried out with the participation of second year day and evening
student teachers from the Department of Social Studies in the Teacher Training
program at the Faculty of Education, Mugla University in Turkey. The study was
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designed according to an experimental model with a pre-test post-test-control group.
In the experimental process, classes were randomly assigned as “experimental
group” and “control group.” In order to match the participants in terms of different
variables, they were given a form including a pre-test and questions to obtain
personal information. A personal information form was prepared in order to
equalize the participants in the groups,. Opinions of two experts were sought to
finalize the personal information questionnaire. Based on the students’ personal
information as indicated in the form, 34 students were assigned for each of the
groups so that the groups could be equal. Not all the student teachers constituting
the sample of the study were included, as just those that could be matched were
included in the study. Due to some reasons, the students in the same class were not
included (those stating that they may be absent, or taking some other courses of the
former terms)

In the experimental group, there were 34 students (18 female and 16 male); in the
control group, there were 34 students (15 female and 19 male). In total, there were 68
students, of whom 33 (48%) were female, and 35 (51.5%) were male. According to the
information gathered from the personal information forms completed by the
participants, the average age was 21, and the students come from middle-class
families.

In the equalization process, pre-test scores of the students were also taken into
consideration. In order to determine the pre-test scores of the participants on the
subject, the pre-test was used as an academic achievement test. In order to determine
whether there are significant differences between the pre-test scores of the
participants, a t-test was used and did not reveal a significant differentiation (t (66)=-
1.171 p= .246). In terms of the pre-test scores, the groups were found to be equal. At
the beginning of the study, the participants were given a pre-test and, at the end of
the study, they were given a post-test to evaluate the efficiency of the process.
Moreover, the opinions of the experimental group participants about the BBL process
were recorded.

Research Instruments

The data for this study were gathered from an academic achievement test, open-
ended questions and observations. For the academic achievement test, basic subjects
that cover measurement and evaluation course were chosen, such as 1. Basic
Concepts of Measurement and Evaluation, 2. Structural Characteristics of
Measurement Tools, 3. Measurement Tools and Methods in Testing, 4. Reliability
and Validity of Measurement Tools in Testing. The academic course “Measurement
and Evaluation” is a compulsory course for student-teachers, which is why it was
chosen for this study. The reason why this particular course was selected is not only
its status as a requirement for the student teachers but also because the researcher of
this stduy was the instructor for this class.

First, the related literature about how to prepare an academic achievement test on
“Measurement and Evaluation” was reviewed. Great care was taken to ensure the
test items covered all content and optimally tested the target behaviors of each of the
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test items, in order to ensure the content validity of the test (Tekin, 2007). The
primary attainments expected to be measured in the academic achievement test were
determined, and the academic achievement test consisting of 45 questions was
prepared. Experts in the field of measurement and evaluation were consulted to
determine the content validity of the tests. After the required changes were made, the
test was administered to 148 students in a higher level class at the Faculty of
Education. The difficulty level and item discrimination between test items were also
analyzed. As for item discrimination, .40 and above .40 were taken as acceptable
levels. The five test items that did not meet these criteria were eliminated from the
test, and the resultant multiple-choice test consisted of 40 items. The KR-20 reliability
coefficient of the test was found to be .86. This multiple-choice test was administered
to both the experimental and control groups of students-teachers before starting the
study in order to evaluate their prior knowledge levels and, after the application was
completed, to test their acquisition levels. Each correct item on the test received 1
point, and each incorrect answer in the test received 0 points. The questions had four
choices, with 40 as the highest score obtainable.

Second, opinions were taken from the experimental group students about the
teaching process as designed in accordance with the metacognitive flow chart of the
learning-teaching conditions of BBL. For this purpose, a questionnaire form was
designed. After seeking the opinions of two academic experts in the field of
measurement and evaluation and BBL, the format of the questions was finalized. In
this questionnaire, three open-ended semi-structured questions were asked of the
experimental group students. The students were asked to evaluate how the content
was designed according to the BBL teaching process, how the process was carried
out and how they felt during this process. The questions are as follows: 1. How do
you feel in the BBL and teaching process? 2. How was the content dealt with in the
BBL teaching process? 3. How was the content construction done with BBL activities?
The opinions of the students indicating similar patterns were interpreted. In
addition to the data collection tools used in the study, the effects of the BBL learning-
teaching process on the experimental group students were observed naturally,
through in-class observations and experiences of the researcher. The findings
gathered from this part of the study were used to support the quantitative data.

Experimental Procedure

At the beginning of the experimental study, once the experimental and control
groups were defined, the participants were informed about the research process and
its scope. An academic achievement test on the subject of Measurement and
Evaluation was applied to the experimental and control groups as a pre-test by the
researcher. Teaching activities for both the experimental group and the control group
were carried out by the researcher. The researcher has sufficient knowledge and
experience to conduct this research. The researcher works at the university where the
study was conducted as an instructor in the field of educational sciences with the title
of Assistant Professor. The researcher gives measurement and assessment courses
and has a great deal of experience in this field. He successfully completed a research
project on brain-based learning supported by the university, and has made
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presentations to national and international conferences on BBL. At the same time, he
has published a book on BBL and written sections in textbooks written about BBL.

Throughout the experimental process, the experimental group’s students were
exposed to the teaching process designed according to the metacognitive flow chart
of optimal BBL conditions (relaxed alertness, orchestrated immersion and active
processing), while the control group was taught in a traditional way based on
lecturing and a question-answer procedure. The application took 6 weeks, with 5
hours of class in a week. After the experimental application finished, both groups
were administered an achievement post-test on the subject of Measurement and
Evaluation. In both control and experiment groups, the focus of teaching was the
Measurement and Evaluation unit and, by carefully following the related literature,
the researcher determined the expected gains in proficiency for both groups. The
researcher handed out a syllabus to the experimental group students explaining the
aims and themes of the course. With a multimedia presentation, the student-teachers
were allowed to form a holistic opinion about, and approach to, the themes of the
unit. Then, activities designed in accordance with the metacognitive flow chart of the
BBL'’s learning-teaching conditions (orchestrated immersion, relaxed alertness, and
active processing), and related strategies were carried out as follows:

In the phase of ‘relaxed alertness’, the planning strategy indicated in the flow
chart was used. Great care was taken to establish a safe and emotionally comforting
classroom climate. The introduction to each lesson was given with classical music in
the background. To increase participation in the lesson and create synergy,
heterogeneous groups were formed according to the themes to be studied. By asking
such dialectic questions as “What is measurement? What is evaluation? What is
reliability?” (to be discussed within the groups), students were given opportunities
to discuss and share their opinions. The students were encouraged to take active
roles in group work and other activities. The researcher took great care to perform
the role of organizer, ensuring that the preparation and the presentation of the topics
would be performed in the form of multiple presentations, and also in the role of
guiding students to use their thinking and creativity skills. The students were given
visual and auditory presentations about how the brain works and learns. Based on
the strategies given in the flow chart, the students were encouraged to use their
brain-based learning and thinking skills.

During the ‘orchestrated immersion” phase, the self-monitoring strategy shown in
the flow chart was used. Great care was taken to immerse the students into the topic
by wusing visual and auditory PowerPoint presentations, posters, cartoons,
photographs and pictures related to the topic. While these presentations and displays
were being made, the content was elaborated upon using authentic experiences. In
collaboration with the students, themes and sub-themes of the topic were
determined. With respect to these themes, prior and new knowledge were connected
with examples and questions. The presentation of the content was carried out under
the main themes such as measurement and evaluation at the conceptual level
indicated in the flow chart. For the students to comprehend the content, immediate
and enriched feedback was provided.
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During the “active processing’ phase, the self-evaluation strategy indicated in the
flow chart was used. By means of activities such as “asking questions, analyzing the
themes, recognizing the contrast and similarities, classification, sequencing, and
comparison,” the students were encouraged to question the content, think,
internalize the content and consolidate their knowledge. For this purpose, self-
monitoring and controlling strategies were used in a metacognitive process indicated
in the flow chart. By making use of the students” powerful imagination, great care
was taken to help the students to form their personal patterning of the topics. To
internalize the pattern of the topic, “thinking stations” were established as free
activity areas within class. In these places, the students were given opportunities to
question and evaluate whether they had reached their goals.

The seating of the classroom was designed in a U formation to facilitate the study
of the topics. Dynamic movements were allowed for the performance of the
activities, arrangement of the boards, preparation of the posters, and project
presentations. The need to capitalize on movements while performing brain-based
activities has been suggested (Jensen, 2008). The physical conditions of class were
arranged in such a way as to make students comfortable, and every type of tool,
equipment and materials were related to the main topic of measurement and
evaluation and its themes.

Formative evaluations were carried out to improve the academic performance of
the experimental group students by getting the students to prepare scoring keys in
order to evaluate performance, together with student journals, individual
development files, and portfolios. With these instruments, the students were
provided with opportunities to monitor themselves and evaluate their shortcomings.
With open-ended questions, immediate and enriched feedback was given. The
students were encouraged to freely express their feelings and opinions. Process-
oriented evaluations were performed.

The teaching in the control group was performed based on traditional teaching
methods (lecturing and question-answer). The role of the teacher in the traditional
teaching method is to transfer the information to the students in the process called
direct teaching. In other words, teachers teach and students learn. In fact, the
students’ real task is to reinforce and internalize the target material by listening to the
teacher, taking notes and doing the assigned tasks (Caine et al., 2005).

The teaching of the topics was carried out in different classes, with no posters and
visuals displayed and using mainly textbooks. The topics were presented in the order
stated in the program. The students were encouraged to take notes when required.
By using a question-answer technique, the topics which had not been understood
were repeated. A traditional seating format was used in the classroom. Evaluations
were made after the topics of the unit were studied by using multiple-choice tests
(summative).

Data Analysis

The data obtained in the present study through qualitative and quantitative data
collection tools were analyzed as presented below:
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First in this study’s analysis of the quantitative data came the calculation of the
students’ pre-test and post-test scores, and means and standard deviations of these
scores were then taken. In order to test the significance level of the difference
between the means of the groups, a t-test was conducted. The significance level was
accepted to be .05. The statistical analyses employed SPSS (Statistical Package for the
Social Sciences).

Second, the analysis of the qualitative data also included descriptive analysis..
According to Strauss and Corbin (1990), descriptive analysis is used in studies where
the conceptual structure of the study is clearly defined before the study. The data
obtained in the descriptive analyses are summarized and interpreted according to
pre-determined themes (Yildirirm & Simsek, 2005). The students’ responses were
placed into categories and sub-categories established by the researcher based on the
common features of the students’ statements, and the main theme and their
frequencies and percentages were then calculated. The sorting of data according to
emerging themes was supported withdirect quotations from the students’
statements. These quotations are written in italics. These quotations are useful in
directly reflecting the students” opinions and experiences (Yildirim & Simsek, 2005).

Finally, the findings were explained, associated and interpreted by the researcher
based on his in-class observations and experiences. Inclusion of the opinions and
experiences concerning the observed events by the researcher is an important
example of the effective participation of the researcher in the research process
(Yildirim & Simsek, 2005). As one student simultaneously described more than one
feature, the number of the features presented in the tables is higher than the number
of students. Hence, the tables are organized in such a way as to match each response
with one item.

Results

In the present study, the effects of the teaching process designed according to the
metacognitive flow chart of BBL conditions have been compared with a traditional
teaching process based on lecturing and question-answer activities in order to
ascertain learners’ academic achievement scores for a unit on Measuring and
Evaluation.

Pre-test

For the present study, a pre-test was carried out to evaluate the prior knowledge
of the students about the class unit “Measurement and Evaluation” and to match the
groups to one another. The results of the t-test — carried out to determine whether
there is a significant difference between the pre-test scores of the groups — are
presented in Table 1.
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[
Table 1

Statistics For The Independent Samples T-test Results Of The Students” Academic Pre-test
Achievement Scores Of The Experimental And Control Groups.

Groups N Mean Std. sd t p
Deviation
Experimental 34 15.3235 2.67106 .66 -1.171 246
Group
Control Group 34 16.0882 2.71212

An independent samples t-test was used to determine whether there is a
significant difference between the means of the groups. According to these results, it
can be stated that there was no significant difference (t (66) =-1.171, p= .246) between
the pre-test scores of the experimental and control groups on the subject of
Measurement and Evaluation before the experiment. According to these results, the
groups are equal in terms of their prior knowledge about Measurement and
Evaluation.

Post-test

After the experimental process, an independent samples t-test was conducted to
evaluate the results of the experimental process and determine whether a significant
difference emerged between the post-test scores of the groups. The groups’ t-test
results for the post-test are presented in Table 2.

Table 2

Results Of The Independent Samples T-Test Analysis Of The Post-Test Total Scores Of The
Experimental And Control Groups

Groups N  Mean Std. Deviation  sd t p
Experimental Group 34  31.0588 3.72495 .66 6.757 .00
Control Group 34 249412 3.74118

In Table 2, it is seen that the post-test arithmetic mean of the experimental group
(X=31.058) is higher than that of the control group (X= 24. 94). That is, t (.66) =6.757,
p=.00 values show that the teaching process designed according to the metacognitive
flow chart of BBL conditions (relaxed alertness, orchestrated immersion and active
processing) led to more significant differentiation of the achievement scores of the
experimental group students than did the traditional teaching method based on
lecturing and question-answer activities.
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For the second question of the study (what are the opinions of the experimental
students exposed to the brain-based teaching process about their experience with
brain-based learning?), answers were sought. For this purpose, the experimental
group students were asked open-ended questions. The students’ opinions, elicited
through a questionnaire, are presented in Tables 3, 4 and 5.

Table 3 presents the analyses of the students’ responses to the question, “how do
you feel during the BBL teaching process?” According to the results in Table 3, 29.8%
of the student teachers reported that they feel relaxed, 24.5% felt safe, 21.4% stated
that they experienced a metacognitive process, 8.7% stated that they experienced a
planned lesson and 15.7% declared it an enjoyable lesson. Based on these opinions of
the students, it seems to be possible to claim that the students were in the state of
“relaxed alertness” as desired by BBL.

Table 3
How do you feel during the BBL teaching process? (n=32)

Responses f %

Safe 14 245
Relaxed 17 29,8
In a metacognitive process 12 21,0
Fun 9 15,7
Planned 5 87
Total 57 100

It has been already expected that students should be in a state of relaxation and
awareness within the BBL conditions. Tendencies expressed in the responses of the
students seem to support this expectation.

Student (K), in the experimental group undergoing experimental process stated:
“I felt relaxed, creative and at the same time safe in the lesson.”

Student (R), “Studying my courses within the metacognitive process helped me improve
my academic achievement.”

Students (Y), "I felt so relaxed that the lesson was presented as if we were having a
conversation with the teacher.”

Student (C), “There has always been a sense of freedom in this setting.”
Student (A), ” The activities performed in the lesson did not make us anxious.”
Student (D), “Performing the activities in this way is enjoyable and a source of pleasure.”

Student (K), “We make better use of our brains now and we learn more meaningfully.”
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Most of the students stated positive opinions such as “IWe can express ourselves
better in the lessons, the lessons are studied in positive atmosphere and not boring,” and
none of the students expressed negative opinions. The reason why the students did
not express negative opinions may be because the BBL process is carried out in
relaxed alertness conditions. Moreover, during the researcher’s in-class observations
and experiences, it was observed that the students appeared to feel safe and relaxed
and actively participated in the learning process.

Table 4 presents the analyses of the students’ responses to the question “How
was the content taught in the BBL process?” The most common response to this
question is that the course was taught with multiple presentations (29.1%), and then,
by means of visualization (25.5%), in an integrated way (20.0%), based on real
experiences (18.1%), and with games (7.2%). In light of these opinions, it can be
argued that the lessons were studied through multiple contexts. The more senses
involved while studying the lesson, the longer lasting learning can be claimed to
occur. This makes a great contribution to the creation of a permanent memory.

Table 4
How was the content taught in the BBL teaching process? (n=32)

Responses N %
With Multiple presentation 16 291
With Visualization 14 25,5
In an integrated way 11 20,0
With real experiences 10 18,1
With Games 4 7,2
Total 55 100

Studying lessons under BBL conditions and performing the activities in an
integrated way, through multiple presentations and based on real experiences, is
expected to deeply immerse the students into the lessons. Tendencies observed in the
students’ statements seem to support this expectation.

Students (M), “The way the lesson was studied was successful primarily in drawing
students’ attention and in being enjoyable.”

Student (I), “The lessons were constructed through multiple presentations. These
multiple presentations addressed both the ear and eye and therefore made positive
contributions to the improvement of our achievement.”

Student (K), stated that “Now we use our brain better and we can learn in a more
meaningful way.”
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Almost all of the students stated opinions along the line of, “ Previously, we used to
memorize the topics, but now by involving all of our senses in the learning process, and
applying our knowledge, we assign meaning to the information through our own processing.”

From the statements of the students, it can be concluded that presentation of the
content through multiple presentations and real experiences drew the students’
attention to the content. On the other hand, the students were observed to remain
passive in game-like activities. In the orchestrated immersion condition of BBL, it is
expected that the students learn the content with multi-dimensional experiences.
This expectation complies with tendencies in the students” opinions in the present
study. Based on the researcher’s in-class observations and experiences, it can be
argued that the students tried to concretize the content by drawing on various
materials.

Table 5 presents analyses of responses given to the question “How was the
content constructed in BBL-based activities?” 30.3% of the students responded to the
question by stating that content was constructed based on sample events, 19.6%
stated that it was constructed by using their imagination, 16.6% said coding, 22.7%
said questioning and evaluation, and 12.1% said control in the classroom, where a
teaching process designed according to the metacognitive flow chart of the BBL
conditions was used.

In light of these student opinions, it can be argued that the students made
evaluations by associating the content with the sample events and the sample events
helped the students to capitalize on their imagination and internalize the meaning. It
was also observed that in the process of constructing the content, the students
performed coding and assigned meaning by associating the construct in the sample
events with the content, and provided related examples.

Table 5

How was content constructed with BBL-based activities? (n=32)

Responses f %

Using sample events 20 30,3
Making evaluations 15 22,7
Using imagination 13 19,6
Coding 11 16,6
Controlling 8 12,1

Total 66 100
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Under BBL conditions, students are expected to meaningfully internalize the
content by performing a high level of thinking, questioning and evaluation within
the process of active participation. It can be argued that opinions expressed by the
students seem to confirm this expectation.

Student (E), “Among the activities, telling stories to help us to make use of our
imagination made an especially great contribution to our more meaningful construction of the
content.”

Student (L), “One element [of BBL] that can improve academic achievement is the way in
which the lesson is presented; codings performed during the lesson and cartoons and figures
drawn on the board made learning more permanent.”

Student (F), “The activities helped us better understand the content. By means of
penetrating into the story, we were able to make connections with the content.”

Student (S), “I cannot forget this sentence: “If there is questioning, then there is
meaning.” The feedback given in the lesson allowed us to make evaluations of the content.”

The majority of the students’ opinions indicate that the students associated
sample events with the content and they carried out questioning and evaluations
through the feedback they provided. On the other hand, the researcher observed that
while the students performed evaluations through questioning, frequent checking
seemed to remain relatively more passive.

In addition to these notes, the researcher observed that throughout the BBL
activities in class, the students actively participated in group work, gave examples
from their personal lives and evaluated the content through questioning. The
strategies used by the students to construct the content could be argued to be brain-
compatible strategies.

Discussion

Regarding the findings of this study, the teaching process designed in the form of
a metacognitive flow chart of BBL conditions (relaxed alertness, orchestrated
immersion and active processing) increased the academic achievement scores of the
experimental group students significantly more than the traditional teaching
approach based on lecturing and question-answer activities. The experimental group
students taught with the BBL method could be claimed to have positive opinions
about the teaching process. These findings of the present study concur with those
reported by these studies: Wagmeister and Shifrin (2000) have applied brain based
instruction programs in school (Westmark School) California. As a result of the
applied BBL, anenriched learning environment was created and this helped the
students both to improve their academic achievement and develop a positive attitude
towards learning. Caulfield et al. (2000) have concluded that BBL has a positive
impact on students” academic achievement, attitude and motivation.

Ozden and Giiltekin (2008) investigated the effects of brain-based learning on
students” academic achievement in an elementary school science course. The
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academic achievement of the experimental group for which brain-based learning was
conducted was compared with that of the control group where traditional teaching
was performed. The brain-based research revealed that brain-based learning
developed the academic achievement of students more when compared to traditional
teaching process.

Worthock (2002) indicated that the web-based teaching procedures designed in
accordance with the principles of brain-based learning were very effective in
improving the students” achievement. In Hoge’s (2002) research, where he analyzed
the integration of brain based learning and literacy acquisition, it has been seen that
brain-based learning strategies positively affect the attitudes of the students towards
literacy, and also that giving students opportunities to see themselves as literate is
positive.

Getz (2003) investigated the effects of BBL on the academic achievements of
students learning English. The findings of the present study match those of Getz. In
his study, Getz implemented BBL in three classes and a traditional teaching process
in four classes. At the end of the study, students were asked to write essays, and their
attitudes towards writing were evaluated. The study revealed that BBL significantly
increased achievement and improved student attitudes.

In the present study, the learning-teaching conditions of BBL (relaxed alertness,
orchestrated immersion, and active processing) were designed in the form of a
metacognitive flow chart and implemented in the classroom. The flow chart is
believed to bring a new dimension and greater ease to the classroom use of BBL
conditions. For instance, “planning” prevented the students from experiencing
chaotic situations, “self-monitoring” and “self-control” made it possible to provide
immediate and enriched feedback during the learning-teaching process, and
“evaluation” enabled the students to see the extent to which goals were achieved. In
all the activities, the researcher observed that the students actively participated, they
explained the content with samples from different perspectives, and they
personalized the content.

Moreover, the brain based teaching process carried out in the present study can
be discussed from three different perspectives, integrated with one each other as
follows. The following conclusions were reached in light of my in-class observations
and experiences and data obtained from the data collection tool.

The data obtained for each question from the qualitative part of the study were
grouped under three themes: 1. feeling safe and relaxed, 2. orchestrated processing of
the content, 3. construction of the content through active processing.

As it is seen in the first question of the qualitative data and in table 3, it might be
said that the high majority of the students think that the lessons were studied in a
relaxed, safe, free, and enjoyable environment within a metacognitive process. These
student opinions comply with the generally expected elements of BBL such as
elimination of stress and anxiety, psychological relaxation, cognitive serenity and
creation of the correct emotional climate for learning under the relaxed alertness
conditions of BBL (Caine et al., 2005; Jensen, 2008).
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Moreover, it was observed that when the students realized their own brain
potential, they felt more relaxed in learning-teaching process and more actively
participated in activities. This is similar to the findings of Pinkerton (1994), Holloway
(2000), Caulfield et al. (2000), and Davis (2004), that “when students realize their
brains’ potential, they exhibit more positive attitudes towards learning.”

In the warm-up section of the lessons in particular and during all the learning
processes, the researcher attempted to create a welcoming and safe learning
environment. If there is anxiety and fear in the learning process, downshifting occurs
on the part of students. According to Goleman (1995), anxiety can sabotage all
students’ academic performance. In this respect, for meaningful learning to occur
during the brain-based learning-teaching process, students should feel free from
stress, anxiety, fear and threat and should feel relaxed, free and safe. In a study
aimed at exploring the perceptions of students for the classroom atmosphere and
teacher behaviors, it was found out that the students felt better and liked the learning
environment most when the teachers could provide support for meeting their social-
affective needs (Turanli 2009).

According to the qualitative data obtained in this study, the reason why the
students felt relaxed, free and safe seems to be that the process was planned
beforehand and implemented according to plan, as shown in figure 1. It was
observed that in a planned process, the students felt highly relaxed while
participating in activities and group works.

As can be seen in the second question answered by the qualitative data and table
4, it can be seen that most of the students liked the presentations of the lessons
through multiple-presentations and real experiences in an integrated way. On the
other hand, the students’ participation in game-like activities is not as active as in the
other activities.

In the orchestrated immersion condition of BBL, it is expected that the content
will be presented not in the form of isolated pieces of information, but as integrated
themes in an appropriately arranged classroom environment, with materials
addressing many sensory organs in order to expose students to multi-dimensional
enhanced learning experiences (Caine & Caine, 1994; Fogarty, 2002; Hall, 2005; Sousa,
2006; Jensen, 2008)

The students’ opinions expressed in the present study comply with the above-
mentioned elements expected to emerge in the orchestrated immersion condition of
BBL. In the processes indicated in the metacognitive flow chart, synthesized
according to BBL conditions, it can be claimed that the students underwent the
desired learning experiences and these processes helped the students to improve
their academic achievement. The objective of the brain is to provide the internal
description of reality (Restak, 1995). It was observed that while presenting their
individual or group work, they made use of various materials in the explanation of
the content. Through these complex activities, it can be argued that the students
attained more meaningful learning, because it was observed that the students were
provided with challenging activities and put forth more effort by using their spatial
memories.
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As can be seen in the third question of the qualitative data and table 5, in the
students’ opinions, strong emphasis was put on coding and assigning meaning based
on sample events and stories. It was observed that by means of enhanced and
immediate feedback, the students were able to understand the content. In addition, it
can be said that providing sample events and stories drew the attention of the
students, enhanced their motivation and helped them to create connections. The
elements emphasized in active processing assign meaning to content through higher
levels of thinking and questioning (Caine & Caine, 1994; Dwyer, 2002; Sousa, 2006;
Jensen, 2008) and the students’ opinions expressed in the present study complied
with these elements.

In addition, in light of the in-class observations and experiences of the researcher,
it can be argued that the experimental group students used the assessment strategies
expressed in the flow chart to determine whether they had achieved their objectives,
and in group discussions, explained the content by means of individual examples.

Bayindir (2003) investigated students’ attitudes towards brain-based teaching
applications in an English course. While 93% of the students showed positive
attitudes towards brain-based applications, only 1% of the students indicated
negative attitudes. The findings of the present study concur with these findings of
Bayindir (2003). In this respect, in the both studies, using brain-based learning led
students to feel relaxed, safe and self-confident.

Miller (2003) investigated technology-assisted brain-based learning in a
vocational school located in a rural area and he sought the answer to the question,
“How is brain-based learning carried out?” In his study, the descriptive data were
collected through observations conducted in 56 classrooms and a methodological
check list specially designed for the observations. The resulting findings revealed
that the teachers included similes and activities requiring students to use their
imagination in brain-based learning processes and in this way, met the students’
dominant brain learning needs.

Brodnax (2004) carried out a study on educators’ experiments with brain-
compatible teaching activities in class. At the end of the study, it was concluded that
the brain-based learning principles were used as a filter in decision-making and an
evaluation of the effectiveness of learning and brain-compatible strategies was
employed in reducing its risks.

Cengelci (2005), in a social studies course, and Getz (2003), in an English
language course, researched the effects of BBL. The findings of these studies support
the findings of the present study. Both researchers quantitatively and qualitatively
investigated the effects, and both reported that BBL activities have positive effects on
the students. Cengelci (2005) reports that BBL facilitates learning and makes it fun,
and Getz states that BBL leads to positive changes on the part of the students.

According to data obtained from the present study (the questionnaire, classroom
observations and open-ended questions), the brain based learning and teaching
process helps students increase their self-confidence, improve their questioning
skills, and construct the content in a meaningful way. It seems to be clear that the
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process’ application of BBL conditions in the form of a flow chart facilitated both
teaching and learning.

Conclusion

This is an experimental study concerned with the application of the learning-
teaching conditions of BBL (relaxed alertness, orchestrated immersion and active
processing) in the classroom setting. The learning-teaching process designed
according to a metacognitive flow chart of BBL conditions increased the academic
achievement scores of the experimental group students significantly more than the
traditional teaching approach based on lecturing and question-answer activities.

We can argue that this teaching process using the BBL flow chart brought a
metacognitive perspective to the classroom activities of the students. The students
were observed to be focusing on learning activities and participating in the lesson
with interest.

As a consequence, design and application conditions of BBL according to the
metacognitive flow chart is expected to bring some applicable practices and
differences to BBL conditions and processes at a conceptual level, and to support
attempts made in the manner of developing brain-based learning-teaching programs.

In the BBL and teaching process, integrated classroom activities, teaching-
learning principles, and methods supported with the functions of the brain have to
be used in an integrated way. Therefore, which of these elements made greater
contributions to the students’ academic achievements is not known. This is a
limitation of the present study, one that can be dealt with by further research. The
findings of the present study can be used in different courses and in the field of
teacher education. Further studies may look at the different components of BBL and
its effect on emotion management.
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Beyin Temelli Ogrenmenin Akademik Basariya Etkisi:

Sinif i¢i Bir Uygulama Ornegi

(Ozet)

Problem Durumu: Son yillarda egitim ve 6gretimin yeni paradigmasi Beyin Temelli
Ogrenme (BTO) yaklasimi olarak savunulmaktadir. BTO, anlamli &grenme igin
beynin isleyis kurallarinin kabul edilmesini ve 6gretimin zihindeki bu kurallara gore
orgiitlenmesini igerir. Beynin nasil 6grendigi konusundaki arastirmalar sonucunda
elde edilen bilgiler, bize 6grenme kapsaminda 6gretim yéntemlerimizi tekrar gézden
gecirmemizi ve yeniden yapilandirmamiz gerektigini isaret etmektedir. Teorisyenler
beynin calisma sistemi bilinmeksizin 6grenmenin dogasmin pek anlasilamayacag:
vurgularlar. Ancak BBL'nin, smif igin Ogretim uygulamalarinda nasil
uygulanabilecegi, 6gretmenler tarafindan tereddiitle karsilanabildigi gibi ¢ogunlukla
da merak ve problematik bir durum olusturabilmektedir. Bu baglamda, bu ¢alisma
hem etkili 6grenme-6gretme c¢ergevesi icin BTO'niin  bilsselfarkindalik¢t akis
kartlarma gore farkl: sekillerde tasarlanmasina hem de smif igi 6gretim siireglerinin
planlanmasina ve ortamlarn beyin uyumlu hazirlanmasina katki saglayacag:
umulmaktadir.

Arashirmamn  Amact: Bu calismanin genel amaci, BTO rahatlatilmis uyaniklik,
derinlemesine daldirma ve aktif siirecleme kosullarmn bilisselfarkindalik bir akis
kartina gore tasarlanan 6gretim siirecinin, 6gretmen-aday1 tiniversite 6grencilerinin
akademik basarilar: tizerindeki etkisini belirlemektir.

Aragtirmanun Yontemi: Arastirmada Ontest-sontest kontrol gruplu deneysel desen
kullanilmistir.  Arastrma aralarnda akademik hazir bulunusluk diizeyleri
bakimindan anlamli bir fark olmayan Sosyal Bilgiler Ogretmenligi 2. smif birinci ve
ikinci O6gretim Ogretmen-adaylarinin  katilimiyla Tiirkiye'nin batisindaki bir
Universitenin Egitim Fakiiltesinde yiiriitiilmiistiir. Arastrmaya deney grubundan
34, kontrol grubundan 34 olmak {iizere toplam 68 (48 kiz ve 52 erkek) 6grenci
katilmistir. ogrenciler ortalama 21 yaslarinda, sosyo-ekonomik ve kiiltiirel olarak
orta diizeydedirler. Arastirmada &grencilerin akademik basarilarinda anlamli bir
degisiklik olup olmadigmi degerlendirmek icin 6lgme ve degerlendirme {initesi
islenmistir.

Arastirmada deney gruplarinda BTO, kontrol gruplarinda ise geleneksel gretmen
merkezli metotlar kullanilmistir. Deney gruplarinda BTO'niin uygulanmasinda
oncelikle su islemler yapilmistir: Bu calismada, BBL'nin kosullari, bilisselfarkindalik
bir akis kartina gore tasarlanip uygulanmistir. Bu baglamda planlama stratejisiyle,
kaotiklik bir durumun yasanmamasina, kendini izleme ve kontrol etmeyle 6grenme-
o6gretme siirecindeki eksikliklerin aninda zengin doniitlerle diizeltilmesine,
degerlendirmeyle de amaclara ne kadar ulasilip ulasiimadigina 6zen gosterilmistir.
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BTO'niin rahatlatilmis uyaniklilik kosullarinda, stres ve kayginin elimine edilmesi,
bilissel dinginlik ve 6grenmenin duygusal bir ikliminin olusturulmasi gibi genel
6gelere yer verilmistir. Tehdidin olmadig giivenli ve 6zglirliikcii 6grenme 6grenme
atmosferi olusturulmaya 6zen gosterilmistir.

BTO'niin derinlemesine daldirma kosulunda, ogrencilerin icerige yogunlasmasi
saglanmuistir. (")grencilerin icerikle ilgili ¢ok boyutlu zenginlestirilmis 6grenme
yasantilarmi edinebilmesi igin konularin islenisi, derslerin izole edilmis bilgi
parcalariyla degil, daha ok temalandirilmas: ve ¢ok duyuya hitap eden arag
gereglerle icerik sunumlarinin yapilmasina 6zen gosterilmistir.

BTO'niin aktif siirecleme kosulunda, derinlemesine diisiinme, yaratict isleme,
birlestirme, degerlendirme gibi {ist diizey diisiinme ve sorgulamalarla anlamin
kisisel olarak yapilandirilmasi gibi durumlarin yaratilmasina dair temel 6gelere yer
verilmistir.

Kontrol grubunda 6gretim, geleneksel 6gretime dayali anlatim ve soru-cevap
yontemlerine gore yapilmistir. Konularin 6gretimi programda belirlenen siralamaya
gore anlatimi yapilmistir. Gerekli yerlerin not aldirilmas: saglanmistir. Soru-cevap
teknigi kullanilarak anlasilmayan konular tekrar edilmistir.

Ogrencilerin akademik basarilarini 6lgmek igin arastirmact tarafindan gelistirilen 40
soruluk g¢oktan se¢meli test kullanilmustir. Testin KR-20 giivenirlik katsayisi. 86
olarak saptanmustir. Ogrencilerin akademik basarilarini degerlendirmek igin su
islemler yapilmistir. Her iki grupta ¢oktan se¢meli test deneysel calismalar
baslamadan 6nce 6grencilerin tinite konularina iliskin 6nbilgilerini test etmek igin
ontest, deneysel islemler tamamlandiktan sonrada kazanimlarim test etmek igin son
test olarak tekrar uygulandi. Testlerin uygulanma stiresi 40 dakika olarak
belirlenmistir. Akademik basar1 testindeki her soruya dogru cevap i¢in 1 puan, her
yanlis cevap icin ise 0 puan verilmistir. Her soru dort seceneklidir. Bu testten
almabilecek en yiiksek puan 40 tir. Arastirmada test sonuglarmin analizi t-testi ile
yapilmistir.

fkinci olarak, BBL kosullarinin bilisselfarkindalik bir akis kartna gore tasarlanan
Ogretim siirecine iliskin deney grubu 6grencilerin goriisleri almmistir. Bunun igin,
acik uglu yar yapilandirilmis 3 soruluk bir anket formu i¢in BBL alaninda uzman
olan akademisyen goriisii alinarak, hazirlanmistir. Ayrica BBL'nin deney grubundaki
ogrenciler tizerindeki etkisi arastirmaci tarafindan dogal olarak gozlenmistir.

Arastirmamun Bulgular: Arastirmanimn sonuglari, BTO kosullarmin bilisselfarkindalik
bir akis kartina gore tasarlandig1 6gretim siirecine katilan deney grubu 6grencileri ile
geleneksel 6gretime (anlatim ve soru cevap yontemlerine) katilan kontrol grubu
ogrencilerinin akademik basarilar1 arasmnda deney grubu lehine anlamli bir
farklilasma oldugunu gostermektedir. Baska bir deyisle deney grubunda uygulanan
BTO yaklasimlart 6grencilerin akademik basarilarini artirmistir. Ogrenci goriislerine
gore BTO, sgrencilerin anlamli grenmelerine olumlu katki saglanistir.
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Arastirmamn Sonuclarnt ve Onerileri: BTO kosullarmin bilisselfarkindalict bir akis
kartina gore tasarlanan Ogretim siirecinin 6grencilerin akademik basarilarim
geleneksel 6gretim anlaysindaki anlatm-soru cevap yontemine gore daha anlamli
olarak arttirmistir. Bu uygulanan BBL akis kart1 6gretim stirecinin, 6grencilerin, sinif
ici 6grenme etkinliklerine bilisselfarkindalikli bir anlayis kattigini soyleyebiliriz.
Ogrencilerin 6grenme etkiniklerine odaklanarak ilgiyle ve pozitif olarak derslere
katildiklar1 gozlenmistir. BBL'nin bilisselfarkindalik¢t bir akis karti seklinde
taasarlanip uygulanmasi, BBL'nin kavramsal diizeydaki 6grenme-6gretme kosul ve
stireclerine uygulanbilir pratikler ve farkliliklar getirebilecegi ve beyin temelli
6grenme-ogretme programlarmin gelistirilmesi ¢abalarmma daha gii¢lii bir boyut
katabilecegi umulmaktadir. Farkli derslerde ve 6gretmen egitimi alanlarnda bu
arastirmanmn bulgularndan ve uygulamalarindan yararlanilabilir.  Yapilacak
aragtirmalarda BTO'ntin kaliciik ve problem c¢ézme becerilerinin gelistirilmesi
tizerindeki etkisi ¢alisilabilir.

Anahtar Sozciikler: Beyin-Temelli 6grenme, bilisselfarkindalik stratejileri, akis  karti,
6grenmeyi 6grenme
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Abstract

Problem Statement: An infantile that needs his/her caregiver’s or mother’s
care starts moving independently by controlling his/her body movements
during development stages. Therefore, an infantile becomes aware of the
fact that he/she is a different individual from his/her mother. In other
words, he/she begins to individualize. However, this process is a complex
one which consists of father and the interaction between mother and
infant. Adolescence is the second period in which a quick development
takes place in an individual’s life. Adolescence is a period of identity
formation. In this study, the relationship between separation-individuation
and perceived parenting dimensions in adolescents was analyzed since the
characteristics of relationship between parents and adolescents during the
separation-individuation process are significant.

Purpose of the Study: The purpose of the study is to explain the relationship
between adolescents’ separation-individuation and their perceived
acceptance/involvement and strict control parental dimensions.

Method: The study group consisted of a total of 251 high school students
(126 female, 99 male) studying at 9th, 10th, and 11th grade levels. However,
the data gathered from 26 students were disregarded due to incomplete
and/or mistaken data. The analyses were carried out on a 225-person data
set. The points which were obtained from the three scales were analyzed
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through SPSS 11.5 and the total points of scales were found in data
analyses.

Findings and Results: There was no difference between engulfment anxiety,
rejection expectancy, and dependency denial subscales of SITA (the
Separation-Individuation Test of Adolescence) according to gender. There
was no difference between Parenting Styles Scale’s
acceptance/involvement and strict control dimensions according to
gender. It was observed that there was a significant relationship between
separation anxiety, rejection expectancy, and mother and father’s strict
control dimension. There was a positive relationship between practicing-
mirroring and mother’s strict control dimension. There was a positive
relationship between  rejection expectancy and mother’s
acceptance/involvement dimension. There was a negative relationship
between rejection expectancy and father’s acceptance/involvement
dimension. = There @ was a  positive relationship  between
acceptance/involvement of mother-father and nurturance seeking. There
was a positive relationship between nurturance seeking and father’s strict
control.

Conclusions and Recommendations: At the end of the study, it was observed
that separation anxiety, healthy separation, nurturance seeking, and peer
enmeshment subscales scores were significantly different in terms of
gender. The study showed that the scores gained from Parenting Styles
Scale’s acceptance/involvement and strict control dimensions were not
significantly different in terms of gender. Some separation-individuation
problems of students can be prevented through doing studies to
materialize their parenting styles and separation-individuation in the
frame of the counseling.

Keywords: Separation-individuation, parenting style, adolescence, high
school student.

Sullivan stated that late adolescence period, the end of the adolescence, is the
period when a person starts taking responsibilities, which is considered to be a
requirement to be a social individual (Gegtan, 1993; Altintas & Giiltekin, 2003). The
individual tends to have disengagement from both home where s/he takes shelter
and his/her parents whom s/he is enveloped with. On the other hand, the
individual has to cut off the attachment with the first objects and infantile ties during
the adolescence period. The continuity of the true parental relationship remains after
infantile characteristics of the relationship recede. Structural change period and
achievement, instinct and ego deterioration are conceptualized as individuation of an
adolescent. The reflection of these structural changes during the individuation of the
adolescent is the discontinuation of the internalized infantile objects (Blos, 1989).

According to Blos, psychological separation of adolescents from their parents
increasingly develops during separation-individuation period. This movement,
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mostly towards independency, is supported by developing physical, mental, and
interpersonal senses of adolescents (Quintana & Lapsley, 1990). Ryan and Lynch
(1989) found that there was a negative correlation between emotional autonomy of
adolescents and parental attachment; however, there was a positive correlation
between emotional autonomy and peer attachment. There was a negative
relationship between emotional autonomy and family cohesion, parental acceptance,
independency support, self-perceived lovability. Furthermore, there was a negative
relationship between parental rearing and emotional autonomy; however, there was
a positive relationship between parental rearing and lovability perceived from
parents. Children who are reared with utmost parental care feel more efficient than
children who are reared with insufficient parental care and are more motivated to
become autonomous (Grolnick, Ryan, & Deci, 1991). It was found that, in late
adolescents, participating in relationships supports separation need; nevertheless,
parental attitudes do not have an effect on separation-individuation (Hoffman, 1984).

According to Baumrind (1980), mothers and fathers can form their attitudes as
they wish by determining targets with the help of their unique and organized self
system. Children, on the other hand, are more vulnerable to outer effects since they
are immature and inexperienced. Mothers and fathers play a decisive role,
consciously or unconsciously, in the development of their children who are
inexperienced about forming their environment while mothers and fathers serve the
function of introducing standards of the social world to their children ever since the
infantile period, they are also expected to introduce their children to the world as
they perceive it and determine the targets they set for their children. A child is
capable of learning some skills that are the necessities of a culture by insight,
education, and imitation and while a child does these, mothers and fathers play a key
role as primary models.

Mothers and fathers could communicate differently, according to their gender,
with their children during the adolescence period, and they show different parenting
styles, and interaction patterns (Shek, 1995). A parent’s attitude about how their
children behave and what kind of an individual they should become is different from
another parent (Yilmaz, 1999). Some research reveals that approaches of mothers and
fathers are different (Darling & Steinberg, 1993; Noller & Callan, 1990; Paulsan &
Sputa, 1996) while some other research reveals that there are similarities in the
approaches of mothers and fathers (Smetana, 1995; Stice & Barrera, 1995).

When the relevant literature regarding separation-individuation is consulted, we
come across studies concerning the relationship between separation distress and
attachment anxiety and malnutrition in women (Armstrong & Roth, 1989) as well as
family relationship variables (Schulthesis & Blustein, 1994), separation anxiety of
mother and father (Bartle-Haring, Brucker, & Hock, 2002), family structure (Lopez,
Campbell, & Watkins, 1988; McCurdy & Scherman, 1996), function of the family
(Holmbeck & Wandrei, 1993), and family coherence (Rice, Cole, & Lapsley, 1990).

When the relevant literature regarding parenting styles is consulted, we come
across studies on the relationship between parenting styles and success at school,
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self-respect, social skill, socializing (Salazar, Schludermann, Schludermann, &
Huynh, 2001; Steinberg, Elmen, & Mounts, 1989; Steinberg, Lamborn, Dornbusch, &
Darling, 1992) and studies revealing that parenting styles do not change much in
time (McNally, Eisenberg, & Harris, 1991; Steinberg, Lamborn, Darling, Mounts, &
Dornbusch, 1994), studies regarding parenting styles which are either sustained or
not sustained throughout generations (Campbell & Gilmore, 2007); and studies
regarding the parenting styles of both black and white parents.

In Turkey, on the other hand, there are studies concerning the relationship
between separation-individuation in adolescents and family relations (Yaman, 2005),
attachment and parenting styles (Siimer & Giingdr, 1999), and young adults and
fathers in which mother is the focus (Karaday1, 1994).

As it is mentioned above, during separation-individuation process, an
adolescent’s ongoing relationship between his/her parents gains importance on
his/her way to independence and autonomy. Therefore, this study aims to analyze
the relationship between adolescents’ separation-individuation and their perceived
acceptance/involvement and strict control parental dimensions.

Method
Participants

The study group consisted of a total of 251 students, 144 female and 107 male,
who were studying at 9th, 10th and 11th grade levels in Kegioren Aktepe Lisesi and
Cankaya Dikmen Lisesi in Ankara during the spring semester of 2007-2008 academic
year. However, the data gathered from 26 students was disregarded due to
incomplete and/or mistaken data. The analyses were carried out on a 225-person
data set. Of the students participating in the study, 126 students (56%) were female
and 99 (44 %) male.

Research Instruments

High school form of the Separation-Individuation Test of Adolescence (SITA): SITA,
which was developed by Levine, Green and Millon (1986) and Levine and Saintonge
(1993), was adapted to Turkish by Késem-Sen (2002, cited in: Yaman, 2005). The SITA
consists of a total of 103 items and nine subscales. These subscales are:

1. Separation Anxiety: Significant others experienced as abandoning.
2. Engulfment Anxiety: Intimacy experienced as envelopment.

3. Nurturance Seeking: Strong caretaker attachment.

4. Peer Enmeshment: Strivings for intense peer intimacy.

5

Teacher Enmeshment: Strivings for intense, intimate attachments to
teachers.

o

Practising-Mirroring: Narcissistic strivings.

7. Need Denial: Attachment needs denied.
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8. Rejection Expectancy: Significant others experienced as callous and hostile.

9. Healthy Separation: Flexible balance of dependence and independence
strivings.

The total internal consistency (Cronbach alpha) measured was .87. Internal
consistency (Cronbach alpha) measured for each subscale are .64 for separation
anxiety, .74 for engulfment anxiety, .69 for peer enmeshment, .67 for teacher
enmeshment, .86 for practicing-mirroring, .59 for need denial, .80 for rejection
expectancy, .41 for healthy separation and .57 for nurturance seeking. Test re-test
reliability coefficient of the scale was measured between .70 and .82 except for the
healthy separation measured .58. The result of the factor analyses applied in the
structure validity study, the rate of variance was found to be 32.7 %, which is in
parallel to the theoretical structure of the scale (Késem-Sen, 2002, cited in: Yaman,
2005). The SITA subscales Cronbach alphas were .67 for Engulfment Anxiety; .85 for
Practicing Mirroring; .63 for Dependency Denial; .61 for Separation Anxiety; .62 for
Teacher Enmeshment; .90 for Peer Enmeshment; .58 for Nurturance Seeking; .87 for
Healthy Separation; and .81 for Rejection Expectancy which were also found later on
by Tamar et al. (2006).

Parenting Style Scale (PSS)

PSS was developed by Sumer and Giingér (1999) by taking the studies of
Maccoby and Martin (1983) who suggested acceptance/involvement and strict
control dimensions and Lamborn, Mounts, Steinberg and Dornbusch (1991) as an
example.  Parenting  Style Scale consists of 22 items including
acceptance/involvement, strict control. In the PSS, which was applied to adolescents,
internal consistencies (Cronbach alfa) were .91 for acceptance/involvement and .81
for strict control perceived from mother, and .90 for acceptance/involvement and .79
for strict control perceived from father (Giingér, 2000). Although four parenting
styles (authoritarian, authoritative, permissive/indulgent, and
permissive/neglecting) gained from on dimensions and categorical grounds were
obtained-since styles and types are specific “areas” on the two dimensions-
acceptance/involvement and strict control in parenting styles were measured in
order to prevent loss of knowledge.

Procedure

Materials were administered during class periods for three of the high schools.
Participants first completed the Separation-Individuation Test of Adolescence (SITA).
Next, they completed Parent’s Style Scale’s both mother’s and father’s form. The t
test and correlation techniques were made use of in the evaluation of data.

Findings and Results

Below, first of all are given findings of adolescents” separation-individuation and
parent’s styles. Then, those findings of relationships between separation-
individuation and parent’s style are given.
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The Separation-Individuation Test of Adolescence Subscales and Parent’s Style Scale Results

Separation Anxiety, Engulfment Anxiety, Nurturance Seeking, Teacher Enmeshment,
Peer Enmeshment, Practicing-Mirroring, Need Denial, Rejection Expectancy, and
Healthy Separation subscales of The Separation-Individuation Test of Adolescence
students’ gender distributions and t test results are given in Table 1.

Table 1

The Separation-Individuation Test of Adolescents Subscale’s Means, Standard Deviations
and t Values of Students according to Their Gender

Females Males

The Separation-Individuation n: 126 n:99
Test of Adolescence X s X s t p

Aok
Separation anxiety 43.64 8.57 38.32 8.12 4.72 000*
Engulfment anxiety 19.89 6.55 19.52 5.86 442 .659
Nurturance seeking 2795 527  25.86 5.14 2.97 .003%*
Peer enmeshment 32.03 4.68 29.56 5.65 3.58 000
Teacher enmeshment 22.04 549 20.35 4.69 2.44 015%
Practicing-mirroring 46.82 10.44  46.75 11.06 .047 962
Dependency denial 25.65 595 26.77 6.23 1.37 172
Engulfment anxiety 31.20 8.42 2941 737 1.67 .096
Healthy separation 2798 412 2593 497 3.37 .00 1%*

*p<.05, **p<.01, **p<.001

It was observed that, The Separation-Individuation Test of Adolescence’s subscales
of separation anxiety, healthy separation, nurturance seeking, and peer enmeshment
subscales scores were significantly different in terms of gender while engulfment
anxiety, practicing mirroring, rejection expectancy, teacher enmeshment and
dependency denial subscales scores were not.

The t test results of whether there is a difference regarding gender between
acceptance/involvement and strict control dimensions perceived from students’
parents are given in Table 2.
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Table 2

Parenting Style Scale’s Subscale’s Means, Standard Deviations and t Values of Students
according to Their Gender

Females Males
Parenting Dimensions n: 126 n: 99 t p
X s X s

Mother’s acceptance/involvement 30.82 328 3045 425 73 461
dimension

Mother’s strict control dimension 29.41 5.93 3048 6.36 1.30 194
Father’s acceptance/involvement 29.52 345 29.40 4.17 23 814
dimension

Father’s strict control dimension 28.71 6.17 30.29 5.73 1.96 .051

It was observed that Parenting Styles Scale’s acceptance/involvement and strict
control dimensions were not significantly different in terms of gender.

Correlation between the Separation-Individuation Test of Adolescence Subscales and Parent’s
Style Scale

The results of Pearson Correlation Coefficient between the subscales of the
Separation-Individuation Test of Adolescence and Parenting Styles Scale are as
follows. It was observed that there is a positive correlation between the separation
anxiety subscale of SITA and mother’s strict control dimension (r =.24, p<.01); and
father’s strict control dimension (r =.23, p<.01). It was observed that there is a
positive correlation between the peer enmeshment subscale of SITA and mother’s
acceptance/involvement dimension (r =.16, p<.05). It was observed that there is a
positive correlation between the practicing-mirroring subscale of SITA and mother’s
strict control dimension (r =13, p<.05). It was observed that there is a positive
correlation between the nurturance seeking subscale of SITA and mother’s
acceptance/involvement  dimension (r =41, p<01); and father’s
acceptance/involvement dimension (r =.33, p<.01) and strict control dimension (r
=13, p<.05). While there is a negative correlation between the engulfment anxiety
subscale of SITA and mother’s acceptance/involvement dimension (r =.-16, p<.05),
there is a positive correlation between the engulfment anxiety subscale of SITA and
mother’s strict control dimension (r =.20, p<.01). While there is a negative correlation
between the same subscale of SITA and father’s acceptance/involvement dimension
(r =.-13, p<.05), there is a positive correlation between the same subscale of SITA and
mother’s strict control dimension (r =.28, p<.01). It was observed that there is a
positive correlation between the teacher enmeshment subscale of SITA and mother’s
acceptance/involvement dimension (r =.19, p<.01) and mother’s strict control
dimension (r =.16, p<.01). It was observed that there is a positive correlation between
the same subscale and father’s acceptance/involvement dimension (r =.20, p<.01)
and strict control dimension (r =20, p<.01). It was observed that there is a positive
correlation between the rejection expectancy subscale of SITA and mother’s
acceptance/involvement dimension (r=.25, p<.01) and strict control dimension (r
=.24, p<.01). While there is a negative correlation, the same subscale of SITA and
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father’s acceptance/involvement dimension (r =.-18, p<.01), there is a positive
correlation between the same subscale of SITA and father’s strict control dimension
(r =15, p<.05). It was observed that there is a positive correlation between the
healthy separation subscale of SITA and mother’s acceptance/involvement
dimension (r =.13, p<.05).

On the other hand, there was no significant correlation between the separation
anxiety subscale of SITA and mother’s acceptance/involvement dimension; and
father’s acceptance/involvement dimension. There was no significant correlation
between the peer enmeshment, healthy separation subscales of SITA and mother’s
strict control dimension; and father’s acceptance/involvement dimension and strict
control dimension. Also there was no significant correlation between the dependency
denial subscale of SITA and mother’s acceptance/involvement dimension and strict
control dimension; and father’s acceptance/involvement dimension and strict control
dimension. There was no significant correlation between the practicing-mirroring
subscale of SITA and mother’s acceptance/involvement dimension; and father’s
acceptance/involvement dimension and strict control dimension.

Discussion and Recommendations

Below, results are discussed according to literature. Then, implications of the
results and recommendations for future research are presented.

Since there was no difference between engulfment anxiety, rejection expectancy,
and dependency denial subscales of SITA according to gender, the results are
consistent with those of the study by Tamar et al., (2006). These concepts should be
reconsidered in terms of gender roles of females and males in Turkish culture
because there were no significant results in practicing-mirroring and teacher
enmeshment subscales in this study. In some studies there are differences in the
relationship of adolescent and mother-father according to gender (Noller & Callan,
1990; Ongen, 2004; Youniss & Ketterlinus, 1987). These results are inconsistent with
the results of this study, because there is no difference between
acceptance/involvement and strict control dimensions which adolescents perceive
from mother and father in terms of gender.

In this study, it was observed that there was a significant relationship between
separation anxiety and mother and father’s strict control dimension. There was a
negative relationship between separation-individuation and secure attachment in
adolescents in Aslan’s (2008) study. Because of this, it can be said that there is a
negative correlation between secure attachment to mother-father and separation
anxiety, rejection expectancy, and engulfment anxiety. Consistent with Aslan’s (2008)
study, Stimer and Giingor (1999), in their study, showed that there is a significant
relationship between high level acceptance/involvement and secure attachment.
And also it was observed in Stimer and Giing6r’s (1999) study on young adolescents
that there is a positive correlation between strict control dimension and insecure
attachment styles (authoritarian, permissive/indulgent, and permissive/neglecting);
similarly there is a positive relationship between separation anxiety and strict control
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dimension. The fact that there is a positive relationship between separation anxiety
and strict control dimension of mother-father in this study also supports the findings
of Aslan’s (2008) and Stimer and Giingo6r’s (1999) study.

Karaday1 (1994) found a relationship between perception of mother as an
indulging person, in other words, the high level of acceptance/involvement
dimension, and the high level of peer dependency. It is consistent that there is a
positive relationship between peer dependency and mother’s
acceptance/involvement dimension found in Karaday1's (1994) research findings and
the findings of this study. In addition to this, practicing-mirroring is defined by
Mahler, Pine and Bergman (1975) as mirroring of mother care patterns towards her
child. According to Quintana and Kerr (1993), practicing-mirroring needs refer to
adolescents’ needs to have their sense of self appreciated, respected, validated, or
admired. Levine and Saintonge (1993), on the other hand, defined practicing-
mirroring as adolescents’ narcissistic striving and stated that practicing-mirroring,
engulfment anxiety, dependency denial, rejection expectancy are the scales that
reflect the negative expectancy in interpersonal attachment as dismissing attachment.
Therefore, it can be stated that there is a positive relationship between practicing-
mirroring and mother’s strict control dimension as an expected result in this study.
Moreover, it can be stated that there is a positive relationship between rejection
expectancy and mother’s and father’s strict control dimension as an expected result.
However, the fact that, there is positive relationship between rejection expectancy
and mother’s acceptance/involvement dimension and there is a negative relationship
between rejection expectancy and father’s acceptance/involvement dimension
should be reconsidered in terms of separate roles of mothers and fathers in Turkish
culture.

In this study, it was found that there is a positive relationship between
acceptance/involvement of mother-father and nurturance seeking which is
consistent with Stimer and Giingor’s (1999) research findings. What is more, the fact
that there is a positive relationship between nurturance seeking and father’s strict
control can be in relation with the traditional role of father in Turkish culture as
Ongen (2004) stated in his study. It can be stated as an expected result that there is a
positive relationship between adolescent’s dependency and independency striving,
in other words, healthy separation defined by Levine and Saintonge (1993) and
mother’s-father’s acceptance/involvement. It can be stated as an expected result that
there isn’t a positive relationship between father’s acceptance/involvement and strict
control dimensions and adolescent’s dependency and independency strivings,
defined as healthy separation, are heavily experienced with mother (Blos, 1989;
Mabhler et al., 1975).

Aslan’s (2008) research finding that there is a negative relationship between
engulfment anxiety and secure attachment to mother-father and Stimer and Giingor’s
(1999) study findings that there is a positive relationship between
acceptance/involvement dimension and insecure attachment support the findings
regarding engulfment anxiety in this study. It was found that there is a positive
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relationship between teacher enmeshment and acceptance/involvement dimension
and strict control of mother and father.

On the other hand, Gilligan (1982) emphasized the role of separation-
individuation and the end of the attachment period while an individual gains his
personality during the adolescence period. Since our study group consists of people
experiencing the first years of their adolescence and also since their attachment
period is ongoing, a significant correlation was not found between dependency
denial mother and father’s both acceptance/involvement dimension and strict
control dimension.

Given the above results, the following recommendations could be made:

1. While a counselling program is being developed for adolescents who are in the
way of individuation and suffering from separation anxiety, programs can be
developed by taking adolescents' perceived maternal-paternal dimension into
consideration.

2. In order to contribute to students' separation-individuation process, a guidance
program can be conducted for parents aiming to promote democratic and accepting
mother-father attitude.

3. Counselling and guidance programs can be developed by considering
adolescents' parental dimension perceived from their mothers, who are experiencing
problems in the relationships with their peers.

4. Some more research can be carried out into separation-individuation levels of
adolescents and perceived parental styles by considering and analyzing different
variables (the education level of parents, socio-ecenomic level, divorced-undivorced
parents, self concept, assertiveness, and problem solving skills, etc).
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Yiiksek Ogretim Ogrencilerinin Degerlendirme Tercihleri
(Ozet)

Problem Durumu: Annesinin/bakicisinin bakimma ihtiya¢ duyan bebek,
gelisim evreleri iginde kendi davranislarim1 kontrol ederek ve
cevresindekilerden farkli bir birey oldugunu da fark ederek bagimsiz
hareket etmeye baslar. Bir baska deyisle bireylesmeye baslar. Bu siirecte
anne babalar, kendi cevresini yapilandirmak konusunda deneyimsiz olan
¢ocuklarinin gelisiminde, bilerek ya da bilmeyerek belirleyici bir role
sahiptir. Anne babalarin, sosyal diinyanin standartlarmi bebeklikten
itibaren cocuklarma tanitmak islevini yerine getirirken, kendi benlik
yapilar1 ve bakis acilarindan algiladiklar: sekliyle diinyay:1 ¢ocuklarma
tanitmalar1 ve onlar icin koyduklar: hedefleri bu temelde sekillendirmeleri
beklenir. Anne-babanin birincil model olarak rol oynagi sosyallesme
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stirecinde cocuk icgérii, egitim, gozlem ve taklit yoluyla kultiiriiniin
gerektirdigi becerileri kazanmaktadir. Bu siireg, temelinde 6zellikle anne
ve ¢ocuk arasindaki etkilesimleri iceren ve ayni zamanda babanin da yer
aldig1 karmasik bir stirectir. Bireyin devam eden gelisiminde ikinci hizl1 bir
degisimin oldugu doénem ergenliktir. Ergenlik donemi, kimligin olustugu
ve kisisel bagimsizligin kazanildigi bir donemdir. Ayrisma-bireylesme
stirecinde, ergenin ebeveynlerinden bagimsizlasmasi ve 06zerklik
kazanmasinda anne-babayla stirdiirdiigii etkilesimin ozellikleri 6nem
tasimaktadir. Bu nedenle bu ¢alismada, ergenlerde ayrisma-bireylesme ile
algilanan anababalik boyutlar: arasindaki iliski incelenmistir.

Aragtrmamn - Amaci:  Bu  arastirmanin  amaci, ergenlerin  ayrisma-
bireylesmeleri ile ebeveynlerinden algiladiklar1 kabul/ilgi ve siki
denetim/kontrol anababalik boyutlar: arasindaki iliskiyi incelemektir.
Aragtirmamn Yontemi : Arastirmanin ¢alisma grubunu 9., 10. ve 11. siiflara
devam eden 251 lise 6grencisi (144 kiz, 107 erkek) olusturmaktadir. Ancak
arastirmaya katilan 6grencilerin 26’simndan elde edilen veriler eksik veya
hatali isaretlemeler nedeniyle analiz disi tutulmustur. Analizler, 126’s1
(%56) kiz, 99'u (%44) erkek olmak {izere toplam 225 kisilik veri seti
tizerinden yapilmstir.

Arastirmada veri toplama araci olarak “Ayrisma-Bireylesme Ergen Testi
Lise Formu”, “Anababalik Stilleri Olgegi” ve bu aragtirma igin hazirlanmis
“Kisisel Bilgi Formu” kullanilmistir. Ayrisma-Bireylesme Ergen Testi Lise
Formu dokuz alt 6l¢ek ve toplam 103 maddeden olusmaktadir. Bu alt
6lgekler; ayrisma kaygisi, kisitlanma kaygisi, bakim veren kisiye baglanma,
akrana baglanma, 6gretmene baglanma, aynalamay: yasama, bagllig
inkar, reddedilme beklentisi ve saglikli ayrismadir. Ayrisma-Bireylesme
Ergen Testi Lise Formu’'nun toplam i¢ tutarlilik (Cronbach alfa) giivenirlik
katsayis1 .87 olarak bulunmustur. Ayrisma Bireylesme Ergen Testi Lise
Formu'nun her bir alt 6lgegi icin bulunan i tutarlilik giivenirlik katsayilary;
ayrisma kaygist .64, kisitlanma kaygist .74, akrana baglanma .69,
6gretmene baglanma .67, aynalamay1 yasama .86, bagliligi inkar .59,
reddedilme beklentisi .80, saglikli ayrisma .41 ve bakim veren kisiye
baglanma .57'dir. Olgegin test tekrar test giivenirlik katsayilarmin da
saglikli ayrisma (.58) disinda .70 ile .82 arasinda degistigi bulunmustur.
Yap1 gegerligi calismasinda uygulanan factor analizi sonucunda &lgegin
kuramsal yapisina uyan dokuz faktoriin agikladigr varyans orani %32.7
olarak bulunmustur. Anababalik Stilleri Olcegi (ABSO), kabul/ilgi ve siki
denetim/kontrol ebeveynlik boyutunu igeren toplam 22 maddeden
olusmaktadir. ABSO'de i¢ tutarliliklar (Cronbach alfa) anneden algilanan
kabul/ilgi ve siki denetim/kontrol boyutu igin sirasiyla .91 ve .81; babadan
algilanan kabul/ilgi ve siki denetim/kontrol boyutu igin ise .90 ve .79
olarak bulunmustur. Bu iki 6lcekten elde edilen puanlar SPSS 11.5
kullarularak analiz edilmistir. Verilerin degerlendirilmesinde t testi ve
Pearson Mometler Carpimi Korelasyon Katsayis1 kullanilmustr.
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Aragtirmamn Bulgulari: Ayrisma-Bireylesme Ergen Testi'nin ayrilik kaygisi,
saglikli ayrisma, bakim veren Kkisiye baglanma ve akrana baglanma alt
6lcek puanlarinda cinsiyete gore anlamli farkliliklar bulunmustir. Diger
yandan Ayrisma-Bireylesme Ergen Testi'nin kisitlanma kaygisi,
reddedilme beklentisi, bagliligi inkar, aynalamay: yasama ve 6gretmene
baglanma alt 6lgek puanlarinda ise cinsiyete goére farklilik bulunmamuistir.
Ergenlerin algiladiklar1 annenin ve babanin kabul /ilgi ve siki
denetim/kontrol ebeveynlik boyutlar1 arasinda cinsiyete gore farklilik
bulunmamuistir.

Ayrisma-Bireylesme Ergen Testi alt oOlgekleri ile Anababalik Stilleri
@l(;eginden alinan puanlar arasindaki korelasyonlar incelendiginde; ayrilik
kaygismin annenin ve babanin siki denetim/kontrol boyutu ile pozitif
yonde anlamli iligkiler gosterdigi gozlenmistir. Akrana baglanma ile
annenin kabul/ilgi boyutu arasinda pozitif yonde anlamli iligki
bulunmustur. Aynalamay1 yasama ile annenin siki denetim/kontrol
boyutuyla olumlu yonde iligkili bulunmustur. Annenin ve babanin
kabul/ilgisi bakim veren kisiye baglanmayla olumlu yonde iliskili
bulunmustur. Saghikli ayrisma, annenin kabul/ilgi boyutuyla olumlu
yonde iliskili bulunurken, annenin siki denetim/kontrol boyutu ile iligkili
bulunmamistir. Diger yandan saglikli ayrisma ile babanin kabul/ilgi ve
siki denetim/kontrol boyutlar1 arasinda anlamli bir iliski bulunmamuistir.
Kisitlanma kaygist ile annenin ve babanin kabul/ilgi boyutu arasinda
negatif yonde anlamli bir iliski bulunurken, annenin ve babanin siki
denetim/kontrol boyutu arasinda pozitif yonde anlamli bir iliski
bulunmustur. Ogretmene baglanma ile annenin ve babanin kabul/ilgi ve
siki denetim/kontrol boyutu arasinda olumlu iliskili bulunmustur.
Reddedilme beklentisi ile annenin kabul/ilgi ve siki denetim/kontrol
boyutu arasinda pozitif yénde anlaml iliski gozlenirken, aym alt 6lgegin
babanimn kabul/ilgi boyutu ile negatif yénde, siki denetim/kontrol boyutu
ile pozitif yonde anlaml iliskiler gosterdigi gézlenmistir. Baglilig: inkar ile
annenin ve babanin kabul/ilgi ve siki denetim/kontrol boyutu arasinda
anlamli iliskiye rastlanmamuistir. Diger taraftan ayrilik kaygisi ile annenin
ve babanin kabul/ilgi boyutu arasinda anlaml iliskilere rastlanmamuistir.
Akrana baglanma ile annenin siki denetim/kontrol ve babanin kabul/ilgi
ve siki denetim/kontrol boyutu arasmnda anlamli iligkilere rastlanmamuistir.
Aynalamay1 yasama ile annenin kabul/ilgi, babanin kabul/ilgi ve siki
denetim/kontrol boyutu arasinda anlamli iligkilere rastlanmamuistir.

Aragtirmamn Sonuglart ve Onerileri: Arastirma sonucunda kiz dgrencilerin
ayrisma kaygisi, saglikli ayrisma, bakim veren kisiye baglanma ve akrana
baglanma alt 6lgek puanlarinin erkek 6grencilere gore anlamli olarak daha
yiiksek oldugu ortaya ¢ikmustir. Kisitlanma kaygisi, reddedilme beklentisi,
baghlig: inkér, aynalamay: yasama ve Ogretmene baglanma alt olgek
puanlarinin ise cinsiyete gore farkliliklasmadigi goriilmiistiir. Anababalik
Stilleri Olqegi’nin kabul/ilgi ve siki denetim/kontrol boyutlarindan alinan
puanlarin da cinsiyete gore anlamli bir farklilik goéstermedigi ortaya
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¢ikmistir. Diger yandan ergenlerin ayrisma-bireylesme diizeyleri ile
ebeveynlerinden algiladiklar1 kabul/ilgi ve siki denetim/kontrol
anababalik boyutlar1 arasinda baz1 anlamli iliskiler ortaya ¢ikmustir.
Okullarda yitritillen psikolojik danisma ve rehberlik hizmetleri
kapsaminda ogrencilerin saglikli bir sekilde ayrisma-bireylesmesini
saglayict ¢alismalar yapilarak onlarm bazi uyum sorunlariyla
karsilasmalar1 ©nlenebilir. Boylelikle psikolojik danisma ve rehberlik
hizmetlerinin 6nemli islevlerinden olan Onleyicilik islevi de yerine
getirilmis olacaktir. Diger yandan 6grencilerin ayrisma-bireylesme
stirecine olumlu katki saglamak amaciyla anne-babalarm ¢ocuklarma kars:
kabul edici ve demokratik tutum gelistirmelerine yonelik egitim ve
rehberlik ¢alismalar1 yapilabilir. Ayrica ergenlerin ayrisma-bireylesme
diizeyleri ve algilanan anne-babalik stillerini baska degiskenlerle de (anne-
babanin egitim ve sosyo-ekonomik diizeyi, bosanmis anne-babalar, benlik
kavrami, giivengenlik, sorun ¢6zme becerileri vb.) ele alip inceleyen
arastirmalar yapilabilir.

Anahtar Sozciikler: Ayrisma-bireylesme, anababalik stili, ergenlik, lise
6grencisi.
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Abstract

Problem Statement: Discrimination and integration policy is an important
issue all over the world. Sweden is a democratic and multicultural country
trying to provide equal rights to every single person residing in Sweden.
This study investigates how anti-discrimination policies are perceived by
students in Sweden.

Purpose of the Study: The primary purpose of this study is to analyze the
perception of students regarding the discrimination and integration policy
implemented in Sweden. Focusing on educational policies in a
multicultural setting in Sweden, the study explores how these policies are
perceived by the students who are supposed to benefit from them,
regardless whether the students are native Swedes or immigrants. First, the
study presents the immigration flow into Sweden and consequent changes
in relevant policies. Secondly, the study sets forth the perceptions of
students on integration, internalization and discrimination. Finally, the
study analyzes the interplay between these policies and students’
perceptions of the issues concerned.

Method: The study was conducted at three high schools in Uppsala,
Sweden. Data from the student sample (n=348) between the ages of 15-19,
attending grades 10, 11, 12 at high schools, were collected using a face-to-
face self-completion of a questionnaire, provided both in English and
Swedish. Analysis of the quantitative survey focused on the perceptions of
the students regarding integration policy, discrimination and
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internalization. Data from the questionnaire were analyzed using SPSS
version 16.

Findings and Results: The findings show that though Swedish legislation
provides strict rules to prevent discrimination and to ease integration, the
percentage of students who complain about discrimination cannot be
underestimated.

Conclusions and Recommendations: The conclusion is that the level of
discrimination and segregation does not overlap with the official policy of
Sweden. This fact shows that Sweden should re-examine its discrimation
policy. The findings are expected not only to expose problems faced by
students regarding integration and discrimination in Sweden but also to
provide insightful implications that can be used to improve multicultural
settings.

Keywords: Sweden, multicultural education, integration, discrimination.

Multiculturalism is defined as both a political theory and an ideology dealing
with the question of equal recognition of cultures and "the fact of societies with more
than one culture in the public realm" (Kelly, 2002, p. 4). Theorists of multiculturalism
in general value difference and see the equal recognition of cultures as a group right
in a democratic society (Kymlicka, 1995; Taylor, 1994). They suppose that cultures
would lose value if they were all the same and Barry (2001, p. 270) argues that
cultures cannot be equal in relation to each other because they have different values.
The concluding remarks come from Kymlicka (1995, p. 272 in Joppke, 2004, p. 242)
who agreed that the overall goal should be integration of the minority culture into
the majority culture.

Multicultural education is one of the significant issues in countries like Sweden,
which holds a national value that all children living in Sweden are entitled to equal
educational opportunities. The purpose of the Swedish Code of Statutes (Education
Act, 2006: 67) is to combat discrimination on grounds of sex, ethnic origin, religion or
other beliefs, sexual orientation or disability. Sweden has very assertive laws
regarding immigrants in the Education Act (1985:1100), but questions about how
these national goals work and how realistic they are constitute the main motives for
this research.

Every country has its own perspective on migration. Many countries are
composed of highly diversified, pluralistic peoples who cry out for independence
and dignity (Mitchel & Salsbury, 1996). Immigrants generally tend to continue their
own cultural life style and thus many problems arise due to different kinds of
attitudes in a certain society. The number of people migrating from one country to
another has increased recently and it is reported that 2.9 % of the world’s population
are living in countries other than those in which they were born (Degazon-Johnson
2005 in Ochs 2006, p. 381). Therefore, many countries hosting immigrants constantly
endeavour to provide the immigrants living in their society with an equal,
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democratic and humanistic life, and to offer students multicultural education, one of
the issues of paramount significance in such countries.

The term “multicultural education” has been frequently used in recent years but
like many other frequent expressions, it is utilized in a variety of ways. Eldering
(1994), for example, defines it as “education that takes into account in some way the
ethnic/cultural differences between pupils” (p. 315). In this study, it is used in the
meaning of all sorts of teaching and influences situations where two or more cultures
are involved directly or indirectly.

Immigrant Flow in Sweden and Consequent Changes in Relevant Policies

After World War II, with refugees pouring in from neighbouring countries (1938
to 1948), labour immigration from Finland and southern Europe (1949 to 1971),
family reunification and refugees from developing countries (1972 to 1989) and
asylum seekers from south-eastern and eastern Europe, together with the newly free
movement of EU citizens within the European Union (1990 to present), Sweden
became a country of immigration (Westin, 2006).

Subsequent to the immigrant flow, the educational system has undergone
relentless reforms since the late 1940s, and since the mid 70s, multicultural education
has become an important issue for Sweden. The driving force behind the
fundamental changes in Swedish education has been the pursuit of equality: “to
enable all persons to attend education regardless of social, cultural or economic
background or geographical location” (Education Act, 2006: 67). The growing
population of the immigrants in the 1970s forced Sweden to focus on multicultural
education more strictly (Runblom, 1994).
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I
Table 1
The Number of Immigrant Flow between 1960 and 2004 in Sweden.

Country of
L 1960 1970 1980 1990 2000 2004

origin
Scandinavia
Denmark 35,112 39,152 43,501 43,931 38.190 41,663
Finland 101,307 235,453 251,342 217,636 195,447 186,589
Norway 37,253 44,681 42,863 52,744 42,464 45,000
Other
Europe
Estonia 21,000 18,513 15,331 11,971 10,253 9,920
Germany 37,580 41,793 38,696 36,558 38,155 40,826
Greece 266 11,835 15,153 13,171 10,851 10,794
Poland 6,347 10,851 19,967 35,631 40,123 43,472
Former

1,532 33,779 37,982 43,346 131,772 134,940
Yugoslavia
Refugee-
sending
Chile 69 181 8,256 27,635 26.842 27,699
Ethiopia 59 346 1,797 10,027 11,907 11,213
Iran 115 411 3,348 40,084 51,101 53,982
Iraq 16 108 631 9.818 49,372 70,117
Lebanon 15 240 2,170 15,986 20,038 21,106
Somalia 0 68 146 725 13,082 15,294
Turkey 202 3,768 14,357 25,528 31.894 34,965
Other

. 58,914 96,406 131,413 205,654 292,307 352,682

countries
GRAND

299,879 537,585 626,953 790,445 1,003,798 1,100,262
TOTAL
Total

7,497,967 8,081,229 8,317,937 8,590,630 8,882,792 9,011,392
population
Percentage
foreign 4.0 6.6 7.5 9.2 11.3 12.2
born

Source: Statistics Sweden, 2005.

As seen in Table 1, an increasing proportion of Sweden’s population has been
foreign (from about 7% in 1970s to 12% in 2000s), consisting of one in nine persons
living in Sweden was foreign-born, and one fourth of the children below 17 had one
or both of parents born outside of Sweden, which shaped the impact of immigration
on Swedish society (Bernhard et al, 2007, p. 5). Today, this country with a population
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of 9 million people (9,276,509) has a strong social-democratic tradition which stresses
the redistributive role of the state, social inclusion and equality, underpinned by high
levels of taxation and public spending.

The primary objective of education policy in Sweden is to ensure equality of
opportunity by way of ensuring that all citizens have access to the necessary
resources. Swedish policy applies two main instruments in trying to achieve
equivalent outcomes. One stresses “demand-side” policies aimed at eliminating
barriers to, and inequalities of, educational attainment, in particular with regard to
credit constraints and resource weakness in families. Not only is family support
unusually generous, but access to education is free throughout the system, from the
first grade to higher education. The second instrument applies to educational system
design. Swedish policy seeks to eliminate dead-ends and tracking of students
through a large menu of second-chance options and bridges to higher levels. The
stated aim is that all children will complete the equivalent of upper secondary school
and that all will be given the opportunity to pursue tertiary studies if they so desire.
The ultimate goal is not that everybody complete higher education, nor that curricula
and qualifications be identical for all, but that the distribution of outcomes be
uncorrelated with individuals” social origin; diplomas of the same level have equal
value; and that every citizen, at any level of qualification, have the possibility to
further upgrade their skills (Nicaise at al, 2005).

In a bill entitled “Security (Gov. Bill 2005/06, p. 8) respect and responsibility - the
prohibition of discrimination and other degrading treatment of children and pupils”
- the Government proposed a new Act that would apply to pre-school facilities,
school-age childcare, primary and secondary school and municipal adult education.
The Act, as is shown above, was intended to promote equal rights for children and
pupils and to combat discrimination on grounds of sex, ethnic origin, religion or
other belief, sexual orientation or disability. It was also intended to combat other
degrading treatment, such as bullying. The Act would apply to both public and
privately run facilities subject to the Education Act. The Act Prohibiting
Discrimination and Other Degrading Treatment of Children and School Students
(Education Act 2006: 67) was accepted and declared on the website of the
government. This Act also has the purpose of combating other degrading treatment.

All the efforts and decisions on one hand, and the real life and feelings of the
people on the other, this study aims to find out how the actual implementation of all
these efforts have been regarded by the students in Swedish upper secondary school

As cultural diversity permeates every aspect of social life, studies tend to cut
across many sectors: education, culture, housing, employment, immigration,
integration. That makes the topic interesting, but also difficult to study. So, the scope
of study is limited to the integration and discrimination policy in Sweden and
students’ perceptions on this issue.
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Method
Sample

Participants in the survey. This survey was conducted in 2008, spring term, at three
high schools in Uppsala, Sweden. The first school is a school which offers
International Bachelorette, IB, and has many immigrant students. The second school
has integration classes for immigrant children, which prepare the newcomers to be
qualified enough to engage in mainstream education. The third school is a vocational
school and also has many immigrants, yet the classes are mostly mixed. Both
Swedish and immigrant students were in the same classes. Students were between
the ages of 15-19 and attended grades 10, 11, 12 at high school. When the
questionnaires were administered, the students’ gender, nationality, father’s
nationality, mother’s nationality, residence period and language spoken at home
were taken into account. The sampling comprises 150 males (43 %) and 183 females
(52%). 15 students did not answer the question regarding their sex, which totals 348
students from three high schools.

Procedure

Data from the student sample (n=348) were collected, using a face-to-face, self-
completion questionnaire. Participants were asked to respond by indicating their
opinions on a 25-item questionnaire, provided both in English and Swedish. Students
were free to choose the language of the questionnaire. The first section of the
questionnaire was designed to elicit identities ad personal profiles. The questionnaire
also contained a section with a series of questions about internalization and
integration. The rest of the questions were about discrimination. So as to effectively
determine students” experiences and perspectives, an open-ended comment section
was also provided. Students were asked to write their opinions, suggestions or
anything they wanted to express about living in a multicultural society. The answers
were coded and analysed in terms of frequencies. Before completing the
questionnaire, the respondents read a short paragraph informing them of voluntary
consent to answer the questions, insuring them anonymity, and informing them of
their right to withdraw from the study, according to ethics laws (Swedish Code of
Status: 2003:460).

Data Analyses

Data from the questionnaires were analyzed using SPSS version 16. Analysis of
the quantitative survey focused on the perceptions of the students regarding
integration policy, internalization and discrimination.
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This section presents tables and comments on issues for which the students in the
3 schools had widely diverging opinions on integration of immigrants,
internalization and discrimination. Table 2 and Table 3 give information about
students” background profiles. Table 2 indicates that 70,1% of the subjects in the
study were born in Sweden

Table 2

Students’ Birth of Place
Country F %
Sweden 244 70’1
Other 104 29,9
Total 348 100,0

As seen in Table 3, at least one of every three children has a mother or father
born outside of Sweden. While 244 students stated that they were Swedish, 146 out of
348 pointed that their mother was non-Swedish and 151 that their father was non-
Swedish. This shows that these students, though born in Sweden, have at least one of
their parents born out of Sweden.

Table 3
Parents’ Birthplace
Mother’s birthplace Father’s birthplace
Country F % F %
Sweden 202 58,0 197 56,6
Other 146 42,0 151 434
Total 348 100,0 348 100,0

Table 4 shows not only how often these students use their home language at
home but also their circle of friends. The term home language is defined as any other
language than Swedish. This is the official Swedish definition of “home language”
for educational settings. In Table 4, some 22% of students stated that they always
speak their home language in their houses. The total percentage of those who speak a
language other than Swedish at home is about half of the total participants.
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[
Table 4

Students’” Percentage of Using Home Language and Having friends from their own
nationality

Home Backgro

Language F % und Friends F %
Always 77 221 All 21 6,0
Usually 38 10,9 Most 204 58,6
Rarely 61 17,5 Some 94 27,0
Never 172 494 None 29 83
Total 348 100,0 Total 348 100,0

As seen in Table 4, the total percentage of students who responded that they
mostly spend their time with friends from their own ethnic background was 58.6%.
The percentage of those who stated that some of their friends were from their own
ethnic background was 27%. In total, some 91.6% of students prefer to be with
friends from their own ethnic background. This high percentage indicates the high
degree of segregation in Sweden. The segregation aspect is discussed in the last
section of the study.

As for subjects” views on integration policy for migrants and their life in Sweden,
Table 5 reveals that students have quite positive opinions about both issues.

Table 5

Students opinion about integration policy and living in Sweden

Integration Living

Policy F % in Sweden F %

very well 30 838 very good 204 59,3
well 241 70,5 good 128 37,2
badly 65 19,0 bad 8 2,3

very badly 6 1,8 very bad 4 1,2
Total 342 100,0 Total 344 100,0

Among 342 students, the percentage of those who think the integration policy
works well in Sweden was (79.3%). The percentage of those who think the
integration policy works poorly was only 20.8. When it comes to their feelings about
living in Sweden, almost all of the students responded positively (59.3% very good,
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37.2% good and only 2.3% bad and 1.2% very bad). This shows that 96.5% percent of
students have internalized the values of life in Sweden.

The European Commission conducted another survey on local perceptions of
quality life, carried out in 31 European cities, in 2004, with 300 randomly selected
individuals in each country. Although this survey showed that at least part of the
population in most towns believed that foreigners were integrating, in Stockholm
(and in Stockholm only) did there seem to be consensus that this was not the case.
Most of the people disagreed with the statement “Foreigners who live in the city are
well-integrated” (p:7). The same result appears in another survey, carried out by the
same Commission in 2007 in 75 cities (p:8). However, this survey, as seen in Table 5,
reflects general optimism about integration policy in Sweden. On the other hand,
students’ perceptions of discrimination are not so optimistic as those of integration.
Table 6 shows the frequency of how often the students witnessed discrimination,
how many times they were discriminated against and how often they discriminated
against others.

Table 6

Percentage of Students’ Perceptions on Discrimination

Witnessed Being Discrimination
Discrimination Discriminated Against Others
Against

F % F % F %
Often 31 2.0 5 14 1 3
A few 129 375 62 17.9 22 6.4
times
Rarely 97 28.2 97 28.0 87 241
Never 87 25.3 182 52.6 236 68.2
Total 344 100 346 100 346 100

As is clear in Table 6, the survey reflects general pessimism regarding
discrimination. Some 37.5% of those polled said they had witnessed discriminatory
attitudes several times and 9% claimed that they witnessed discriminatory attitudes
very often. The total percentage of those who claimed that they had observed
discrimination is 74.7%. The percentage of those who rarely witnessed discrimination
is 28.2%. Some 24% of students considered they rarely discriminated against others
and 6.4% confessed that they had discriminated against others a few times. In total,
some 47% of the participants in the survey thought they were discriminated against,
although the rates were mainly “a few times” or “rarely.” Some 17.9% polled that
they had been discriminated against a few times and 28% that they were rarely
discriminated against.
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Table 7

Students’ Opinions on Discrimination Types

Type of Discrimination F %
Sex 44 12.6
Ethnic origin 49 14.1
Disability 7 2.0
Sexual orientation 10 2.9
Religion 16 4.6
More than one kind of discrimination 69 19.8
[ don’t know 77 22.1
No answer 76 219
TOTAL 348 100

Table 7 reveals that students divide almost evenly with respect to discrimination
on the basis of sex (12.6%) and ethnic origin (14.1). It is remarkable that some 19.8 of
students feel that more than one kind of discrimination takes place in Sweden.
Interestingly, a gauge of the strength of feeling on this issue is that this question
recorded an exceptionally high number of “don’t knows” - more than 22% in fact.
21.9% of students did not want to make any comment on this section. In total, 40% of
the students did not express their feelings on this issue. This might be because of the
fact that these students did not observe any discrimination or they might not be

eager to express their feelings on this issue.

Table 8
Students’ Desire for Their Future

Desire for Future F %
Having a good education 46 133
Not be discriminated against 66 19.1
Have necessary social security 34 9.8
Have good employment 113 324
[ don’t know 87 25.1
TOTAL 346 100
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As for the students’ desire for their future, as seen in Table 8, 19.1% of students
see discrimination as a threat and hope not to be discriminated against in their future
life in Sweden. The highest percentage of student hopes for the future rested in
finding good employment with 32.4%. Only 9.8% consider having the necessary
social security as a problem for their future. The exceptionally high number of “don’t
knows” - more than 25% on this issue - is also interesting. This might stem from the
fact that these students feel secure on account of the social security benefits offered
by the Swedish government, and hence entertain no fear about the future; or that
they don’t see discrimination as a threat in future.

Conclusions and Recommendations

In this part, the data obtained from the investigation of student perceptions of
integration and discrimination is discussed in context of the related policies in
Sweden. Here, the aim is not to analyse the policies in Sweden, but rather to interpret
the general situation surrounding discrimination in Sweden.

The Interplay between Policies and Students Perceptions on Integration and
Discrimination

Sweden started to form a multicultural society after WWII, comprising people
who fled their countries during the World Wars, and tried to implement a welfare
state. In the 1970s policymakers saw immigrants as a disadvantaged group like
children, handicapped or pensioners, to which solidarity or the concept of
Folkhemmet (People’s house) should be extended (Mahama, 2006).

As shown in Table 1, the number of immigrants started to increase in the ‘70s and
reached its peak in 2006. Starting in the 1972s, in order to facilitate immigrants’
integration into the Swedish society, the country developed a framework declaring
that the state should help the immigrants to practice their own culture. The moral
map of Swedish policymakers viewed the equal recognition of immigrants” cultures
as another application of the same People’s house principle. They viewed it as more
important than the achievement of a common culture (Mahama, 2006).

The survey in this study shows that the participants think that Swedish
legislation on the integration of immigrants works well. However, two surveys
carried out by the European Commission (in 31 countries in 2004 and 75 countries in
2007) reflected general pessimism about the state of foreigners’ integration in
Sweden. According to these two surveys, most of the people in Sweden disagreed
that foreigners in their cities (Stockholm, Malmo) were well-integrated. The results in
this survey contradict the results of previous surveys done by the European
Commission. This contradiction might result from the fact that the present survey
was specifically conducted on high school students in Uppsala, disregarding the
perceptions of the general population.

On the other hand, the questions about discrimination policy in Sweden have
resulted in surprising outcomes. Interestingly, most of the participants who think
that integration policy works well in Sweden also state that discrimination exists in
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Sweden. Despite the high percentage of positive perceptions on integration and
living in Sweden, an unexpected number of those polled said that they had
witnessed discrimination (Table 6).

In fact, current discrimination legislation is a patchwork of laws and statutes
developed over the years. The Swedish Parliament passed the government bill
“Stronger safeguards against discrimination” (2007/08:95) in June 2008. A new,
comprehensive and condensed Anti-Discrimination Act has recently superseded the
current Equal Opportunities Act and six other civil law enactments. The purpose of
the Anti-Discrimination Act is to counteract discrimination and also to promote
equality of rights and opportunities, regardless of sex, transgender identity or
expression, ethnicity, religion or other beliefs, disability, sexual orientation or age.

The Act applies to most areas of society, such as working life, education, goods,
services and housing, social services, the social insurance system, health care,
national military and civilian service and public appointments (Regeringskansliet,
2008). According to this act, alongside the current grounds of discrimination, two
new grounds are to be added: age and transgender identity or expression. ‘Age’
means length of life to date. Everyone is included in these grounds of discrimination.
It applies to children, young people and older people. “Transgender identity or
expression’ refers to a person who does not identify herself/himself as a woman or a
man, or who expresses belonging to another sex through his or her clothing or in
some other way. People who identify or express themselves as transvestites will, for
example, be able to invoke the prohibition of discrimination. (Regeringskansliet,
2009). As seen in Table 7 in this survey overall, only 15.5% of the respondents think
that there is discrimination on the basis of sex and sexual orientation. This result
shows that the majority of students do not feel that there is discrimination regarding
this aspect of in Sweden. This survey also shows that most of the participants have
not witnessed discrimination on the basis of disability and religion.

Changes and improvements to promote equal rights and opportunities are
ongoing. The Swedish government is trying to combat actions that directly or
indirectly violate the principle of the equal worth of all people, and developing
effective and comprehensive anti-discrimination legislation to enable them to do so.
Therefore, the new Discrimination Act (Swedish Code of Statutes 2008:567) entered
into full force on 1 January 2009.

The Swedish government makes a constant effort to overcome discrimination and
to provide equal opportunities to people entering Sweden from diverse societies.
However, as seen in Table 6, some 74% of students have witnessed some kind of
discrimination in Sweden. As seen in Table 8, on the other hand, the majority of
responses to the question “what do you want in the future” named having good
employment (32.4%). According to the survey, discrimination is a source of worry for
19.0% of the students. The percentage of those who want to have a good education is
13.2%, while having necessary social security is only 9.8%. These percentages do not
present a large problem. However, for a country like Sweden, these numbers were
expected to be close to zero.
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Regarding this issue, research, launched on the subject of segregation shows that
segregation exists in Sweden (Statistics Sweden, Demographic Reports 2007:2). As a
result of different ethnic minorities coming together in certain regions of different
cities in Sweden, these peoples are segregated. This discrimination results in the fact
that some 40% of immigrant children live in the same regions, while in the regions
where more than 50% Swedish children live, there are almost no immigrant children.

The level of discrimination and segregation in Sweden does not match the
country’s official policy. The fact that Sweden has strong anti-discrimination policies
does not automatically mean that discrimination has been eliminated. Therefore, the
measures for implementing the policy should be reconsidered. The integration
policy, on the other hand, seems to work quite well, and internalization seems to be
high. Still, the percentage of those who claim that the integration policy does not
work well or works badly is not small, and cannot be ignored. Aspects of
discrimination should also be taken more seriously. It is clear that while the anti-
discrimination policy is well-defined, clearly identified and providing equality
undert the law, the perceptions of students could be taken as small warnings of how
these national goals work and how realistic the goals are.

Sweden seems to have made ambitious efforts to tackle the integration and
discrimination problems of immigrants so far. However, it appears that there are still
more effort to be expended and more precautions to be taken. Follow-up research
into the educators’ perceptions of integration and discrimination is currently being
carried out. The goal is to compare the perceptions of students with those of teachers.
Furthermore, studying the relationship between the success of immigrant students
and Swedish students could be recommended for future research.
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Isve¢’te Entegrasyon ve Ayrimcilik Politikas1 Hakkindaki
Ogrenci Goriislerinin Kargilagtirmali Coéziimlemesi

(Ozet)

Problem Durumu: Ayrimcilik ve entegrasyon politikas1 tiim diinyada
6nemli bir konudur. Her tilkenin go¢menlik konusunda kendi bakis agist
vardir ve pek ¢ok tilke farkli kiiltiirlerden gelen ve kendi tilkesinde sahip
oldugundan daha iyi yasam sarti arayan topluluklara sahiptir. Gittikleri
tilkelerde go¢menler, genellikle kendi kiiltiirel yasam sekillerini devam
ettirme egiliminde olduklari i¢in bulunduklar: toplumun farkli tutumlarma
maruz kalmaktadirlar. Bu da go¢menlerin entegrasyon ve ayrimcilik
konusunda olumsuz etkilesimine yol agmaktadir. Gog, son zamanlarda
tiim diinyada artis gostermistir. Isve¢’te de 1970 yilindan itibaren yabanci
niifus oran1 hizla artmistir. Bugiin Isvec'te yasayan 17 yas altt her dort
¢ocuktan biri yabanci kékenlidir. Isvec kendi iilkesinde yasayan her bir
bireye esit haklar sunmaya ¢alisan demokratik ve ¢ok kiiltiirlii bir tilkedir.
Isvec yasalar1 bu {ilkede yasayan insanlara etnik koken, din ve diger
inanglar, cinsiyet tercihi ve fiziksel engel konusunda herhangi bir ayrim
yapilamayacagimu belirtmektedir. Yasalarinda esitlik ilkesine bu kadar
6nem veren bir tilkede egitim alan 6grencilerin ayrimcilik ve entegrasyon
konusundaki goriislerini 6grenmek ve gercek hayatta esitlik ilkesinin
uygulanabilirligini goérebilmek agisindan boyle bir arastrma yapilmasi
gerekli goriilmiistiir.

Arastirmanin Amaci: Bu arastirma, Isve¢’te uygulanmakta olan ayrimcilik ve
entegrasyon politikas1 konusunda 6grenci goriislerini ¢6ziimlemektedir.
Calisma, Isvec’te cok kiiltiirlii bir ortamda egitim politikalari, yabancilarin
entegrasyonu konusundaki yasalar ve bu yasalarin dgrenciler tarafindan
nasil algilandigi konularmi islemektedir. Calismanin giris boliimiinde,
Isvec’e gocmen akist ve bunun sonucu olarak da ilgili yasal diizenlemeler
ortaya konmaktadir. Calismanin ikinci boliimiinde, 6grencilerin ayrimcilik,
entegrasyon ve igsellestirme ile ilgili goriisleri verilmektedir. Son béliimde
ise bu yasalar ile 6grenci goriisleri karsilastirilmaktadir. Bu ¢alismanin
Isvegte 6grencilerin entegrasyon ve ayrimcilik konusundaki diisiincelerini
ortaya koymasmin yarusira ¢ok kiiltiirlii ortamlarda ayrmmciligin
6nlenmesine yo6nelik dolayl katk: saglamasi beklenmektedir.
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Arastirmamin. Yéntemi : Bu calisma Isvec, Uppsala sehrinde {i¢ lisede
uygulanmistir. Farkli iilkelerden gelen goé¢menlerin gittigi okullardan
rasgele segilen 10., 11., ve 12. Siniflara devam eden, yaslar1 15 ile 19
arasinda degisen ogrencilere 25 soruluk bir anket verilmistir . 348
6grenciye uygulanan anket Isvecce ve 1ngilizce olmak tizere iki dilde
hazirlanmistir. Ogrencilerin anketin dili konusundaki tercihleri kendilerine
birakilmistir. Arastirmanin analizi sirasinda 6grencilerin entegrasyon,
i¢sellestirme ve ayrimcilik konusundaki politikalara iliskin gortislerine
odaklanilmistir. Anket sonucunda elde edilen veriler SPSS 16 ile analiz
edilmistir.

Aragtirmann Bulgular: Aragtirma sonuglarmna gore Isvec’'te entegrasyon
politikas1 konusunda, 6grenci goriislerine gére toplam %70.5 oraninda
genel bir iyimserlik oldugu goriilmiistiir. Bu bulgulara gore Isve¢'te
6grenim goren Ogrenciler, tilkeye uyum saglamak ve burada yasamak
konusunda olumlu goriislere sahiptir. Ote yandan, yine O6grenci
goriislerine gore ayrimcilik konusunda, toplam % 74.7 oraninda genel bir
kottimserlik oldugu tespit edilmistir. Arastirmaya katilan 348 6grencinin
244’1 svec’'te dogmus olmasina ragmen % 42 oraninda 6grenci annesinin,
% 43.4 oraninda &grenci ise babasmin Isvecli olmadigini belirtmistir.
égrencilerin % 22'si evlerinde kendi ana dillerini kullandiklarini
belirtirken 9%58.6's1 arkadaglarmin ¢ogunun kendi etnik cevresine ait
oldugunu belirtmistir. Toplamda ytiizde 91.6 oraninda 6grenci kendi etnik
cevresinden kisilerle arkadashk etmektedir. Isvec’te yasamak ve
entegrasyon konusunda oldukgca olumlu gériislere sahip olan bu 6grenciler
ayrimcilik konusunda ayni goriisleri yansitmamaktadirlar. Bu 6grencilerin
%9u gok sik, %37.51i birka¢ kez, %28.2'si ise ender olarak ayrimcilik
oldugunu gozlemis, %19.9 birkag kez, %28 ender olarak ayrimciliga maruz
kaldigimn belirtmis, %6.4'ti birkag kez, %24.1'i ise ender olarak kendisinin
baskalarma ayrimcilik yaptigim belirtmistir. Ayrimcilik konusundaki bu
kotiimser tablo ise Isveg’te beklenenin iistiinde bir ayrimcilik tutumu
sergilendigini ortaya koymaktadir. Dahasi, ayrimciligin bir diger boyutu
olan segregasyonun (toplumsal ayrim) da yiiksek oranda oldugu
goriilmiistiir. Yapilan bu arastirma, Isvec'te yasalarin ayrimciligi engelleme
ve entegrasyonu kolaylastirmaya yonelik kati1 kurallar icermesine ragmen,
ayrimcilik konusunda yeterli sonug alinamadigimn géstermektedir.
Arastirmamin Sonuclann ve Onerileri: Sonug olarak Isvec’te ayrimcilik
konusundaki &grenci goriislerinin Isve¢in  demokratik tutumu ile
ortiismedigi goriilmektedir. Arastirmanin sonucunda, anketi cevaplayan
dgrencilerin isvec'te yasamak konusunda olumlu diistindiikleri, bu
tilkedeki ortam1 benimsedikleri ve bu iilkede yasama uyum gosterdikleri
ortaya ¢tkmaktadir. Buna ragmen, aym 6grenciler, ¢ok yiiksek oranda
olmasa da Isve¢’te ayrimcilik oldugunu iddia etmektedirler. Bu gercek
Isvec’in ayrimcilik politikasini yeniden degerlendirmesi gerektigini ortaya
koymaktadir. Isveg gibi gelismis bir iilkede ayrimciligm engellenmesi,
entegrasyon siirecinin daha da hizlandirilmas1 ve  segregasyonu
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(toplumsal ayrimi) engellemeye yonelik daha fazla c¢alismalar yapilmas:
zorunludur. Yasalar yeterli ve demokratik imkanlar sunsa da, bu
calismanin sonucunda, Isve¢’te oldugu kadar diger ¢ok kiiltiirli
ortamlarda da gercek yasam ile yasalar arasindaki ortiismeyi ©lgmek
amactyla ciddi arastirmalar yapilmas: gerektigi gortilmektedir. Bu
¢alismanin devamu niteliginde Isvec'te gorev yapmakta olan egitimcilerin
ve 6gretmenlerin de entegrasyon ve ayrimcilik konusundaki goriislerinin
almmasma yonelik bir arastirma yapilmaktadir. Devam etmekte olan bu
arastirmanmn amaci, ayrimcilik ve entegrasyon konusundaki &grenci
goriisleri ile 6gretmen goriislerini karsilastirmaktir. Bunun disinda gé¢men
6grencilerin basar1 diizeyi ile Isvec’li ogrencilerin basar1 diizeyini
karsilastirmali olarak incelemek yeni bir arastirma konusu olarak
6nerilebilir.

Anahtar Sézciikler: Isvec, cok kiiltiirliiliik, entegrasyon, ayrimcilik
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Abstract

Problem Statement: Music teacher training programs comprise courses on
the field, courses on teaching as a profession, and courses aimed at
increasing the general information of the student. The course of “Music
Education Teaching Methods” included in the program differs from the
other courses as it includes both field instruction and teaching instruction.
The fact that music is an abstract field that requires different arrangements
and that the criterion of evaluation differs from other fields increases the
importance of the course “Music Education Teaching Methods”. In order
for this course to fulfil its purpose, the students who take the course need
to grasp its significance and develop a positive attitude towards the course.

Purpose of the Study: The purpose of the study is to develop a scale to
measure the attitude of the prospective music teachers towards the course
of “Music Education Teaching Methods” included in the music teacher
training programs.

Methods: The study group consists of 194 people who pursue or have
obtained a bachelors degree in music education in Turkey in the
universities of Dokuz Eyliil, Selguk, Marmara, Uludag, Adnan Menderes
and Balikesir, and who have taken the course of Music Education Teaching
Methods I and Music Education Teaching Methods II. The factor structure
and the reliability of the scale have been studied respectively through
factor analysis and item analysis and the Cronbach alpha (o) internal
consistency coefficient of the scale has been computed.

* Dr., Dokuz Eylul University Faculty of Education, banu.ozevin@deu.edu.tr
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Findings and Results: The Cronbach alpha (a) internal consistency
coefficient of the final scale, which consists of 25 items selected following
item and factor analyses, is computed as 0.90. The scale consists of a single
factor.

Recommendations: It is recommended that this attitude scale, which has
been determined to be valid and reliable, be used by the academic staff
teaching the course of Music Education Teaching Methods and by
researchers who conduct studies in this field.

Conclusions and Results: The Cronbach alpha (o) internal consistency
coefficient of the final scale, which consists of 25 items selected following
item and factor analyses, is computed as 0.90. The scale consists of a single
factor.

Keywords: The course of Music Education Teaching Methods, attitude, scale
development, music teacher training programs.

Education is the process of purposefully creating a desired action in the
behaviour of the individual through his/her own experience (Ertiirk, 1972). The
realization of the “desired change of action” depends on the quality of the planning
of the learning process, which, in turn, involves the organisation of learning
experiences in line with the behavioural objectives related to the predetermined
objectives, the collection of feedback about the realisation of the learning experiences,
and the development of the steps of evaluation of the feedback. The realisation of
these steps in an orderly manner and, especially, the effective organisation of the
learning experiences require an equipment of knowledge and skills, which is the
very art of teaching. The cornerstone of the training of teachers is therefore the
imparting of the art of teaching, upheld by the knowledge and skills pertaining to the
field.

Music teacher training programs comprise courses in the field, courses on
teaching as a profession, and courses aimed at increasing the general information of
the student. Prospective teachers studying in teacher training institutions acquire
teaching proficiency through courses on teaching as a profession, while acquiring the
knowledge and skills necessary for their discipline through courses in the field.
These two groups of courses support one another from the point of view of teaching,
and the deficiency or lack of one will spoil the balance. It would not be realistic to
expect a teacher who is insufficient in his/her field or who cannot perform the art of
teaching proficiently to bring about the desired changes of behaviour in his/her
students. Therefore it is of utmost importance that a perfect balance be established
between the courses in the field and the courses on teaching as a profession in
teacher training institutions. As is known, Education Faculties Teacher Training
Programs have been revised during the reformation movement of 1997 following the
statement that “there was a confusion of mission in education faculties, that, in other
words, teacher training was not considered a priority” (Yiiksek Ogretim Kurulu
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[Turkish Higher Education Council], 1998), in fact, the programs are still being
updated.

When we look at the history of the institutions training music teachers, we can
see that, at times, the institutions have diverged away from their mission of training
music teachers and have been regarded as equivalent to conservatories of which the
mission is to educate performers. It can be seen that, with the reformation movement,
an effort has been made to establish a balance between the courses in the field and
the courses on teaching as a profession. Whereas a total of 27 credits were assigned to
courses on teaching as a profession within the grand total of 250 credits* in the
program during the academic year 1983-1984 (10.8%); this number was revised to 32
in 147 (21.76%) in 1998-1999 and as 35 in 163 (21.47%) in 2006-2007 (Yiiksek Ogretim
Kurulu [Turkish Higher Education Council], 2007).

One of the courses included within the undergraduate programs of Education
Faculties, namely the course of Teaching Methods, differs from the other courses in
that it includes both field instruction and teaching instruction. Each field of
education has acquired its own special teaching methods. This imparts a special
importance to the course of Teaching Methods which is included in all teacher
training programs. The subtleties of teaching a given field can only be known by the
experts of that field. This has been considered by Turkish Higher Education Council
(YOK) and it can be seen that the course of Teaching Methods has been given a
special place among the courses on teaching as a profession’, which make up a total
of 35 credits in the latest program:

Following the structuring of 1982, in the Faculties of Education, the great majority
of the courses on the field were taught by the academic staff originating from the
Faculties of Science and Literature. This has caused the course of Teaching Methods
taught in the Faculties of Education to shift towards field instruction in content, due
to the fact that the academic staff had not received an adequate level of orientation,
whereas particular teaching methods constitute a field of serious study and
encompass a rather strong and extensive research and literature infrastructure in
developed countries. This naturally necessitates that the staff working in that field
acquire a serious level of expertise on special teaching methods (Yiiksek Ogretim
Kurulu, 1998, p.12). With this view, a particular Article has been inserted in the
program of the academic year 1998-1999, asserting that “the subject of special
teaching methods related to the field should be paid special attention and the time
allocated to this subject should be increased” (Yiiksek Ogretim Kurulu, 1998- Article
4.1.1.). Additionally, the course of Teaching Methods I has been designated as a
course on teaching as a profession and Teaching Methods II as a course in the field,
which shows the relationship of the course to both field theory and teaching theory.

*Namely; Introduction to Educational Science, Psychology of Education,
Teaching Principles and Methods, Measurement and Evaluation, Educational
Technologies and Material Design, Classroom Management, Teaching Methods I,
Counseling, School Experience I, Turkish Education System and School
Management, Special Education.
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Music, being an abstract discipline of art, requires different particular teaching
methods than those pertaining to other fields. The diversity and the properties of the
subjects in the field of music show the importance of “WHAT” is to be taught,
whereas the diversity in the utilisation of the techniques of active learning especially
shows the importance of “HOW” to teach music. Furthermore, the fact that
individual evaluations are made frequently causes variations from other disciplines
as to “"HOW TO EVALUATE” performance. A high level of skills is required
alongside of knowledge, to expose the students of various levels of talent to musical
experiences appropriate to their own level and to make the right evaluations, which
is directly related to the quality of the the course of Music Education Teaching
Methods included in the music teacher training programs.

Due to the peculiar properties of the field of music and of music education that
are mentioned above, the course of Music Education Teaching Methods that
encompasses the subjects of what is to be taught, how to teach music, and how to
evaluate the performance possesses a great importance. Teachers are agents who can
shape students into creative, free thinking, self-confident, democratic, modern
individuals. Music teachers, while realising this through art, also introduce their
students to art, allowing them to discover their own talents and to forge an
aesthetical lifestyle. Realising such a mission in Turkey, where the number of music
lessons is limited, requires an improved level of music teaching proficiency, which
will be achieved through the courses on teaching as a profession and especially
through the course of Music Education Teaching Methods pertaining to the field.

Achieving the objectives of the course of Teaching Methods, which is considered
especially important by teacher training programmers, depends on the students'
grasping the importance of the course and their developing a positive attitude
toward the course. Attitude is an acquired predisposition to react positively or
negatively toward certain objects, situations, institutions, concepts or people
(Tezbasaran, 1997). Attitude is a multi-dimensional psychological construct based on
the individual's feelings, beliefs, and values (Phillips, 2003). Kagitcibas1 (1988) states
that attitude is not an observable action but a predisposition that prepares action. The
definition of attitude includes four parts, the first of which is that attitude is the
mental and neural state of predisposition. Attitudes exist in the mind and constitute
the basis for many thoughts and behaviours. Secondly, attitudes are formed by
experiences. Thirdly, attitudes have the power of affecting the reaction of the
individual. Attitude is a strong driving factor. Lastly, attitudes are displayed toward
objects or situations. The object or situation will become the drive on which the
attitude is based (Phillips, 2003). Attitudes are learned through experience (Tavsancil,
2002) and can change (Bernstein, Clarke-Steward, Roy, Srull & Wickens, 1994). The
attitude of a student towards a course may be formed and changed depending on the
course content, the teacher, the teaching-learning situations and the environmental
factors. Starting from this statement, we can say that the attitudes of the students
towards a certain course can give us clues about the course content, the teacher, the
teaching-learning situations, and the educational environment. This study attempts
to develop an attitude scale to measure student attitudes towards the course of Music
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Education Teaching Methods included in the Music Teacher Training Programs in
Turkey in the light of the information mentioned above.

Various scales of attitude have been developed by researchers towards the course
of music theory included in the music teacher training programs (Canakay, 2006),
towards learning to play an instrument (Ozmentes & Ozmentes, 2009), and towards
teaching music as a profession (Tufan & Giidek, 2008). Alongside these, there exist
scales developed to measure the attitudes of students at different stages toward the
course of music (Bilen, 1995; Kocabas, 1997; Ozmentes, 2005; Milli Egitim Bakanlig:
[Turkish Ministry of Education], 2006; Nacakci, 2006; Tiirkmen & Adar, 2009).
Attitude scales pertaining to music and music education are also encountered abroad
(Phillips, 2003; Ozeke & Humphreys, 2007). In addition, among the research studies,
there is one attempting to evaluate the behaviours acquired through and the student
activities conducted as part of the course of Music Education Teaching Methods
included in the Science Education Graduate Program without graduate thesis
requirement (Akdeniz & Karamustafaoglu, 2005). However an attitude scale
pertaining to the course of Music Education Teaching Methods included in the music
teacher training programs has not been found in the literature regarding music
education. This study is expected to make a contribution by filling the gap in this
field.

Method
Study Group

The study group consists of 194 people who pursue or have obtained a bachelor’s
degree in music education in Turkey in the universities of Dokuz Eyliil, Selcuk,
Marmara, Uludag, Adnan Menderes and Balikesir, and who have taken the course of
“Music Education Teaching Methods I” and “Music Education Teaching Methods
.

Procedure

To insure content validity, 4th year students of Dokuz Eyliil University, Buca
Faculty of Education, Department of Music Education, who had taken the course of
“Music Education Teaching Methods I and II” for two semesters were asked to write
a paper regarding their attitudes towards the course. The relevant expressions were
selected from the papers and were rephrased into scale statements. Also, attitude
scales pertaining to other fields (Bilen, 1995; Baykul, 1990; Phillips, 2003; Ozmentes &
Bilen 2005; Canakay, 2006) found through literature search were drawn upon. A
statistics specialist, three music teachers, and a faculty member teaching the course of
Music Education Teaching Methods were consulted to form a five-point Likert scale
of 50 items with 21 negative and 29 positive statements, where five response options
were offered for each item, namely, “Strongly Agree”, “Agree”, “Somewhat Agree”,
“Disagree”, and “Strongly Disagree”.

The trial form that was prepared was sent to 255 students or graduates of music
teacher training programs of various universities who had taken the courses of
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“Music Education Teaching Methods 1” and “Music Education Teaching Methods
I1”. Of the 255 trial forms that were sent out, 194 were included in the study, leaving
out those forms that were not returned or that were cancelled because of erroneous
coding. The data obtained were subjected to item analysis and factor analysis using
the program SPSS 12.00.

Findings and Results

The main objective in developing a scale is to create a valid and reliable
measurement tool. As a scale which is not reliable cannot be valid either, validity
need not be determined for a scale found to be unreliable, hence the scale has to be
tested for reliability first (Tavsancil, 2002). Starting from this statement, the scale was
first subjected to a reliability study.

Reliability Study

As part of the reliability study of the scale, the Cronbach alpha () coefficient of
internal consistency was computed. The Cronbach alpha (o) coefficient of the trial
form consisting of 50 items was computed to be 0.70. To determine the
discriminating capability of the items, item-test correlation coefficients were
computed. A coefficient of an absolute value from 0.70 to 1.00 is considered to
indicate a high correlation, whereas coefficients ranging in absolute value from 0.70
to 0.30 and from 0.30 to 0.00 are considered to indicate medium and low correlations,
respectively (Biiyilikoztiirk, 2005). In this study, the items lower than 0.44 were left
out of the scale. The item-test correlation coefficients of the items left out vary
between 0.37 and 0.28.

The analysis was repeated for the 25 items that were included in the final scale
and the Cronbach alpha (o) reliability coefficient was found to be 0.95, whereas the
item-test correlation coefficients were determined to vary between 0.44 and 0.77. The
item-test correlation coefficients of the 25 items that were included in the final scale
are presented in Table 1.
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Table 1
Item-Test Correlation Coefficients of the Items Included in the Final Scale

Item [tem-test [tem Item-test Item Item-test

number correlation  number correlation number  correlation
coefficient coefficient coefficient

2 0.69 16 0.76 28 0.66

3 0.72 17 0.77 30 0.72

4 0.56 19 0.70 31 0.56

6 0.67 20 0.68 33 0.66

9 0.73 21 0.65 36 0.68

12 0.77 23 0.65 37 0.77

13 0.58 24 0.71 39 0.67

15 0.49 27 0.72 46 0.44

47 0.52

Validity Study

The structural validity of the scale has been examined through factor analysis. To
determine whether the data and the sample were suited to factor analysis, Kaiser-
Meyer Olkin (KMO) coefficient and Bartlett test were applied, which were found to
be 0.93 and meaningful (0.000), respectively. As a result of the factor analysis, it was
seen that all 25 items kept in the final scale were clustered in a single factor, which
agrees with the unidimensionality principle which is among the basic principles of
attitude scales (Tavsancil, 2002). The factor loading values of the items included in
the final scale were found to vary from 0.46 to 0.80. According to Biiyiikdztiirk
(2005), a factor loading value of 0.45 is a good criterion for selection. The factor
loading values of the 25 items included in the final scale are presented in Table 2.
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Table 2
Factor Loading Values of the Items in the Final Scale

Item Factor Item  Factor [tem Factor
Number Loading Number Loading Number Loading Value
Value Value

2 0.73 16 0.79 28 0.70

3 0.75 17 0.80 30 0.75

4 0.59 19 0.73 31 0.58

6 0.69 20 0.72 33 0.70

9 0.76 21 0.68 36 0.71

12 0.80 23 0.68 37 0.80

13 0.61 24 0.75 39 0.71

15 0.52 27 0.76 46 0.46
47 0.55

A single factor explains 48% of the total variance pertaining to the scale. A
declared variance of 30% or above is deemed adequate for single factor scales
(Buytikoztiirk, 2005).

Discussion and Recommendations

Music teachers, who, through art, shape their students into creative, free
thinking, self-confident, democratic, modern individuals, also introduce them to art,
allow them to discover their own talents and to forge an aesthetical life style. The
course of Music Education Teaching Methods which includes basic instructions on
both the field of music and teaching as a profession plays an important role in
creating this formation. It has been mentioned that attitudes become the basis for
many thoughts and acts and that they are a strong driving factor. From these
statements, we can conclude that prospective teachers who develop a positive
attitude towards the course of Music Education Teaching Methods will join in the
course activities more readily.

As far as could be seen from music education literature, there is a lack of tools to
measure the attitudes towards the course of “Music Education Teaching Methods”
which is included in the music teacher training programs in Turkey, hence an
attempt was made to develop a scale to measure the attitudes of prospective music
teachers toward the course of Music Education Teaching Methods in this study. The
trial form composed of 50 items was completed by 194 subjects, factor analysis was
conducted and item-test correlation coefficients were computed for the data obtained
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and the items performing poorly were left out to form a final scale of 25 items. The
Cronbach alpha (a) reliability coefficient of the final scale is 0.95, whereas the item-
test correlation coefficients of the items in the scale vary between 0.44 and 0.77. The
items in the scale constitute a single factor and their factor loading values vary
between 0.46 and 0.80. These results show that the scale of attitude towards the
course of Music Education Teaching Methods is valid and reliable.

This scale of attitude of which the validity and the reliability have been
determined is expected to be helpful for the faculty members teaching the course of
Music Education Teaching Methods, the researchers who run scientific studies in this
field, and prospective teachers. Applying this improved scale will offer the teachers
to raise class participation, fieldwork, motivation, and attendance of prospective
music teachers. Consequently future music teachers will improve music pedagogy in
Turkish schools.
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Ozel Ogretim Yontemleri Dersine iliskin Tutumlar1 Olgmeye
Yonelik Olcek Gelistirme Calismast

(Ozet)

Egitim, bireyin davramusinda kendi yasantisi yoluyla ve kasitli olarak
istendik davranis meydana getirme siireci olarak tanimlanmaktadir.
Istendik davrans degisikliginin gerceklestirilmesi 6grenme siirecinin iyi
planlanmasindan gecer. Ogrenme siirecinin planlanmasi, saptanan
hedeflerle ilgili davranissal hedefler dogrultusunda 6grenme yasantilarinin
diizenlenmesi, 6grenme yasantilarinin gerceklesmesi ile ilgili geri doniit
alinmasi ve geri doniitiin degerlendirme basamaklarmin olusturulmasiyla
ilgilidir. Bu basamaklarmn nitelikli gerceklestirilmesi, ozellikle 6grenme
yasantilarinin etkili diizenlenmesi, bilgi ve beceri donanimi gerektirir. Bu
donanim 6gretmenlik sanatinin ta kendisidir. O halde alan bilgi ve
becerileriyle ~desteklenecek olan Ogretmenlik sanatinin  Sgretilmesi
6gretmen yetistirmenin temel diregini olusturmaktadir.

Ogretmen yetistirme programlari, alan dersleri, 6gretmenlik meslek bilgisi
ve genel kiiltiir derslerini icermektedir. Ogretmen yetistiren kurumlarda
6grenim goéren Ogretmen adaylari alan dersleri ile kendi alanlari igin
gerekli olan bilgi ve beceriyi edinirken 6gretmenlik meslek bilgisine ait
derslerde de 6gretmenlik meslegi konusunda yetkinlik kazanmaktadirlar.
Ogretmenlik meslegi acisndan  bu iki ders grubu  birbirini
desteklemektedir ve bu ders gruplarindan birinin eksik olmasi dengenin
bozulmasina neden olacaktir. Kendi alaninda yetkin olmayan bir 6gretmen
veya Ogretmenlik sanatii dogru icra edemeyen bir 6gretmenden
ogrencilerinde istenilen davranis degisikliklerini gergeklestirmesini
beklemek gergek¢i bir yaklasim olmayacaktir. Bu sebeple 6gretmen
yetistiren kurumlarm programlarinda bulunan alan dersleri ve
dgretmenlik meslek bilgisi dersleri arasindaki dengenin kurulmasi son
derece onem tasimaktadir. Bilindigi gibi Egitim Fakiilteleri Ogretmen
Yetistirme Programlari 1997 reformuyla yeniden diizenlenmistir ve
giincellemeler hala devam etmektedir.
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Egitim Fakdlteleri lisans programlari icinde bulunan Ozel Ogretim
Yontemleri dersi alan bilgisi dersleri ve 6gretmenlik meslek bilgisi dersleri
arasinda yer almasi nedeniyle farkli bir nitelik tasimaktadir. Her alanin
kendine 6zgii 6gretim yontemleri vardir. Bu durum tiim 6gretmenlik lisans
programlari icinde yer alan Ozel Ogretim Yéntemleri dersine 6zel bir 5nem
yliklemektedir. O alanin nasil 6gretileceginin inceliklerini ancak alanin
uzmanlart bilir. Bu durum Yiiksek Ogretim Kurulu (YOK) tarafindan
degerlendirilmistir ve son diizenlemede Ozel Ogretim Yontemleri dersine
6zel bir yer verilmistir.

Miizik, soyut bir sanat alanidir, dolayisiyla diger alanlarin 6zel 6gretim
yontemlerinden farkli diizenlemeler gerektirir. Miizik alaninda konularm
cesitliligi ve ozelligi neyin; ozellikle aktif 6grenme tekniklerinin kullanimi1
konusundaki gesitlilik nasil 6gretileceginin énemini gostermektedir. Ayrica
sik sik bireysel degerlendirme yapma durumu nasil degerlendirilecegi
konusunda diger alanlara gore farkliliklar goriilmesine neden olmaktadir.
Degisik yetenek diizeylerinde karsimiza ¢ikan 6grencilerin diizeylerine
uygun miizik yasantilar1 yaratmak ve dogru degerlendirmeleri yapmak
bilginin yani sira daha tist diizeyde beceri gerektirir. Bu da miizik
6gretmenligi lisans programlarindaki 6zel d6gretim y6ntemleri derslerinin
niteligi ile dogrudan baglantilidir.

Yukarida s6z edildigi gibi miizik alaninin ve miizik egitiminin kendine has
ozellikleri sebebiyle neyin, nasil 6gretilecegi ve degerlendirmenin nasil
yapilacagt konularini iceren 6zel 6gretim yontemleri dersi son derece nem
kazanmaktadir. Ogretmenler yaratici, ozgiir disitinceli, 6zgiivenli,
demokratik, cagdas bireyler yetistirmede etken kisilerdir. Miizik
6gretmenleri bunu sanat yoluyla gerceklestirirken ayni zamanda onlarin
sanatla tanismalarma, yeteneklerini kesfetmelerine ve estetik bir yasam
bi¢imi olusturmalarma aracilik ederler. Béyle bir misyonu gergeklestirmek
miizik ders saatlerinin smurli oldugu tiilkemizde daha fazla miizik
6gretmenligi donanimi gerektirmektedir. Bu donanimi olusturacak olan
6gretmenlik meslek bilgisine ait dersler ve en 6nemlisi alanla ilgili olan
6zel 6gretim yontemleri dersidir.

Ogretmen yetistirme programcilarinin &zel bir 6nem verdigi dzel dgretim
yontemleri dersinin hedeflerinin gerceklesmesi, bu dersi alan 6grencilerin
dersin dnemini kavramalar1 ve derse karsi olumlu tutum gelistirmeleri ile
mimkindir. Bir 6grencinin derse iliskin tutumlar1 dersin igerigi,
6gretmen, 6gretme-6grenme durumlari ve gevre faktorlerine bagli olarak
olusabilir ve degisebilir. Bu ifadeden yola ¢ikarak 6grencilerin bir derse
karst olan tutumlarinin, bize dersin igerigi, 6gretmen, d6gretme-6grenme
durumlar1 ve egitim ortami ile ilgili olarak ipuglart verebilecegini
sOyleyebiliriz.

Aragtirmamn Amaci: Bu arastirmanm amact miizik 6gretmenligi lisans
programinda yer alan Ozel Ogret—im Yontemleri dersine iliskin gecerli ve
giivenilir bir tutum 6lgegi gelistirmektir.
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Aragtirmamn  Yontemi: C")l(;egin kapsam gecerligi icin, 6zel Ogretim
yontemleri dersini iki dénem almis olan Dokuz Eyliil Universitesi Buca
Egitim Fakiiltesi Miizik Egitim Anabilim Dali 4. sf 6grencilerine dersle
ilgili birer kompozisyon yazdirilmistir. Kompozisyondan uygun ifadeler
secilmis ve oOlgege uygun ciimlelere doéntstiiriilerek 6lcege alinmustir.
Yapilan kaynak taramasinda rastlanan bagka alanlara ait tutum
6l¢eklerinden yararlanilmistir. Bir istatistik uzmani, ti¢ miizik egitimcisi ve
6zel 6gretim yontemleri dersini veren bir 6gretim elemanmun goriisleri
alinarak 21 tanesi olumsuz, 29 tanesi olumlu ifadeden olusan 50 maddelik
bir dlcek olusturulmustur. Olcek, Ozel (")gretim Yontemleri I ve Ozel
@gretim Yontemleri II derslerini almis 194 kisiye uygulanmistir. Elde
edilen verilere SPSS 12.00 paket programi kullanilarak faktor analizi ve
madde analizi uygulanmistir.

Arastirmann Bulgular: Olgegin giivenirlik calismas1 kapsaminda igtutarlik
icin Cronbach alfa katsayisi (o) hesaplanmistir. 50 maddeden olusan
6ndeneme formunun Cronbach alfa katsayisi (o) 0.70 olarak bulunmustur.
Maddelerin ayirt edicilik giiciiniin belirlenmesi i¢in madde-test korelasyon
katsayilar1 hesaplanmistir ve katsayis1 0.44'den kiicitk olan maddeler
Slgekten atilmistir. Nihai 6lcege alinan 25 madde igin tekrar analiz yapilmis
ve Cronbach alfa giivenirlik katsayisi1 (o) ise 0.95 bulunmustur. Madde-test
korelasyonu katsayilarinin ise 0.44 ile 0.77 arasinda degistigi saptanmistir.
Olgegin yap1 gecerligi faktér analizi ile incelenmistir. Verilerin ve
orneklemin faktor analizi i¢in uygun olup olmadigini belirlemek igin
uygulanan Kaiser-Meyer Olkin (KMO) katsay1s1 .93 ve Barlett testi anlaml
(.000) bulunmustur. Yapilan faktér analizi sonucunda nihai 6lgekte kalan
25 maddenin tek faktorde toplandig gozlenmistir.

Arastirmamn Sonuclart ve Onerileri: Yaratici, ozgiir duistinceli, 6zgiivenli,
demokratik, ¢agdas bireyler yetistirmeyi sanat yoluyla gerceklestiren
miizik ogretmenleri 6grencilerinin sanatla tanismalarina, yeteneklerini
kesfetmelerine ve estetik bir yasam bigimi olusturmalarina aracilik ederler.
Bu donanimi olusturmada hem alan bilgisine hem de 6gretmenlik
meslegine iliskin temelleri igeren 6zel ogretim yontemleri dersi biiyiik
6neme sahiptir. Tutumlar bir¢ok diisiincenin ve hareketin temeli haline
geldiginden ve tutumlarin giicla bir glidiileyici faktérdiir. Bu
tanimlamadan 6zel 6gretim yontemleri dersine yonelik olumlu tutum
gelistirecek olan 6gretmen adaylarinin ders etkinliklerine daha fazla
katilacaklar1 yargisina varabiliriz.

Ulasilabildigi kadariyla miizik 6gretmenligi lisans programinda yer alan
6zel ogretim yontemleri dersine iliskin tutumlar: 6lgecek ara¢ konusunda
bir bosluk bulunmaktadir. Bu sebeple bu arastirmada miizik 6gretmeni
adaylarinin o6zel 6gretim yontemleri dersine iliskin tutumlarmi Slgmeye
yonelik bir 6l¢ek gelistirme ¢alismasi yapilmustir. Ozel C")greﬁm Yontemleri
Dersi Tutum Olgegi 5'1i Likert tipinde ve 25 maddeden olugmaktadir.
Olgegin Cronbach alfa giivenirlik katsayist (o) 0.95'dir. Madde-test
korelasyonu katsayilar1 0.44 ile 0.77 arasinda degismektedir ve 6lgekte yer
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alan 25 madde tek faktérde toplanmistir. Gegerlik ve giivenirligi saptanmis
olan bu tutum 6lgeginin dzel 6gretim yontemleri dersini ytirtiten 6gretim
elemanlarmna, bu alanda bilimsel calismalar yapan arastirmacilara ve
6gretmen adaylarma faydali olacagi umulmaktadir.

Anahtar Sozciikler: Ozel (")gretim Yontemleri dersi, tutum, 6lgek gelistirme,
miizik 6gretmenligi lisans programu.
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Abstract

Problem Statement: In the environmental education works, environmental
interest and attitude have an important place in related literature.
However, the paucity of the studies dealing with environmental interest is
remarkable, and the need for studies to be conducted at the high-school
level comes to the fore.

Purpose of the Study: The purpose of the present study is to evaluate the
environmental attitudes and interest levels of high school students in
relation to the independent variables of gender, grade and school type.

Method: The study group of the present study consists of 613 students
attending high schools in Kalecik province of Ankara in the 2007-2008
school year. As data collection tools, the “Personal Information Form,”
“Environmental Interest Scale” and “Environmental Attitude Scale” were
developed by Uzun and Saglam (2006) and were administered to the
students. For statistical analysis of the data, the SPSS program package was
used. After the qualitative data was analyzed, a t-test and variance analysis
were carried out.
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Findings of the Study: At the end of the study, while no significant difference
was found between the girl and boy students in relation to their
environmental interest, significant difference favoring the girl students was
found between the environmental attitude mean scores of the students. In
the evaluation concerning the grade level of the students, the difference
between the means of environmental attitude and interest was regarded to
be significant.

The results of the ANOVA test considering the type of the school attended
revealed that there is no significant difference among the environmental
interest scores of the students attending different schools, yet there is a
significant difference among their environmental attitude scores.

Results and Suggestions: In line with the literature, it was found that the
environmental attitude and interest scores of the girls were higher.
However, the difference between the attitude scores was found to be
significant. Parallel to the increasing grade level, the interest and attitude
scores were expected to increase, but in reality, they did not, and the
difference between the scores was found to be insignificant. On the other
hand, interest scores of the students from Anatolian Teacher Education
High School and attitude scores of the students from Religious High School
were found to be the lowest. While searching for the causes of the low
interest and attitude scores, plans should be designed to raise the interest
and attitude levels of the students. In order to fill in the gap seen in the
studies concerning the field of environmental interest, similar studies
should be carried out in the future.

Keywords: environmental education, environmental interest, environmental
attitude, secondary education, Kalecik.

Since the mid-1900s, the emerging environmental problems have brought about
the need of educating individuals sensitive to these problems who are willing to
contribute to finding solutions and live in accordance with the environment by
giving it fewer adverse effects. In parallel to this trend of environmental abuse, some
people started to put forth efforts and great attention to environmental issues.
Despite legal regulations put into force and efforts of the scientists and teachers to
improve the environment, we still have some problems in educating
environmentally-sensitive people. Increasing the number of people who have
positive environmental interests and attitudes is of great importance to overcome
these problems and to empower social development and enhance the quality of life.

In the entire world, and in our country, the number of people developing positive
interest in and attitudes towards the environment is steadily increasing. However, at
the point that economy and state policies intervene, and economic development and
country interests escalate, the environmental consciousness lags behind. This is
influential on the decrease of correlation between interest and attitude. At this point,
the concept of sustainability comes to the fore, which means maintaining a balance
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between the environment and development and enhancing the quality of life without
overloading the capacity of the eco-system.

Many countries allocate resources for comprehensive studies aiming to determine
the environmental attitudes of students (Paraskevopoulos, Padeliadu &
Zafiropoulos, 1998; Kuhlemeier, Bergh & Van Den Lagerweij, 1999). For this purpose,
many programs have been developed for teachers and student teachers (Kopyla &
Wahlstrém, 2000).

During the literature review of the present study, many studies were found
aiming to determine the attitudes of the students towards the environment. In some
of these studies, environmental attitudes of high school students (Gezer, Cokadar,
Kose & Bilen, 2006; Uzun & Saglam, 2007; Taskin, 2009) and primary school second-
level students (Tuncer, Ertepmnar, Tekkaya & Sungur, 2005; Gokee, Kaya, Aktay &
Ozden, 2007; Aslan, Sagir & Cansaran, 2008; Atasoy & Ertiirk, 2008; Sagir, Aslan &
Cansaran, 2008; Akgiin & Giiltiim, 2009) were investigated. In addition to these
studies, different studies from around the world were reviewed (Worsley &
Skrzypiec, 1998; Makki, Khalick & Boujaoude, 2003). In the environmental-interest
and attitude studies, not only was the survey method used, but also environmental
science courses to raise awareness. Then, survey data was evaluated (Bradley,
Waliczek & Zajicek, 1999). It was observed in the review that greater emphasis was
put on evaluating the attitudes rather than evaluating the environmental interest.
The present study is believed to make important contributions to the filling of this
gap.

When the fact is considered that the students educated in our schools will be
active members of the society, the study by Iversen and Rundmo (2002) gains
particular importance. In this study, environmental interest levels and attitudes of
Norwegians from different age groups and education levels were measured. The
study revealed the importance of education in terms of developing positive attitudes,
and individuals over 60 were found to have more positive interest than those under
30. The study conducted by Bjerke, Thrane and Kleiven (2006) supports the
difference between females’ environmental attitudes and interest and those of males.
The present study also focuses on the same issue.

In the studies carried out so far, it was found that environmental education has
great impact on the development of students, their perception of environmental
responsibilities, their interests in environmental issues, and development of
environmental protection strategies (Voughan, Gack, Solorazano & Ray, 2003; Hsu,
2004; Sebasto & Semrau, 2004).

In the present study, the environmental interests and attitudes of the secondary-
school students in the Kalecik province of Ankara were evaluated in relation to
gender, age and school-type variables. There are many studies conducted in different
parts of Turkey on environmental attitudes (Ekici, 2005; Tuncer et al., 2005; Gezer et
al., 2006; Aslan et al., 2008; Atasoy & Ertiirk, 2008; Sagir et al., 2008; Akgiin & Giiltim,
2009; Taskin, 2009). However, the number of the studies dealing with the issue of
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environmental interest is quite low. Hence, the contribution of the present study to
the literature is believed to be great.

The present study, considering the importance of environmental interest and
attitude, seeks answers to the following questions:

a) Do the students’ environmental interests and attitudes vary depending
on the gender variable?

b) Do the students’ environmental interests and attitudes vary depending
on the grade-level variable?

¢) Do the students” environmental interests and attitudes vary depending
on the school-type variable?

Method
Study Model

In the present study, the “correlative survey” method was used. Correlative
survey methods are research models aiming to determine the existence of correlative
change and its extent between two or more variables (Karasar, 2004). In the present
study, a correlative survey method was used to investigate whether the students’
environmental attitude and interest levels vary depending on gender, class, and
school-type variables.

Study Group

The study group of the present study consists of 613 students attending
secondary schools in the Kalecik province of Ankara during the 2007-2008 school
year. The present study includes students from Kalecik High School, Anatolian
Teacher Education High School, Religious High School, Vocational Technical
Education Center and Vocational School of Health, and the sampling was kept large
enough to represent the universe of the study. Two hundred fifty-eight (42%) of the
participants are girls and 355 (58%) are boys. The age range of the students is 14-19.
Two hundred forty-nine (41%) of the students are 9th graders, 211(34%) 10th graders,
137 (22%) 11th graders and 16 (3%) 12th graders.

Data Collection Tools

In the present study, the “Personal Information Form,” “Environmental Attitude
Scale” and “Environmental Interest Scale” were used to collect data. The Personal
Information Form aims to solicit personal information of the participants. The
Environmental Interest Scale is a 27-item, five-point, Likert-type scale developed by
the researcher and ranging from “I am very interested: 5” to “I am not interested at
all: 1.” The attitude scale is a 27-item, five-point, Likert-type scale developed by
Uzun and Saglam (2006) and ranging from “I strongly agree/always: 5” to “I
strongly disagree/never: 1.” The minimum score that can be obtained from both of
the scales is 27, and the maximum score is 135.
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The reliability and validity analyses of the scales were conducted. Content and
face validity of the interest scale was verified through expert opinions. For construct
validity of the environmental attitude and interest scales, factor analysis was
conducted. The suitability for factor analysis of the data obtained from the
Environmental Interest Scale was checked with the Kaiser-Meyer-Olkin (KMO)
coefficient and Bartlett Sphericity test (KMO coefficient = .931; significance for the
Bartlett test = 000 p<.001). The data was found to be suitable for the factor analysis
(Buytikoztiirk, 2005). The factor analysis was used to test the construct validity of the
scale, and the basic-components analysis was used as a factorization technique. In the
analyses conducted, joint-factor variance of the factors for each variable, factor
loadings of the items, and the line graph were examined. The factor loading of the
items was determined to be at least .50. Factor loading over .30 is acceptable
(Buiytikoztiirk, 2005). In order to examine the factor structures, the Varimax Basic
Constituents Analysis was conducted. The analyses revealed that the scale is a seven-
factor scale, and the total variance explained by these seven factors was found to be
62.61%. Joint variance of these seven factors defined in relation to the items of the
scale was found to be ranging from .493 to .792.

The factor analysis applied to the data of the Environmental Attitude Scale
revealed that the Kaiser-Meyer-Olkin (KMO) coefficient is .856, which complies with
the original study. The Bartlett Sphericity test was found to be significant. Moreover,
the analyses revealed that the scale is a five-factor scale, and the total variance
explained by these five factors was found to be 51.97%. Joint variance of these five
factors defined in relation to the items of the scale was found to be ranging from .415
to .770.

For the reliability analysis of the scales, the Cronbach’s alpha and Spearman
Brown split-half correlation was calculated. The Cronbach’s alpha reliability
coefficient of the Environmental Interest Scale was found to be a=.93, and the
Spearman Brown split-half correlation was found to be .87. In the original study, the
reliability coefficient of the environmental attitude scale was found to be a=.80; the
Spearman Brown split-half correlation was found to be .76. In the present study,
these values were found to be a=.80 and .79, respectively.

Statistical Analysis

For the statistical analysis of the data, SPSS 15.0 was used. In the first part of the
analysis, descriptive statistics concerning the scores were evaluated. In the second
part, the comparisons were carried out through t-test and variance analysis. For
multiple-comparisons, the Tukey HSD test was used.

Findings and Discussions

In this section, the environmental interest and attitude scores of the students were
evaluated in relation to gender, grade level and school-type variables. First,
descriptive statistics of the variables were evaluated, and then the interpretations
were enriched through statistical comparisons. For control of the variance
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homogeneity required for the comparisons, Levene statistics were used, and the
significance level was accepted to be 0.05.

Evaluation of the Students’ Environmental Interest and Attitude Scores in Relation to the
Gender Variable

In evaluation of the scores in relation to the gender variable, as can be seen in the
following table, both the girls” environmental interest (X =90.52) and environmental

attitude (X=97.4O) scores were found to be higher than those of the boys (x=89.82
and 90.64, respectively).

Table 1

T-test Results Showing the Significance Level of the Differences between Environmental
Interest and Attitude Mean Scores In Relation to the Gender Variable

Std.

Gender N Mean Deviation  df t Sig.
Environmental Female 258 90.52 16.807 597.99 468 .640
Interest Scores

Male 355 89.82 20.034
Environmental Female 258 97.40 11.394 611 6.785  .000 (*)
Attitude Scores

Male 354 90.64 12.723

*p<.001

As a result of the t-test, the difference between the mean score for the girls’
environmental interest and that of the boys” was found to be 0.7 favoring the girls.
This is statistically insignificant (tso7.99=.468; p>.05). On the other hand, the
difference between the environmental attitude scores was found to be 6.76 favoring
the girls. This is statistically significant (ts11)=6.785; p<.001).

Evaluation of the Students” Environmental Interest and Attitude Scores in Relation to Grade
Level

In the evaluation performed, the 12th graders were excluded, as their number is lower
than 30 (n=16).
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Table 2

Descriptive Statistics of the Students’ Environmental Interest and Attitude Scores in
Relation to the Grade Level Variable

Grade N Mean Std. Deviation
Environmental Interest Scores 9.Class 249 90.16 17.499

10.Class 210 90.60 19.888

11.Class 137 89.85 19.218

Total 596 90.25 18.737
Environmental Attitude Scores 9.Class 249 94.71 12.972

10.Class 211 91.87 12.934

11.Class 137 93.97 11.485

Total 597 93.54 12.675

As can be seen in Table 2, the highest environmental interest score (X =90.60) belongs
to the 10th graders. The 11th graders have the lowest environmental interest score

(X =89.85). The environmental interest score of the 9th graders is X=90.16. When the
environmental attitude scores are considered, the highest mean belongs to 9t graders

(X=94.71), and the lowest attitude mean belongs to the 10t graders (X =91.87). The

mean score of the 11th graders is medium (X =93.97).

Table 3

ANOVA Results Concerning the Significance Level of the Difference among the
Environmental Interest and Attitude Scores of the Students in Relation to Grade Level

Sum of
Squares df Mean Square F Sig.
Between Groups ~ 49.559 2 24.779 .070 .932
Environmental ~ Within Groups 208850.191 593 352193
Interest Scores
Total 208899.750 595
Between Groups 958.495 2 479.248 3.003 050

Environmental  Within Groups 94805.750 594 159.606
Attitude Scores
Total 95764.245 596
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One-Way ANOVA revealed that the difference among the environmental interest
and attitude scores of the students in relation to their grade level is statistically
insignificant (F-593=.70; p>.05 and F(2.504y=3.003; p=.05).

Evaluation of the students” environmental interest and attitude scores in relation to the type
of the school

In the evaluation carried out in relation to the type of school, it was found
that the environmental interest score of the students from Kalecik High School is the

highest (X=93.07); this is followed by the students from the Religious High School

with a 0.7 point difference (X=92.37). The lowest environmental interest score was
obtained by the students from the Anatolian Teacher Education High School

( X=88.22). The scores of the students from Vocational Technical Education Center

and Vocational School of Health were found to be the same and moderate (x =88.58).

Table 4

Descriptive Statistics of the Environmental Interest and Attitude Scores in Relation to the
Type of School

Std.
School Type N Mean Deviation
Environmental Kalecik High School 168 93.07 19.105
Interest Scores Vocational Technical Education Center 168 88.58 19.829
Vocational School of Health 121 88.58 16.402
Anatolian Teacher Education High School =~ 97 88.22 19.989
Religious High School 58 92.37 15.838
Total 612 90.11 18.730
Environmental Kalecik High School 168 96.38 12.257
Attitude Scores Vocational Technical Education Center 169 90.62 12.571
Vocational School of Health 121 96.75 10.070

Anatolian Teacher Education High School =~ 97 92.09 14.545
Religious High School 58 89.01 11.809
Total 613 93.49 12.622

When the students’ environmental attitude scores are examined, it is seen
that the highest score belongs to the students from Vocational School of Health

(X=96.75). This is followed by the students from Kalecik High School with a 0.37-
point difference. The lowest environmental attitude score belongs to the students of
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Religious High School (X =89.01). The environmental attitude scores of the students
from Vocational Technical Education Center and Anatolian Teacher Education High

School are moderate (X =90.62 and X =92.09, respectively).

Table 5

ANOVA Results Concerning the Significance Level of the Difference among the Students’
Environmental Interest and Attitude Scores in Relation to the Type of School

Sum of Mean
Squares df Square F P
Environmental Between Groups  2788.312 4 697.078 2.000 .093
Interest Scores L
Within Groups 211569.981 607 348.550
Total 214358.292 611
Environmental Between Groups  5432.109 4 1358.027 8.968 .000 (*)
Attitude Scores
Within Groups 92073.092 608 151.436
Total 97505.201 612
*p<.001

In order look at the significance level of the difference among the means, an ANOVA
test was conducted, and the test revealed that while the difference found among the
environmental interest scores is not statistically significant (Fu.607=2.00; p>.05), the
difference among the environmental attitude scores was found to be significant
(F(4_(,08)=.70; p<001) (Table 5)
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Table 6

Multiple-Comparison Test Results Concerning the Students’ Environmental-Interest and
Attitude Scores in Relation to the Type of School

School

Mean
School Type Difference Std.
D School Type (J) I-]) Error Sig.
Kalecik High Vocational Technical Education Center 5.75(*) 1.340 .000
School
choo Vocational School of Health -37 1.467 999
Anatolian Teacher Education High 408 1569 050
School
Religious High School 7.36(*) 1.874 .001
Vocational Kalecik High School -5.75(*) 1.340 .000
Technical
comed Vocational School of Health 6.13(%) 1465 000
Education
C t . . .
enter Anatolian Teacher Education High 147 1567 882
2 School
=
8 Religious High School 1.60 1872 912
]
g Vocational Kalecik High School 37 1.467 999
=t School of
= Hcea(i?h © Vocational Technical Education Center  6.13(*) 1.465 .000
= . . .
g Anatolian Teacher Education High 4.65(%) 1677 045
g School
=]
.g Religious High School 7.73(*) 1.965 .001
=1
M Anatolian Kalecik High School -4.28 1.569 .050
Teach
eac e%‘ Vocational Technical Education Center 1.47 1.567 .882
Education
High School  Vocational School of Health -4.65(*) 1.677 .045
Religious High School 3.07 2.042 559
Religious Kalecik High School -7.36(%) 1.874 .001
High School . . .
Vocational Technical Education Center -1.60 1.872 912
Vocational School of Health -7.73(%) 1.965 .001
Anatolian Teacher Education High 3.07 2042 559

* The mean difference is significant at the .05 level.

When the mean difference among the environmental attitude scores was
examined, according to the multiple-comparison test, a significant difference was
found among the students from Kalecik High School, Vocational Technical Education
Center and Religious High School, favoring the students from Kalecik High School.
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Also, a significant difference favoring the students from Vocational School of Health
was found among the following schools: Vocational School of Health, Vocational
Technical Education Center, Anatolian Teacher Education School and Religious High
School. On the other hand, the differences found between Kalecik High School and
Vocational School of Health, and between Vocational Technical Education Center
and Religious High School were determined to be statistically insignificant (Table 6).

Results and Suggestions

The findings of the study and suggestions made in light of these findings are
presented below.

In the evaluation carried out in relation to the gender variable, both the
environmental interest scores and environmental attitude scores of the girls were
found to be higher than those of the boys. The difference of the environmental
interest scores found between the girls and boys was not found to be significant. In
the environmental attitude scores, the score difference favoring the girls was found
to be statistically significant. Based on this finding, it can be argued that gender is an
important variable affecting environmental attitude scores. This finding concurs with
the findings of some studies from Turkey and the world (Grifford, Hay & Boros,
1983; Chan, 1996, Worsley & Skrzypiec, 1998; Eagles & Demare, 1999; Tikka,
Kuitunen & Tynys, 2000; Ekici, 2005; Tuncer et al., 2005; Bjerke et al., 2006).

In the evaluation carried out in relation to grade level, the highest environmental
interest score was found to belong to 10t graders; on the other hand, the score of the
11th graders was found to be the lowest, and that of the 9th graders was found to be
medium. When the environmental attitude scores are considered, while the highest
mean belongs to the 9th graders, the lowest one belongs to the 10th graders. The mean
score of the 11th graders is medium. The differences between the students’
environmental interest and attitude mean scores were found to be insignificant.
When the results are investigated, it is clearly seen that with the increasing grade
level, interest and attitude scores do not increase, which is contrary to what is
expected. In line with this finding, in their studies among the university students,
Altin (2001) and Engin (2003) found that environmental attitudes of students do not
vary depending on grade level. Makki et al. (2003), among the high school students
and Sagir et al. (2003), among the primary school secondary-level students found that
environmental attitudes do not vary depending on grade level; on the other hand,
Ekici (2005) found that environmental attitudes may vary, favoring the lower grades.

In the evaluation carried out in relation to the type of school, it was found that
the environmental interest score of the students from Kalecik High School is the
highest, and this is followed by the students of Religious High School with a subtle
difference. On the other hand, the interest score of the students from Anatolian
Teacher Education High School was found to be the lowest. When it is considered
that these students will be teachers in the future, it is very clear that the students they
will educate will not be very sensitive to the environment. This indifference on the
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part of the students of Anatolian Teacher Education High School is worth
investigating.

While the highest environmental attitude score belongs to the students from
Vocational High School of Health in relation to the type of school, they are closely
followed by the students of Kalecik High School. The lowest attitude mean score
belongs to the students of Religious High School. The attitude scores of the students
from Vocational Technical Education Center and Anatolian Teacher Education High
School are medium.

As a result of the analysis conducted in relation to the type of school, while the
difference among the environmental interest mean scores was not found to be
significant, the difference among the environmental attitude scores was found to be
statistically significant. According to multiple-comparison results, the significant
difference was found among the students from Kalecik High School, Vocational
Technical Education Center and Religious High School favoring the students from
Kalecik High School; and a significant difference favoring the students from
Vocational School of Health was found among Vocational School of Health,
Vocational Technical Education Center, Anatolian Teacher Education School and
Religious High School. On the other hand, the differences found between Kalecik
High School and Vocational School of Health, and between Vocational Technical
Education Center and Religious High School were determined to be statistically
insignificant. In the literature review of the study, no study considering the type of
school has been found. On the other hand, in the literature, the paucity of the studies
looking at environmental interest is remarkable. Hence, there is a need for studies
dealing with environmental interest to fill in the gap in this field.

One plan for success in environmental education can be the organizing of in-class
activities and encouraging all the students to participate in these activities in the
required environmental-education course given at the high school level. The
environmental interest and attitude of the students participating in such activities
can be argued to differ from those of the students not participating in such activities
(Leeming, Porter & Bryan, 1997).

Field studies have an important role in environmental education. It seems to be
possible to educate individuals with positive environmental interest and attitude by
organizing field work, first in the close surroundings and then in the far-away places.
It was proved that the work carried out in the close surroundings helps the students
to learn about environmental concepts (Fisman, 2005). Moreover, environmental
education has an important contribution to solutions to environmental problems and
the understanding of environmental bio-diversity (Lindemann-Matthies, 2002).

In addition, it is of great importance that the teachers who are models and guides
for the students be knowledgeable about environmental education. It is important to
equip student teachers with sufficient environmental information in their training,.
Hence, environmental-education training should be incorporated into the curriculum
of the institutions educating student teachers (Meichtry & Harrell, 2002). The study
by Heimlich, Braust, Olivolo, Ice and Smith (2004) supports this suggestion.
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Teachers” willingness and eagerness is of great importance in providing more
effective environmental education. All the teachers should be considered voluntary
environmental educators, and care should be taken to train such teachers.

The number of the studies investigating environmental interest and attitude
should be increased. The groups where the present study found low interest and
negative attitude should be investigated further to find the reasons behind this
indifference. Future studies can be conducted at different levels of education.
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Lise Ogrencilerinin Cevreye Yonelik Tutum ve Ilgi Diizeylerinin
Degerlendirilmesi: Kalecik Ornegi
(Ozet)

Problem Durumu: Cevre egitimi calismalarinda cevresel ilgi ve tutum diinya
literatiiriinde dnemli bir yere sahiptir. Ozellikle cevre sorunlarmin artmasiyla ve
daha sik giindeme gelmesiyle beraber bu degiskenlerin incelendigi, cesitli bagimsiz
degiskenlere gore degerlendirildigi ve bu degiskenler arasindaki iliskilerin temel
almdigr calismalarin gevre egitimine onemli katkilar getirdigi bilim diinyasinda
kabul gormiistiir. Diger yandan 6zellikle gevresel ilgi alaninda yapilan ¢alismalarin
azligr dikkatleri ¢ekmekte, ortadgretim diizeyinde yapilan bu tiir arastirmalarin
gerekliligi 6n plana ¢ikmaktadir. Calismada; “Ogrencilerin cevreye yonelik ilgi ve
tutum puanlari cinsiyete bagli olarak degismekte midir?”, “Ogrencilerin cevreye
yonelik ilgi ve tutum puanlar1 smif diizeyine baglh olarak degismekte midir?” ve
“QOgrencilerin gevreye yonelik ilgi ve tutum puanlari okul tiiriine bagl olarak
degismekte midir?” sorularina yanit aranmustir.

Arastrrmamn Amaci: Bu calismada Ankara ili, Kalecik lgesi’'ndeki ortadgretim
ogrencilerinin ¢evreye yonelik ilgi ve tutumlarim cinsiyet, yas ve okul tiirii
degiskenlerine bagli olarak degerlendirmek amaclanmistir.

Aragtirmamn Yontemi: Calismada iligkisel tarama modeli kullanilmistir. Calisma
grubunu, 2007-2008 egitim-6gretim yilinda, Ankara ili Kalecik ilesi'ndeki
ortadgretim kurumlarinda 6grenim goren toplam 613 ogrenci olusturmustur.
Calismada, Kalecik lcesinde yer alan Kalecik Lisesi, Anadolu (“)gretmen Lisesi,
Saglik Meslek Lisesi, imam Hatip Lisesi ve Mesleki Teknik Egitim Merkezi'nde
6grenim goren Ogrencilerin tamami hedeflendiginden, ¢alisma grubunun evrenin
tamamini temsil ettigi kabul edilmektedir. Veri toplamak amaciyla, arastirmacilar
tarafindan “Kisisel Bilgi Formu” ve “Cevreye Yonelik ilgi Olcegi” gelistirilmis, Uzun
ve Saglam (2006) tarafindan gelistirilen “Cevresel Tutum Olgegi” ogrencilere
uygulanmistir. Olceklerin gecerlik ve giivenirlik analizleri yapilmistir. Cevresel Hgi
Olqeginin kapsam ve goriiniis gegerligi uzman goriisii dogrultusunda saglanmuistir.
Cevresel Tutum ve Hgi Olceklerinin yap1 gegerligi icin faktor analizi yapilmuis,
giivenirlik analizi i¢in ise Cronbach alfa ve Spearman Brown iki yari test korelasyonu
hesaplanmistir. flgi Olgeginin Cronbach alfa giivenirlik katsayisi a=.93 ve Spearman
Brown iki yar1 test korelasyonu .87 degerinde bulunmustur. Orijinal ¢alismada,
Cevresel Tutum Ol(;eginin Cronbach alfa giivenirlik katsayist a=.80; Spearman
Brown iki yari test korelasyonu .76 olarak saptanmistir. Bu ¢alismada ise bu degerler
a=.80 ve Spearman Brown iki yari test korelasyonu=.79 olarak hesaplanmistir.
Verilerin istatistiksel analizinde SPSS programi kullanilmus, verilerle ilgili betimsel
istatistikler degerlendirildikten sonra karsilastirmalar t-testi ve tek yonlii varyans
analiziyle yapilmistir. Analizlerin yapilabilmesi icin, karsilastirilacak gruplarin
varyanslariin homojenliginin kontroliinde Levene testinden faydalanilmis, ¢oklu
karsilastirmalarda ise Tukey HSD testi kullanilmistir.

Arastirmarun  Bulgulari:  Cinsiyete baghh olarak yapilan degerlendirmede, kiz
o6grencilerin hem c¢evresel ilgi hem de tutum puanlar1 erkek &grencilerin
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puanlarindan yiiksek bulunmustur. Kiz 6grencileri ile erkek ogrenciler arasinda
tespit edilen cevresel ilgi puan farki istatistiksel olarak anlamli bulunmamuistir.
Cevresel tutum puanlarinda, kiz 6grencilerin lehine goriilen ortalama farki ise
istatistiksel olarak anlamli bulunmustur. Sinif diizeyine bagli olarak yapilan
degerlendirmede, en yiiksek gevresel ilgi puan1 10. sinifta 6grenim goéren &grencilere
ait bulunmustur. 11. smif 6grencileri de en diisiik ¢evresel ilgi ortalamasima sahiptir.
9. smuf 6grencilerinin ¢evresel ilgi puanlar ise orta diizeydedir. Cevresel tutum
puanlar1 dikkate alindiginda, en yiiksek ortalama 9. smifta 6grenim goéren
ogrencilere ait iken, en diisiik tutum ortalamas1 da 10. smuf grencilerine aittir. 11.
siif 6grencilerinin puanlari ise orta diizeydedir. Sinif diizeyine gore
ogrencilerde tespit edilen cevresel ilgi ve tutum ortalamalar1 arasindaki s6z konusu
farkliliklar, istatistiksel olarak anlamli bulunmamistir. Okul tiirtine bagli olarak
yapilan degerlendirmede, Kalecik Lisesi'nde &grenim goren 6grencilerin cevreye
yonelik ilgi puanlari en yiiksek degere sahipken, bunu imam Hatip Lisesinde okuyan
ogrenciler kiigiik bir puan farkiyla takip etmektedir. En diisiik ilgi puani ise Anadolu
Ogretmen Lisesi'nde okuyan $grencilere aittir. METEM ile Saglik Meslek Lisesinin
puanlar ise denk olup ortalama degerlere sahiptir. Okul tiiriine gore, en yiiksek
cevresel tutum puani Saglik Meslek Lisesi 6grencilerine aitken, bunu Kalecik Lisesi
ogrencileri kiiglik bir farkla takip etmektedir. En diisiik tutum ortalamas: ise Imam
Hatip Lisesi'nde 6grenim goren ogrencilere aittir. Bunun yaninda, METEM ile
Anadolu Ogretmen Lisesinde okuyan &grencilerin tutum puanlart orta diizeyde
bulunmustur. Okul tiirti dikkate almarak yapilan analiz sonucunda, gevreye yo6nelik
ilgi puanlar1 arasinda tespit edilen ortalama farklar1 anlamli bulunmazken, cevresel
tutum puanlarindaki farklihgin istatistiksel olarak anlamli oldugu saptanmuistir.
Coklu karsilastirma testine gore, Kalecik Lisesi ile METEM ve imam Hatip Lisesi
ogrencileri arasinda Kalecik Lisesi lehine; Saglik Meslek Lisesi ile METEM, Anadolu
Ogretmen Lisesi ve Imam Hatip Lisesi arasinda Saglik Meslek Lisesi lehine anlamli
bir farklilik tespit edilmistir. Diger yandan, Kalecik Lisesi ile Saglik Meslek Lisesi,
METEM ile imam Hatip Lisesi arasinda tespit edilen ortalama farklar: istatistiksel
olarak anlamli bulunmamuistir.

Aragtrmaman Sonuclart ve Onerileri: Literatiirle uyumlu olarak, kiz 6grencilerin hem
cevreye yonelik tutum hem de ilgi puanlarinin kiz 6grencilerin lehine ytiksek oldugu
sonucuna ulasilmistir. Ancak, sadece tutum puanlarindaki farklilik anlamli olarak
degerlendirilmistir. Sinif diizeyi arttikca 6grencilerin ilgi ve tutum puanlarmn
beklenildigi gibi smif diizeyine paralel olarak artmadigi ve puanlar arasindaki
farkliligin da istatistiksel olarak anlamli bulunmadigr gozlenmistir. Diger yandan,
Anadolu Ogretmen Lisesindeki 6grencilerin ilgi puanlari ve imam Hatip Lisesindeki
ogrencilerin tutum puanlari en diisiik diizeyde bulunmustur. Ogrencilerde gériilen
ilgi ve tutum diisiikligiintin nedenleri arastirilarak, bireylere cevresel ilgi ve tutum
kazandiracak planlamalar yapilmalidir. Cevresel ilgi alamindaki mevcut calisma
boslugunun doldurulmasi igin bu tiir ¢alismalarin arttirilmasimin gerekli oldugu
diistiniilmektedir.

Anahtar Sozciikler: gevre egitimi, gevreye yonelik ilgi, ¢evreye yonelik tutum,
ortadgretim, Kalecik.
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Abstract

Problem Statement: Learner-centred approach is considered to be more
effective than the teacher-centred approach. But there are some studies
which reveal that learner-centred approach has not been applied
sufficiently in institutions of higher education. Also, according to the
findings of several studies, there are a number of variables that seem to
have effects on learner-centred approach.

Purpose of the Study: The purpose of this study is to investigate the faculty
members’ opinions and the students’ opinions about faculty members’
efficiency in learner-centred approach and whether some variables affect
their opinions.

Method: The data of this survey study were collected from 97 faculty
members and 2235 students. They filled out a 48-item scale with parallel
forms which were based on the learner-centred principles. T-test and
ANOVA (One Way Analysis of Variance) were used for the analysis of the
data.

Findings and Results: When the opinions of the faculty members are
considered, the level of efficiency in learner-centred approach is found out
to be significantly higher than the level of efficiency declared in students’
opinions. The independent variables that are investigated in terms of their
effects on faculty member’s application of learner-centred approach are
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observed to be significantly ineffective in faculty members’ opinions. When
the opinions of the students are considered, it is seen that the opinions of
female students are more positive than the opinions of male students about
the faculty members’ efficiency in learner-centred approach. Additionally,
students have considered the faculty members with teaching experience of
five years or less, more learner-centred compared to the faculty members
with teaching experience of six-10 years.

Conclusions and Recommendations: The study shows that faculty members’
opinions are significantly different from the students’ opinions about
faculty members’ efficiency in learner-centred approach. However, the
results related to the faculty members’ and students’ characteristics
confirm some previous studies. Characteristics of the faculty members and
their students generally do not have effects on applying learner-centred
approach. So, if the institutions of higher education implicate principles of
learner-centred approach in faculty members’ training programs and make
the faculty members participate in studies about their teaching fields, the
faculty members will apply learner-centred approach more properly on a
larger scale.

Keywords: Learner-centred approach, faculty member, efficiency, student
evaluation

The institutions of higher education of Bologna Signatory States aim to establish
learner-centred learning beyond 2010 (European University Association [EUA],
2007). In one of these states the Council of Higher Education prepared a strategy
report for her institutions of higher education in 2007. In this report, as it is noted
also by Nixon (1996), teaching is stated to be one of the functions of institutions of
higher education.

Today, faculty members are expected not only to be experts in their field but also
to know how to teach the skills and behaviours of their field (Badley, 2000; Korkut,
2002). According to Ballantyne, Bain and Packer (1999), to facilitate optimal student
learning, effective faculty members employ widely differing techniques and creative
variations in teaching methodologies. Student-focused or learner-centred approach is
considered to be more effective than the teacher-focused or content-focused
approach (MacLellan & Soden, 2004; Postareffa, 2008; Prosser, Ramsden, Trigwell &
Martin, 2003; Young & Shaw, 1999). Consistently, most studies on conception of
teaching include student-focused (Samuelowicz & Bain, 2001) or learning-centred
terms (Kember & Kwan, 2000) along with positive student views on learner-centred
approach (Girgin & Stevens, 2005; Lea, Stephenson & Troy, 2003). McCombs and
Whisler’s (1997) definition of learner-centered is as follows:

The perspective that couples a focus on individual learners (their heredity,
experiences, perspectives, backgrounds, talents, interests, capacities, and needs)
with a focus on learning (the best available knowledge about learning and how it
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occurs and about teaching practices that are most effective in promoting the
highest levels of motivation, learning, and achievement for all learners). (p. 9)

According to Ballantyne et al. (1999) and Tekeli (2003), faculty members cannot
always teach effectively. Moreover, as marked by Alters and Nelson (2002), the
teaching styles of most faculty members appear to focus on teacher-centred rather
than the learner-centred approach. There are also other studies which reveal that
learner-centred approach has not been applied sufficiently in institutions of higher
education (i.e. Aliparmak & Nabikoglu, 2004; Eristi, 1998).

However, Pierce and Kalkman (2003) address the importance of learner-centred
approach applications as now being recognized a greater extent by the educators in
the later stages of education. Accordingly, the administrators of the higher education
institution where this study was carried out have asserted that they attach great
importance to the fact that teaching should be sufficient and student-centred.
Therefore, it is believed that the findings of the study provide evidence for the
application of learner-centred approach in this institution.

According to the findings of several studies, there are a number of variables that
seem to have effects on learner-centred approach. Gender of the faculty members
and students is one of these variables. Marsh and Roche (1997) reviewed that gender
of instructors or students had little or no effect on students’ ratings. For example,
while in some studies it is revealed that female students have a more positive
opinion about the learner-centred competence of their faculty members (Fernandez &
Mateo, 1997), the gender of the students participated in studies of Crawford and
Macleod (1990) and Goémleksiz, Bulut and Kan (2005) has no effect on their opinions
about the faculty members’ efficiency in learner-centred approach.

Year of teaching experience of the faculty members is another variable which also
has effects on their teaching approaches (Prosser et al., 2003). For example, Walker,
Gleaves and Grey (2006) found out that the novice faculty members felt that they had
to give priority to their teaching over research. In another study, at the end of the
training given to two faculty members who were considered inefficient by the
students, the less experienced one (three years) seemed to improve more than the
more experienced one (25 years) (Hativa, 2000).

Class size is another variable which is a crucial concern for the learning
environments. Crawford and Macleod (1990) suggest that students’ participation,
self-confidence, ability to communicate with the faculty member individually along
with their positive opinions about the faculty member’s behaviours are improved
more in classes where the class size is below 20 compared to the classes where the
class size is above 20. Prosser and Trigwell (1997) also found out a significant
relationship between learner-centred activities and the appropriate class size in the
faculty members’ opinions. Exceptionally, Centra (2003) indicated that class size had
no effect on faculty members’ teaching efficiency.

As indicated above, both the opinions of the faculty members and the students
about faculty members’ efficiency in learner-centred approach seem to be affected by
some variables. Therefore, the main purpose of this study is to investigate the faculty
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members’ opinions and the students” opinions about faculty members’ efficiency in
learner-centred approach and whether some variables affect their opinions. To this
end, it posed the following questions:

(1) To what extent are the faculty members considered efficient in
learner-centred approach by themselves and their students?

(2) Is there a significant difference between faculty members’ opinions
of their efficiency in learner-centred approach and the students’ opinions
about the subject?

(38) Do the faculty members’ opinions of their efficiency in learner-
centred approach differ significantly from the students’ opinions about the
subject according to the following variables?

(@) Gender of the faculty members

(b) Gender of the students

() Academic title of the faculty members

(d) Teaching experience of the faculty members

(e) Class size

(f) Total number of course hours of the faculty members per week

(9) Total number of courses taught by the faculty members per
academic term

(h) Grade of the students

With these questions in mind the following assumptions can be stated as the
hypotheses of the study:

(1) Both the faculty members and the students consider the level of
efficiency for the faculty members as ‘Partially Efficient’ and ‘Moderately
Efficient’ in learner-centred approach.

(2) Faculty members consider themselves more efficient in learner-
centred approach than their students think they are but this difference
might not be statistical.

(3) Gender of the faculty members and of the students as well as the
grade of the students might not be effective on applications of the learner-
centred approach.

(4) The increase in the academic title, the year of teaching experience,
total numbers of course hours per week, total number of courses taught per
academic term and the class size might cause more negative effects on the
opinions of the participants.
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Method
Sample

In this survey study, systematic sampling (based on the faculties and academic
titles) and random sampling methods were administered. Therefore, 97 out of 192
faculty members teaching undergraduate courses at the Faculty of Letters, Faculty of
Education, Faculty of Administrative and Economic Sciences, and Faculty of
Communication in Ege University during the Fall semester of the academic year
2005-2006 participated. 53 male and 44 female faculty members’ scales were also
analysed. 47 of them have been working in the Faculty of Letters, 19 of them in the
Faculty of Education, 15 of them in the Faculty of Economics and Administrative
Sciences, and 16 of them in the Faculty of Communication. 22 were professors, 14
were associate professors, 43 were assistant professors, and 18 were lecturers. The
teaching experience of 15 faculty members was five years or less, of another 15
faculty members was six-10 years, of 18 of them was 11-15 years, of 25 of them was
16-20 years and of 24 of them was 21 years or more. Class sizes were 15 or less in two
classes, 16-25 in seven classes, 26-35 in 16 classes, 36-45 in 28 classes, and 46 or more
in 44 classes. 26 faculty members taught first grade students, 23 taught second grade
students, 21 taught third grade students, and 27 taught fourth year students.

Data were also collected from 3239 of 5109 the students. Students in one of the
undergraduate courses of each faculty member participated in the study. Therefore,
sometimes a student gave an opinion about more than one teacher. Although the
analysis was made on the total points of the scale, the scales with gaps in any of the
items and the unreliable scales were not analysed. So, only 2235 instruments were
analysed. The students who filled these instruments were in four different grades:
657 of them in first grade, 512 of them in second grade, 489 of them in third grade,
and 577 of them in fourth grade. Additionally, for each faculty member the number
of student scales in the analysis ranged between three and 47.

Instrument

The instrument including 48 items, 4-point Lickert scale, was developed in
parallel forms (only the expressions of the items changed according to the sample
groups). The items of the scale were composed of the behaviours expected from a
faculty member who applies learner-centred approach which is based on the learner-
centred principles (McCombs & Whisler, 1997). For example, in the student's scale
there are items such as “The faculty member asks us to determine the objectives that
we are going to achieve by the end of the course.”, “He or she enables us to look at
the subject from different points.” and “He or she appreciates each of us as an
individual.” There is also a column for the participants to write their explanations -if
they like- for each item on the scale. An explanatory factor analysis was made on the
draft scale (64-items) which had been filled in by 16 faculty members and 358
students in the four faculties mentioned above in the spring semester of the academic
year 2004-2005 and the items with the factor load value .45 or above were selected to
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give the scale its final form. Cronbach alpha reliability coefficient was calculated .95
(mean= 122.76, stand. dev. = 16.69) in the final form of the scale.

Procedure

The researcher and author obtained approval for this study from administrators
of the faculties mentioned above. The data were collected on the last three weeks of
the fall semester of the academic year 2005-2006 between the dates of 9 December
2005 and 5 January 2006. The researcher applied the scales with the help of a lecturer,
a research assistant, a PhD student and five MS students who have knowledge on the
scales. The volunteer students filled out the scales during the class session of the
faculty member in 15 to 25 minutes. Most of the faculty members accepted to leave
the class during the application process. The ones who did not want to leave the class
were asked to sit apart from the students and not to influence them.

Data Analysis

In order to identify the faculty members’ efficiency level in learner-centred
approach, the standard deviation 28.85 was used to determine the five groups of
efficiency scale ranging from lowest point 49 to highest point 192: 47-75 points:
Inefficient, 76-104 points: Partially Efficient, 105-134 points: Moderately Efficient,
135-163 points: Efficient, 164-192 points: Very Efficient. The t-test was applied to
discover whether there is a significant difference between the faculty members” and
the students’ opinions about faculty members’ efficiency in learner-centred
approach. The faculty members’ and the students’ opinions were analysed
depending on the independent variables by using One Way Analysis of Variance
(ANOVA). Since the explanations written on the open-ended question section of the
scale were too limited to analyse, they were not analysed separately. However, they
have been referred to during the interpretation of the quantitative data.

Results

Table 1 indicates that 95% of the faculty members regard themselves as
“efficient” and “very efficient” in learner-centred approach whereas 64.9% of the
students consider their teachers’ efficiency in learner-centred approach as “efficient”
and “very efficient.” None of the faculty members regard themselves as “partially
efficient” or “inefficient,” however, it is interesting that the 6.2% of the students
consider their teachers as “partially efficient” or “inefficient” in learner-centred
approach. The t value shows that the faculty members consider themselves more
efficient in learner-centred approach (mean= 4.40) compared with the students
(mean= 3.68).
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Table1
Faculty Members” Level of Efficiency in Learner-centred Approach

Level of efficiency in learner-centred approach (%)

Sample Partially ~Moderately Very

Inefficient Efficient Total Mean SD T-Value'
group Efficient Efficient Efficient
Students 1.0 5.2 289 54.6 103 1000 368 .77 -7.324%
Faculty

- 5.1 495 454 100.0 440 .59

members
* p<001

a= T- value was calculated using the total points of the faculty members” and the
students’ learner-centred approach scales, degrees of freedom is 192.

According to Table 2, the genders, titles, years of teaching experiences, total
number of course hours of the faculty members per week and total number of
courses of the faculty members per academic term and grade of the students revealed
no difference between the faculty members’ opinions about their efficiency in
learner-centred approach. The students’ opinions about the faculty members’
efficiency in learner-centred approach revealed no difference in most of those
variables. However, the opinions of the female students about the faculty members’
efficiency in learner-centred approach are more positive compared to the male
students, F (1, 2233) = 8.04, p < .01. In addition, the students think that the faculty
members who have experience of 5 years or less, are more learner-centred compared
to the faculty members who have 6-10 years experience, F (4, 92) = 3.60, p < .01.
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Table 2

Analysis of Variance for Some Variables

Dependent variables

Faculty members’ opinions

Students’ opinions

Independent variables N  Mean SD F-Value' N Mean SD F-Valuc’
Gender of the faculty 97 16007 1466 971 ns 97 13829 19.07 842 ns
members
Gender of the students 2235 13763 28.85 8.038° *
Academic title of the faculty 97 16007 1466 796 ns 97 13829 19.07 .282 ns
members
Teaching experience of the 97 16007 1466 1.080 ns 97 13829  19.07 3.598* *
faculty members
Class size 97 16007 1466 1252 ns 96 13820 19.15  .831 ns
Total number of course 97 16007 1466 87 ns 96 13820 19.15 883 ns
hours of the faculty
members per week
Total mmberof courses of 97 16007 1466 339 ns 97 13829 19.07 1002 ns
the faculty members per
academic term
Grade of the students 97 16007 1466 1.078 ns 2235 13763 2885 .938 ns

* p<01, ns= no significance.

a= Findings of the descriptive analysis of the F-Values were given as totally for the faculty

members’ scales.

b= Findings of the descriptive analysis of the F-Values were given as totally for all the

students’ scales for each faculty member.
c= Significant difference is in favour of the female students.

d= Significant difference is in favour of the teachers with 5 years or less experience

compared to the teachers with 6-10 years experience:
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Discussion

The study reveals that most of the faculty members regard themselves as
“Efficient’ and “Very Efficient’ in learner-centred approach. However, compared to
faculty members’ self-assessments about their efficiency in learner-centred approach,
the students consider the faculty members less efficient in this approach. This result
of the study does not verify the first hypothesis of this study. The estimation in this
hypothesis that faculty members would not be ‘Efficient’ or ‘Very Efficient’ in
learner-centred approach is based on the findings of some studies which show that
the learner-centred approach is not applied efficiently in institutions of higher
education (i.e. Altiparmak & Nabikoglu, 2004; Eristi, 1998; Akpmar-Wilsing &
Paykog, 2004).

In faculty members’ opinions the levels of efficiency in learner-centred approach
are significantly higher than the levels stated in the students’ opinions. Roche and
Marsh (2000) also revealed that the points given by the teachers for their own
teaching skills and the students’ points were significantly different. Although a
difference between the opinions of the faculty members and the students’ opinions
has been estimated, as can be seen in the second hypothesis of the study, it was not
expected to be significant statistically. Such a result arouses suspicion regarding the
objectivity of the faculty members’ self assessment. In fact, self assessment is
considered to be one of the main duties of institutions and of persons. In the
institution where this study was carried out, self assessment applications were
started to be employed simultaneously with this study. Yet, it is hardly possible to
admit that self assessment applications have been institutionalised and
conceptualised. Subsequently, it can be asserted that self assessment skills of the
faculty members have not been developed sufficiently.

On the other hand, in the institution the study was carried out to investigate the
faculty members’ teaching skills through student evaluations, it is found out that
there has been no consistent study concerning student evaluation. It is observed that
in the past, from time to time, there had been such studies which involved student
evaluations in the institution. Yet, when problems that are thought to be faced during
the adaptation period arouse (i.e. students” emotional attitude in the evaluation), the
studies were given up. Through own experience, we can admit that although the
faculty, the department or the faculty member has tried to gather student opinions
from time to time independent of the institution, such applications could not show
regularity or consistency. In short, it can be stated that different results would be
achieved if the data were collected from students who are used to evaluating their
faculty members.

In the third hypothesis of the study, it is asserted that the opinions of the faculty
members and the opinions of the students about faculty members’ efficiency in
learner-centred approach may not change depending on their gender. The gender of
the faculty members revealed no difference in their opinions of efficiency in learner-
centred approach but the students’ opinions about the subject were significantly
different. Thus, while the opinions of the faculty members verify the hypothesis
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concerning the gender variable, the opinions of the students do not. However, Das
and Das (2001) suggest that the female students’ opinions about the faculty members’
efficiency in learner-centred approach are more positive than the male students’
opinions. On the other hand, Crawford and Macleod (1990) and Gomleksiz et al.
(2005) found out that the students” opinions about the faculty members’ teaching
skills do not significantly vary depending on their gender.

Lastly, the hypothesis that the teaching experience, academic title, total numbers
of course hours per week, total number of courses taught per academic term of the
faculty members, and the class size might affect the participants’ opinions or
opinions is evaluated. The increase in the variables in this hypothesis is thought to be
a decreasing factor for the faculty members’ efficiency in learner-centred approach.
According to the study, although the teaching experience of the faculty members
revealed no difference in their opinions of efficiency in learner-centred approach, the
students’ opinions about the subject show significant difference statistically. The
students think that the faculty members with an experience of five years or less are
more efficient in learner-centred approach than the ones with an experience of six-10
years. The group with the least teaching experience differs significantly from the one
with the closest teaching experience; however, surprisingly, it does not differ
significantly from the group with an experience of 11 years or more. This may stem
from the fact that the novice faculty members prepare themselves better for the class
and pay more attention to teaching applications as they teach the courses for the first
time. As Lea et al. (2003) notes the teachers with 6-10 years of experience concentrate
on their research more than teaching and attach less importance to teaching in order
to satisfy the expectations of the faculty for academic promotion. On the other hand,
it is interesting that the students indicate similar levels of efficiency for both less
experienced and more experienced faculty members. In this respect, it can be
concluded that there seems to be gaps in the guidance of novice faculty members
about the new concepts in the literature.

The study reveals that the faculty members’ opinions of their efficiency in
learner-centred approach and the students’ opinions about the subject do not
significantly vary depending on the academic titles of the faculty members. One
plausible explanation for this might be that the faculty members have considered
their teaching and their academic promotion separately. This also complies with the
expectation that the faculty members’ devotion to research does not prevent them
from fulfilling their teaching duties.

The faculty members’ opinions of their efficiency in learner-centred approach and
the students” opinions about the subject do not vary according to the class size either.
This finding is very surprising because 74% of the faculty members’ teach in classes
with 36-45 and 46 and more students. While the study’s findings about the class size
approve Centra’s opinion (2003) that ‘the class size has no significant effect on the
points given by the students for the teachers’ teaching skills’, they are in
contradiction with most of the previous studies and the literature (Crawford &
MacLeod, 1996; Das & Das, 2001; Marsh & Roche, 1997; McKeachie, 1997; Prosser &
Trigwell 1997). One of the five sub-scales on the Teaching Environment Perception
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Survey by Prosser and Trigwell also gives the appropriate number of students in
classes.

Total number of course hours of the faculty members per week do not have a
significant effect on faculty members” opinions of their efficiency in learner-centred
approach and the students” opinions about the subject. This result is understandable
because faculty members in faculties of education countrywide have more than 20
hours of courses a week. Since the faculty members involved in this study are used to
this quantity of course hours, psychologically, they may have failed to consider this
as a negative factor that affects teaching.

Total number of courses of the faculty members per semester also does not affect
the faculty members’ perceptions of their efficiency in learner-centred approach and
the students” opinions about the subject. Among the faculty members involved in
this study 50.6% teaches 5 or more different courses per semester, 11.3% teaches one
or two different courses and 38.1% teaches three or four different courses. It is
interesting that the study reveals no significant difference in the levels of efficiency in
learner-centred approach of the faculty members who teach one or two courses
compared to the ones who teach five or more courses. The increase in the number of
courses causes an increase in the number of not only the course outlines but also the
students. This will cause to spend more time for more students and therefore will
raise the work load.

Lastly, the faculty members’ opinions of their efficiency in learner-centred
approach and the students” opinions about the subject do not vary according to the
grade of the students. However, Gomleksiz et al. (2005) has stated that the students’
opinions about the faculty members’ efficiency in learner-centred approach are more
positive in the fourth grade compared to the ones in the second grade. Likewise,
during the interviews made with the faculty members to decide on the application of
the scale, some teachers have stated that they motivate the fourth-grade students to
do research and make presentations in the class, thus applying learner-centred
activities to a greater extent.

In sum, all the results concerned with the third and the fourth hypotheses make
one think that the faculty members involved in the study either have extraordinary
teaching energy or that they apply learner-centred approach in the same way
regardless of all conditions. In other words, whatever the gender, the number of
students, the number of courses, the total course hours, the teaching experience or
the grade of the students is, faculty members teach in similar ways. According to
them, these ways of teaching are learner-centred enough, whereas these ways are
more teacher-centred according to the students.
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Conclusions and Recommendations

The results of the study demonstrate that most of the hypotheses have not been
verified. Firstly, the study shows that faculty members’ opinions are significantly
different from the students’ opinions about faculty members’ efficiency in learner-
centred approach and that the faculty members have given unexpectedly high points
for themselves. These results bring about the question of why the difference exists
between the faculty members’ opinions and the students” opinions about this issue.
Future research should investigate their opinions more reflectively. The studies that
put forward the fact that student opinions concerning the teaching of the faculty
members (i.e. Bas-Collins, 2002; Isik, 2005; Penny, 2004) are useful in the
development of teaching should be taken into consideration. Furthermore, the
evaluation should be applied under appropriate conditions for students to indicate
their opinions in a more valid and reliable way. Informing the students about the
evaluation adequately and in time, providing the validity and the reliability of the
evaluation form, and providing the opportunity for the students to fill in the forms in
an appropriate time for themselves (Bas-Collins) can increase the validity of the
evaluation.

The results related to the faculty members’ and students” characteristics confirm
some previous studies: Characteristics of the faculty members and their students
generally do not have effects on applying learner-centred approach. In order to put
forward the factors which cause this result, more detailed studies should be carried
out. Especially, the variables that are observed for their effects on the teaching of
faculty members should be investigated in terms of their common effects on both the
teaching and the research of the faculty members.

Senemoglu (1994) found that the graduate students expect the faculty member
take the pedagogical courses. Roche and Marsh (2000) also suggest that although the
faculty members are expected to be good teachers and researchers, they get very little
education on teaching. Since 1999, the PhD students in Turkey have started to take
two more education courses (Development and Learning; Planning and Evaluation
in Teaching) in addition to their field courses. However, the faculty members
involved in this study have not taken these courses. Therefore, it should be
investigated whether the level of efficiency in learner-centred approach of the faculty
members who have taken these courses is higher than the ones who have not taken
these courses. To conclude, it can be stated that if the institutions of higher education
implicate principles of learner-centred approach in faculty members training
programs and make the faculty members participate in studies about their teaching
fields, the faculty members will apply learner-centred approach more properly on a
larger scale.
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Ogretim Elemanlarinin Ogrenci Merkezli Yaklasimi Uygulama
Yeterlikleri: Sosyal Alanlarda Egitim Veren Fakiiltelerin Bakis
Acis1

(Ozet)

Problem Durumu: Guintimiizde bircok egitimci tarafindan 6grenci merkezli
yaklasim, &gretmen merkezli yaklasimdan daha etkili goriilmektedir.
C)rnegin, Bologna Sozlesmesinde yiiksek 6gretim kurumlarmin 2010 yilma
kadar Sgrenci merkezli 8grenmenin kurumsallastirilmasi
hedeflenmektedir. Fakat bu yaklasimin yiiksek 6gretim basamagmda
yeterince  uygulanamadigmi  ortaya koyan bazi  arastirmalar
bulunmaktadir. Bazi degiskenlerin &grenci merkezli yaklasimin
uygulanmasina etkilerini inceleyen c¢alismalar da vardir. Bu ¢alismanin
yapildig yiiksek 6gretim kurumunun stratejik planlar: da 6grenci merkezli
yaklasima 6nem verildigini ve bu yaklasimin uygulama hedefleri arasinda
yer aldigmi gostermektedir. Ancak kurumun 6grenci merkezli yaklasimi
uygulama diizeyine ya da 6gretim elemanlarinin bu yaklasimi uygulama
yeterliklerine iliskin arastirma bulgularina rastlanmamistir. Bu nedenle,
calismanin 6gretim elemanlarmin 6grenci merkezli yaklasimi uygulama
yeterliklerinin belirlenmesi yoluyla 6grenci merkezli uygulamalarin
gelistirilmesine katki saglayacagi dusiiniilmektedir. Bunun yaninda,
calismanin bulgular1 ileride yapilabilecek ilgili bir¢ok ¢alisma igin
baslangi¢ noktasi olabilir.

Aragtirmamn Amact: Calismanin amact 6gretim elemanlarmin 6grenci
merkezli yaklasimi uygulama yeterliklerini, kendilerinin ve &grencilerin
goriislerine dayali olarak ortaya koymaktir. Ayrica 6gretim elemanlarinin
6grenci merkezli yaklasimi uygulama yeterliklerinin bazi degiskenlere
(6gretim elemani cinsiyeti, akademik unvani, akademik hizmet yili, bir
dénemde okuttugu ders sayisi, haftalik toplam ders saati, 6grenci cinsiyeti,
sinif diizeyi ve mevcudu) gore farklilasip farklilasmadig1 arastirilmistir.
Aragtirmamin Yontemi: Tarama modelindeki bu ¢alismada, biiytik bir
tiniversitenin sosyal alanlarda egitim veren dort fakiiltesinde (Edebiyat
Fakiiltesi, Egitim Fakiiltesi, Iktisadi ve Idari Bilimler Fakiiltesi, Iletisim
Fakiiltesi) gorev yapan 192 6gretim elemanindan 97’si ve lisans 6grenimi
goren 5109 ogrenciden 2235'inin goriisleri analiz edilmistir. Calismanin
verileri 6gretim elemanlar: ve 6grenciler igin paralel yapida olusturulan
dort dereceli bir Likert 6lgegi ile toplanmuistr. Olgek maddeleri 6grenci
merkezli ilkeler temele alinarak hazirlanmistir. Olgegin 64 maddelik
deneme formu adi gegen dort fakiiltede 16 Ogretim eleman: ile 358
dgrenciye uygulanmistir. Agiklayici faktor analizi yapilnus ve faktor yiik
degeri .45 ve tizerinde olan maddeler &lgegin son haline alinmistir. Olgegin
48 maddeyi igeren son halinin Cronbach alpha giivenirlik katsayis1 .95
olarak hesaplanmustir. Veriler 2005-2006 6gretim yilinin giiz déneminde
toplanmustir. Ogretim elemanlar1 kendileri igin hazirlanan 6lgegi
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doldururken, lisansta ders okuttuklar1 bir smuftaki dgrenciler onlar igin
hazirlanan 6l¢egi doldurmustur. Ogretim elemanlarimin yeterlik diizeyleri,
6lgeklerin standart sapma puani olan 28.85 sayisi, aralik katsayis1 olarak
kullanma yoluyla su sekilde tanimlanmistir: 47-75 puan: Yetersiz, 76-104
puan: Kismen Yeterli, 105-134 puan: Oldukca Yeterli, 164-192 puan: Cok
Yeterli. Bu tanumlamalar dogrultusunda 6gretim elemanlarmin &grenci
merkezli yaklasimi uygulama yeterlik diizeyleri ytizdeleri hesaplanmistir.
Ogretim eleman1 ve ogrenci goriisleri arasinda anlamli fark olup
olmadigmni bulmak igin t-testi, bagimsiz degiskenlerin hem &gretim
elemant hem de 6grenci goriislerinde farka neden olup olmadigmni
saptamak igin ise tek y6nlii varyans analizi uygulanmustir.

Aragtirmamn Bulgular: Calismada 6gretim elemanlarmin 6grenci merkezli
yaklasimi uygulama yeterliklerine iliskin goriisleri, 6grencilerin
goriislerine gore anlamli bir farkliik gostermistir [f (192) = -7.324, p < .01].
Buna gore, 6gretim elemanlar1 ogrenci merkezli yaklasimi uygulama
konusunda kendilerini 6grencilere gére daha yeterli gormektedir. Ornegin,
6gretim elemanlarmin % 94.9'u kendilerini “Yeterli’ ya da ‘Cok Yeterli’
goriirken, bu oran &grenciler icin %64.9'dur. Orneklemdeki higbir &gretim
elemani, 6grenci merkezli yaklasimi uygulama konusunda kendini
“Yetersiz’ ya da ‘Kismen Yeterli’ olarak tanimlamazken, o&grencilerin
%6.2'si 6gretim elemanlarinin yeterlik diizeyini bu sekilde tanimlamuistir.
égretim elemanlarinin  goriisleri ¢alismada ele alman bagimsiz
degiskenlere goére anlamli bir farklilik gostermemistir. Buna karsmn kiz
6grencilerin, 6gretim elemanlarmin dgrenci merkezli yaklasimi uygulama
yeterliklerine iliskin goriisleri erkek 6grencilere gére anlamli bir diizeyde
olumlu bulunmustur [F (1, 2233) = 8.04, p < .01]. Ayrica 6grenciler bes yil
ve daha az deneyimi olan 6gretim elemanlarmin alti-10 yil deneyimli
olanlara gore O6grenci merkezli yaklasimi uygulamada daha yeterli
olduklarmi diisiinmektedir [F (4, 92) = 3.60, p < .01]. Ogretim eleman:
cinsiyeti akademik unvani, bir dénemde okuttugu ders sayisi, haftalik
toplam ders saati, sinif diizeyi ve mevcudu ise 6grenci goriislerinde de bir
farkliliga neden olmamustir.

Aragtirmamn Sonuglart ve Onerileri: Calismanm bulgularmndan ilk olarak
6gretim elemanlarinin 6grenci merkezli 6gretimi uygulama yeterliklerine
iliskin 6gretim eleman: ve Ogrenci goriislerinin farklilik gosterdigi
sonucuna ulasilmaktadir. Bagimsiz degiskenlere yonelik bulgular
alanyazmla tutarli bicimde o6gretim elemani ve O6grencilerin &grenci
merkezli yaklasimi uygulama yeterligine iliskin goriislerinde cogu
degiskenin farkliik olusturmadigini ortaya koymaktadir. Ogretim
elemanlarnin 6grenci merkezli yaklasimi uygulama yeterliklerini daha tist
diizeyde degerlendirmesi hem 6gretim elemanlarinin hem de 6grencilerin
nesnelliginin artmasi geregini ortaya koymaktadir. Ogretim elemani ve
dgrencilerin daha nesnel bir bakis agisiyla degerlendirme yapmalari igin
gecerlik ve giivenirligi yiiksek olgeklerin kullanilmasi 6nerilmektedir.
Ulkemizde her alandaki doktora dgrencileri igin 1999 yilindan bu yana iki
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egitim dersi (Gelisim ve Ogrenme; Ogretimde Planlama ve Degerlendirme)
okutulmaktadir. Bu ¢alismanin drneklemindeki ¢ogu 6gretim elemani bu
dersleri almamis oldugundan, dersleri alan ve almayan G&gretim
elemanlarinin 6grenci merkezli yaklasimi uygulama yeterliklerinin farklilik
gosterip gostermedigi baska bir arastirma problemi olabilir. Son olarak
yliksek ogretim kurumlart 6gretim elemani yetistirme programlarma
6grenci merkezli yaklasim ilkelerini dahil eder ve 6gretim elemanlarmin
alan ogretimlerine iliskin ¢alismalara katilmalarini saglarsa, ogrenci
merkezli yaklasim daha genis ¢apta ve uygun sekilde uygulanabilir.
Anahtar Sézciikler: Ogrenci merkezli yaklasim, 6gretim elemani, yeterlik,
6grenci degerlendirmesi
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Abstract

Problem Statement: Analogies are cognitive tools widely used in literature.
Many instructors and educators point out the power of analogies to teach
physics in science classrooms. Newton’s third law is one of the key
concepts of physics education which is difficult to learn and teach.

Purpose: The aim of this study was to analyze prospective teachers’
understanding of analogical cases in Newton’s third law. In addition, the
focus of this analysis was concentrated mainly on the variables of gender
and class level.

Methods: The participants of the study were 244 prospective elementary
teachers at a public university in Ankara. Newton’s third law analogy test
(NTLAT) was adapted and used as a measuring tool in this study. The
NTLAT was composed of four main questions including similar numbers
of analogical cases to analyze four different misconceptions in Newton's
third law. The final version of the NTLAT was applied to seven sections of
students in three different class levels in the same term by the researcher.
Two males and two females from each class level were randomly selected
and interviewed. These semi-structured 12 interviews nearly lasted 15-20
minutes.

Results: The statistical data obtained from the NTLAT were analyzed by
using MANOVA and folloew up ANOVA techniques. The main effect of
the class level and interaction effect were statistically significant according
to the Pillai-Bartlett Trace Test. Follow up ANOVAs indicated that class
level univariate main effect on all dependent variables and interaction
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effect on three misconceptions (M1, M3, and M4) were statistically
significant. In addition, the descriptive results showed that males had
fewer misconceptions than females. The mean scores across class level
were different for males and females. There was a drastic increase or
decrease of male mean scores according to class level whereas the mean
scores were nearly equal for females.

Conclusions/Recommendations: With its unusual nature, the NTLAT was
itself an asset and contribution to this field. Educators may use the NTLAT
as a quiz, assignment, measuring tool or an activity in their research or
classes. In the light of the interviews, all descriptive results such as males
had fewer misconceptions than females, males’ mean scores changed
drastically according to class level unlike females, and inferential results
related to MANOVA and ANOVAs were discussed and accordingly some
suggestions were offered.

Keywords: Analogy, science education, Newton’s third law, misconception

With the shift in epistemological beliefs held by curriculum developers and
science educators, constructivist views of learning in science education have become
more prevalent than ever. These expanding advances in constructivist perspectives
have affected education in Turkey. In parallel with the revisions in views, Turkey’s
Ministry of Education implemented a sophisticated reform of elementary education.
As a natural reflection of this policy, the Turkish Council of Higher Education
regulated ongoing programs of education faculties and implemented new programs
in 2006 to upgrade undergraduate teacher preparation.

In general, science education is formed by three legs—physics, chemistry, and
biology. Students in science education or in other field education programs as in
elementary education are taking an equal number of courses for each branch through
their undergraduate preparation. Students in elementary education had to take 149
credits of courses and 175 hours to graduate from the department under the old
program. In the undergraduate science education program, students had to take
seven courses of 19 credits and 22 hours. These seven courses were living science,
chemistry, physics, environmental education, two science teaching courses, and a
science laboratory. With the revisions made in 2006, the number of the courses was
increased to eight by adding an extra science laboratory course. However, the class
hours of these courses were decreased by one hour according to the proposed
curriculum of the Turkish Council of Higher Education.

With this new curriculum, prospective elementary teachers can learn physics
concepts most probably in a general physics course, two science laboratories and
maybe barely in two science teaching courses. Soon, they may have the opportunity
to learn physics in courses of 10 credits and 12 hours from the new curriculum
courses of 154 credits and 175 hours. This decrease in class hours makes the
fruitfulness and efficiency of these class hours, particularly the general physics
course, more important than before. Considering the course content of this general
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physics course and the science laboratory courses, mechanics concepts comprise a
large part of them. In other words, mechanics concepts and their applications form
an important part of the science dimension of undergraduate preparation of
prospective elementary teachers. Besides graduating satisfactorily from the
department, they need to know physics in general and can use and integrate physics
knowledge in their life. Moreover, they can facilitate this bulk of knowledge to teach
compasses, states of matter and other related concepts in life knowledge courses in
primary schools. Therefore, a prospective elementary teacher who wants to be better
than their peers or distinguished should care for science education, physics and
mechanics concepts in addition to their major field.

In general, mechanics is one of the two (electricity is the second) extensively
researched fields in science education and particularly in physics education. In fact,
most experimental research and studies (Clement, 1982; Hake, 1998; Halloun &
Hestenes, 1985a) on student understanding and conceptions might be conducted in
mechanics. However, teachers and students still have undeniable difficulties to
teaching and learning mechanics concepts. Physics concepts such as “force” and
“velocity” are used different in daily life considerations. In addition, most of the
students can point out Newton’s laws by using similar sentences without
conceptually comprehending the concepts indeed. Moreover, the difficulties in
learning and teaching mechanics cannot be figured out by merely using appropriate
formulations. Newton's three laws are the core of mechanics. Students should
integrate these three laws well enough in order to understand the concept of force
and minimize the difficulties they might have in mechanics. Studies related to
mechanics and to Newton’s third law (Brown, 1989; Montanero, Suero, Perez, &
Pardo, 2002; Savinainen, Scott, & Viiri, 2005) showed that students and prospective
teachers still have problems teaching and learning these topics.

Students generally consider physics not only difficult and complicated but also
entirely abstract and incomprehensible. Besides several other factors, this feature of
physics including idealization and abstraction forms the basis of learning difficulties
and misconceptions in this course. The concepts of “misconception” or “alternative
conception,” which are used interchangeably in the literature, are defined by
Clement (1993) as “a preconception that can conflict with currently accepted physical
theory” (p. 1241). In other words, student intuitive ideas or prior conceptions that are
false in terms of accepted scientific knowledge can be regarded as misconceptions.
They should not be perceived simply as errors or mistakes that can be fixed easily. In
fact, it requires too much effort to remediate them. As Minstrell (1982) mentioned,
they are common, deep-seated, and form inflexible obstacles standing in front of
conceptual understanding. Previous studies (Brown, 1992; Clement, 1982; Eryilmaz,
2010; Halloun & Hestenes, 1985a; Minstrell, 1982; Yilmaz, 2007) revealed that
students of different ages, lazy or clever students, preservice teachers, and even in-
service teachers have misconceptions in mechanics and Newton’s third law. Several
approaches were proposed and used to deal with misconceptions in the literature,
and the use of analogies was one of those approaches.
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Science classrooms are a milieu in which analogies are facilitated as a cognitive
tool to advance learning. Analogies, widespread in many educational settings, are a
prehistoric tool used to think, transfer, construct ideas and assess new knowledge.
An analogy is composed of two parts. The analog is the domain that can be regarded
as a source of knowledge, while the target case is the domain to be explained. If the
target and analog share similar features, an analogy can be drawn between them.
Duit (1991) highlighted the importance of analogies in progressing understanding by
relating scientific concepts and the students’ daily-life experiences. In the literature,
many studies (Duit, 1991; Heywood, 2002; Mason, 1994; Suzuki, 1994; Wong, 1993)
were conducted to analyze analogies and their effects on understanding. Some
research (Brown, 1992; Clement, Brown, & Zietsman, 1989; Glynn & Takahashi, 1998;
Heywood & Parker, 1997) has demonstrated specifically that properly integrated
analogies could improve a student’s conceptual learning. Moreover, various
instructional analogy approaches were developed and introduced in the literature
with the help of several studies (Brown & Clement, 1989; Dagher, 1995; Glynn, 1991;
Kolodner, 1997; Wong, 1993; Zeitoun, 1984).

In most of the recent studies (Baker, 1998; Farenga & Joyce, 1997; Haussler &
Hoffmann, 2002; Stadler, Duit, & Benke, 2000; Taslidere & Eryilmaz, 2009; Yilmaz,
2007; Yilmaz, Eryilmaz, & Geban, 2006) of science and teacher education, gender is
another important variable usually considered. The term “gender” is a social
constitution that refers to the biology of an individual. Educators generally come
across the difficulty of teaching students in undergraduate education programs who
realize the subtle distinctions of gender influences on prospective teachers and
science and physics learning. Baker (1998) pointed out that males dominate science
and physics education. In other words, the inequalities and variation in achievement,
attitude and participation in science and educational programs still exist regarding
the variable gender on behalf of males. Likewise, students” alternative conceptions in
physics, specifically in mechanics and Newton'’s third law are gender dependent. The
result of the previous studies (Halloun & Hestenes, 1985b; Yilmaz et al., 2006)
indicated that females had much more misconceptions in this field than males. In
addition, Stadler et al. (2000) claimed that males and females had distinctive
perspectives in the philosophy of understanding physics. In short, males are much
more utilitarian and realistic, and they presumably prefer to consider physics as
worthy in itself, whereas females feel that they can comprehend a concept only if
they can place it into a nonscientific context so they can integrate and visualize
physics and the world together. Considering these subjects and variables, the
purpose of this study was to analyze preservice elementary education teachers’
understanding of Newton'’s third law via analogical cases according to their gender
and class level.
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Method

Participants

Study participants were students who enrolled in the elementary teacher
education department. Seven classes from the same public university in Ankara and
244 elementary teacher education department students were involved in this study.
Nearly 41 percent of the students were freshman, 35.3 percent were sophomores and
the others were juniors in the elementary teacher education department. The ages of
most of the students ranged from 18 to 22 (95.9 percent).

Measuring Tools

Newton'’s third law analogy test (NTLAT) is the revised version of the Anchoring
Analogy Diagnostic Test (AADT) developed by Yilmaz (2007). The AADT was
composed of seven questions that each assessed a different misconception, 141
analogical cases and a total of 193 reasons. Most of the analogical cases in the AADT
were derived from the related studies (Bao, Hogg, & Zollman, 2002; Brown, 1992;
Camp & Clement, 1994; Clement et al., 1989; Hestenes, Wells, & Swackhamer, 1992;
Maloney, 1984; Montanero et al., 2002). Throughout the development process, one
graduate student, one instructor and four research assistants working in three
universities were asked to control the analogical cases, items and the test itself in
terms of accepted scientific knowledge and to contribute to the formation of the
AADT with their valuable feedback.

All questions of the AADT had 20-30 analogical cases. Sub-questions were
selected and formed the NTLAT. Therefore, the NTLAT was designed to detect four
misconceptions with 110 analogical cases. These misconceptions were as follows:

1. When two bodies collide, the body that breaks (fragile) exerts the
smaller force.

2. When two bodies push on each other or collide, the harder one
exerts/ pushes with a greater force than the softer one.

3. When two moving bodies interact, the body moving fastest exerts the
largest force.

4. When two bodies collide, the body having the larger mass exerts the
greater force.

As in the AADT, students were asked to give three types of answers for each
analogical case to complete the NTLAT. First is the answer of the analogical case as
yes “Y” or no “N,” the second is their level of confidence for this answer as 1, 2, and 3
representing “not confident”, “almost confident” and “absolutely confident”
consecutively, and third, a short explanation related to the causes of their answers.
However in the NTLAT, students were not bound to explain the analogical cases
previously specified by the researcher. All analogical cases had places to be filled
where students could give their short explanations related to their answers. Students
were asked to write down a minimum of three causes for each question in the
NTLAT. They were also informed that “much short explanation or cause was
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appreciated” and “if they want, it was also valuable for us to have the causes of their
answers for each analogical case of each misconception.” Theoretically, a student
could write between 12 and 100 causes, but practically, most students gave 16-20
causes and the overall time for students to complete the NTLAT varied in between 15
to 30 minutes. Figure 1 shows examples of one analogical case from each
misconception with a common question.

For validity considerations, the researcher prepared a table including
misconceptions and the number of analogical cases in each of them. A specialist in a
related field checked this table and the final form of the NTLAT for content-related
validity evidence. The correlation between prospective elementary teachers’
“yes/no” responses to examples in the NTLAT and their level of confidence were
used to obtain evidence for construct validity. This correlation coefficient was found
as .22 and significant at the .01 level (two-tailed). Cronbach’s alpha reliability
coefficients for teachers’ “yes/no” responses to analogical cases, their level of
confidence, and a combination of these two answers were calculated related to the
reliability properties of the measuring tool. These three values, indicating a relatively
high reliability for a diagnostic test were calculated as .77, .87, and .79 respectively.

The objects in the following cases are interacting as shown in below. In
which of these analogical cases are the forces objects exerted each other the
same? How confident are you in your answer?

during collision

M2)
Car crashes into a wall and Identical billiard ball and iron sphere
only the car damaged (Y) (N)/ .... with the same speeds (Y) (N)/ ....
Cause: Cause:
M3) during collision M4) during collision

Two identical cars and one is

Car versus more massive school
atrest (Y) (N)/ ... bus with the same speeds (Y) (N)/....

Cause: Cause:

Figure 1. Example of analogical cases for each misconception used in the NTLAT
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Procedure

First, the researcher revised and adapted the NTLAT. Next, the test was
applied to 249 prospective elementary teachers from the same public university.
Although they were asked to respond to all analogical cases, several students did not
answer some questions. The data of five students who left more than 22 cases
unanswered were discarded from the study. The researcher had 21 of the remaining
students who did not answer a few of the analogical cases complete the test with the
help of their advisors. Then, two males and two females were selected from each
class level and interviewed.

The main purpose of these interviews was to have a general idea about the
issue under consideration. Therefore, no examples or quotations from the interviews
were introduced in this quantitative work as in ordinary qualitative studies. The
interviews in this study were semi-structured. Before the interviews, questions such
as “Which of the analogical cases is most complicated and which one is the easiest?”,
“Do you like the instructor and general physics course?”, “What do you think about
the importance of learning physics?”, “Is this course essential for your future
career?” were written. Students” answers were not audio-taped; instead only short
notes were taken. In addition, warm up questions such as, “What is your name?” and
“Where were you born?” were used. No outsider was there during the interviews.
Each student was informed about confidentiality of their responses and intention of
the study. Interviews generally lasted 15-20 minutes.

Results

7

Elementary teacher education students” “yes/no” responses to analogical cases in
the NTLAT and their level of confidences were used to obtain the data used in this
study. All causes/reasons taken as a third step with the NTLAT were analyzed
before going further. The researcher used them to control and check the consistency
of the data (response, confidence level, and the reason). If there was evidence of
inconsistency, responses were revised. By using MS Excel, all the data were recoded
as shown in Table 1. According to this coding, students’ responses were regarded as
two extreme ends of a response spectrum. On one edge of the spectrum there was the
code of “0” as an indicator of a misconception (being sure of a wrong answer) and
the code of “5” on other edge represented the opposite of the concept of
misconception or the valuable scientific true knowledge (being sure of the correct
answer). The purpose of conducting this kind of coding was to use all the data and to
represent and reflect the students” responses. Furthermore, it enabled us to consider
two of the three important elements of the concept of misconception (wrong answer,
reason parallel to this answer and confidence level) and to convert this valuable
information into workable statistical data.
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Table 1
Criteria Used to Recode the Data

Response Function Confidence Level Code
Yes AND Absolutely sure 5
Yes AND Almost sure 4
Yes AND Not sure 3
No AND Not sure 2
No AND Almost sure 1
No AND Absolutely sure 0

The questions of the NTLAT were designed to investigate four misconceptions
(M1, M2, M3 and M4). It was composed of 22, 26, 24, and 28 analogical cases
consecutively. Therefore, the mean of all cases of each question in the NTLAT were
calculated in order to compare misconceptions to each other. Therefore, the highest
NTLAT score could be five (maximum recode value). The descriptive statistics
related to students” NTLAT scores for the first misconception are shown in Table 2.

Table 2

Descriptive Statistics for the First Misconception

First Year Second Year Third Year All

Gender N Mean SD N Mean SD N Mean SD N Mean SD

Male 20 290 0.70 20 3.69 0.64 15 2.61 0.82 55 3.11 0.84
Female 80 2.87 0.72 66 2.87 0.64 43 279 0.68 189 2.85 0.68

Both 100 2.87 0.71 8 3.06 0.73 58 2.74 0.72 244 291 0.73

As seen in Table 2, only one of the mean scores of males and females was higher
than three (second year males=3.69). In these tables, scores converging to the highest
value (five) imply the desired results or valuable conceptions, whereas the mean
NTLAT scores converging to the lowest value (zero) point out the misconceptions. In
this regard, the students’ scores for the first misconception were not that high. The
overall mean scores of 3.11 and 2.85 for males and females respectively indicated that
this first misconception was much more prevalent in females. Standard deviation
values of males and female mean scores were similar and they were less than one.
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Table 3 indicates the basic descriptive statistics related to the students” scores for
the second misconception. The overall mean score of 2.58 for males was higher than
that of females. Likewise, male mean scores of the first two years also were higher
than the scores of females. All mean scores in this table were lower than three,
indicating that this misconception was much more deep-seated than the first.
Furthermore, two of the males interviewed and three of females said that cases
related to this one were harder than the others.

Table 3

Descriptive Statistics for the Second Misconception

First Year Second Year Third Year All

Gender N Mean SD N Mean SD N Mean SD N Mean SD

Male 20 258 099 20 291 1.09 15 212 0.86 55 2.58 1.03
Female 80 232 0.84 66 248 0.65 43 242 0.87 189 240 0.78

Both 100 2.37 0.87 8 2.58 0.79 58 234 0.87 244 244 0385

As seen in Table 4, the mean scores of males and females were approximately
three. This result might indicate that the third misconception was not as deep-seated
as the first two. The overall, first year and second year mean scores of males were
higher than that of females. Most of the standard deviation values in this table were
lower than the related values in other misconceptions. Additionally, the interviewees
felt the analogical cases related to this misconception were the easiest.

Table 4
Descriptive Statistics for the Third Misconception

First Y ear Second Year Third Year All

Gender N Mean SD N Mean SD N Mean SD N Mean SD

Male 20 3.01 0.54 20 3.71 0.61 15 298 0.61 55 326 0.67
Female 80 2.94 0.65 66 296 0.76 43 3.14 0.71 189 2.99 0.70

Both 100 296 0.62 8 3.14 0.79 58 3.10 0.68 244 3.05 0.70

The descriptive results related to the misconception emerging from
misinterpretation of the interrelation of Newton’s third law and the concept of mass
are given in Table 5. Similar results of the first three misconceptions can be seen
when comparing the mean scores of males and females. The important point related
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to these results was that the overall mean score of all students for this misconception
was the lowest of the study. Moreover, each of the three males interviewed and
females mentioned this one as the hardest.

Table 5

Descriptive Statistics for Fourth Misconception

First Year Second Y ear Third Y ear All
Gender N Mean SD N Mean SD N Mean SD N Mean SD
Male 20 246 0.82 20 296 0.89 15 216 094 55 256 092
Female 80 230 0.73 66 240 0.57 43 240 0.89 189 236 0.72
Both 100 233 0.75 86 253 0.69 58 233 090 244 240 0.77

Students” mean scores related to the NTLAT and overall picture indicating
variables of the statistical model are given in Table 6. It is understood from this
summary table that the males’ mean scores were higher than the females when
considering results for first year, second year, and overall. However, for the third
year, the mean scores of males were lower than the females in four of the
misconceptions. Another important result was that the mean scores of males
increased sharply from the first to second year and then drastically decreased for
students in the third year. This first increase then decreasing trend/case for the
means scores of males was valid in four of the misconceptions, whereas there was
not a regular order for females.

Table 6

Means of Students’ Scores According to Gender and Class Level for All Misconceptions

Item Gender  First Year Second Year Third Year All
Male 2.90 3.69 2.61 3.11

: Female 2:87 2.87 2.79 2.85
Male 2.58 2.91 2:12 2.58

= Female 232 2.48 2.42 2.40
Male 3.01 3.71 2.98 3.26

? Female 2.94 2.96 3.14 2.99
Male 2.46 2.96 2.16 2.56

* Female 2.30 2.40 2.40 2.36
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Inferential statistics. The MANOVA has assumptions of multivariate normality,
homogeneity of variance-covariance matrices, random sampling, and independency
of observations. The researcher consulted to skewness and kurtosis values, Levene
Test, Box’s M test, and small numbers of dependent variables (less than 10) to
facilitate testing and verifying these assumptions and then using two-way MANOVA
as a further statistical analysis. However, the group sizes of factors (gender and class
level) were not equal in this study. Since Box’s Test was affected highly from
multivariate normality assumption and very sensitive to outliers, the researcher
checked Mahalanobis distances to identify cases with extreme values. As a result, I
deleted four cases before analyzing the data. Moreover, I used Box’s M test with
more radical value of p=.001 to reflect and control the weakness of the study
emerging from the use of unequal group sizes. Under these circumstances, the
assumptions of MANOVA were tested and verified.

The 3x2 MANOVA was used to detect the effects of class level and gender on the
collective dependent variables of the four misconceptions (M1, M2, M3, and M4). As
a rule of thumb for unequal group sizes, Field (2005) suggested as “check the
assumption of homogeneity of covariance matrices using Box’s test; if this test is non-
significant, and if the assumption of multivariate normality is tenable, then assume
that Pillai’s trace is accurate” (p. 594). Therefore, the researcher used the more robust
Pillai-Bartlett trace to test the null hypothesis. The multivariate main effect of class
level (Pillai’s V=0.10, F (8, 472)=3.18, p=.002) and the interaction (class*gender) effect
(V=0.10, F (8, 472)=2.97, p=.003) were rejected, whereas the main effect of gender
(V=0.03, F (4, 235)=1.60, p=.176) were not rejected according to the MANOVA results.
In other words, there were statistically significant mean differences between the
factors of class level and interaction effect on the collective dependent variables of
the four misconceptions.

Table 7 shows the results of ANOVAs on each dependent variable conducted as
follow-up tests to the MANOVA. As Table 7 indicated, the main effects of class level
and three (M1, M3, and M4) of the interaction effects were statistically significant.
Tukey HSD used to test pairwise comparisons associated with class level indicated
only the difference between the mean scores of second and third year students for
M1 as being statistically significant. The values of observed powers and eta-squares
(m?) are also given in Table 7. In general, n? is interpreted as the proportion of
variance of the dependent variable related to the factor. Eta-square ranges between 0
and 1. Traditionally, the cutoffs of .01, .06, and .14 are considered the rule of thumb
for small, medium, and large effect sizes, respectively.
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Table 7
ANOVA Results for the Dependent Variables

Source Dependent  Df F Sig. Eta Observed
Variable Squared Power

Class Level Ml 2 10.17  .000 .08 .99
M2 2 348  .033 .03 .65
M3 2 477  .009 .04 .79
M4 2 423 016 .03 74

Gender Ml 1 447  .036 .02 .56
M2 1 1.05 307 .01 18
M3 1 433  .039 .02 .54
M4 1 1.78  .184 .01 26

Class Level M1 2 8.17 .000 .06 .96

* Gender M2 2 260 .076 .02 .52
M3 2 6.81 .001 .05 .92
M4 2 359  .029 .03 .66

Discussion, Conclusions and Implications

The general intention of this research was to analyze preservice teachers’
understanding of analogical examples in Newton’s third law according to their
gender and class level. Contrary to standard types of measuring tools including only
misconception questions used in most misconception research, the NTLAT with its
different structure was facilitated in this study. In this regard, analogical cases with
the potential to indicate students” misconceptions (cases recoded as zero or one like
in aforementioned coding system) in Newton’s third law and various examples from
the related analogy spectrum pointing out scientifically true attributes (cases recoded
and claimed as four or five by most of the students) were used in the NTLAT. In
other words, student responses to analogical cases specific to each misconception
were considered and transformed into statistical data with the help of the NTLAT
and this coding system. This analysis of students” understanding of Newton’s third
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law by using analogical cases indicated valuable concepts according to the majority
of students (Clement et al. in 1989 tagged them as anchoring analogy or simply as
anchor). Cases indicating false conceptions (misconceptions or target cases used
interchangeably in the literature) might have both advantages or limitations and
disadvantages. In fact, national or international researchers could investigate this
issue in several ways.

Smith, diSessa and Roschelle (1994) criticized misconception research aimed at
conceptual change. They pointed out that misconceptions were non-productive
knowledge and should be regarded as static; therefore conceptual change strategies
could not add extra information. It would be better to study more productive
analogies (anchors) instead of misconceptions (target analogies). The NTLAT used as
a measuring tool in this study was designed to analyze analogies from this
perspective. In this study, I did not use the NTALT to analyze anchors, or to
determine their common features or differences between target cases regarding the
variables gender and class level. I recommend that researchers examine and study
these issues in their research. On the other hand, the main advantage of using the
NTLAT in this study was that it enabled us to analyze students’ understanding of
Newton'’s third law by using their true and false knowledge. I also recommend that
researchers or teachers employ the NTLAT as an in-class activity, quiz, exam or
measuring tool in their classes or research. Researchers can develop measuring tools
like the NTLAT to analyze various concepts in other topics of science and physics
education.

The outcome derived from the results of the NTLAT sustained some of the results
of earlier studies (Brown, 1989; Clement, 1993; Yilmaz et al., 2006) that showed that
most students had misconceptions in Newton’s third law. The mean NTLAT scores
of students demonstrated that even prospective teachers had problems with the law.
The descriptive results implied that the fourth misconception was the most deep-
seated of the misconceptions assessed in this study.

The results of MANOVA indicated that prospective teachers’ understanding of
Newton'’s third law differed with respect to their class level, whereas the existing
mean difference according to their gender was statistically insignificant. In addition,
there was a significant interaction effect of gender and class level on students’
misconception scores. The main effects of class level and three (M1, M3, and M4) of
the interaction effects differed across the factors according to the follow up
ANOVAs. Similar outcomes also might be concluded from the descriptive results. In
fact, males” mean NTLAT scores changed drastically across class levels so the second
year students’ mean scores were drastically higher than the first class students” and
the mean scores of third class students were quite a bit lower than that of the second
class students’ scores. However, this trend of increasing then decreasing mean scores
was not valid for females. Students in the elementary teacher education department
were taking general physics courses in the second year of their undergraduate
education. The effect of the general physics course could differ according to gender
and these two trends specific to each gender could affect the results.
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In light of the interviews, I should mention that prospective elementary teachers
do not regard physics courses as crucial for their future career. They know that they
probably will not teach physics after graduation. Therefore, they think it is futile to
learn physics. Although 11 of 12 students interviewed think this way, what might
cause this difference between males and females? Could the intuitive biological and
psychological differences between males and females be the reason? What about the
effect or implication of general physics courses? How can we explain higher mean
scores in the second year and then a severe decrease or very low mean scores in the
third year for males but nearly stationary low mean scores for females even after
taking a general physics course? Did taking physics conceptually affect males and
females in different ways? Why? In fact, I cannot answer these questions with the
data obtained and design of the study. I can suggest that researchers should analyze
these issues by using larger samples including equal size groups by making
longitudinal studies.

As a result of the interviews and this study, the following can be concluded and
suggested: although both males and females did not regard physics as important and
study as expected, male students generally claimed that they were interested in the
examples given in the physics classroom. However, females mentioned that they
generally were not interested in physics; they usually had difficulty in this course
and could not construct effective communication with the instructor of the course.
Teachers and instructors should behave equally to males and females and be the
same distance apart from them. Examples and analogies should connect to and
describe daily life cases so they appeal to each gender. As future teachers, students in
the elementary education department, who will be one of the first teachers young
students come across, should be versatile, talented, qualified and have a high level of
general culture and knowledge. They need to consider a physics course as a guide for
an extensive amount of cases and daily life experiences instead of just a course in the
curriculum. Accordingly, educators and curriculum developers should design
physics courses such that its content, the examples used and the course itself should
be interesting and contribute to a prospective elementary teacher’s career or life. As
an innocent solution, I can offer that prospective elementary teachers may take more
physics content in their pre-service preparation instead of decreasing its class hours
in the curriculum. This will increase both their science knowledge and confidence
and make them feel that these courses also are important.
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Ogretmen Adaylariin Newtonun Ugiincii Kanunundaki
Benzesimsel Ornekleri Anlayislarinin incelenmesi

(Ozet)

Problem Durumu: Gluniimiizde en fazla dikkat ¢eken yaklasimlardan biri
olan yapilandirmact egitim, bireylerin sahip olduklar1 6n bilgilerin
6grenme siirecindeki Onemli etmenlerden biri oldugunu ortaya
koymaktadir. Smuf igerisine tasman bu on bilgiler, 6grenilecek bilimsel
bilgilerin 6grenilmesini ve O6gretilmesini iyice zorlastirabilmektedir.
Ozellikle giinlik yasamdan edinilen kisisel deneyimler, mekanik
konularmin ve Newton'un tigtincti kanununun 6grenilmesini bu baglamda
gliclestirebilmekte ve bu konularda 6grencilerde kavram yamilgilar:
olusmasina sebep olabilmektedir. Ogrenme zorluklariyla bas edebilmek ve
bu kavram yanilgilarimi giderebilmek igin ¢ok ¢esitli yaklasimlar
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gelistirilmistir. Analoji kullanarak kavramsal degisimi amaglamak
bunlardan biridir.

Aslinda analojiler, giintimiize kadar bir¢ok egitimcinin yararlanip siklikla
kullandigr etkili bir iletisim aracidir. Somut ve idrak edilmesi kolay
olmayan kavramlar:i basit ve anlasilir 6rneklerle anlatmaya calisarak
istenilen bilimsel bilgiye ulasmada etkili olabilen, egitimde sikca
kullanilmis  yardimci araglardir. Yararlanilan analojiler arasindaki
ozelliklerin  kolayca idrak edilip transfer edilebilmesi analojilerin
kavramsal degisimi olusturabilmesindeki basarisini belirler. Anlatilmak
istenen kavram agisindan basvurulan analojiler birbirine ne kadar benzerse
transfer edilecek ozellik ve yapilacak muhakeme o kadar kolay basarilir.
Egitimsel analojileri kullanarak cesitli yaklasimlar gelistiren ve bunlarin
kavramlar1 6gretmedeki etkilerini inceleyen fen ve fizik egitiminde birgok
calisma yapilmustir.

Aragtirmamn Amaci: Bu ¢alismada, 6grenilmesi ve dgretilmesi genel olarak
zor olan Newton'un {i¢lincii kanunu irdelenmistir. Calismanin amact
6gretmen adaylarmin bu kanunu bilimsel agidan nasil algiladiklarin
benzesim Ornekleri tizerinden 6zellikle cinsiyet ve smif diizeyleri
degiskenleri acisindan incelemektir.

Yontem:  Calismanin  kattlimcilarini,  Ankara’daki ~ bir  devlet
tiniversitesindeki ilkogretim smuf gretmenligi boliimii 6grencisi olan 244
6gretmen aday1 olusturmustur. Toplam yedi farkli subedeki %40,9'u
birinci smif, %3531 ikinci smuf ve digerleri tiglincii smuf olan bu
6grencilerin Newton un tiglincii kanunu nasil anladiklarin incelemek igin
arastirmaci tarafindan daha onceden gelistirilen analoji testi adapte
edilmistir. Yedi kavram yanilgisina yonelik analoji 6rneklerinden olusan
bu 6lgme aracindan ornek sayilart benzer olan dort tanesi segilmistir.
Ayrica, her benzesim 6rnegine verilen cevaba kisa agiklama yapilabilecek
sekilde test yeniden diizenlenerek Newton’un tigtincti kanunu analoji testi
(NUKAT) olusturulmustur. NUKAT’1 olusturan benzesim &rneklerinin
biiytik kismu ilgili alanyazindaki arastirmalardan alinmistir. Alandan
toplam 5 Kkisi testin olusturulmasi ve incelenmesine doniitleriyle katkida
bulunmus ve ayrica analojiler 6nererek yardimci olmuslardir.

NUKAT1n son hali arastirmaci tarafindan ayn1 donemde tiim dgretmen
adaylarmna uygulanmistir. Test icin 15-30 dakika arasi bir siire yeterli
olmustur. Teste giren her ti¢ smif diizeyinden ikiser kiz ve erkek olmak
tizere toplam 12 6grenci rasgele secilmistir. Bu 6grencilerle 15-20 dakikalik
miilakatlar yapilmistir. Verilerin analizinde betimsel istatistik teknikleri,
sayithlart test edilerek 3x2 MANOVA ve devammnda ANOVA
kullanilmistir.

Bulgular: Calismanin betimsel sonuglari, erkek dgrencilerin NUKAT puani
ortalamalarinin kizlarinkinden tiim kavram yamilgilarinda daha yiiksek
oldugunu goéstermistir. Tiim 6grencilerin NUKAT puanlari incelendiginde,
doért kavram yarulgis: igerisinden “iki cisim carpistiginda kiitlesi biiyiik
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olan daha fazla kuvvet uygular” kavram yanilgisi i¢in hem kizlarm hem
erkeklerin ortalamalar1 en diisitk olarak bulunmustur. Sinif diizeylerine
gore kizlar ve erkeklerin ortalamalar1 incelendiginde ise kizlarm simif
diizeylerine gore ortalamalari belirgin bir egilim gostermeyip yaklasik ayni
kalmistir. Fakat erkeklerin ortalamalari agisindan bakildiginda birinci
sinifla ikinci smif arasinda ciddi artis sonra ikinci sinifla tiglincti smif
arasinda ciddi azalis seklinde bir ortalama fark: egilimi géze ¢arpmuistir.
Genel bir fikir edinme amagh yapilan miilakatlara gore ise 12 6gretmen
adayindan 11'i genel fizik dersini kariyerleri agisindan ¢ok onemli
gormemis ve bu dersin alanlarma ve 6gretmenlik yetilerine ¢ok katkisi
olmadigin ifade etmislerdir. Ozellikle kiz ogrenciler mekanik konulariyla
ilgili smifta verilen orneklerin kendilerine ¢ok hitap etmedigini veya
ilgilerini ¢ekmedigini belirtirken erkekler genel olarak verilen 6rneklerden
memnun olmakla birlikte bazi 6rneklerin ilgilerini daha ¢ok ¢ektigini
belirtmislerdir.

Bulgularin istatistiksel olarak anlamliligini test etmek i¢in MANOVA ve
devaminda ANOVA yapilmistir. MANOVA sonuglarina goére simuf diizeyi
ana etkisi ve etkilesim etkisi istatistiksel olarak anlamli ¢ikmistir. Takip
eden ANOVA analizleri, smf diizeyinde tiim kavram yanilgilari igin,
etkilesim etkisi icinse farkli hasar, farkli sertlik ve farkli kiitle
durumlarinda uygulanan kuvvetlerin esitligi ile ilgili olan birinci, {igtincii
ve doérdiincti kavram yanilgilarinda istatistiksel olarak anlamli fark
oldugunu ortaya koymustur.

Sonuglar ve Oneriler: Bu calismada, 6gretmen adaylarmin Newton'un
tigtincti kanunu nasil anladiklart benzesim o6rnekleri spektrumundan
olusan bir 6l¢iim aract (NUKAT) ile incelenmistir. Cogu kavram yanilgisi
calismasinda incelenen konu, sadece bu analoji 6rnekleri zincirinin bir
ucundaki kisminda bulunan tiretken olmayan 6rnekler kullamilarak yani
sadece kavram vyanilgisi 6rnegi olan hedef analojiler tizerinden
incelenmektedir. NUKAT ise bu spektrumun bir ucunda bulunan kavram
yanilgis1  (problemli bilgiyi gosteren-olumsuz ug) Orneklerinden
spektrumun diger ucunda yer alan temel analojilere (bilimsel bilgiyle
uyumlu olan-olumlu ug) kadar olan biitiin araliklardan &rnekler
kullanilarak olusturulmustur. Boylece, NUKAT ve calismanin igerisinde
belirtilen sekliyle kullanilan kodlama sayesinde &grencilerin dogru veya
yanlis tiim cevaplart ve verdikleri cevaplardaki eminlik dereceleri
istatistiksel verilere doniistiiriilerek analoji drnekleri tizerinden konunun
incelenmesi gergeklestirilmistir. Bu yaklasimiyla ¢alismamiz alana katkida
bulunmaktadir.

NUKAT, bu haliyle bazi arastirmalarda, egitimlerde ve simiflarda bir
aktivite, 6l¢iim araci, mini simav veya test olarak kullanilabilir. Bunun gibi
testler, diger fizik konular1 ve hatta diger fen egitimi alanlari igin
gelistirebilir ve gesitli galismalarda kullanabilirler.

Ayrica, erkeklerin kizlara gére Newton'un tiglincii kanunu konusunda
daha az kavram yanilgisina sahip olmasi, ilgili mekanik konularinda
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yapilan ¢alismalarla ortiismektedir. Incelenen doért kavram yanilgisindan
dordiinciistiniin ~ digerlerine goére daha koklii ve yaygm oldugu
goriilmiistiir. Sinuf diizeylerine gore kiz dgrencilerin NUKAT puanlari
yaklasik ayni kalmisken erkeklerin puanlar1 ikinci smifta ciddi derecede
ylikselme ve ticlincti smifta ise yine ciddi derecede diisiis gostermistir.
Erkek ogrencilerin ortalamasmndaki belirgin ytikselme ikinci smifta fizik
dersi almalarina baglanabilir. Erkeklerin, miilakatlarda fizik dersinin ve
dersteki Orneklerin kimi zaman ilgilerini cektigini belirtmeleri ikinci
siniftaki bu farkin olusmasini destekler niteliktedir. Ayrica tiim adaylarin
fizik dersini kariyerleri icin 6nemli gérmemeleri erkekler agisindan énemli
bir artis ile olusan bu farkin tekrar ciddi derecede azalmis olmasiyla ilgili
olabilir. Acaba fizik dersleri sinif dgretmenligi 6gretmen adaylarma fizik
konular1 agismdan kavramsal olarak katkida bulunmamis midir?
Erkeklerin  ortalamalarindaki  artis  yoksa bu  katkidan —mi1
kaynaklanmaktadir? Yani bu bulgular fizik dersinin verilmesinden mi veya
kizlarla erkek 6grenciler arasindaki farkliliklardan m1 kaynaklanmaktadir?
Arastirmacilar, cinsiyet ve smif diizeyi agisindan olabildigince esit oranl
gruplardan olusan o6rneklemlerle bu sorular1 daha detayli ¢alisabilirler.
Ama sonug olarak miilakatlarin da 1s1ginda, fizik derslerinde kullanilan
o6rnek ve sorularin sadece erkeklerin degil kizlar da dahil ¢alisma
grubundaki tiim 6grencilerin ilgisini ¢ekecek ve olabiliyorsa sinif icerisinde
gosterileri yapilabilen farkli gligteki 6grencilerin duvar: itmesi veya bir
6grencinin digerini siirliklemesi gibi 6rnekler olmasi gerektigi sdylenebilir.

Anahtar Sézciikler: Analoji, fen egitimi, Newton un tigiincti kanunu, kavram
yanilgisi
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nuglar seklinde olabilir. Daha fazla bilgi i¢in; http://www.tandf.co.uk/journals/authors
/rereabstracts.asp
Following the Turkish structured abstract, four to six keywords are included.

10 Uzun Tiirkge dzetten sonra 4-6 anahtar sozclige yer verilmelidir.
References are not cited in the structured abstracts in English and in Turkish.

7 ingilizce abstract ve Tiirkge Oz icerisinde atifta bulunulmanustir.
The format of headings, tables, figures, citations, references, and other details follow the APA
style as described in the Publication Manual of the American Psychological Association, 5th

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

19 Aday makalenin sekilleri ve tablolar1 metin igerisinde bulunmalari1 gereken uygun yerlere yer-
lestirilmigtir. Makale sonunda sunulmarnustir.
Citations in the text of the document include the author's surname, the year of publication,
and, when there is a specific quote from a source used, a page number where the quote is lo-
cated in the text.
Example:
Nothing seemed so certain as the results of the early studies (Tatt, 2001, p. 445). It was precisely
this level of apparent certainty, however, which led to a number of subsequent challenges to the
techniques used to process the data (Jones & Wayne, 2002, p. 879). There were a number of fairly
obvious flaws in the data: consistencies and regularities that seemed most irregular, upon close
scrutiny (Aarns, 2003; West, 2003, p. 457).
With studies by two authors, always include both author names:
(Anderson & Bjorn, 2003)
As Anderson and Bjorn (2003) illustrated in their recent study

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

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

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

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

(Anderson et al., 2003)

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

(Bell et al., 2003)

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

("Recent Developments," 2004)

(Dictionary of Tetrathalocigistic Diseases, 2004)

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

zn | O Aday makale igerisinde ti¢ farkh diizey bashk kullanilmustir. Dtizey 1, Diizey 2, Diizey 3. Bas-
liklar bu dtizeylere uygun olarak asagidaki sekilde bicimlendirilmistir:
Ortah ve Her Sozctigiin i1k Harfi Buytik Yazilmus Baglik (Diizey 1)
Tam Sola Dayali, [talik ve Her Sézciigiin ilk Harfi Biiyiik Yazilms Bashk (Dtzey 3)
Iceriden, itatik, tamam kiiciik harflerle yazilmis ve nokta ile bitten baslik. Noktadan so-
nra normal metin yazimina devam edilmeli (Diizey 4).
References are listed in alphabetical order. Each listed reference is cited in text, and each text
citation is listed in the References. Basic formats are as follows:
Haag, L., & Stern, E. (2003). In search of the benefits of learning Latin. Journal of Educational
Psychology, 95, 174-178.
Bollen, K. A. (1989). Structural equations with latent variables. New York: Wiley.
5o | O | Johnson, D. W., & Johnson, R. T. (1990). Cooperative learning and achievement. In S. Sharan
(Ed.), Cooperative learning: Theory and research (pp. 173-202). New York: Praeger.
More information is available from:
http:/ / citationonline.net/ CitationHelp/ csg04-manuscripts-apa.htm#references
Kaynakganin yazimu {istte verilen dérneklere uygundur.
Order of the main parts in the manuscript is as follows:
Main title in English (max. 12 words)
Structured abstract (min. 300- max.400 words length)
Keywords (in English, min. four-max. six)
Main text
References
Main Title in Turkish (max. 12 words
Extended structured abstract (min.750-max.1000 words length in Turkish)
0 Keywords (in Turkish, min. four-max. six)
2 Aday makaleyi olusturan ana ogeler asagidaki diizendedir:
Ingilizce Ana Baslik (En fazla 12 sdzciik)
Yapilandirilns Ingilizce Abstract (En az 300, en fazla 400 sozciik)
Anahtar Sozctikler (ingilizce, en az dort, en fazla altr)
Ana Metin
Kaynakga
Tiirkge Ana Baslik (En fazla 12 sozciik)
Yapilandirilms Tiirkge Oz (En az 750, en fazla 1000 sdzciik)
Anahtar Sozciikler (Tiirkce, en az dort, en fazla altr)
The manuscript and this checklist form are submitted electronically to ejer.editor@gmail.com.
2 | O Aday makale ve bu kontrol ¢izelgesi elektronik olarak ejer.editor@gmail.com adresine gonde-
rilmistir.
ABONELIK
Yillik 4 Say1 igin:
Kisi Abonelifi..........ccociviiiiiiiiiiiiii
Kurum Aboneligi
Yurtdisi Aboneligi
Ogrenci Aboneligi
Tek Sayilar Igin:
Kisiler
Kurumlar
ODEME
Am Yayincilik Posta Ceki Hesap No: 1911545 veya
Is Bankas1 Kizilay Subesi, 4214-0962561 numarali hesaplar.
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