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Purpose: This study investigated the impact of a
Critical Friends Group (CFG), an inquiry-based
professional development model, on Turkish EFL
teachers. It was acknowledged that short-term
workshops did not provide opportunities for teachers
to make connections between the theory presented
and the implications that it had for classroom

continuous professional development,
critical friends group, sociocultural
theory, protocols

teaching. CFG model accompanied with protocols
was thought to be a practical and efficient way of
professional development.

Method: The research study was designed as a qualitative case study conducted at a Turkish
state university and was aimed at exploring the impact of CFG as a tool to support professional
teacher development. The methodology used was an inductive process using grounded theory.
Data came from the journals, meeting transcripts, interviews and questionnaires, and from the
researcher’s notes.

Findings: The results of the study showed that teachers who worked in a CFG felt better
prepared to continue engaging in their profession. CFG provided the opportunity to work
collaboratively, to delve into classroom-based dilemmas, to focus on the teaching and learning
of specific academic content, and build strong working relationships among teachers.
Implications for Research and Practice: CFGs are proved to be a valuable professional
development model as teachers are given opportunities to take the time to inquire into areas of
their teaching that they believe need attention. The collaboration should be formalized by school
administrations by providing time and space for these processes to take place. Further studies
should be implemented to observe the effects and impacts of CFG on students’ learning.

© 2019 Ani Publishing Ltd. All rights reserved
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Introduction

The ideas of alternative professional development structures that allow for self-
directed, collaborative and inquiry-based learning that is directly relevant to teachers’
classrooms have gained currency in recent years. As Evans (2019) points out
professional development as an outcome is often understood in the narrow sense, as
relating simply to practitioners’ physical action, which is possibly visible. However, in
her point of view, ‘New’ ideas or ways of thinking that have been embedded within
people’s consciousness may take time to become gradually integrated into their
practice; and these ideas augment through interactions with countless other influences
on practice (p.7). In professional practice, teachers are social beings that must interact
in a broad spectrum of social context. The classroom, the school, the local community,
the country, and the international community practitioners are working in are all
layers of the social context teachers are a part of. That might be one of the reasons that
over the past two decades, research on professional learning communities (PLCs) has
flourished in the international literature on teacher development and school
improvement. Although the concept of professional community has been difficult to
define and measure because of the different theoretical perspectives on this notion and
the complexity of its applications in the context of day-to-day practice (Stoll & Louis,
2007), studies on PLCs have a common ground. PLCs are believed to highlight
teachers’ collective efforts toward student learning and teacher development, and they
encourage all professionals in schools to share and critically examine their practice in
an ongoing, reflective, and growth-prompting way (Lomos, Hofman, & Bosker, 2011;
Wang, 2015; Yin & Zhang, 2018). There are diverse types and means of implementing
learning communities, and there is a whole spectrum of different terms used in
connection with the concept. Critical Friends Group (CFG) will be the learning
community referred in this study.

Professional Learning Communities

Although there is no universal definition of a professional learning community
(PLC), it is commonly described as a group of teachers who are sharing and critically
interrogating their practice in an on-going, reflective, collaborative, inclusive,
learning-oriented and growth-promoting way (Stoll & Louis, 2007). According to Stoll
et al. (2006), a professional learning community is a group of people, motivated by a
shared learning vision, who support and work with each other, finding ways, inside
and outside their community to explore their practice that in the end will enhance all
pupils’ learning (p.5). The most recent definition is that a PLC is a group of
professionals working as a cohesive team to address specific learner needs arising from
an analysis of data and evidence (Harris, 2014).

According to Clausen et. al (2009), the desire for a learning community format in
schools is not a new one. For almost a hundred years, researcher/theorists from
Dewey (1916) and Parsons (1959) to Fullan and Hargreaves (1991) have advocated that
schools should look at themselves as social organizations (cited in Clausen et.al, 2009,
p-444). During the eighties, Rosenholtz (1989) brought teachers' workplace factors into
the discussion of teaching quality, maintaining that teachers who felt supported in
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their own learning and classroom practice were more devoted and effective than those
who did not receive such endorsement. McLaughlin and Talbert (2006) confirmed
Rosenholtz's findings, suggesting that when teachers had opportunities for
collaborative inquiry and learning related to it, they were able to develop and share a
body of wisdom gathered from their experience. The team-teaching movement, from
the late 1950s and through the 1960s, makes a good starting point for a learning
community. There have been many initiatives since then. As Crandall (personal
communication, July 11, 2012) has noted recently, referencing the recent research,
educational institutions that align their performance goals to teachers’ professional
development through professional learning communities, i.e. groups of teachers who
meet regularly to plan, problem-solve, and learn together- will achieve positive
outcomes.

The professional learning community model comes out of the assumption that the
principal mission of formal education is not simply to ensure that students are taught
but to guarantee that they learn (DuFour, 2004). However, it is not easy in so many
cases. The scenario DuFour represents is true for most of the schools: “A teacher
teaches a subject to the best of his or her ability, but at the end of the instruction some
students have not truly achieved the necessary outcomes. On one hand, the teacher
would like to assist those students. On the other hand, the teacher feels obliged to
move forward to “cover” the course content. If the teacher uses classroom time to help
students who have not learned, the progress of students who have mastered the
content will suffer; if the teacher continues with new units, struggling students will
fall behind” (DuFour, 2004, p.2). In such situations, the teacher is left at her/his
discretion. However, when educators work together in a professional learning
community, they can move beyond “What are we expected to teach?” to ‘How will we
know when each student has learned?. They work collaboratively to analyse and
improve their classroom practice. Teachers working in teams or groups, engaging in
an on-going cycle of questions, can accomplish higher levels of student achievement.
DuFour, Eaker and Dufour (2005) state:

The use of PLCs is the best, least expensive, most professionally rewarding way to
improve schools. Such communities hold out immense, unprecedented hope for
schools and the improvement of teaching (p.136).

The collaborative inquiry model presented by CFG is grounded in the belief that
teachers of all levels can mentor and support one another. Research examining pre-
service teachers, novice teachers, and veteran teachers indicates that CFGs stimulate
the development of the professional self (Key, 2006). Moreover, research into CFG
work has demonstrated that teachers seem to grow both individually and collectively
(Little, Gearhart, Curry, & Kafta 2003; Curry 2008; Nefstead, 2009). A CFG is a
professional learning community that is guided by socio-cultural learning theories that
an individual’s role in shaping the community is just as important as the community’s
role in shaping the individual (Van Lare & Brazer, 2013). Additionally, Dunne, Nave
and Lewis (2000) discovered that teachers involved in CFGs were more reflective
about “the connections among curriculum, assessment and pedagogy’, which led to a
‘shift from teacher-centred to student-centred instruction,” (p.10).
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The theoretical foundation for CFG is that teachers learn to collaborate by
participating in professional development activities, and this participation leads to
greater reflection on teaching techniques supporting a change in practice aimed at
improving student achievement (Vo & Nguyen, 2010). Consistent with a socio-cultural
perspective, the CFG model seeks to create a contemplative space for teachers to
engage in ongoing, in-depth, systematic, and reflective examination of teaching
practices and student learning (Johnson, 2009). The CFG process recognizes the
complex art of teaching while providing structures for teachers to improve skills by
giving and receiving feedback (Bambino, 2002) and allowing members to examine
each other’s work and offer suggestions for change (Bloom, 1999). According to socio-
cultural theory, enhanced teaching skills are best acquired through social interaction
rather than mere transmission of knowledge. When a colleague in a CFG offers a
critique of another teacher’s work as a friend, the colleague acquires an important role
in the group and improves the overall quality of the group.

A Sociocultural Perspective on L2 Teacher Education

From a sociocultural perspective, a teacher’s skill in educating a class depends on
the teacher’s knowledge, understanding, and ability to participate in the sociocultural
aspects surrounding the class and school situation. Additionally, Johnson (2009) notes
that teacher learning and activities of teaching are born out of knowledge acquired
through participation in the social practices in classrooms, and execution of the
knowledge can be greatly subjective when knowledge of self, setting, students,
curriculum, and community are considered.

Sociocultural theory (SCT) shifts the nature of L2 teacher education in three
dramatic ways. First, it places emphasis on the development of education for L2
teachers as opposed to education of students. Proven methods and techniques are
shared amongst colleagues in educational process. Next, sociocultural theory
highlights the essential role of L2 teachers in the broader social context of the
community (Johnson, 2009). Last, the theory incorporates benefits of group and
professional interaction for the development of beneficial alternatives to traditional L2
teaching methodology. Sociocultural theory not only shapes how teachers think and
act but also provides a medium for change. To be certain, socio-cultural theory is not
the sole methodology or way to approach L2 teacher development, but instead is a
way to focus and encourage current and future development of L2 teachers.

The Sociocultural Theory of mind is an appropriate theoretical lens for studying
teacher development through CFG because it emphasizes the importance of mediated
learning (Poehner, 2009). In other words, both SCT and CFG assume that learning is
mediated by participation in social practices and therefore a good theoretical match.

Critical Friend Group (CFG) and Protocols

The critical friend group idea was developed in 1994 by the National School
Reform Faculty (NSRF), a professional development program supported by the
Annenberg Institute in the USA. They were originated in PreK-12 schools, but studies
in higher education (Aktekin, 2013; Andreu et al. 2003; Bernaccio et al. 2007;
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Constantino, 2010; Gunbay & Mede, 2017) have also been conducted. According to
NSREF, CFGs are “communities that consist of 5-12 members who commit to improving
their practice through collaborative learning and structured interactions
(protocols),and meet at least once a month for about two hours” (NSRF, 2014).
Protocols are used to guide teacher discussions to be meaningful, constructive, and
helpful for their development. Consistent with NSRF (2014), all of the following
features need to exist so that a CFG can be effective: (1) openness to improvement, (2)
trust and respect, (3) a foundation in the knowledge and skills of teaching, (4)
supportive leadership, and (5) socialization and school structures that prolong the
school’s mission (https:/ /nsrfharmony.org/).

CFGs are designed to build a professional learning community, make teaching
practice explicit by "talking about teaching", and help people involved in schools to
work collaboratively in democratic, reflective communities. Additionally, they can
establish a ground for sustained professional development based on a spirit of inquiry;
provide a context to understand our work with students, our relationships with peers,
and our assumptions and beliefs about teaching and learning. CFG participants bring
to the table their students' work, lesson plans, case studies of students, classroom
dilemmas, peer observation feedback, and prospective texts. Using structures called
protocols to guide their discussion, CFG members help each other “tune” their
teaching by analysing and critiquing observations and issues pertaining to their
practice (CES, 2008). As “critical” in the name refers, the group exhibits the fact that
others are critical or vital in their own learning,.

CFGs use various protocols to look at adult work, dilemmas, student work, and
materials, academic articles four of which were used in this study. The first type
comprises looking at students” work, where a teacher comes with a sample and
introduces it with a focusing question. The second type, problem-solving protocol,
begins with the teacher asking a question about a specific dilemma. Other teachers
then ask exploratory questions and discuss the problem among themselves. The
presenter takes notes until the discussion is finished, at which point he/she shares the
notes that might be of help for the dilemma. In another protocol, the group can explore
an academic article, clarify their thinking, and have their assumptions and beliefs
questioned in order to gain a deeper understanding of the issue (Smith, 2016). The last
type of CFG protocol involves two teachers using a preset guideline and focus on
observing each other’s teaching (Franzak, 2002, p. 261).

In this study, CFG was used as a professional learning community model for
teacher professional development at a university context for the first time in Turkey.
This study aimed at understanding what teachers can learn and improve, and whether
this transformation can be done effectively through CFG model. Understanding the
learning processes going on in and around PLCs is vital because they exist, apparently,
to facilitate learning (Horn & Little, 2010; Van Lare & Brazer, 2013). To this end, the
study was designed and implemented in a Turkish context, taking experiences and
reflections of NSRF into consideration.
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The study presented here was conducted at a state university in Turkey with 6 EFL
teachers working in a School of Foreign Languages. The research study was designed
as a qualitative case study, aiming to explore the impact of CFG model on teachers’
professional development. For the purpose of the study, two questions were asked:

1. In their own view, has participating in CFG functioned as a powerful site for
the teachers’ professional learning?
2. In what areas do teachers think they have improved after participating in CFG?

Method
Owerall Research Design

This study consisted of two phases. In the first phase, an INSET (Inservice Teacher
Training) programme was designed for all school instructors considering their needs.
Needs analysis was conducted by the Professional Development Unit of the School,
which was initiated by the researcher, and the Head of the School decided on the scholars
to invite for the workshops. In the second phase, 6 volunteer instructors joined and
collaborated in the CFG. This article aimed at reflecting the second phase of the study.

Mentioning briefly, at the first phase, the instructors were asked whether they
needed any INSET programme designed for the school, and 82% of the participants
wanted to join an INSET programme especially designed in accordance with their needs.
Main issues raised in the written survey were about improving foreign language skills,
mainly speaking; supporting student motivation for learning, promoting the use of
computer and informative techniques, and introducing new methods and forms of
teaching. Testing language skills and supporting teacher motivation were two other
points that were raised. Participants believed that improving quality of education would
be possible by supporting teacher development and motivation. Introducing new forms
of teaching and techniques suitable for the needs of current students were highly
welcomed. As for the expectations of the participants, they believed that the INSET could
improve and renovate their existing knowledge, inform them about educational
innovations, help them reflect on their teaching practices, and provide opportunities to
exchange experience and views. Consequently, instructors believed that students’
motivation and knowledge would improve. Six seminars were organized through two
academic terms majored on motivation, classroom management, improving language
skills, and using technology in language classes. After each seminar, all participants of
the school were asked to evaluate the sessions by the institution through a questionnaire.
It was a traditional professional development program done by others for or to teachers,
and it was general rather than specific. Teachers listened, participated in the activities;
however; the program did not have any provision for feedback or follow-up process. The
researcher interviewed 10 instructors, volunteer teachers who did not participate in the
CFG, after the programme was over to elicit their impressions of and reflections on the
INSET.

In the second phase, the researcher organized the CFG meetings. The meetings
took place as the INSET programme continued. 6 volunteer teachers joined the group
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for about 8 months, participating one meeting in each month for about an hour. All the
data driven form the needs analysis survey and interviews helped the researcher to
organize the content of CFG meetings. Some of the meetings were planned just after
INSET sessions, which also allowed the group to evaluate the session and exchange
views before CFG discussions. The purpose of CFG meetings, however, was not to
assess the INSET sessions but to take the most out of them as much as possible through
discussion in the group and by applications in the class.

Research Sample

The 6 instructors in the group ranged in teaching experience from novice
teachers with three-year experience to veteran teachers with over 15 years of
experience. Two instructors had a master’s degree. All instructors were female. They
were new to CFG process. The group coach was the researcher herself for each
meeting; however, the teachers directed and created their own learning as they
brought issues to be discussed collaboratively. The group members, therefore, were
provided with opportunities to reflect beyond surface classroom issues to deep
dilemmas that were at the root of their practice. Protocols were used to guide the
conversations.

Research Instrument and Procedure

One of the central purposes of CFG is to “make teaching practice explicit and public
by ‘talking about teaching’ and providing a context to understand our work with
students.” Protocols are the tools that serve for this purpose. According to NSRF, a
protocol consists of agreed upon guidelines for a conversation. This type of structure
permits much focused conversations to occur. Protocols set rules for who speaks,
when, and about what, in essence framing the discourse. To this end, four types of
protocols were used, the first being the “Tuning Protocol’. It was developed primarily
for the use of looking closely at student exhibitions. It was often used to keep the group
meeting focused and within a specific time limit in two meetings. The second protocol
was the ‘Charrette Protocol’. The Charrette is a term and process borrowed from the
architectural community. According to Juarez (2017), individuals or teams call for a
Charrette when they are stuck. They bring their current ideas, or the actual work in
progress, to the Charrette, and then ask the group to "work on the work" for them. The
other protocol was the observation protocol. ‘Classroom Observation Protocol” was
used before and after the observations; and classroom observation checklist was also
developed. In our last meeting, the ‘Final Word Protocol’ was used after reading an
article about multiple intelligences. The purpose of this discussion format was to give
each participant in the group a chance to shape their ideas, understandings, and
perspectives enhanced by reading the article and hearing from others.

The data came from two sources, the participating teachers and the researcher.
From the participating teachers, the first type of data was collected through CFG
meeting interviews conducted by the researcher. The second type of data came from
the journal the participants were asked to keep during the study, and their journals
were collected with their approval and consent that they had given in the beginning
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of the study as the study and ethical procedures were explained. The data that came
from the researcher included field notes that she took during CFG meetings and after
CFG meetings. Data concerning during-CFG-meetings included documentation of
attendance, non-verbal behavior that the researcher found significant to explain, the
comments the participants made. The data concerning after-CFG-meetings included
reflections of the researcher and included records of impressions from the interviews,
conversations and documents.

Data Analysis

All types of qualitative data collected during the study were analyzed according to
the principles of “data theming” (Auerbach & Silverstein, 2003; DeSantis & Ugarriza,
2000; Rubin & Rubin, 2012). DeSantis and Ugarriza (2000) propose, “A theme is an
abstract entity that brings meaning and identity to a recurrent [patterned] experience
and its variant manifestations. As such, a theme captures and unifies the nature or
basis of the experience into a meaningful whole” (p. 362). In this way, through themes,
we categorize a set of data into “an implicit topic that organizes a group of repeating
ideas” (Auerbach & Silverstein, 2003, p. 38) and reach higher-level theoretical
constructs when similar themes are observed. To Rubin and Rubin (2012), themes are
statements qua (in the role of) ideas presented by participants during interviews that
summarize what is going on, explain what is happening, or suggest why something is
done the way it is (p. 118). These themes were then identified through a coding scheme.
First, CFG meetings were transcribed and the transcripts were solo-coded for themes.
They were read for several times by the researcher and by another independent
researcher to understand the nuances of the language and patterns. Researcher’s notes,
as well as journals were also analysed and coded. Participants were asked to keep their
journals under two predetermined headings, which were ‘Interpretation’ and
“Application’. These two headings were mainly about participants” self-reflection after
classrooms. To evaluate the journals and the researcher’s notes, meaning units were
formed including the words and sentences related to each other in terms of content.
Then, they were conceptualized and given a code. Once the codes were identified, they
were grouped under specific categories. Finally, the categories were compared to one
another and the related ‘themes’ and ‘sub-themes’ were introduced. The two
researchers associated the main themes and sub-themes with the research questions
with an attempt to seek answers and evidence from the data. Finally, to identify the
degree of agreement between the two researchers regarding the development of
themes, inter-rater reliability was calculated. As a result, inter-rater reliability was
found to be .83 indicated close agreement between the two raters.

Results

In-service teacher education programmes, seminars, workshops, traditionally,
have involved a relatively passive participation by teachers, while they listen to an
“expert” pass on new ideas (Sparks, 1994). In the INSET programme organized and
implemented by the institution, the teachers did not have the chance to evaluate
seminars thoroughly, in other words no follow-up was facilitated. They were given a
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short evaluation questionnaire just after each session was over, but the results of these
forms were not shared. As the data from first phase of the study indicated, INSET
helped teachers to reconsider the issues mentioned, look at them from different
perspectives, and keep them on their agenda. However, since there was not any
follow-up after each seminar, they believed that the INSET would not lead to any
change in their practice. They did not have the chance to reflect on the topics discussed,
or try out the suggested strategies and observe. One of the interviewees stated that the
INSET seminars excited her, but they were like a ‘flash in the pan’. After the seminar,
she said she found herself back into usual classroom issues. Another comment was
that during the seminars, the school functioned as a community of professionals, but
it lasted when teachers walked out of the seminar room.

When we look at the second phase, similar to the findings (Aktekin, 2013;
Constantino, 2010; Dunne & Honts, 1998; Gunbay & Mede, 2017; Moore & Carter-
Higgs, 2014; Nave, 1998, 2000; Nefstead, 2009; Vo & Nguyen, 2010) in the literature,
teachers were positive about the experience and attributed personal and professional
growth to their involvement in the CFG. From the transcripts of the meetings, the
journals kept and the researcher’s notes, it can be inferred that participants found CFG
process effective because it was an adaptable process where teachers decided what
they wanted to focus on. The CFG work was on-going, not a one-shot experience which
enabled teachers to concentrate more on what they were doing. They stated that CFG
contributed to a change in their thinking and classroom practices; collaboration
increased with support in a small group of trusted-colleagues within their own school.
Voluntary participation to the study may have had an impact on this overall positive
attitude, as in the studies of Guceri (2005) and Seker (2007). According to the
participants, CFG model created a safe and comfortable environment to talk and share
their classroom practices. The responses to reflective questions before and after the
study and critical friends” journals indicated that CFG was regarded as an effective
professional learning community to support and foster teaching and learning. As
Snow-Gerono (2005) states professional learning communities created opportunities
for dialogue which made it safe to ask questions and work in a community. She
indicates that “good conversations” require “safety, trust, and care’”” as well as
“common ground,” ““good content,”” and a sense of being voluntary (p.242).
Participants of the study often mentioned the terms constructive, effective, reflective,
democratic, comfortable environment for the CFG process. Teachers were content to
join these meetings where they shared problems, searched for solutions, suggested and
learned activities and tactics. Therefore, CFG created a culture of collaboration and
collegiality within the participants and hopefully within the school in the future.
Ultimately, participating in CFG functioned as a powerful site for the teachers’
professional learning.

One other important point mentioned in one of the meeting was that CFG was like
a therapy for teachers. This is in line with the theoretical framework underpinning
CFGs, which is sociocultural learning theory. From a sociocultural perspective, the
individual and the group context cannot be separated because learning does not occur
in isolation. Rather, learning is socially constructed, dependent upon interactions, and
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socially mediated (Moll, 2001; Vygotsky, 1986). When asked about the effects of CFG
on their teaching performance, the teachers reported some affirmative results. After
discussing reasons for students’ demotivation and their lack of participation in
classroom tasks, the participants offered some suggestions. Each participant in the
group shared their favourite warm-up activities. In the following sessions, it was
noticed that all participants experienced the instructional idea and had positive
feedback from students.

“Students found the drama activities fun and we all enjoyed during the lesson. After
playing the dictation game, they now look for more games. As long as the syllabus allows, I will
add such varieties in my lesson” (a participant’s comment from the researcher’s note).

One of the participants indicated in her journal that applying variety of activities
with her students after CFG meetings changed the atmosphere of her classroom. To
her, students noticed that they could use the language they learned.

“My experiences and the outcomes from these meetings have led me believe in more
student-centred learning. The curriculum we follow is teacher-centred and test-oriented. We
should give more responsibility to our students.” (Ece, pseudonym)

The participants also mentioned that being part of CFG heightened their
motivation for teaching and helped them pay greater attention to students and to
themselves, as in the study of Vo and Nguyen (2010).

“Each time I meet with colleagues in the CFG, I get so inspired and motivated to try new
things or approach something in a different way.” (Canan, pseudonym)

When the data from the CFG meetings and journals were coded, and after
researcher’s notes were evaluated, four themes were detected. These were motivation,
institutional constraints, classroom atmosphere and examining students’ progress.
These topics were determined after in-depth exploration of each case. Table 1 shows
the themes and relevant comments.

Table 1
Main Themes from the Meetings, Journals and Researcher’s Notes
Institutional Motivation Classroom Examining Student
Constraints Atmosphere Progress
Demotivation, . Portfolios, projects
Lack of support, f . More integrated - bei P ¢ 1]1
understanding, no rust#{hon, skill courses peing pz}rt of the
one listening unwillingness instruction
Students not taking I . A
Lack of active part in their nteractive utonomous
_§ encouragement learning classrooms students
s Less teacher
§ Dense syllabus, only talkine. more More productive
6 Lack of teacher course book as a stu deri activities,
autonomy teaching source s assignments
participation
Not taking part in
decision making Lack of technological Tarcet settin Progress reports are
process (e.g. devices, programs 8 8 essential

curriculum, books)
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Participants in the CFG were primarily concerned about the motivation problem
of both students and teachers. When the contents of meetings and journals were
analysed, motivation was the first and the most significant subject bothering teachers.
Participants agreed on the fact that when students are demotivated, it is inevitable for
the teachers to be so. Demotivation, lack of motivation, frustrating, unwilling, reluctant
were the phrases mostly encountered. One of the most important reasons for
demotivation was said to be the stress to follow the syllabus for teachers and the
impact of this on students, teaching for the exams, monotonous lessons, quality of the
students, no level determination exams, and teachers teaching the same classroom for
the whole academic year. The biggest challenge for teachers was that most of them
shared similar thoughts, but they could not discuss the issue on a democratic,
supportive environment except for the first time they did it in CFG meetings.

The atmosphere the CFG created enabled teachers to reveal their thoughts and
concerns freely, which was the outstanding feature of this study. The friends
supported each other, listened attentively, and provided constructive feedback
whenever necessary. As mentioned in the literature, when teachers are provided
professional support and guidance, they raise awareness on their professional
applications, build confidence; and as a result, they are empowered and they may
change (Christison & Stoller, 1997; Curry, 2008; Kelley, 2007). However, these cannot
be achieved without the administrative support. Institutional impediments made its
mark on most of the meetings. Teachers constantly indicated need of support from the
institution. They mentioned that the management should consider arranging meetings
like CFGs, and consult teachers” opinions about the curriculum, textbooks, syllabus,
and exams. Teachers’ motivation needs to be taken into consideration. Nave (1998)
noted that CFGs did not thrive when a professional culture that supported teacher
collaboration and collegiality was absent; therefore, this professional culture must be
supported by the leaderships of the school. They believed that CFG has an impact of
motivating participants by mutual respect and support.

Participants seemed to share similar feelings that they put too much emphasis on
grammar. Teachers agreed that the course-book followed was satisfying and
encouraged multi-skill instruction. However, they admitted that they liked teaching
grammar and students were more content when they were taught so. Gamification of
activities for all skills was discussed, and teachers indicated that they improved
noteworthy on interactive classroom activities after participating in CFG. Final issues
raised were about examining student progress. It was agreed on that the curriculum
could be designed according to students” potential and background knowledge. From
the outcome of the meetings, participants approved that assessment standards needed
to be reconsidered. What assessment methods best enable students to demonstrate
their achievement was thoroughly discussed. The discussions led participants to
enrich their knowledge of assessment strategies and methods.

Being observed has always been stressful because teachers do not want to invite
anyone into their classrooms where they feel comfortable and secure. Therefore, any
intervention, even goodwill, can be regarded as an intrusion. So, when critical friends
were asked to observe each other, they were uncommitted at first. Most of them had
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never been observed by their colleagues. They got paired and scheduled their
programs for the observation. The observation protocol was used by the participants
along with the observation checklist. Pre and post observation sessions were held by
the pairs. In the CFG meeting, overall observation process was evaluated. Reflections
were also noted down in the journals. Critical friends’ common thought about the
observations was that it was difficult at first, but totally helpful experience at the end.
Participants found the post observation feedback sessions constructive as well.

Discussion, Conclusion and Recommendations

Numerous professional development programmes currently provided focus on
simply exposing teachers to the latest theories and initiatives without providing the
conditions (e.g., opportunities to practice, available time, constructive feedback, etc.)
required for them, which is actually the very heart of professional development. When
teachers are to follow an intense program in the school or, when they worry about to
keep up with the syllabus, they cannot benefit from these programmes thoroughly.
Teachers generally consider that in-service training activities are planned with
insufficient relevance to their particular classroom practices and realities of their
classrooms (Atay, 2008; Bayrakci, 2009; Seker, 2007). Therefore, in-service training
needs of teachers should be considered, and they should have opportunity to have a
word in their own professional development. According to Clark (2001), some
institutions are moving towards initiatives that provide a more dialogic and meaning-
making view of teaching and learning, whereby teachers take a more active role in
their own development, collaborating with others in their profession to address
various pedagogical problems (p.172). CFG can provide an effective model by
promoting teacher collaboration, which leads to continuous professional
development.

In this study, a learning community modeled after the CFG framework was
implemented at a state university in Turkey. It focused on CFGs as an opportunity for
professional development by examining teacher collaboration and its influence on
reflective practice and teaching. As Johnson (2009) stated, consistent with a socio-
cultural perspective, CFG model seeks to create a mediational space for teachers to
engage in on-going, in-depth, systematic, and reflective examinations of their teaching
practices and their students” learning. The results showed that CFG model created a
reflective and collaborative form of teachers” professional development.

The concept of professional development is moving away from the practice of
attending courses and training days to the concept of lifelong learning and continuing
learning today (Fraser et al., 2007). Therefore, in-service courses should be no longer
perceived as short-term or one-shot programmes, given by a “professional” outside.
These courses should be seen as a part of continuing education. We acknowledge that
short-term workshops do not provide opportunities for teachers to make connections
between the theory presented and the implications that it has for classroom teaching.
These connections cannot be made without teachers taking direct role in structuring
and investigating their practice. CFGs are, therefore, a valuable professional
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development model as teachers are given opportunities to take the time to inquire into
areas of their teaching that they believe needs attention.

Teachers are more likely to seek assistance and advice from other teachers than
from resources in developing and enhancing their classroom practice (Poehner, 2009).
As Bayrakci (2009) stated, giving teachers opportunities to guide their own
professional development in a flexible system will enhance their professional
approach and willingness to participate in in-service training activities. Voluntary
participation should be encouraged. Similar to the "Portfolio Group’ study of Curtis
et.al. (2013), the benefit of shared stories of individual and collaborative experiences in
CFG is that teachers come to know from each other’s successes and challenges.
Hearing the stories of success from the colleagues in the group can help teachers to
grow, and hearing the steps taken to overcome the challenges can help them to be
courageous towards their own concerns. CFGs provide the opportunity to work
collaboratively, to delve into classroom-based dilemmas, to focus on the teaching and
learning of specific academic content, and build strong working relationships among
teachers. Students are the beneficiaries of this model.

Impacts of the teachers” CFG participation on students can be also examined in
future studies. According to Little et. al. (2003), teachers are usually alone when they
examine student work and think about student performance. CFGs have enabled
teachers to leave the isolation of their own classrooms and think together about
student work in the broader contexts of school improvement and professional
development. So, as for future studies, how examining student work by a group of
teachers in a CFG affects students” performance could be investigated.

References

Aktekin, N. C. (2013). The impact of in-service teacher education (INSET) programme on
professional development of EFL teachers through the critical friends group (CFG).
(Unpublished Doctoral Dissertation). Cukurova University, Adana, Turkey.

Andreu, R, Canos, L., de Juana, S., Manresa, E., Rienda, L., & Tari, J.J. (2003). Critical
friends: a tool for quality improvement in universities. Quality Assurance in
Education, 11(1), 31-36.

Atay, D. (2008). Teacher research for professional development. ELT Journal, 62(2), 139-
147.

Auerbach, C. F., & Silverstein, L. B. 2003. Qualitative data: An introduction to coding and
analysis. New York: New York University Press.

Bambino, D. (2002). Critical friends. Educational Leadership, 59(6), 25-27.

Bayrakci, M. (2009). In-service teacher training in Japan and Turkey: A comparative
analysis of institutions and practices. Australian Journal of Teacher Education,
34(1), 10-22.



14 Nafiye Cigdem AKTEKIN
Eurasian Journal of Educational Research 81 (2019) 1-20

Bernacchio, C., Ross, F., Washburn, K.R., Whitney, J., & Wood, D.R, (2007). Faculty
collaboration to improve equity, access, and inclusion in higher education.
Equity & Excellence in Education, 40(1), 56-66.

Bloom, B. A. (1999). Critical friends groups: In pursuit of excellence. Mt. Airy Times
Express. Retrieved November 1, 2016, from
http:/ /www .nsrfharmony.org/mtairy.html

Coalition of Essential Schools (CES) (2008). Oakland, CA. Retrieved May 3, 2016, from
http:/ /www.essentialschools.org

Christison, M. A., & Stoller, F. L. (Eds.) (1997). A handbook for language program
administrators. Burlingame, CA: Alta Book Center Publishers.

Clausen, KW., Aquino, A.M., & Wideman, R. (2009). Bridging the real and ideal: A
comparison between learning community characteristics and a school-based
case study. Teaching and Teacher Education, 25, 444-452.

Clark, C. (2001). Good conversation. In C. M. Clark (Ed.), Talking shop: Authentic
conversation and teacher learning. New York, NY: Teachers College Press.

Costa, A., & Kallick, B. (1993). Through the lens of a Critical Friend. Educational
Leadership, 51(2), 49-51.

Costantino, T. (2010). The Critical Friends Group: A Strategy for Developing
Intellectual Community in Doctoral Education. i.e.: Inquiry in Education, 1(2), 1-
12. Retrieved June 2, 2016, from http:/ / digitalcommons.nl.edu/ie/voll/iss2/5

Curry, M\W. (2008). Critical Friends Groups: The possibilities and limitations
embedded in teacher professional communities aimed at instructional
improvement and school reform. Teachers College Record, 110 (4), 733-774.

Curtis, G., Reid, D., Kelley, M., Martindell, P.T., & Craig, C.J., (2013). Braided lives:
Multiple ways of knowing, flowing in and out of knowledge
communities. Studying Teacher Education, 9(2), 175-186.

DeSantis, L., & Ugarriza, D. N. (2000). The concept of theme as used in qualitative
nursing research. Western Journal of Nursing Research, 22(3), 351-72.

DuFour, R. (2004). What is a “professional learning community”? Educational
Leadership, 61(8), 6-11.

DuFour, R, Eaker, R. E.,, & DuFour, R. B. (2005). On common ground: The power of
professional learning communities. Bloomington, IN: Solution Tree.

Dunne, F., & Honts, F. (1998). That group really makes me think! Critical friends
groups and the development of reflective practitioners. Paper presented at the
AERA Annual Meeting, San Diego, CA.

Dunne, F., Nave, B., & Lewis, A. (2000). Critical friends: Teachers helping to improve
student learning. Phi Delta Kappa International Research Bulletin, 28, 9-12.



Nafiye Cigdem AKTEKIN 15
Eurasian Journal of Educational Research 81 (2019) 1-20

Evans, L. (2019) Implicit and informal professional development: what it “looks like’,
how it occurs, and why we need to research it. Professional Development in
Education, 45(1), 3-16, DOIL: 10.1080/19415257.2018.1441172

Franzak, J. (2002). Developing a teacher identity: The impact of critical friends practice
on the student teacher. English Education, 34(4), 258-280.

Fraser, C., Kennedy, A. Reid, L, & McKinney, S. (2007). Teachers’ continuing
professional development (CPD): Contested concepts, understandings and
models. Journal of In-Service Education, 33(2), 153-69.

Garet, M., Porter, A., Desimone, L. Birman, B., & Yoon, K. (2001). What makes
professional development effective? Analysis of a national sample of teachers.
American Education Research Journal, 38(4), 915-945.

Guceri, M. 2005. The impact of in-service teacher training on change agentry role of teachers
and their contribution to school improvement. (Unpublished Ph.D. dissertation).
Middle East Technical University, Ankara, Turkey.

Gunbay, E., & Mede, E. (2017). Implementing Authentic Materials through Critical
Friends Group (CFG): A Case from Turkey. The Qualitative Report, 22(11), 3055-
3074.

Harris, A. (2014). Distributed leadership matters:  Perspectives, practicalities, and
potential. Thousand Oaks, CA: Corwin.

Horn, L. S., & Little, J. W. (2010). Attending to problems of practice: Routines and
resources for professional learning in teachers” workplace interactions.
American Educational Research Journal, 47(1), 181-217.

Johnson, K.E. (2009). Second language teacher education: A sociocultural perspective. New
York: Taylor & Francis.

Juarez, K. (March 30, 2017). Charrette Protocol. Retrieved September 5, 2018, from:
https:/ /www.schoolreforminitiative.org/download/charrette-protocol /

Kelley, M. (2007). Critical Friends Groups: Building teacher knowledge through collaboration
and reflection. NSRF Research Conference, Seattle.

Key, E. (2006). Do they make a difference? A review of research on the impact of
Critical Friends Groups. A Paper Presented at the National School Reform
Faculty = Research  Forum. Retrieved May 25, 2017, from
http:/ /www.nsrfharmony.org

Little, J., Gearhart, M., Curry, M., & Kafka, J. (2003). Looking at student work for
teacher learning, teacher community, and school reform. Phi Delta Kappan,
85(3), 185-192.

Lomos, C., Hofman, R. H., & Bosker, R.]J. (2011). Professional communities and student
achievement-a meta-analysis. School Effectiveness and School Improvement, 22(2),



16 Nafiye Cigdem AKTEKIN
Eurasian Journal of Educational Research 81 (2019) 1-20

121-148. Retrieved March 23, 2016, from
https:/ /doi.org/10.1080/09243453.2010.550467

McLaughlin, M. W., & Talbert, J. E. (2006). Building school-based teacher learning
communities: Professional strategies to improve student achievement. NY: Teachers
College Press.

Moll, L. C. (2001). Through the mediation of others: Vygotskian research on teaching.
In V. Richardson (Ed.), Handbook of research on teaching (4th ed., pp. 111-129).
Washington, DC: American Educational Research Association.

Moore, ]. A. and Carter-Hicks, J. (2014) "Let’s Talk! Facilitating a Faculty Learning
Community Using a Critical Friends Group Approach. International Journal for
the Scholarship of Teaching and Learning, 8(2), Article 9. Retrieved May 3, 2016,
from https:/ /doi.org/10.20429/ijsotl.2014.080209

Nave, B. (1998). First year evaluation report to cohort 3 schools: Preliminary analysis
of data from 1997- 1998 school visits. Providence, RI: Brown University.
Retrieved October 5, 2014, from http:/ /www.nsrfharmony.org

Nave, B. (2000). Among critical friends: A study of critical friends groups in three Maine
schools. (Unpublished Ed.D. dissertation). Harvard University, Massachusetts,
United States.

Nefstead, K.A. (2009). Critical Friends Groups: A learning community’s journey.
(Unpublished Ph.D. dissertation). Capella University, MN, USA.

National School Reform Faculty (NSRF) (2014). The Harmony Education Center,
Bloomington, IN. Retrieved May 16, 2016, from http:/ /www.nsrfharmony.org

Poehner, M.P. (2009). Drafting a new chapter on critical friends groups: Exploring teacher
learning from a Vygotskian perspective. (PhD dissertation). Pennsylvania State
University, USA. Retrieved from ProQuest Digital Dissertations database.
(Publication No. UMI3374533).

Rosenholtz, S. (1989). Teacher’s workplace: the social organization of schools. New York:
Longman.

Rubin, H. J., & Rubin, L. S. (2012). Qualitative interviewing: The art of hearing data (3rd
ed.). Thousand Oaks, CA: Sage.

Smith, L. (2016). Tailoring The Final Word Protocol to Develop Students” Critical
Thinking. [Blog  Post].  Retrieved  April 30, 2018, from
https:/ /www .schoolreforminitiative.org/blog/ tailoring-the-final-word-
protocol-to-develop-students-critical-thinking /

Snow-Gerono, J. L. (2005). Professional development in a culture of inquiry: PDS
teachers identify the benefits of professional learning communities. Teaching
and Teacher Education, 21, 241-256.



Nafiye Cigdem AKTEKIN 17
Eurasian Journal of Educational Research 81 (2019) 1-20

Stoll, L., Bolam, R., McMahon, A., Wallace, M., & Thomas, S. (2006). Professional
learning communities: A review of the literature. Journal of Educational
Change, 7, 221-258

Stoll, L., & Louis, K. S. (2007). Professional learning communities: Elaborating new
approaches. Professional learning communities: Divergence, depth and dilemmas, (1-
13).

Seker, M. (2007). Exploring effects of collaborative learning in enhancing teachers’
development in teaching English to young learners. (Unpublished Ph.D.
dissertation). Cukurova University, Adana, Turkey.

Van Lare, M.D., & Brazer, S.D. (2013). Analyzing learning in professional learning
communities: A conceptual framework. Leadership and Policy in Schools, 12(4),
374-396.

Vo, L.T., & Nguyen, H.T.M. (2010). Critical friends group for EFL teacher professional
development. ELT Journal, 64 (2), 205-213.

Vygotsky, L. S. (1986). Thought and language. Cambridge, MA: MIT Press.

Wang, T. (2016). School leadership and professional learning community: case study
of two senior high schools in Northeast China, Asia Pacific Journal of Education,
36:2, 202-216, DOI: 10.1080,/02188791.2016.1148849

Yin, H., & Zheng, X. (2018). Facilitating professional learning communities in China:
Do leadership practices and faculty trust matter? Teaching and Teacher Education,
76, 140-150. https:/ / doi.org/10.1016/j.tate.2018.09.002

Kritik (Elestirel) Arkadas Grubu (CFG): ingilizce Ogretmenlerine Yénelik
Sorgulamaya Dayal1 Mesleki Gelisim Modeli

Atf:

Aktekin, N. C. (2019). Critical friends group (CFG): Inquiry-based professional
development model for Turkish EFL teachers. Eurasian Journal of Educational
Research, 81, 1-20, DOI: 10.14689/ ejer.2019.81.1

Ozet

Bu calisma sorgulamaya dayali mesleki gelisim modeli olan “Kritik (Elestirel) Arkadas
Grubu (Critical Friends Group-CFG)” uygulamasmin Tiirk Ingilizce 6gretim
gorevlilerinin mesleki gelisimi tizerindeki etkisini arastirmaktadir.
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Problem Durumu: Kisa donemli yapilan egitimlerin 6gretmenlerin teorik bilgi ile sinif
ici uygulamasi arasinda iliski kurmalarina yeterince olanak saglamadigt
bilinmektedir. Evans (2019) yeni fikirlerin ya da dustinme sekillerinin insanlarin
uygulamalarma yansimasinin yavas yavas oldugunu ve bu fikir ve bakis acilarinin
uygulama sirasinda meydana gelen etkilesimlerle ve diger etkenlerle gelistigini
soylemektedir. CFG modeli son zamanlarda sik¢a uygulanan mesleki 6grenme
topluluklarindan birisidir ve bu calismada etkinligi arastirilmistir. Mesleki 6grenme
toplulugunun en giincel tanimlarindan birini Harris (2014) sdyle yapmuistir: Veri ve
karutlar1 analiz ederek ortaya cikan ogrenici ihtiyaglarimi dikkate alarak bir grup
profesyonelin uyumlu bir sekilde ¢alismasidir. Grup icinde bulunan ogreticiler
arasinda ast-tist iliskisi yoktur, tiim 6gretmenler birbirlerine destek olur, mentorliik
yapar. Dolayisiyla kisa siireli gerceklestirilen ve bir egitici tarafindan bilgilerin
aktarildig1 tek yonlii egitimler yerine ogretmenlerin isbirligi icinde cahstiklar1 ve
kendilerini rahat hissttikleri, birbirlerinden 6grendikleri mesleki gelisim modellerinin
daha faydali oldugu savunulmaktadir. Bu ¢calismada uygulanan CFG modelinin teorik
temeli sosyo-kiiltiirel theriye dayanmaktadir. Bu teoriyle uyumlu olarak CFG
Ogretmenlere devam eden, derinlemesine inceleme saglayan ve yansitict teknikler
kullanabilmelerine olanak vermektedir ve sonug olarak 6grenci basarisini arttirmay1
hedeflemektedir.

Aragtirmamn  Amaci: Arastirma CFG modelinin  6gretmenlerin mesleki gelisimi
tizerindeki etkisini 6lcmek amaciyla planlanmistir. Ogretmenlerin bir grup halinde,
hiyerarsik bir yap1 olmaksizin ¢alismalarini, beraber 6grenmelerini ve gelismelerini
amaglamaktadir. Sirufici zorluklari, kullanilan 6gretme tekniklerin etkinligini, farkl
yontem ve fikirlerin paylasimim saglayan CFG modelinin etkinligi bu ¢alismayla
arastirilmistir. Bu dogrultuda iki arastirma sorusu sorulmustur:

1. Kendi fikirleri dikkate alindiginda, Kritik Arkadas Grubu (CFG) modeli
igerisinde yer almak 6gretmenlerin mesleki geisimi icin giiclii bir yontem
midir?

2. Ogretmenler bu model icinde yer aldiktan sonra hangi acilardan gelistiklerini
diistiinmektedirler?

Aragtirma Yontemi: Arastirma bir Tiirk devlet tiniversitesinde uygulanmis nitel vaka
calismasidir. Brown Universitesi Annenberg Enstitiisii tarafindan Okul Reformu
kapsaminda kurulmus NSRF (National School Reform Faculty) tarafindan gelistirilen
CFG modeli uygulanmistir. Grup aralarinda ast-ist iliskisi olmayan 6 dgretmenden
olusmustur. Gruba bir 6gretmen kogluk yapmuistir (bu calismada arastirmaci bu gorevi
tistlenmistir). Belli konularda hazirlanmis protokoller toplantilarda kullanilmistir. Bu
protokoller sadece kilavuz gorevi gormektedir, toplantilarin planli bir sekilde
gecmesini saglamaktadir. Grup modeli bir egitim o6gretim donemi boyunca
uygulanmustir. Verilerin analizinde tiimevarim analiz teknigi uygulanmistir. Nitel
arastirma deseni olarak gomiilii teori, arastrma ve veri analiz yontemi seklinde
kullanilmustir.  Verilerin kaynagi o6gretmenlerin tutuklart giinliikler, yuz ytlize
goriismeler, toplant kayitlar1 ve aragtirmacinin notlaridir. Ogretmenlerden olur formu
alinmistir. Isimler gizli tutulmustur. Toplant1 kayitlar1 ve yiiz ytize goriismeler yaziya
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dokiilmdistiir; tiim verilerle beraber kodlama yontemi ile incelenmistir. Iki aragtirmact
tarafindan kodlar belirlendikten sonra kategoriler olusturulmus ve bu kategoriler
karsilagtirlmuistir. [lgili temalara ve alt-temalara karar verilmistir. Son olarak
degerbicicileraras1 gtivenirlik hesaplanmistir; bu sonug .83 olarak bulunmustur.

Aragtirma Bulgulan: Calismanin sonucu bu grupta ¢alisan 6gretmenlerin mesleklerine
devam ederken daha iyi hissettiklerini ve islerine daha c¢ok baglandiklarini
gostermistir. Grup calismasi 6gretmenlere isbirlikci bir ortamda calisma sanst sunmus,
smif icinde yasanan c¢ikmazlarin {istesinden gelme ve belirli akademik igeriklerin
dgrenilmesi ve tgretilmesi {izerinde yogunlasmayi saglamistir. Ogretmenler arasinda
gucli bir mesleki bag kurulmasma yardmmci olmustur. CFG giivenli ve rahat
hissedilen bir ortam yaratmistir. Bu acidan sonuglar diger calismalarla benzerlik
gostermektedir ((Dunne & Honts, 1998; Nave, 1998, 2000; Nefstead, 2009; Vo &
Nguyen, 2010; Constantino, 2010; Moore & Carter-Higgs, 2014; Gunbay & Mede,
2017). Yapacy, etkili, yansimaci, demokratik, rahat terimleri sik sik kullanilmistir. CFG
toplantilar1 ve tutulan gtinliiklerden gelen verilere gore katilimcilar 4 temada
fikirlerini dile getirmislerdir. Bunlar motivasyon, kurumsal kisitlar, btittinlesik beceri
Ogretimi ve sinufi¢i atmosfer, ve 6grencilerin gelisiminin takip edilmesidir. Hem
dgrenci hem de 6gretmenlerin motivasyonlarinin arttirilmasina yonelik ortak diistince
tizerinde durulmus ve paylagilan fikirler grupta tartisimistir. Ogretmenlerin fikir
aligverisi sonucunda ortaya ¢ikan uygulamaya yonelik yaklasaimlarin olmasi
katilimcilarin 6zgtivenleri arttirmistir. Bu uygulamalarin yénetimle paylasilmas: ve
tim okula yayilmasi diistincesi benimsenmistir.

Arastirma Sonuglart ve Onerileri: CFG modeli dgretmenlerin 6gretim yontemlerinde
karsilastiklar1 sorunlarin tizerine gitme ve iyilestirme agisindan faydal bir uygulama
olmustur. Calismanin gerceklestirildigi kurumda stiregelen mesleki gelisimin nemi
farkedilmis, bu ve benzer uygulamalarm daha genis capta devam etmesinin énemi
yonetimle paylasilmistir. Bu gibi gelisim modellerinin uygulanabilmesi i¢in okul
yonetimlerinin destegi ve isbirligi onemlidir ve gergeklestirilmelidir. Bu grup
¢alismasmin 6grenci 6grenimine etkisi ilerleyen calismalarda arastirilmalidir.

Anahtar Kavramlar: Ogretrnenlerm mesleki gelisimi, Kritik Arkadas Grubu modeli,
Sosyokiilttirel teori, Mesleki 6grenme topluluklari, protokol
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Introduction

Creative thinking is defined as a mental activity used to build ideas. Creative
thinking is a thought process that creates new ideas widely and variedly (Hidayat et
al, 2018). Creative thinking is a mental activity that is used by someone to develop
new ideas fluently and flexibly. Lee (2005) states that creative thinking skills involve
fluency, flexibility, originality, and elaboration while creative personality involves
curiosity, independence, risk taking, and task commitment. Creative thinking
contains measurable competencies in problem solving (Shabrina & Kuswanto, 2018).
In creative problem solving it is necessary to increase the level of confidence (Liu et
al, 2017). Problem solving requires creative thinking, including analyzing, clarifying
and describing based on information or facts.

Rawlinson (1981, p.6) says that in creative thinking there are three patterns that
must be considered, namely imaginative, divergent, and lateral. First pattern is
imaginative. Imagination is a cognitive process which is a comlex mental activity in
which the elements in mental activity are released from sensory sensations.
Djojosuroto (2007, p.259) says that imagination is the power to form images or
images (images) of mental concepts in the process of forming a certain picture.
Imagination involves a synthesis that combines aspects of memory, memories or
experiences into a mental construction that is different from the past, or which
becomes a new reality. Second one is divergence. Divergent thinking is oriented
towards finding answers or alternatives. Divergent thinking is a type of thinking
ability that is often used in creative problem solving. Divergent thinking is the
process of generating a number of ideas that allow providing the right solution for a
particular problem (Lewis & Lovatt, 2013). Munandar (2004) explains that divergent
thinking is a mental operation that demands the use of creative thinking skills,
including fluency, flexibility, originality, and elaboration and collaboration. That is, it
is said to think divergently if it meets several criteria, smooth thinking, flexibility,
originality, and collaborating in finding new ideas. Third pattern is lateral. Lateral
thinking is related to generating new ideas. There is a feeling of curiosity that the
new idea is related to the discovery of the technique. This is a very small aspect of
the problem. The new idea is an element of change and progress in all fields of
science ranging from engineering to art, from politics to someone's happiness (de
Bono, 1991, p.11).

In a communication, both oral and written, mastery of knowledge of creative
thinking patterns is an important aspect. This knowledge includes the process of
thinking in solving problems and developing ideas into new ideas. One of the
activities implicating creative thinking patterns in written communication is writing
student scientific work. Writing scientific papers is a form of writing containing
objective ideas. The form of scientific work and the language used to present ideas
must be scientific (Kusmana, 2012, p.9). Scientific language in general has systematic,
logical, and objective characteristics in presenting scientific ideas.

The pattern of creative thinking in student scientific work allows to produce
diverse ideas, thus from these ideas one can choose the most appropriate answer in
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problem solving. Creative thinking is known to be in the cognitive realm. Anderson
and Krathwohl (2001, p. 99) involve three types of knowledge, namely conceptual,
procedural, and metacognitive with six cognitive processes in creativity, namely
remembering, clarifying, distinguishing, applying, analyzing, and evaluating.
Writing is known to be in the psychomotor realm and scientific work is in the
affective domain. The integration of the three allows for a shift or development of the
theory of creativity into a broader realm, from the cognitive domain to the affective
domain or the cognitive and psychomotor domains or encompass cognitive,
affective, and psychomotor domains. The cognitive domain focuses on thinking skills
and knowledge as the basis for creative work. The cognitive domain emphasizes
various aspects of mental abilities related to creativity. In other words, this research
can provide theoretical benefits in the form of the birth of the theory of writing new
scientific works and forms of creative thinking in writing scientific works, while the
practical benefits, students gain practical experience in writing scientific work
through creative thinking. The experience is expected to be beneficial for the
development of individual intelligence and student social intelligence in writing
scientific work. Scientific works that are written are able to produce credible
arguments.

Scientific work presents scientific ideas or arguments based on facts. The idea of
science must be trusted and accepted by the truth, so that it is necessary to present it
correctly (Kusmana, 2012, p.3). Scientific writing is an essay that presents arguments
using logical thinking correctly in problem solving. Discussion of the problem in
scientific work is usually an important part, so that in this section the author uses the
ability to think complex, namely linking between problems, facts, theories, and
problem solving.

Creative thinking patterns are expected to reveal problem solving to determine
the effectiveness of scientific writing with the reality faced. Creative thinking can
contribute to writing, such as helping in building narratives (Lengelle et al, 2013).
The complexity of creative writing requires the use of language to explore and
express experiences in ways that are unique, imaginative, and appropriate in context
(Vass, 2007). In the context of creative writing, productive outcome talks can be
defined as expressions of experiences and ideas appearing according to
circumstances.

Research on creative thinking has been done by (Lengelle et al, 2013). Lengelle et
al examined the effects of creative writing. The research findings obtained are that
the idea arises from the situation or information provided and knowledge possessed.
Eckhoff and Urbach (2008) conducted research on understanding imaginative
thinking (the socio-cultural conception of creativity and imaginative thinking). His
research results show that it is based on understanding children's development in an
effort to meet the needs of diverse students in each class. Just like early educators
who pay attention to the cognitive and social needs of children, it is also important to
foster children's creative needs. Lack of attention to developing imaginative thinking,
basically not paying attention to the needs of all children. Through careful attention
to the imaginative efforts of children, educators will empower children to develop
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invaluable tools that can be part of their repertoire's contribution to understanding
and contributing to their world.

The difference between this research and the mentioned research can be observed
in terms of the focus studied and the subject being targeted for the study. This
research seeks to gather information about creative thinking patterns in student
scientific work. The difference illustrates that the topic of this research is a new topic
that is worthy of research. Based on this context, this research study focused on
creative thinking patterns in the writing of student scientific papers.

Method
Research Design

This study used a qualitative approach with the content analysis method. A
qualitative approach to the method of content analysis is useful to gain an in-depth
understanding of creative thinking patterns. This research approach is used to
describe, explain, and explore students' creative thinking patterns in scientific work.
Content analysis was used to find the existence of certain sentences, concepts, or
paragraphs in texts or a series of texts. The pattern of creative thinking can be seen
from the form of developing ideas and the use of cohesion. The activity was carried
out to find out the reality of using creative thinking patterns in writing, based on this
fact the analysis was carried out so that students' creative thinking patterns in
writing could be concluded. The use of a qualitative approach is based on the nature
and characteristics, namely having a natural background as a source to get data
directly, is descriptive, and meaning is the main concern.

The research data was in the form of interagency relations in the text of the
student's scientific work. Interagency relations were exposed in sentences, clusters of
sentences, paragraphs and paragraph clusters. The interagency relationship was
realized through creative thinking patterns that start from the excavation of ideas,
the selection and formation of sentences as a vehicle for developing ideas, and the
realization of propositions in a series of sentences in the form of paragraphs.
Therefore, sentences, paragraphs, and paragraphs in student writing reflect creative
thinking patterns in developing scientific writing ideas.

The data source of this research was the writing of student scientific work.
Scientific writing has the characteristics of a model of persuasion in logical reasoning
that is in accordance with the logic of thinking of scientific truth to be convincing.
This paper contained many ideas, so that patterns of creative thinking in language
activities or pouring ideas would appear. Scientific writings chosen as data sources
were scientific writings written based on themes that were not determined and met
the adequacy for analysis. The selection of scientific writing needs to be done with
the intention that the scientific writing can be analyzed according to the focus of the
problem under study.
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Research Sample

The participants in this study were 15 students with various fields in Malang
State University, Indonesia. This study examined the patterns of creative thinking of
students in writing scientific papers. The scientific work studied was in the form of
the Student Creativity Program in 2017 on a topic not determined by the subject of
the study. This was based on the idea that the Student Creativity Program is one
form of scientific work compiled using scientific procedures. Because the Student
Creativity Program was the result of scientific thinking, and the theoretical
foundation used as an analytical tool was a theory about the characteristics of
scientific thinking,.

Research Instruments and Procedures

The instrument of this study consisted of data collection instruments and data
analysis guides. The data collection instrument was used to obtain data that was in
accordance with the focus of the research, while the data analysis guide was used to
analyze the data according to the problems in this study. This research, when viewed
from the focus of the problem under study, actually only examined documents in the
form of student scientific papers. To confirm the data that has been obtained from the
student's writing, the researcher conducted an interview with the supervisor. In
conducting interviews with lecturers interview guides containing questions related
to the focus of the research problem were used.

Based on this explanation, the instruments developed as a tool for collecting data
for researchers were of two types, namely surveys and data collection guidelines.
Both types of instruments were used gradually in the process of conducting research.
The data collection guide was used to collect data about creative thinking in writing
student scientific papers. The guide was based on the focus of the research under
study.

Collecting data about creative thinking in the development of paragraphs and
paragraph groups in student scientific work directs observations in paragraph form.
The form of the paragraph in question included (1) the pattern of developing ideas in
paragraphs, and (2) the technique of exposing ideas in paragraphs. By using a few
steps of the guide, the data needed can be captured more thoroughly and focused.
When reading data sheets, researchers can mark the data found by coding the data.
After reading the data sheet, the researcher moved the data on the data formatting
sheet to be analyzed further.

Data Analysis

This research, when viewed from the focus of research, primarily aimed at
reviewing documents in the form of student scientific papers. To confirm the data
that has been obtained from the student's writing. The process of data analysis was
grouped into three stages, namely data reduction, data presentation, and conclusion
(Miles & Huberman, 2014, p. 16). (1) Data reduction in research is a form of analysis
that sharpens, classifies, directs, and organizes data in such a way that final
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conclusions can be taken accurately. (2) Presentation of data is an activity when a set
of information is compiled, thus giving the possibility of drawing conclusions and
taking action. The form of qualitative data presentation (a) narrative text, in the form
of notes and (b) matrices, graphs, networks, and charts. These forms combine
structured information in a form that is coherent and easily achieved, making it
easier to see what is happening, whether the conclusions are correct or otherwise do
the analysis again. (3) Efforts to draw conclusions are conducted continuously by
researchers as long as they have not found new things from the study of creative
thinking in the writing of student scientific papers.

Results

This section presents the results of research on creative thinking patterns in
scientific work. Writing scientific papers is an activity that requires writers to
produce writings with scientific conventions. The scientific conventions in question
included the logic of thinking, systematics, and the style of language used. In this
study, creative thinking patterns in student scientific works were presented based on
three aspects, namely imaginative thinking, divergent thinking, and lateral thinking,.

Based on the results of the research data analysis, there were 36 creative thinking
patterns with data sources of 15 student scientific works. The results of grouping
data on creative thinking patterns can be seen in the table 1.

Table 1
The Results of Grouping Data on Creative Thinking Patterns
Number of data Creative thinking Indicator Number of
sources patterns sentences
Imaginative Ideas Based on Experience 2
& Use of Metaphorical Language 1
15 Divercent Development of Ideas 11
Scientific work & Various Interpretations 10
Assumption 6
Lateral Bringing Up a New Idea 6
Amount of data 36

Based on the table it can be seen that (a) imaginative thinking patterns had a total
of 3 data consisting of ideas based on experience (2) and the use of metaphorical
language (1), (b) divergent thinking patterns had a total of 21 data consisting of
development of ideas (11) and various interpretations (10), and (c) lateral thinking
patterns had a total of 12 data consisting of assumptions (6) and new ideas (6).

Based on the results of data analysis it can be seen that the creative thinking
patterns that were dominantly used in student creativity programs were divergent
and lateral thinking. However, all creative thinking patterns in writing student
scientific papers complemented each other. Therefore, the creative thinking patterns
will be described in more detail as follows.
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First, imaginative thinking is able to generate new ideas, and help to look at
things differently so that they can be explored and understood better. In scientific
works, imaginative thinking can be seen in ideas that are poured out based on
experience. This can be seen in the following example.

(1) There are still many teachers who do science learning in junior high school using
conventional methods or teacher centered learning so that the majority of junior
high school students feel that science subjects they learn include subjects whose
concepts are too difficult to understand and are not fun to learn, so they are lazy
to learn Science. Learning media that exist today also has not really attracted

students to study science as a fun subject. (I (G.B.P) PKM Indah Aulia R.D)

(2) The problems that occur at this time, the local government is too dependent on
the DAU allocation to finance capital expenditure and development without
optimizing the potential of the region. This fact has led to asymmetrical behavior
in the regional government. To see whether there is an indication of inefficiency
in the transfer fund, it can be seen from the response of government expenditure

known as Flypaper Effect. (I (G.B.P) PKM Wahyu Kurniana)

The paragraph in the data citation (1) above is a short paragraph that only
consists of two sentences. The paragraph uses illustration techniques in explaining
the ideas contained in paragraphs. In the paragraph, students intend to explain the
idea that Current teachers still use conventional teaching methods to explain the idea,
students explain with illustrations (a) teacher-centered learning, (b) the concept is too
difficult, and (c) learning media that are not interesting.

Starting from the example of data (1), it can be stated that students have a
distinctive use of illustration techniques in imaginative thinking. Illustration
techniques in imaginative thinking patterns are ways to explain effective ideas.
According to students, through illustrations, the ideas conveyed will be easily
understood by others who read them. Moreover, the data was raised from the
Student Creativity Program funded by the Directorate of Higher Education.
Therefore, students must be able to really convince the reviewers. In example (1), it
has been proven to be able to convince reviewers, because the scientific writing is
funded by the Directorate of Higher Education.

Furthermore, in the sample data (1) the delivery of ideas is revealed based on
experience, as in sentence (a) "There are still many teachers who do science learning in
junior high school in a conventional way ...", (b) "Learning media that exist today are not yet
really attract students to learn science as a fun subject". The idea is the author's
experience in uncovering a problem.

Based on the description, it can be stated that the ideas in scientific works are
developed by students based on experience. In the paragraph it appears to have one
main idea. The main idea of a paragraph is a general statement which is the subject
matter discussed in the paragraph based on experience. The statement manifested in
the paragraph can occupy the preliminary position, literature review, and closing.

In data (2) the connection between the ideas of sentences a-c is evident through
cohesion devices. Complaints in a text are very important so that readers can be sure
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or can follow the author's ideas well so that what the author expects is the same as
what is captured by the reader. In the student creativity program this is very
important to convince reviewers. In addition, in data (2) the paragraph begins with
revealing the problem, namely "The problem that is currently occurring, the local
government is too dependent on DAU allocation to finance capital expenditure and
development without optimizing the potential of the regions". This sentence is a form of
the student's initial experience in raising a problem in writing a proposal.

Second, divergent thinking is a type of thinking ability that is often used in
creative problem solving. That is, it is said to think divergently if it meets several
criteria, smooth thinking, flexibility, originality, and collaborating in finding new
ideas. This can be seen in the following example.

(3) Dictionary is a medium to facilitate the search for meaning / translation of a
word. Conventional book-shaped dictionaries tend to be fixed, cannot be added,
or changed, and require considerable time to do word searches. With Subsequent
developments dictionary programs appear to have advantages faster in the
search for word meanings, and can be updated so that the contents of the
dictionary will always develop. On the contents of an Android-based dictionary
besides being faster in search, it can also be accessed anywhere. This Indonesian
Language dictionary application is based on Android which is intended for blind
people so that an explanation on the dictionary is voiced and designed as
minimal as possible so that it does not consume too much storage capacity. (D

(P.G) PKM Imam Shafi'i)

(4) Distribution is a process of transferring goods from the place of origin to several
destinations (Vandiko et al. 2013: 1), especially in the process of distribution from
one area to another. This transfer is the reason why distribution is an important
component in the sustainability of a business. Optimizing distribution costs will
be able to increase profits from a business that has been done. To achieve the
ideal use of transportation facilities, a model is needed, which can illustrate
various problems in the field of distribution. In addition, a method or algorithm
is needed to solve the problem model. By modeling the problem, it is hoped that
it will facilitate the search for solutions. (D (M.P) PKM Rully Atus Soimah)

The paragraph in the sample data (3) consists of five sentences. Of the five
sentences there are three sentences that contain elements of ideas. Every idea
contains a novelty meaning. The sentence in question is (a) "Conventional book-shaped
dictionaries tend to be fixed, cannot be added, or changed, and require considerable time to do
a word search", (b) "Further development comes with a dictionary program that has more
advantages in word search meanings, and can be updated so that the contents of the
dictionary will always develop", and (c)" This Indonesian Language dictionary application is
based on Android which is intended for blind people so that an explanation in the dictionary
is voiced and designed to a minimum so that it does not consume too much storage capacity".
The diversity of ideas appears several times in one paragraph so that creativity in
expressing ideas is more visible.

Then, based on the sample data (3), it can be seen that the presentation of ideas in
paragraphs is carried out chronologically, tiered, and generally into more detailed
ones. Then the paragraph meets the criteria for divergent thinking. The details of the
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interagency relationship in the sentences in data (3) show the development of ideas
that have one main idea. Example (3) consists of five sentences, namely (a) the first
sentence is a sentence that has a simple structure, and (b) the second, third, fourth,
and fifth sentences are sentences that have a complex structure. In all these sentences,
there is the word "Dictionary" which is an emphasis on developing important ideas.
Judging from the repetition of the word "Dictionary" of each sentence, the sentences
have a solid relationship in expressing ideas.

In data (3) the presentation of ideas looks tiered, that is, from more general things
to more specific ones. Beginning with the meaning of the word "Dictionary" in the
first sentence, and followed by the explanatory sentence in the second, third and
fourth sentence, and the fifth sentence is more related to the application. The
paragraph fulfills the completeness and completeness criteria of the paragraph
because the information presented in the paragraph is complete. The paragraph can
be categorized into paragraphs developed by explanatory techniques. Sentences
explain each other.

Judging from the language exposure, in data (4) the sentence a-f contains
explanatory sentences. The paragraph does not contain statement sentences. Each
sentence in the paragraph has the same position. Among these sentences, there is no
sentence that takes precedence over its position. In this case the students compose
paragraphs prioritizing solutions or kinds of interpretations of the problem.
However, overall the sentences in the paragraph are related to one another. In
addition, in the example data (4) there appears a problem-solving technique such as
in sentence (a) "By optimizing distribution costs it will be able to increase profits from a
business that has been done" (b) "In addition, methods or algorithms are needed to complete
the model of the problem". The ideas used in problem solving are quite common. The
idea contains two arguments to support the main idea so that the elaboration aspects
and aspects of originality appear.

Based on these explanations, it can be stated that the divergent thinking patterns
of students in developing paragraphs appear in students' thinking abilities in using
tiered ideas or from more general things to specific things. Thus, it can be stated that
the divergent thinking patterns of students will appear from the development of
ideas that have interalimic similarities in paragraphs.

Third, lateral thinking is related to generating new ideas. In this case it has a
feeling of wanting to know that new ideas relate to the discovery of techniques. This
can be seen in the following example.

(5) Genetic algorithms as one branch of the evolution algorithm are adaptive
methods commonly used to solve a value search in an optimization problem. The
mechanism in genetic algorithms is very simple, which only involves copying
strings and exchanging string parts. The breeding cycle begins with making
random sets of solutions called populations, wherein there are individuals called
chromosomes. These chromosomes gradually undergo electoral iterations in a
generation. During a generation, these chromosomes are evaluated, using
formulas in the fitness function. (L (A.A) PKM Novinda Cahya Diyanti)
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(6) To create the next generation with a new chromosome (called offspring) can be
done by combining the two chromosomes that have been obtained previously by
using a crossover operator or by modifying a chromosome using the mutation
operator. A new generation before being evaluated again, then he goes through a
selection process based on his fitness function. From this selection, the best
chromosomes have a high probability of being selected. After several generations,
the algorithm will experience convergence on a number of the best chromosomes,
which have the optimum value of the problem being solved. (L (M.G.B) PKM
Novinda Cahya Diyanti)

Data (5) written by these students can be grouped into paragraphs which are
presented with techniques which give rise to assumptions. The main idea discussed
in the paragraph is "Genetic Algorithms". To explain the "Genetic Algorithm", the idea in
example (5) conveys several ideas, namely (a) "Genetic algorithm mechanism", (b)
"Breeding cycle", and (c) "evaluating method". The three ideas presented in the
paragraph provide an explanation that explains the ideas related to "gemetic
algorithms". Every idea expressed in a paragraph has the same position, there is no
main idea.

Example (6) consists of four sentences, namely (a) "To create the next generation
with a new chromosome (called offspring) it can be done by combining the two chromosomes
that have been obtained previously by using a crossover or with modify a chromosome by
using a mutation operator", (b) "A new generation before being evaluated again, then he goes
through a selection process based on his fitness function", (c) "From this selection, the best
chromosomes have a high probability of being selected", and (d) "After several generations,
the algorithm will converge on the best number of chromosomes, which have the optimum
value of the problem being solved". The sentence a - ¢ functions as a cause related to the
topic. The relationship between the arguments is so close that the flow of ideas
becomes smooth. The smoothness of the idea appears in the existence of a link
between statements, both function as causes (problems) and as a result (new
solutions or ideas). New ideas arise because of problems. In data (6) it appears that
the emergence of new ideas is based on causal techniques.

The complexity of problem solving in data (6) is carried out in an abstract
manner, such as "To create the next generation with a new chromosome (called offspring) it
can be done by combining two chromosomes that have been obtained previously by using
crossover operators or by modifying a chromosome using the mutation operator ... ". The
research data shows that students use more complex and abstract ways in
developing their ideas about problems. With the use of this method students'
thinking becomes more complex because students must consider the preparation of
ideas carefully so that a paragraph that has coherence or combination is presented.

Based on this example, it can be seen that the new idea relates to the discovery of
techniques to problems and raises new kinds of ideas about problems. The
development of mindset in bringing up this idea shows that students present their
creative ideas with their competencies.
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Discussion, Conclusion and Recommendations

Creative thinking is a psychological phenomenon that is getting attention from
various aspects of life, including education. Education that is currently developing is
all based on creative thinking. Through creative thinking, all self-potential is valuable
so ideas can be born. In teaching language, the element of creative thinking plays an
important role, especially in regard to pouring ideas imaginatively, divergingly, and
laterally. These three things are patterns of creative thinking. Rawlinson (1981, p.6)
says that in creative thinking there are three patterns that must be considered,
namely imaginative, divergent, and lateral.

First, imaginative thinking is a fundamental ability to connect experiences and
build new knowledge (Chan, 2016). As an example (1) stated in the results section of
the study, ideas in scientific works were developed by students based on experience.
In the paragraph it appeared to have one main idea. The main idea of a paragraph is
a general statement which is the subject matter discussed in the paragraph based on
experience. The statement manifested in the paragraph can occupy the preliminary
position, literature review, and closing.

To fill in the ideas related to the information to be conveyed and the means of
ideas relating to the language tools were used in accordance with the problem. In this
case language is seen as truth, without language there is no truth (Djojosuroto, 2007,
p-261). Language is used for idea activities that give an understanding of the
symptoms that explain the problem. The problems described in the scientific work
are clear and complete to help the reader understand the starting point of the overall
problem of a problem raised in scientific writing (Kusmana, 2012, p.37). The
problems revealed in data (2) have been clearly described. The main problem
becomes the basis for the birth of an argument in scientific writing.

Presentation of the problem by describing it through the disclosure of
comparative sentences will further clarify a problem for the reader. The questions
asked will help if there are questions raised in the scientific writing. As in the data (2)
of this study, the authors uncovered the problem with comparative and correlational
sentences so as to convince the difficulties for the reviewer on the student creativity
program. Then, the objectivity of the problem in scientific work is very necessary to
avoid the wrong interpretation. In describing its revolution, writers are sometimes
dragged into the presentation colored by the author who is not subjective (Suyitno,
2012, p. 4). Therefore, the author needs to discuss the matter of writing before
revealing the opposition. Responding or revealing to a problem in scientific work can
be done by evaluating conclusions, reconsidering the evidence provided by the
author, evaluating the argument, and proposing alternative ideas (Sultan et al,
2017a).

In data (1 and 2) ideas were born through propositions in the form of simple
paragraphs. In pouring ideas, students equip themselves with ethical knowledge or
rules about scientific writing. Knowledge of the rules of writing will be part of the
competence in writing scientific in general and more specifically in writing student
creativity programs. To be able to strengthen its competence students need to
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prepare several previous studies to continue to develop these competencies. Previous
research was needed to obtain information and ideas that were revealed as a process
of building competencies. Learning activities train students in the process of building
competencies by directing them to be able to investigate the meaning and message
behind language choices, information, and arguments found in previous research
texts (Sultan et al, 2017b).

The research findings on imaginative thinking patterns in student scientific
writing are represented in the form of diversity of ideas based on experience and use
of metaphorical language. In the data (1 and 2) the meanings of ideas were not using
the real meanings of words, but rather as figures of speech based on equality and
comparison. Based on these findings, it can be concluded that the diversity of ideas
based on experience and use of metaphorical language in student scientific work
shows creative thinking with imaginative patterns.

Second, in divergent thinking the presentation of ideas in paragraphs was carried
out chronologically, tiered, and generally into more detailed ones as shown in the
sample data (3 and 4). Rawlinson (1989, p. 7) says divergent creative thinking
patterns start from a description of the problem then spread to be able to produce
various kinds of ideas for problem solving. The ideas poured are original, not similar
to previous ideas. Although the idea has already been there, in creative thinking one
tries to renew it into a new idea. Divergent thought patterns often lead to originality,
and originality is the center of the feature of creativity (Runco & Acar, 2012).

In creating the originality of scientific work, the method that can be taken is to
conduct a study which is a recommendation from a similar study, or study that has
been carried out by another party (Kusmana, 2012, p. 84). Therefore, the authors of
scientific works must be able to find the gaps of scientific arguments that are still
neglected. That is, various limitations of the previous studies can be used as a point
of departure in compiling scientific arguments. The scientific work needs to reveal
fundamental differences. The difference is essential scientific ideas, so that the
originality of scientific work can be maintained.

The ability of divergent thinking involves the capacity to generate ideas (fluency),
the capacity to produce unusual associations (originality) and fluency, and the
capacity to change the category of flexibility (Runco, 1986). The ideas outlined in data
(3) fall into the criteria of fluency in thinking. The measure of fluency does not limit
ideas for originality, flexibility or elaboration. Divergent thinking groups have the
highest scores on measures of fluency and originality compared to groups that do
not involve divergent thinking (Yi et al, 2015). One reason why divergent thinking
can improve quality is because it detaches itself from the established mindset (Lewis
& Lovatt, 2013). Therefore, the tendency of open individuals to provide ideas from a
broader frame of reference (Batey et al., 2009). In divergent thinking, previous ideas
have less influence, because the next idea has greater weight (Yagolkovskiy &
Kharkhurin, 2016).

The findings of divergent thinking patterns in accordance with idea Rawlinson
1981, p. suggests is that divergent thinkin atterns are initiated from a
p &8 23 & P
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description of the problem then spread to be able to produce various kinds of ideas
for solving problems or providing various possible answers to the problem. In
divergent thinking, one can produce ideas in large numbers. From these ideas one
can choose the answer that is most appropriate in accordance with the indicators of
the problem under study. The findings in the study of divergent thinking are ideas in
this pattern which can be seen from the number of ideas set forth in scientific work.
The idea is inseparable from the combination of ideas, and there shouk-1d be a single
main idea in a paragraph. Based on these findings, it can be concluded that the
diversity of ideas and techniques for developing sentences in paragraphs is a marker
of creative thinking in student scientific work.

Third is lateral thinking. Idea alternatives appeared as if they do not have a
contribution to the problem and have nothing to do with the problem at hand, as
shown in the sample data (5 and 6). In the data (5 and 6) the problems faced require
new innovations that are creative in nature. Needs that continue to change over time
(requires lateral thinking to be fulfilled), rather than pre-existing patterns and rules
(Waks, 1997). Markers of lateral thinking patterns are raising new kinds of ideas on
new problems and ideas related to the discovery of techniques to problems. Student
achievement in problem solving depends on lateral thinking (Arsad et al, 2012). That
is, lateral thinking plays an important role in producing quality student resources.
More competitive, more creative and innovative thinking is very important in getting
the best results from the ideas that are poured.

Lateral thinking patterns have contributed to the development of the ability to
write scientific works ranging from the development of language elements to the
development of the ability to carry out the stages of the creative process. The creative
process is able to decipher alternative problem solving with various delivery styles.
Achieving various solutions to problems is presented in an abstract manner, so that it
is easily understood by the reader or reviewer.

Decomposition of problem solving alternatives in data fragments (5) is carried
out in an abstract manner, with previously expressing the solution in principle. The
description of the solution is expressed in an abstract about optimization problems.
Abstract problem solving requires the reader to think abstractively or use abstract
frameworks in understanding problems, but it does not mean that the problems
expressed are irrational because abstracts do not mean they are irrational (Kusmana,
2012, p. 35). Clarity of a solution to the problem will be very helpful if the author
reveals the position of alternative problem solving or the main problem solving
presented in the writing he made in a few paragraphs. Even so, in presenting
problem solving in scientific works can also be done by using a combination of ways
of deduction by induction so that the clarification of the problem description is easier
to understand.

Findings about creative thinking patterns in line with opinions (de Bono, 1991)
suggest that lateral thinking is more a way of generating ideas in new ways to
present a new idea. The findings of this study concerning lateral thinking, namely
the selection of ideas based on creative thinking that considers the authenticity of
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ideas poured out on problems. Then, the idea is in accordance with the topic and the
suitability of the sentence and the interalimat. Based on these findings, it was
concluded that the lateral thinking patterns of students in scientific papers were
represented in the use of various ideas that were in accordance with the complexity
of problem solving.

In general, the findings of this study about creative thinking patterns in student
scientific work, showed that creative thinking patterns lie in the form of ideas used.
Writing scientific papers is a creative thinking process that prioritizes the ability of
students to develop and organize ideas, and pour them into written language.
Therefore, the form of ideas in scientific work is a representation of student creativity
in developing ideas in writing. The form of ideas is able to combine them into
diverse, detailed, and unique forms. However, for further research it is
recommended that we examine creative thinking patterns with different levels of
objects so that the findings of this study appear more widely in various levels.

The implication of creative thinking patterns in student scientific works raises
several things, namely (1) through understanding creative thinking patterns, various
ideas become more directed and structured. In writing scientific papers organizing a
text is an activity of representing ideas into a text. In terms of structure, scientific
work has a complex structure. The intended structure includes the opening part, the
contents section, and the closing section. Each part has its own peculiarities which
can be obtained from understanding creative thinking patterns (imaginative patterns,
divergent patterns, and lateral patterns), (2) disclosure of ideas are able to convince
readers or reviewers and the use of language more effectively and easily understood.
Creativity in expressing ideas appears in the type of development of ideas involving
inductive and deductive techniques, the use of experience to enter new information,
and the presentation of various problem-solving techniques supported by a
foundation of thinking.
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Introduction

Cognitive variables and its relation to achievement have rendered much attention
in science education with little consideration of affective variables (Ferrell, Phillips, &
Barbera, 2016; Fortus & Vedder-Weiss, 2014). However, cognition and affect play a
prominent role in learning (Efklides, 2016). Self-efficacy, for example, has been
demonstrated to influence academic achievement (Pajares, 1996; Ramnarain &
Ramalia, 2018). Researchers acknowledged that self-efficacy is related to cognition and
affect (Bandura, 1997; Bandura, Caprara, Barbaranelli, Gerbino, & Pastorelli, 2003).
Few studies have focused on the association between metacognition and self-efficacy
(Gourgey, 2001). However, to our knowledge, no study has considered the
relationship among metaconceptual and meta-affective variables and self-efficacy. The
sources of self-efficacy require one’s reflections and evaluations of their thoughts,
emotions, and behaviors (Bandura, 1997) and indeed, the self-efficacy concept houses
judgments of one’s capability to perform a task in itself. Collectively, this highlights
the importance of metavariables in this process. Therefore, in this study, the
relationship between metavariables and self-efficacy was investigated. The following
sections present conceptual framework for self-efficacy, metacognition, and meta-
affect.

Self-efficacy

Self-efficacy is a psychological construct that has received a lot of attention in
student learning. Self-efficacy refers to “beliefs in one’s capabilities to organize and
execute courses of action required to produce given attainments” (Bandura, 1997, p.
3). Self-efficacy is a domain-specific construct in nature (Bandura, 1997; Pajares, 1996).
For example, a student might have high self-efficacy in chemistry, but have low self-
efficacy in mathematics. In the current study, student self-efficacy beliefs were
considered in the context of chemistry. Enactive mastery experiences, vicarious
experiences, verbal persuasion, and physiological reactions are the four major sources
of self-efficacy beliefs (Bandura, 1997). Success experiences lead to increase in self-
efficacy beliefs, while failure experiences affect reversely (enactive mastery
experience). Students develop self-efficacy beliefs by observing others (vicarious
experience) and persuaded significant others showing that they possess the capability
to master a task (verbal persuasion). Self-efficacy beliefs are also influenced by
emotional arousal (physiological reactions). Generally, negative emotions like anxiety
diminish self-efficacy beliefs, while positive emotions like happiness increase self-
efficacy beliefs. It is acknowledged that self-efficacy beliefs play an important role in
cognition, affect, behavior, self-regulation, and achievement (Bandura, 1989; Pajares &
Urdan, 2006). Efficacious people persevere long enough in the face of difficulties, put
much effort on a task and sustain it (Bandura, 1997). It has been revealed that self-
efficacy beliefs are crucial determinants of science achievement (Bartimote-Aufflick,
Bridgeman, Walker, Sharma, & Smith, 2016; Hwang, Choi, Lee, Culver, & Hutchison,
2016; Pajares, 1996; Ramnarain & Ramalia, 2018; Villafafie, Xu, & Raker, 2016). Social
cognitive theory emphasized the value of self-reflection in the perceptions of self-
efficacy (Bandura, 1997). Self-efficacious students tend to use more metacognitive
learning strategies than others (Wolters & Pintrich, 1998). Self-efficacy also connected



Zubeyde Demet KIRBULUT 39
Eurasian Journal of Educational Research 81 (2019) 37-56

with the domain of emotion (Bandura, 1997). Self-efficacy is of great importance in
managing emotions. For example, students high in self-efficacy have more positive
emotions (Bandura, 1997; Caprara et al., 2008).

Metacognition

“Metacognition” has first defined by Flavell (1976) as “to one’s own knowledge
concerning one’s own cognitive processes and products or anything related to them”
(p- 232). Brown (1987) referred to metacognition as “one’s knowledge and control of
[one’s] own cognitive system” (p. 66). Nelson (1996) defined metacogniton as meta-
level of cognition. It is the fact that metacognition is a multifaceted concept (Efklides,
2008). Despite the complexity of metacognition, common points shared by the
definitions are awareness, monitoring, and control of cognition (Thomas, 2012). In line
with its definition, there is no common understanding for the components of
metacognition; however, scholars alluded two components basically: knowledge of
cognition and regulation of cognition (Brown, 1987; Efklides, 2008; Schraw, 2001).
Knowledge of cognition includes task, person, and strategy variables (Flavell, 1979). It
also houses awareness meaning one’s awareness of her/his own cognitive system
(Brown, 1987). Regulation of cognition refers to planning, monitoring, and evaluation
(Brown, 1987; Van der Stel & Veenman, 2010). There is agreement that metacognition
has a meaningful impact on students” learning (Azevedo, Mudrick, Taub, & Wortha,
2017; Gascoine, Higgins, & Wall, 2017; Vosniadou 2003; Yuruk, Beeth, & Andersen,
2009). By considering the role of metacognition in learning, Thorley (1990) proposed
the term ‘metaconceptual’ referring to one’s knowledge and control of her/his own
conceptual system. In this study, the term ‘metaconceptual” was preferred since it was
investigated how students could notice, monitor, and evaluate their ideas in the
context of chemistry.

Meta-affect

Like metacognition, meta-affect is defined as “affect about affect, affect about and
within cognition that may again be about affect, the monitoring of affect, and affect
itself as monitoring” (Goldin, 2002, p. 62). Here, it should be noted that affect, emotion,
and mood are used interchangeably in the educational literature (Linnenbrink &
Pintrich, 2003). While emotions have a specific stimulus, moods are unspecific and
enduring affective states. Even, moods are stated as low intensity emotions (Pekrun,
2006). Affect is a superordinate term including emotions and moods (Goldin, 2002).
Researchers emphasized the two components of meta-affect: awareness of affect and
regulation of affect (DeBellis & Goldin, 2006; Goldin, 2002; Gottman, Katz, & Hooven,
1996). The focus of this study is these two components. Awareness of affect is self-
awareness of one’s emotions, while regulation of affect is monitor and control of one’s
own emotions. Affect, cognition, and self-efficacy are interrelated (Hannula, 2011;
Malmivuori, 2001). Affect is intertwined with cognition and cognition plays a vital role
in meta-affect (DeBellis & Goldin, 2006). Ciompe (1991) used the terms “affect logic”
and “affective-cognitive schemata” for this relationship considering Piaget’s theory,
and asserted that successful applications of scheme to a new situation generate more
knowledge on the affective scheme and by this way meta-affect ensues.
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The Current Research

A number of review studies on self-efficacy show that self-efficacy is a strong
predictor of academic achievement (Honicke & Broadbent, 2016; Hwang et al., 2016;
Pajares, 1996). Also, self-efficacy is an important construct in accounting for success in
chemistry (Ramnarain & Ramalia, 2018; Villafafie et al., 2016). Therefore, it is important
to determine the factors affecting self-efficacy. It has been acknowledged that
cognition and affect are interwoven with self-efficacy beliefs (Bandura, 1986). There is
a growing body of research showing the relationship between metacognition and self-
efficacy beliefs (Gourgey, 2001; Uzuntiryaki-Kondakci & Capa-Aydin, 2011). Self-
efficacy plays an important role in emotional experiences. It has been shown that
students who had high self-efficacy beliefs also had positive emotions, and the
opposite is true for those who had low self-efficacy beliefs (Linnenbrink & Pintrich,
2003; Pekrun & Perry, 2014). However, it has not yet been found any study examining
the relationships among metaconception, meta-affect, and self-efficacy in the context
of chemistry. Consequently, the following research question guided this study:

To what extent can students’ self-efficacy beliefs in chemistry be predicted by
metavariables (metaconceptual awareness, metaconceptual regulation, affective
awareness, and affective regulation)?

Method
Research Design

This study aimed to investigate the relation between metavariables and self-
efficacy variables. To realize this aim, explanatory correlational research design was
employed. In explanatory correlational research, the relationships among several
variables are examined without any manipulation (Fraenkel, Wallen, & Hyun, 2012).

Research Participants

The participants of the study (n = 369) were 12th grade Anatolian High School
students (187 females, 155 males, and 27 non-respondents) with a mean age of 17.05
(SD = 0.33) from 12 different schools in the central part of Turkey. Participants were
selected via convenience sampling. There are different types of public schools in
formal secondary education. These are Anatolian High Schools, Anatolian Teacher
High Schools, Fine Arts High Schools, Science High Schools, Social Sciences High
Schools, Sport High Schools, and Vocational and Technical High Schools. Admission
to Anatolian High Schools is based upon the scores on a competitive national exam
called Transition from Elementary Education to Secondary Education Examination.
Before secondary education, students attend eight years of compulsory primary
education. Then, they complete four years of compulsory secondary education to
continue to higher education. Eighth grade students take national exam in transition
from elementary education to secondary education for high-quality schools. In this
exam, students are responsible for Foreign Language, Mathematics, Religious Culture
and Moral Knowledge, Science, Turkish, and Turkish Republic Revolution History
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and Kemalism courses. Students are asked multiple-choice questions from these
courses in line with the 8th grade national curriculum. For the participants of this
study, placement was applied through the score comprising 70% of this exam score
and %30 of the GPA averages of the 6th, 7th, and 8th grades. It should be noted that
currently, there have been changes in the application of this exam. Twelfth grade
Anatolian High School students pursuing heavily math- and science-based courses
were included in this study since they completed advanced level courses in chemistry.
These students received education in accordance with 2013 national chemistry
curriculum during secondary education. They took elementary level chemistry course
two-hour a week at the 9th and 10th grades, and completed 144-hour chemistry course
at these grades in total. Then, they attended advanced level chemistry course four-
hour a week through the 11th and 12th grades completing 288-hour chemistry course
in total. The chemistry course topics for 12th grade were “Chemistry and Electricity”,
“Introduction to Carbon Chemistry”, “Organic Compounds”, and “Chemistry in
Everyday Life”.

Research Instruments and Procedures

High School Chemistry Self-Efficacy Scale (HSCS). Students’ self-efficacy beliefs
in chemistry were measured via the HSCS developed by Capa Aydin and Uzuntiryaki
(2009). The HSCS comprises 16 items on a 9-point scale from 1 (very poorly) to 9 (very
well) covering two dimensions: Chemistry Self-Efficacy for Cognitive Skills (CSCS, 10
items) and Self-Efficacy for Chemistry Laboratory (SCL, 6 items). The CSCS dimension
reflects students’ beliefs in their ability to use cognitive skills in chemistry (e.g., To
what extent can you explain chemical laws and theories?). The SCL dimension refers
to students’ beliefs in their ability to use necessary skills in performing chemistry
laboratory (e.g., How well can you interpret data during the laboratory sessions?).
Cronbach’s alpha reliabilities were given as .84 for the CSCS and .94 for the SCL by
Capa Aydin and Uzuntiryaki (2009). In this study, confirmatory factor analysis (CFA)
results revealed that the two-dimension scale showed a good fit to the data (CFI = .93;
RMSEA = .076; 90% CI = .066, .085; SRMR = .063). Cronbach’s alpha values for the
CSCS and SCL were .87 and .90, respectively.

Metaconceptual Awareness and Regulation Scale (MARS). The MARS (Kirbulut,
Uzuntiryaki-Kondakci, & Beeth, 2016) covering 10 items on a 6-point rating scale from
1 (never) to 6 (always) was administered to the students to assess the extent to which
students can notice, monitor, and evaluate their ideas in the context of chemistry. It
has two dimensions: metaconceptual awareness, which refers to students” awareness
of their conceptions (4 items, e.g., [ know what I did not understand about a chemistry
topic) and metaconceptual regulation, which reflects students’ monitoring and
evaluating of their conceptions with a new concept (6 items, e.g., While learning a
chemistry topic, I compare my prior knowledge with the new knowledge). Kirbulut et
al. (2016) reported Cronbach’s alpha values as .71 and .75 for the metaconceptual
awareness and metaconceptual regulation, respectively. In the present study, the fit
indices of the CFA indicated an acceptable model fit (CFI = .94; RMSEA = .064; 90% CI
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= .047, .082; SRMR = .050). Cronbach’s alpha values were calculated as .70 for
metaconceptual awareness and .75 for metaconceptual regulation.

Meta-Affective Trait Scale (MATS). The MATS (Uzuntiryaki-Kondakci &
Kirbulut, 2016) is a self-report instrument designed to assess students’” meta-affective
inclinations about their emotions in chemistry. It includes 17-item on a 6-point rating
scale, from 1 (never) to 6 (always). It comprises two dimensions: affective awareness,
which probes into students” awareness of their emotions during taking chemistry
course (10 items, e.g., If I get bored while studying, I notice that feeling), and affective
regulation that involves students’ monitoring, evaluating, controlling, and altering
their emotions in the context of chemistry (7 items, e.g., When I have to learn a topic
that I am not interested in, I try to find ways to make it interesting). Uzuntiryaki-
Kondakci and Kirbulut (2016) documented Cronbach’s alpha values as .82 for affective
awareness and .76 for affective regulation. In the current study, the two-dimension
scale presented satisfactory fit indices (CFI = .90; RMSEA = .063; 90% CI = .054, .073;
SRMR = .057). Cronbach’s alpha values were .84 for affective awareness and .74 for
affective regulation.

Procedure. Before data collection, first, permission from the ethics committee of the
university was taken. Then, necessary permissions were obtained from the Ministry of
National Education. The scales were administered during school time. The students
participated in the study voluntarily. Informed consent forms were obtained from the
students and parents/guardians. The students and parents/guardians were ensured
for the confidentiality of their data. The total amount of time needed to complete the
scales was about 20 minutes.

Data Analysis

In the current study, the CFA was performed for the assessment of the scales’
dimensionality and validity using Lisrel 9.2 for Windows. The following fit indices
with the given cut-off values in the parentheses were used in the evaluation of the
model fit: root mean square error of approximation (RMSEA < .08), comparative fit
index (CFI = .90), and the standardized root mean square residual (SRMR < .08)
(Browne & Cudeck, 1993; Kline, 1998). Canonical correlation analysis (CCA) was
conducted to investigate the relationship between metavariable set (metaconceptual
awareness, metaconceptual regulation, affective awareness, and affective regulation
as independent variables) and self-efficacy variable set (CSCS and SCL as dependent
variables). The CCA was performed using SPSS 20.0 for Windows with the MANOVA
command. The CCA is a multivariate statistical analysis differing from multiple linear
regression in that it predicts a set of multiple dependent variables from a set of
multiple independent variables (Sherry & Henson, 2005; Tabachnick & Fidell, 2007).
The suggested sample size for canonical analysis is 20 times the number of variables
(Stevens, 2009). There are six variables in this study and the sample size (n = 369)
exceeds this criterion (20x6 = 120).
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Results

Preliminary Results

Before performing analyses, missing values in the data set were inspected. Missing
data were less than 5% and handled by using Expectation Maximization (EM) method
(Enders, 2010). Data were checked for univariate outliers by using z scores. Cases with
z scores in the excess of + 3.29 are potential outliers. Mahalanobis distance values using
p < .001 for the corresponding x2 value were computed to identify multivariate
outliers (Tabachnick & Fidell, 2007). There were no univariate and multivariate
outliers detected in the data.

Normality, linearity, homoscedasticity, and absence of multicollinearity
assumptions were assessed (Tabachnick & Fidell, 2007) and no violation was observed.
Table 1 shows evidence for normality of each variable. Skewness and kurtosis values
ranged from -0.70 to 0.02 and -1.07 to 0.10, respectively, which were within the range
of normal distribution (Finney & DiStefano, 2006). Pairs of canonical variates were
plotted against each other and these scatterplots indicated linear relationship,
normality, and homoscedasticity. In addition, scatterplots between residuals and
predicted variables were used for screening homoscedasticity of residuals. It was seen
that the residuals were nearly rectangularly distributed along the center showing that
normality, linearity, and homoscedasticity assumptions were met (Tabachnick &
Fidell, 2007). For multicollinearity, variables in each set and across sets should not be
highly correlated (correlations up around .80 and .90), Variance Inflation Factor (VIF)
should be below 10, and tolerance value should be above 0.1 (Field, 2005). Table 1
displays that all correlations between variables are below .80. VIF and tolerance values
ranged from 1.31 to 1.60 and 0.63 to 0.77, respectively. Therefore, there was no
multicollinearity in the data.

Table 1

Bivariate Correlations of Study Variables and Descriptive Statistics

Variables 1 2 3 4 5 M SD Skewness Kurtosis
1. Metaconceptual 457 087 -0.51 -0.12
awareness

2. Metaconceptual 42" 3.79 0.90 -0.06 -0.36
regulation

3. Affective 527 26" 495 078 -0.70 -0.31
awareness

4. Affective 45" 40" 497 396 0.89 -0.21 -0.46
regulation

5. Chemistry self- 41 45" 20" 39" 533 136 -0.30 0.10

efficacy for
cognitive skills

6. Self-efficacy for A57 28" -.04 23" 49" 433 214 0.02 -1.07
chemistry
laboratory

** indicates significant relationship at p < .01
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The Results of Canonical Correlation Analysis

The CCA showed that the full canonical model was significant with a Wilks's
Lambda of .67, F(8, 726) = 20.27, p<.001. 1-Wilks’s Lambda represents the effect size of
the full model in an R2 metric (Sherry & Henson, 2005). In this study, by taking 1 - .67,
the overall effect was found as .33, which could be considered as a medium effect size
(Cohen, 1992). The analysis resulted in two canonical functions (see Table 2). While
determining the number of functions to interpret, three criteria were used: i) statistical
significance of the canonical functions, ii) practical significance based on the squared
canonical correlation (R2), and iii) practical significance based on the redundancy
index of the dependent variable set (Hair, Anderson, Tatham, & Black, 1998;
Tabachnick & Fidell, 2007). In terms of statistical significance criterion, the results of
dimension reduction analysis (see Table 2) showed that the two canonical functions
were significant with a Wilks’s Lambda of .67, F(8, 726) = 20.27, p<.001 for the first
function, and a Wilks’s Lambda of .95, F(3, 364) = 6.12, p<.001 for the second function.

Table 2

Dimension Reduction Analysis Results

Canonical Wilk’s A F Value Hypothesis DF Error DF Significance

Functions of F
1to2 67 20.27 8.00 726.00 .000
2to2 95 6.12 3.00 364.00 .000

However, according to the second criterion (see Table 3), the first canonical
correlation for the first function was .55 (see also Figure 1) with 30% overlapping
variance (R2 = .30), and the second canonical correlation for the second function was
.22 with 5% overlapping variance (R¢2 = .05). That is, only the first canonical function
was noteworthy to report based on the R2 values.

Table 3

Canonical Correlations and Squared Canonical Correlations for Each Function

Canonical Function Canonical Correlation Squared Canonical Correlation (Rc?)
(Ro)
1 .55 .30
2 22 .05

Furthermore, regarding the redundancy index of the dependent variable, which is
the amount of variance in the dependent variable set explained by the independent
variable set, criterion, it was found that the redundancy index of the dependent
variable set for the first canonical function was .20, while it was .02 for the second
canonical function. In other words, 20% of the variance in the dependent variable set
was accounted for by the independent variable set for the first canonical function.
However, only 2% of the variance in the dependent variable set was explained by the
independent variable set for the second canonical function. Therefore, only the first
canonical function merited consideration.
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Consequently, the first canonical function was interpreted in the current study.
Figure 1 depicts the canonical structure coefficients and the canonical correlation
between the dependent variable set (CSCS and SCL variables) and independent
variable set (metaconceptual awareness, metaconceptual regulation, affective
awareness, and affective regulation variables) for the first canonical function.

Cscs [~

Dependent

4 Independent
Variable Set

Variable Set

5CL

Figure 1. Canonical structure coefficients and the canonical correlation for the first
canonical function

CSCS = chemistry self-efficacy for cognitive skills; SCL = self-efficacy for chemistry
laboratory; MA = metaconceptual awareness; MR = metaconceptual regulation; AW =
affective awareness; AR = affective regulation

In interpreting the canonical functions, canonical coefficients (canonical weights)
and structure coefficients (structure correlations) are used. Canonical coefficients
represent the magnitude of the contribution of the dependent or independent variables
to the related canonical variate (dependent or independent variable set). However,
since canonical coefficients are subject to multicollinearity, structure coefficients,
which refer to bivariate correlation between an observed variable in the dependent or
independent variable set and the related canonical variate, are considered more valid
(Hair et al., 1998; Sherry & Henson, 2005; Tabachnick & Fidell, 2007). Table 4 presents
the standardized canonical coefficients, structure coefficients, and squared structure
coefficients for the first canonical function. Conventionally, structure coefficients
above .45 are considered as significantly contributing variables to the related variate
(Sherry & Henson, 2005). Thus, to emphasize, structure coefficients above .45 were
underlined in Table 4. Looking at the standardized coefficients, it was seen that among
the independent variables, metaconceptual regulation had the highest standardized
coefficient, while affective awareness had the lowest standardized coefficient. For the
dependent variables, the CSCS was the primary contributor to the dependent variate.
This conclusion was also supported by the structure coefficients (see also Figure 1).
With the exception of affective awareness, all variables contributed to the related
variate significantly. Among the independent variables, metaconceptual regulation
had the highest structure coefficient (rs = .84), and thus, it had the highest squared
structure coefficient (r:2 = 71%). Regarding the dependent variables, the CSCS had
higher structure coefficient (rs = .99) and squared structure coefficient (r:2 = 98%) than
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the SCL had (rs = .59 and r2 = 35%). Besides, all of these significant contributors’ signs
of structure coefficients were positive indicating that they were all positively related.
That is, students who have high scores on the metavariables, with the exception of
affective awareness, are likely to believe in their ability to use cognitive skills in
chemistry and to accomplish chemistry laboratory tasks.

Table 4
Canonical Analysis Results for the Relationship between Self-Efficacy and Meta-Level Variates

1st Canonical Function

Variables Standardized Structure Coefficients Squared Structure
Coefficients (rs) Coefficient (r) (%)
Independent
MA 45 74 55
MR 55 .84 71
AW -24 34 12
AR 41 71 50
R2 30
Dependent
CsCs 93 99 98
SCL 13 59 35

Note: Structure coefficients (rs) greater than |.45| are underlined. CSCS = chemistry
self-efficacy for cognitive skills; SCL = self-efficacy for chemistry laboratory; MA =
metaconceptual awareness; MR = metaconceptual regulation; AW = affective
awareness; AR = affective regulation

Discussion, Conclusion and Recommendations

This study sought to address the relationship between metavariables and self-
efficacy variables in the context of chemistry. The results of this study provided an
evidence for the positive relationship between metavariables, except for affective
awareness, and self-efficacy variables. High scores on metaconceptual awareness,
metaconceptual regulation, and affective regulation reflected students’ self-efficacy for
cognitive skills and chemistry laboratory. Simply put, students who are aware,
monitor and evaluate their conceptions, and who reflect, control, and adapt their
emotions are likely to believe their ability to use cognitive skills in chemistry, and to
utilize necessary skills in implementing chemistry laboratory. A considerable amount
of research has emphasized the importance of self-efficacy for students” achievement
in chemistry (Dalgety & Coll, 2006; Ramnarain & Ramalia, 2018; Uzuntiryaki-
Kondakci & Senay, 2015; Villafafie et al., 2016). In this respect, it is important to
increase students” self-efficacy in chemistry. The findings of this study highlighted the
metavariables as significant factors in facilitating self-efficacy in the context of
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chemistry. There are a few studies showing the relationship between metacognition
and self-efficacy (Crippen & Earl, 2007; Nietfeld, Cao, & Osborne, 2006). For example,
Nietfeld et al. (2006) studied with undergraduate educational psychology students
and illustrated that the use of metacognitive activities in educational psychology
course influenced students’ self-efficacy. However, to our knowledge, no prior studies
have considered metaconceptual variables in examining the relation with self-efficacy.
This study showed that metaconceptual variables were influential on self-efficacy. One
of the sources of self-efficacy is the psychological state. According to Bandura (1997),
students judge their ability based on their emotions. A number of studies have also
suggested that there is an association between self-efficacy and emotions (Caprara et
al., 2008; Pekrun & Perry, 2014). The current study provided support for this relation
and went beyond the literature by examining this relationship considering
metavariables and chemistry as a context. Among the metavariables, metaconceptual
regulation and affective regulation were primary contributors to the independent
variate; however, affective awareness did not make any contribution. That is, when
students monitor and evaluate their conceptions and control their emotions, they have
increased self-efficacy in chemistry. As aforementioned, meta-level variables are
multifaceted and several mechanisms enact these processes (Efklides, 2016). Therefore,
more research is required to understand the roles of awareness and regulation
dimensions in self-efficacy. In terms of dependent variate, the CSCS variable
contributed to the variate with a very high structure coefficient compared to the SCL.
One plausible explanation for this result could be insufficient teaching of chemistry
laboratory. As has been previously reported in the literature, in Turkey, teachers who
teach science courses generally prefer traditional teaching and use laboratory in
teaching rarely due to lots of reasons such as inadequate instruction materials and
facilities, university exam, crowded classrooms, and incompetence in the use of
laboratory (Balbag, Leblebicier, Karaer, Sarikahya, & Erkan, 2016; Yazici & Ozmen,
2015).

This study has its limitations. First, the CCA was employed in this study and this
does not provide evidence for causation. Second, self-report measures were used to
represent metavariables and self-efficacy variables. Therefore, care should be taken in
using these results since off-line methods could not be sufficient to manifest all aspects
of the constructs that were investigated. Third, the findings of this study are limited
by sample size and the context studied.

Despite its limitations, the current study has several implications and
recommendations for future research. Chemistry teachers could integrate
metavariables and self-efficacy beliefs into their teaching. Metacognitive approaches
such as self-explanation prompts could be utilized to increase self-efficacy in chemistry
(Crippen & Earl, 2007). Instructional innovations such as intelligent tutoring systems
(Azevedo et al., 2017) could be used to integrate cognition and affect into teaching and
learning. Chemistry teachers could also help their students to control their emotions,
which in turn may lead to increase their students’ self-efficacy. Teacher education
programs could be aware of the effect of metaconceptual and meta-affective constructs
on self-efficacy, and give importance to them in educating teachers. In this study, self-



48 Zubeyde Demet KIRBULUT
Eurasian Journal of Educational Research 81 (2019) 37-56

report measures were used to detect the relationship between metavariables and self-
efficacy. Researchers could employ on-line methods in addition to off-line methods to
give a more comprehensive perspective on these relations. Since self-efficacy is a
domain-specific construct, investigations of these relations could be carried out within
other subject areas such as biology and physics. Besides, scholars could employ
research designs to investigate the relationship among metavariables, self-efficacy,
and academic achievement in related disciplines.

Acknowledgements

I would like to thank Prof. Dr. Esen Uzuntiryaki-Kondakci for her support of this
research and constructive comments on the earlier versions of this manuscript.

References

Azevedo, R, Mudrick, N., Taub, M., & Wortha, F. (2017). Coupling between
metacognition and emotions during STEM learning with advanced learning
technologies: A critical analysis, implications for future research, and design
of learning systems. Teachers College Record, 119(13). Retrieved from
http:/ /www.tcrecord.org/Content.asp?ContentIld=21922.

Balbag, M. Z., Leblebicier, K., Karaer, G., Sarikahya, E., & Erkan, O. (2016).Ttirkiye'de
fen egitimi ve 6gretimi sorunlar1 [Science education and teaching problems
in Turkey]. Egitim ve Ogretim Arastirmalart Dergisi, 5(3), 12-23.

Bandura, A. (1989). Human agency in social cognitive theory. American
Psychologist, 44(9), 1175-1184. doi: 10.1037/0003-066X.44.9.1175

Bandura, A. (1997). Self-efficacy: The exercise of control. New York: W. H. Freeman.

Bandura, A., Caprara, G. V., Barbaranelli, C., Gerbino, M., & Pastorelli, C. (2003). Role
of affective self-regulatory efficacy in diverse spheres of psychosocial
functioning. Child Development, 74(3), 769-82. doi: 10.1111/1467-8624.00567

Bartimote-Aufflick, K., Bridgeman, A., Walker, R., Sharma, M., & Smith, L. (2016). The
study, evaluation, and improvement of university student self-efficacy.
Studies in Higher Education, 41(11), 1918-1942. doi:
10.1080/03075079.2014.999319

Brown, A. (1987). Metacognition, executive control, self-regulation, and other more
mysterious mechanisms. In F. E. Weinert & R. H. Kluwe (Eds.), Metacognition,
motivation, and understanding (pp. 65-116). Hillsdale, New Jersey: Lawrence
Erlbaum Associates.

Browne, M. W., & Cudeck, R. (1993). Alternative ways of assessing model fit. In K. A.
Bollen & J. S. Long (Eds.), Testing structural equation models (pp. 136-162).
Newbury Park, CA: Sage.

Capa Aydin, Y., & Uzuntiryaki, E. (2009). Development and psychometric evaluation
of the high school chemistry self-efficacy scale. Educational and Psychological
Measurement, 69(5), 868-880. doi: 10.1177/0013164409332213



Zubeyde Demet KIRBULUT 49
Eurasian Journal of Educational Research 81 (2019) 37-56

Caprara, G. V., Di Giunta, L., Eisenberg, N., Gerbino, M., Pastorelli, C., & Tramontano,
C. (2008). Assessing regulatory emotional self efficacy in three countries.
Psychological Assessment, 20(3), 227-237. d0i:10.1037/1040-3590.20.3.227

Ciompi, L. (1991). Affects as central organising and integrating factors. A new
psychological/biological model of the psyche. The British Journal of Psychiatry,
159(1), 97-105. doi: 10.1192/bjp.159.1.97

Cohen, J. (1992). A power primer. Psychological Bulletin, 112,155-159. doi:10.1037/0033-
2909.112.1.155

Crippen, K. J., & Earl, B. L. (2007). The impact of web-based worked examples and self-
explanation on performance, problem solving, and self-efficacy. Computers &
Education, 49(3), 809-821. doi: 10.1016/j.compedu.2005.11.018

Dalgety, J., & Coll, R. K. (2006). Exploring first-year science students” chemistry self-
efficacy. International Journal of Science and Mathematics Education, 4(1), 97-116.
doi: 10.1007 /s10763-005-1080-3.

DeBellis, V. A., & Goldin, G. A. (2006). Affect and meta-affect in mathematical problem
solving: A representational perspective. Educational Studies in Mathematic,
63(2), 131-147. doi: 10.1007/s10649-006-9026-4

Efklides, A. (2008). Metacognition: Defining its facets and levels of functioning in
relation to self-regulation and co-regulation. European Psychologist, 13(4), 277-
287. doi: 10.1027/1016-9040.13.4.277

Efklides, A. (2016). Metamemory and affect. In J. Dunlosky & U. Tauber (Eds.), The
Oxford handbook of metamemory (pp. 245-267). New York, NY: Oxford
University Press.

Enders, C. K. (2010). Applied missing data analysis. New York: Guilford.

Ferrell, B, Phillips, M. M., & Barbera, J. (2016). Connecting achievement motivation to
performance in general chemistry. Chemistry Education Research and Practice,
17,1054-1066. doi: 10.1039/ c6rp00148c

Field, A. (2005). Discovering statistics using SPSS (2nd ed.). Thousand Oaks, California:
Sage.

Finney, S. J., & DiStefano, C. (2006). Non-normal and categorical data in structural
equation modeling. In G. R. Hancock & R. O. Mueller (Eds.), Structural
equation modeling: A second course (pp. 269-314). Greenwich, CT: Information
Age.

Flavell, ]. H. (1976). Metacognitive aspects of problem solving. In L. B. Resnick (Eds.),
The nature of intelligence (pp. 231-235). Hillsdale, NJ: Erlbaum.

Flavell, J. H. (1979). Metacognition and cognitive monitoring: A new area of cognitive-
developmental inquiry.  American  Psychologist, ~ 34(10),  906-911.
doi:10.1037/0003-066X.34.10.906



50 Zubeyde Demet KIRBULUT
Eurasian Journal of Educational Research 81 (2019) 37-56

Fortus, D., & Vedder-Weiss, D. (2014). Measuring students’ continuing motivation for
science learning. Journal of Research in Science Teaching, 51(4), 497-522. doi:
10.1002/tea.21136

Fraenkel, J.,, Wallen, N., & Hyun, H. (2012). How to design and evaluate research in
education (8th ed.). Columbus: McGraw-Hill Higher Education.

Gascoine, L., Higgins, S, & Wall, K. (2017). The assessment of metacognition in
children aged 4-16 years: A systematic review. Review of Education, 5(1), 3-57.
doi: 10.1002/rev3.3077

Goldin, G. A. (2002). Affect, meta-affect, and mathematical belief structures. In G. C.
Leder, E. Pehkonen, & G. Torner (Eds.), Beliefs: A hidden variable in mathematics
education? (pp. 59-72). Dordrecht, the Netherlands: Kluwer Academic
Publishers.

Gottman, J. M., Katz, L. F., & Hooven, C. (1996). Parental meta-emotion philosophy
and the emotional life of families: Theoretical models and preliminary data.
Journal of Family Psychology, 10(3), 243-268. doi: 10.1037/0893-3200.10.3.243

Gourgey, A. F. (2001). Metacognition in basic skills instruction. In H. J. Hartman (Eds.),
Metacognition in learning and instruction (pp. 17-32). Netherlands: Kluwer
Academic Publishers.

Hair, J. F.,, Jr., Anderson, R. E., Tatham, R. L., & Black, W. C. (1998). Multivariate data
analysis (5th ed.). Upper Saddle River, NJ: Prentice Hall.

Hannula, M. (2011). The structure and dynamics of affect in mathematical thinking and
learning. In M. Pytlak, T. Rowland, & E. Swoboda (Eds.), Proceedings of the
Seventh Congress of the European Society for Research in Mathematics Education
(pp- 34). Rzeszéw, Poland: University of Rzeszéw.

Honicke, T., & Broadbent, J. (2016). The influence of academic self-efficacy on academic
performance: A systematic review. Educational Research Review, 17, 63-84. doi:
10.1016/j.edurev.2015.11.002

Hwang, M. H., Choi, H. C,, Lee, A., Culver, J. D, & Hutchison, B. (2016). The
relationship between self-efficacy and academic achievement: A 5-year panel
analysis. Asia-Pacific Educational Research, 25(1), 89-98. doi: 10.1007/s40299-
015-0236-3

Kirbulut, Z. D., Uzuntiryaki-Kondakci, E., & Beeth, M. E. (2016). Development of a
metaconceptual awareness and regulation scale. International Journal of
Science Education, 38(13), 2152-2173. doi:10.1080/09500693.2016.1230791.

Kline, R. B. (1998). Principles and practice of structural equation modeling. New York:
Guilford.

Linnenbrink, E. A., & Pintrich, P. R. (2003). The role of self-efficacy beliefs in student
engagement and learning in the classroom. Reading &Writing Quarterly, 19(2),
119-137. doi: 10.1080/10573560308223

Nelson, T. O. (1996). Consciousness and metacognition. American Psychologist, 51(2),
102-116. doi: 10.1037/0003-066X.51.2.102



Zubeyde Demet KIRBULUT 51
Eurasian Journal of Educational Research 81 (2019) 37-56

Nietfeld, J. L., Cao, L., & Osborne, J. W. (2006). The effect of distributed monitoring
exercises and feedback on performance, monitoring accuracy, and self-
efficacy. Metacognition and Learning, 1, 159-179. doi: 10.1007 /s10409-006-9595-
6

Pajares, F. (1996). Self-efficacy beliefs in academic settings. Review of Educational
Research, 66(4), 543-578. doi: 10.3102/00346543066004543

Pajares, F., & Urdan, T. (2006). Foreword. In F. Pajares, & T. Urdan (Eds.), Self-efficacy
beliefs of adolescents (pp. ix-xii). Greenwich, CT: Information Age Publishing.

Pekrun, R. (2006). The control-value theory of achievement emotions: Assumptions,
corollaries, and implications for educational research and practice.
Educational Psychology Review, 18(4), 315-341. doi: 10.1007/510648-006-9029-9

Pekrun, R, & Perry, R. P. (2014). Control-value theory of achievement emotions. In R.
Pekrun & L. Linnenbrink-Garcia (Eds.), International handbook of emotions in
education (pp. 120-141). New York: Routledge.

Ramnarain, U., & Ramalia, S. (2018). The relationship between chemistry self-efficacy
of South African first year university students and their academic
performance. Chemistry Education Research and Practice, 19(1), 60-67. doi:
10.1039/c7rp00110j

Schraw, G. (2001). Promoting general metacognitive awareness. In H. J. Hartman (Ed.),
Metacognition in learning and instruction (pp. 3-16). Netherlands: Kluwer
Academic Publishers.

Sherry, A., & Henson, R. (2005). Conducting and interpreting canonical correlation
analysis in personality research: A userfriendly primer. Journal of Personality
Assessment, 84(1), 37-48. doi: 10.1207 /s15327752jpa8401_09

Stevens, ]. P. (2009). Applied multivariate statistics for the social sciences (5th ed.). New
York, NY: Routledge.

Tabachnick, B. G., & Fidell, L. S. (2007). Using multivariate statistics (5th ed.). Boston,
NY: Allyn and Bacon.

Thomas, G. P. (2012). Metacognition in science education: Past, present and future
considerations. In B. J. Fraser, K. Tobin, & C. J. McRobbie (Eds.), Second
international handbook of science education (pp. 131-144). Dordrecht: Springer.

Thorley, N. R. (1990). The role of the conceptual change model in the interpretation of
classroom interactions. (Unpublished doctoral dissertation). University of
Wisconsin-Madison, Wisconsin, USA.

Uzuntiryaki-Kondakci, E., & Capa-Aydin, Y. (2011). Predicting critical thinking skills
of university students through metacognitive self-regulation skills and
chemistry self-efficacy. Educational Sciences: Theory and Practice,13(1), 666-670.

Uzuntiryaki-Kondakci, E., & Kirbulut, Z. D. (2016). The development of meta-affective
trait scale. Psychology in the Schools, 53(4), 359-374. doi:10.1002/ pits.21910.



52 Zubeyde Demet KIRBULUT
Eurasian Journal of Educational Research 81 (2019) 37-56

Uzuntiryaki-Kondakci E., & Senay A. (2015). Predicting chemistry achievement
through task value, goal orientations, and self-efficacy: A structural model.
Croatian Journal of Education, 17(3), 725-753. doi: 10.15516/ cje.v17i3.1555

Van der Stel, M., & Veenman, M. V. ]J. (2010) Development of metacognitive
skillfulness: A longitudinal study, Learning and Individual Differences, 20(3),
220-224. doi:10.1016/].1indif.2009.11.005

Villafafie, S. M., Xu, X., & Raker, J. R. (2016). Self-efficacy and academic performance
in first-semester organic chemistry: Testing a model of reciprocal causation.
Chemistry ~ Education — Research and  Practice, 17(4), 973-984. doi:
10.1039/c6rp00119j

Vosniadou, S. (2003). Exploring the relationships between conceptual change and
intentional learning. In G. M. Sinatra & P. R. Pintrich (Eds.), Intentional
conceptual change (pp. 377-406). Mahwah, NJ: Erlbaum.

Wolters, C. A., & Pintrich, P. R. (1998). Contextual differences in student motivation
and self-regulated learning in mathematics, English, and social studies
classrooms. Instructional Science, 26(1-2), 27-47. doi: 10.1023/ A:1003035929216

Yazici, E. K., & Ozmen, H. (2015). Fen ve teknoloji 6gretim programinda yer alan deney
ve etkinliklerin uygulanabilirligine iliskin 6gretmen goriisleri [The view of
teachers about applicability of activities and experiments found in science
and technology curriculum]. Amasya Universitesi Egitim Fakultesi Dergisi, 4(1),
92-117.

Yuruk, N., Beeth, M. E,, & Andersen, C. (2009). Analyzing the effect of metaconceptual
teaching practices on students” understanding of force and motion concepts.
Research in Science Education, 39(4), 449-475. doi:10.1007 / s11165-008-9089-6



Zubeyde Demet KIRBULUT 53
Eurasian Journal of Educational Research 81 (2019) 37-56

Kimyada Ustkavram ve Ustduyusun Ozyeterlik ile iliskisinin incelenmesi
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Ozet

Problem Durumu: Fen egitiminde akademik bagarmmn biligsel degiskenlerle olan
iliskisi tizerine bir¢ok calisma oldugu halde duyussal degiskenlerle iliskisini inceleyen
calismalar azdir. Ancak 6grenmede bilis ve duyus birlikte cok 6nemli bir rol oynar.
Ozyeterlik, bilis ve duyusla iliskili snemli bir degiskendir. Ozyeterlik, kisilerin belli
bir performansa ulasabilmelerini saglayacak eylemleri orgiitleme ve sergileme
becerileriyle ilgili yargilari olarak tammmlanmaktadir. Ozyeterlik alana ozgiidiir.
Ornegin, kimya dersinde yiiksek ozyeterlige sahip bir ogrenci, matematik dersinde
diisiik 6zyeterlige sahip olabilir. Ozyeterlik, kisinin duygu, diisiince ve davramslar
ile ilgili 6zyansitma ve degerlendirmelerde bulunmasmu gerektirir. Bu durum,
ozyeterlikle {istbilis arasindaki iliskiyi yansitir. Ustbilis karigik bir kavram olup
alanyazinda bir¢ok tamimi bulunmaktadir. Bu tanimlarin ortak noktalari, iistbilisin,
kisinin bilissel sisteminin farkinda olmasi, izlemesi ve kontrol etmesi oldugu
tizerinedir. Ayni sekilde, istbilisin boyutlar1 tizerinde de tartismalar olmakla birlikte
tistbilissel farkindalik ve tistbilissel diizenleme ortak boyutlardandir ve bu ¢alismada
da bu boyutlara odaklanilmistir. Ustbilisin tanimi ve boyutlar1 hakkinda farkh
goriisler olmasina ragmen, tstbilisin 6grenme tizerindeki olumlu etkisi, tizerinde
hemfikir olunan bir durumdur. Ustbilis bircok siirec ve beceriyi iceren kapsayici bir
kavram oldugundan kisinin kendi kavramsal sistemini bilmesi ve kontrol edebilmesi
baglaminda “iistkavram” terimi kullanilmaktadir. Bu calismada da 6grencilerin kimya
baglamindaki kavramlarmin farkinda olmalari, izlemeleri ve degerlendirmeleri
anlaminda  “iistkavram”  {izerine odaklanilmistir. Ozyeterlik duygularin
yonetilmesinde de ¢nemlidir. Genellikle endise gibi olumsuz duygular 6zyeterligi
azaltirken, cosku gibi olumlu duygular 6zyeterligi arttirir. Buradan hareketle bu
calismada tistduyus kavrami tizerinde durulmustur. Ustduyus, duyus hakkinda
duyus, bilis hakkinda duyus ve duyusun izlenmesi anlamina gelmektedir. Ustduyusta
one ¢ikan ve bu calismada da kullarilan iki boyut; duyusun farkindaligt ve duyusun
diizenlenmesidir. Ozyeterligi yiiksek olan kisiler giigliiklere kargi azimlidirler ve bir
odev tizerinde daha fazla gaba sarf ederler. Ozyeterligin akademik basariy1 etkileyen
onde gelen degiskenlerden oldugu ortaya konulmustur. Bu anlamda ozyeterligi
etkileyen faktorleri belirlemek dnemlidir. Ozyeterligin tistbilis ve duyguyla iliskisine
yonelik calismalar vardir ancak tistkavram ve tistduyus ozelinde calismalarla
karsilasilmamuistir. Dolayisiyla, ozyeterlik ile tistbilis ve tistduyus arasindaki iliskiyi
ortaya koyacak calismalarin bu alanda yol gosterici olacag: diisiintilmektedir.
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Aragtirmamn Amaci: Bu calismada 6zyeterlik ile iistbilis ve tistduyus arasindaki iligki
kimya baglaminda incelenmistir. Bu anlamda asagidaki arastirma sorusu bu
calismaya rehberlik etmistir:

Lise ogrencilerinin kimya dersindeki tistkavramsal farkindalik, tistkavramsal
diizenleme, duyussal farkindalik ve duyussal diizenleme diizeyleri kimya ¢zyeterlik
inanglarini ne derecede yordamaktadir?

Aragtirmamn  Yontemi: Bu calismada kesfedici iliskisel arastirma deseni
kullanmilmustir. Calismaya 12. sinifta 6grenim goren 369 Anadolu Lisesi 6grencisi (187
kiz, 155 erkek ve 27 yanit vermeyen 6grenci) katilmustir. Veriler, Lise Kimya Ozyeterlik
Olgegi (LKOO), Ustkavramsal Farkindalik ve Diizenleme Olgegi (UFDO) ve
Ustduyussal Ozellik Olgegi (UOO) kullamilarak toplanmugtir. LKOO, 6grencilerin
kimya 6zyeterlik inanglarmni, UFDO, 6grencilerin kimya ile ilgili kavramlarinin ne
kadar farkinda olduklarmni, izlediklerini ve degerlendirdiklerini ve Uod de
ogrencilerin kimyadaki duygulariyla ilgili tistduyussal yonelimlerini 6l¢mek igin
kullamilmustir. Bu calismada ozyeterlik ile {iistbilis ve tistduyus arasindaki iligki
kanonik korelasyon analizi (bagmmsiz degisken seti; tistkavramsal farkindalik,
tistkavramsal diizenleme, duyussal farkindalik ve duyussal diizenleme ve bagimli
degisken seti; bilissel beceriler kimya 6zyeterligi ve kimya laboratuvari 6zyeterligi) ile
incelenmistir. Kanonik korelasyon analizi, en az iki degisken iceren bagmml ve
bagimsiz iki degisken seti arasindaki iliskiyi inceleyen ¢ok degiskenli bir analizdir.

Aragtirmammn Bulgulari: Kanonik korelasyon analizi sonucunda 6zyeterlik ile iistbilig
ve tistduyus arasindaki iliskiye dair iki kanonik fonksiyon elde edilmistir. Anlamh
kanonik fonksiyonlarin belirlenmesinde ti¢ kriter kullanilmistir. Bunun igin kanonik
fonksiyonlarin istatistiki anlamlili1, kanonik korelasyon katsayilarmin karesine (Rc?)
dayal1 pratik anlamlilig1 ve bagimh degisken seti gereksizlik (redundancy) indeksine
dayali pratik anlamhiligi degerlendirilmistir. Istatistiki anlamlilik icin kanonik
fonksiyonlarm Wilks’s Lambda degerleri kullamilmis ve bu degerler her iki
fonksiyonun da istatistiksel olarak anlaml oldugunu gostermistir (birinci fonksiyon
i¢cin Wilks's Lambda .67, F(8, 726) = 20.27, p<.001; ikinci fonksiyon i¢in Wilks’s Lambda
.95, F(3, 364) = 6.12, p<.001). Kanonik korelasyon katsayilarinin karesine bakildiginda
ilk fonksiyon igin .30 ve ikinci fonksiyon i¢in .05 oldugu bulunmustur. Buna gore ilk
fonksiyon bagimli ve bagimmsiz degisken seti arasindaki varyansin daha ¢ogunu
aciklamistir. Gereksizlik indeksi kriterine gore, birinci fonksiyon icin hesaplanan
bagimli degisken seti gereksizlik indeksi .20 iken, ikinci fonksiyona ait deger .02'dir.
Yani ikinci fonksiyonla kiyaslandiginda, birinci fonksiyonda bagmmli degisken
setindeki varyansin daha fazlasi bagimsiz degiskenler tarafindan agiklanmistir. Bu
kriterlere gore birinci fonksiyonun agiklanmasi daha anlamlidir. Birinci fonksiyon igin
kanonik yap: katsayilart incelendiginde bagimsiz degiskenler icinde tistkavramsal
diizenleme (rs = .84) en biiyiik katsayiya sahipken, duyussal farkindalik (rs = .34) en
diisiik degere sahiptir. Ustkavramsal farkindalik ve duyussal diizenleme kanonik yap1
katsayilari ise sirasiyla .74 ve .71 olarak bulunmustur. Bagimh degiskenler agisindan
ise bilissel beceri kimya 6zyeterligi kanonik yap1 katsayist (rs = .99), kimya laboratuvari
ozyeterligi (rs = .59) icin bulunan degerden daha biiytiktiir. Bir degiskenin kanonik
fonksiyona anlaml katki yapabilmesi igin kanonik yap1 katsayisiin .45ten biiyiik
olmas1 beklenir. Buna goére duyussal farkindalik hari¢ tiim degiskenler pozitif iligkili
olarak birinci kanonik fonksiyona anlamli katkida bulunmustur.



Zubeyde Demet KIRBULUT 55
Eurasian Journal of Educational Research 81 (2019) 37-56

Aragtirmamn  Sonuglart ve Onerileri: Bu calisma duyussal farkindalik harig
tistkavramsal farkindalik, tistkavramsal diizenleme ve duyussal diizenleme ile
ozyeterlik degiskenleri arasinda pozitif bir iliski oldugunu gostermistir. Yani
ogrencilerin kimya dersindeki tiistkavramsal farkindaliklari, tistkavramsal
diizenlemeleri ve duyussal diizenlemeleri arttikca kimyadaki bilissel beceri ve
laboratuvar 6zyeterliklerinin de arttig1 sdylenebilir. Alanyazmnda yapilan ¢alismalarin
ozyeterligin 6grencilerin akademik basarilar: {izerinde en etkili degiskenlerden biri
oldugunu gosterdigi dustntldiugiinde, ozyeterligi etkileyen faktorlerin agiga
¢ikarlmasmin 6nemi daha iyi anlasilmaktadir. Bu calisma da kimya 6zyeterligini
etkileyebilecek iist-diizey (meta-level) degiskenleri isaret etmektedir. Alanyazinda,
tistkavramsal ve tistduyussal degiskenlerin 6zyeterlik tizerindeki etkisi anlaminda bir
calismayla karsilasilmadigindan bu ¢alisma bu anlamda alanyazina yeni bir katki
saglamaktadir. Calismadaki iist-diizey degiskenler arasindan bagimsiz degisken
setine en onemli katkry1 tistkavramsal ve duyussal diizenleme yapmustir. Ancak
duyussal farkindalik anlamh bir katki saglamamigtir. Ustkavram ve tistduyus cok
boyutlu ve karmasik kavramlardir. Dolayistyla farkindalik ve diizenleme boyutlarinin
ozyeterlik tizerindeki etkilerinin nasil gerceklestiginin belirlenmesine yonelik nitel ve
nicel calismalara ihtiyag vardir. Bagimh degisken setine bakildiginda ise bilissel beceri
kimya 6zyeterligi, laboratuvar 6zyeterligine gore daha biiytik katk: saglamistir. Bunun
muhtemel sebebi 6gretmenlerin smav sistemi ve malzeme yetersizligi gibi nedenler
dolayisiyla daha az laboratuvar kullanmalarindan olabilir. Bu calismanimn sonuglarma
gore kimya 6gretmenleri derslerinde 6zyeterlik igin tist-diizey degiskenleri dikkate
alabilirler. Bunun igin zeki 6gretim sistemleri gibi 6gretimde yeni yaklasimlari
dersleriyle biitiinlestirebilirler. Ayrica 6gretmen egitimi programlar1 da tst-diizey
degiskenlerin 6zyeterlik tizerindeki etkisini dikkate alabilirler.

Anahtar Kelimeler: tistbilis, tistduyus, 6zyeterlik, kanonik korelasyon analizi.
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Introduction

Despite there is wide recognition of the relevance of induction programs, only half
of the European Union (EU) countries offer comprehensive, system-wide induction
support to teachers after entering the profession (European Commission, 2012, p.11).
The concept of induction is used here as a process of socialization (Angelle, 2002),
through which beginning teachers have to simultaneously teach and learn to teach
(Jensen, Sandoval-Hernandéz, & Gonzalez, 2012), practicing and developing teaching
skills under the umbrella of experienced teachers and principals (Cherian & Daniel,
2008).

Regarding the scientific production on induction of newly qualified teachers
(henceforth, NQTs), the literature review carried out by Kutsyuruba, Godden, Covell,
Matheson and Walker (2016) (Table 1) states that the highest production of scientific
articles was produced in the United States of America (64 of the 113 papers). This
mapping of empirical research makes evident a gap between the number of articles
made in North America (USA /Canada) and in the United Kingdom vis-a-vis the other
parts of the world.

Table 1

Research on Induction

Countries Nr papers
USA 64
United Kingdom 15
Canada 12
Europe 8
Australia and New Zealand 6

The Middle East 6
Combined nations (more than one nation 2

examined in one study)
Far East 1

Total 113

Source: Kutsyuruba et al. (2016)

Overall, the need to provide teachers with supportive systems seems to be
consensual (Fantilli & McDougall, 2009; Marcelo, 2009), and induction is seen as
especially relevant to “support new teachers in their transition to full teaching
responsibilities before they obtain all the rights and responsibilities of full-time
professional teachers” (Schleicher, 2012, p.73). Moreover, it appears to be relevant to
prevent NQTs from leaving the profession, in the first three to four years after their
initial training (Jones, 2003), due to stress, burnout, depression and other psychological
symptoms, as has been highlighted by studies carried out in the UK (Smithers &
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Robinson, 2003), Australia (Stoel & Thant, 2002), the USA (Ingersoll & Smith, 2003;
Smith & Ingersoll, 2004), and other countries (OECD, 2005) (cf. Avalos, 2016;
Kutsyurubea et al., 2016). Definitely, research reveals the importance of having support
from the school management and colleagues in view of a positive job satisfaction
(Avalos, 2016; Day, Sammons, Stobart, Kington, & Gu, 2007; Kessels, 2010).

School Leaders” Role on Induction

School leaders’ qualities and skills are significant factors regarding the students’
success (Cochran-Smith, 2006; Darling-Hammond, 2006; Rivkin, Hanushek, & Kain,
2005). They are responsible for exerting influence over teachers, helping “schools to
develop visions that embody the best thinking about teaching and learning”
(Leithwood & Rhiel, 2003, p. 5). Research shows that principals are the second most
influential factor to students learning, only overtaken by classroom instruction
(Leithwood, Louis, Anderson, & Wahlstrom, 2004). This effect happens through an
encouragement conduct towards teachers, regarding their commitment and
motivation, work conditions, and distribution of power (Leithwood, Day, Sammons,
Harris, & Hopkins, 2006), or in the way principals shape school organizational culture
(Robinson, Lloyd & Rowe, 2008; Wahlstrom, & Seashore-Louis, 2008).

Induction programs contribute to NQTs" well-being (Helsel DeWert, Babinski, &
Jones, 2003; Kessel, 2010; Molner Kelley, 2004), enabling professional socialization and
the acquaintance with the school culture (Marcelo, Burgos, Murillo, Lépez, Gallego-
Dominguez, Mayor, Herrera, & Jaspez, 2016). In a literature review about research on
NQTSs" professional learning and development, Avalos (2016) stresses the benefits of
having support systems (e.g., mentoring), as the early phase career must be
strengthened and NQTs should be supported within a context shaped by a learning
culture (Sunde & Ulvike, 2014). In the same vein, lordandides and Vryoni (2013), in
their research with Cypriot primary school leaders, reveal the importance of principals
offering NQTs a positive school climate. Notwithstanding the emerging evidence from
the studies, schools don’t take induction (Wischkaemper, 2005), and inaction
regarding NQTs prevails seriously enough.

These issues have been of concern to international bodies. In a book for
policymakers, the European Commission (EC) presents “practical information” on
how to develop induction support for all NQTs along with “examples of measures to
implement or improve such programs” (EC, 2010, p. 5). Among others, the EC agrees
that “Efforts should be made to ensure that all NQTSs receive sufficient and effective
support and guidance during the first few years of their careers.” (EC, 2010, p. 5).
Similarly, the Organization for Economic Co-operation and Development (OECD)
warns that “The stages of initial teacher education, induction and professional
development need to be interconnected to create a lifelong learning framework for
teachers.” (Schleicher, 2012, p.70).

Therefore, new teachers’” needs and support should be a key issue of principals’
work (OECD, 2005; Rippon & Martin, 2006), as they can favour or inhibit NQTs
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professional trajectory. By offering support systems, not only principals enhance speed
of personal and professional development of NQTs (Bubb, 2003), but they also
influence the sort of professionals these new teachers will become (Bubb, Earley, &
Totterdell, 2005). And this is at the heart of the school work because teachers are
considered the most powerful predictor of students’” success (Barber & Mourshed,
2007).

Three main assumptions followed from the above: first, any efforts to improve
students” achievement should focus primarily on teachers; second, leadership is
central to improve students learning, and is indirect (Leithwood et. al, 2004),
depending on organizational decisions and the ability to guide others toward common
goals; third, principals have an important role regarding NQTs, by strengthening their
self-confidence and professional development through the implementation of
induction programs and supportive systems.

Research Problem

Notwithstanding the importance of principals in NQTs" induction and in their
professional development, studies focusing on this subject are still scarce in Europe,
and there are too few studies that combine more than one nation concerning induction
and school leaders - too, according to Kutsyuruba and colleagues’ literature review
(2016). This study aims at contributing to the knowledge development about this topic
in the European context. The following research question was put forward:

- What needs do school leaders elect as important to respond to beginning
teachers’ induction in Belgium (Flanders), Finland and Portugal?

Other sub-questions emerged from this main issue: Is it possible to conceptualize
different types of needs depending on national contexts? How do they differ in this
regard?

Method
Research Design

The study was guided by three dimensions - professional and organizational
development, pedagogical leadership and work organization - which are inherent to
the activity of principals in their relationship with NQTs, and are related to school
administration and management, i.e., the coordination of the teaching work and the
professional integration of NQTs. Next, we shall briefly consider each one.

Professional and Organizational Development

Professional development is adopted here as part of a dialectical approach, in
which intrinsic and extrinsic dimensions comprise a set of factors that influence the
decision-making and action processes of teachers, by affecting all the aspects of their
personal and professional life (Almeida, 2014). In the literature, the influence of
individual and contextual factors is emphasized since the beginning of professional
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socialization (Cohen-Scali, 2003; Flores, 2004; Harland, & Staniforth, 2006).
Accordingly, one cannot think of individuals’ professional development without
bearing in mind it occurs within/is mediated by institutions. Besides, teachers’
professional development depends on the contexts in which they carry out their
teaching activity (Avalos, 2016). Concurrently, it is not possible to understand
organizational development without realizing how those who work there evolve and
contribute to institutional change (Cruz, 2006; Day, 2004; Marcelo, 2009; Zabalza,
2004). Therefore, we highlight the existence of a reciprocal influence between
professional and organizational development.

Pedagogical Leadership

Despite the different names it takes - instructional leadership (Blase & Blase, 2002),
pedagogical leadership (Arlestig, 2008), learning-centered leadership (Southword,
2005) - by pedagogical leadership we mean “the guidance and direction of
instructional improvement” (Elmore, 2000, p.13). To influence teachers’ practices
inside the classroom, principals shall carry out different activities, such as planning
and implementing change and searching for teachers’ collaboration (Hopkins, 2003).
Blase and Blase (2002) describe three primary elements of instructional leadership: (a)
conducting instructional conferences (by making suggestions and offering feedback to
teachers, asking them for advice/suggestions), (b) providing staff development (by
supporting innovation and collaboration, making available required resources, and
developing/ promoting coaching relationships, etc.) and (c) favoring teacher reflection
(by means of classroom observation and dialogue with teachers). Thus, the principals’
closer look on the teaching and learning process facilitates teachers’ professional
development (Hallinger, 2005; Timperley, 2005), and the processes of induction as
well.

Work Organization

Professional development must be systematic and comprise training, practice and
feedback (Schleicher, 2012, p.18). To promote teachers’ professional development,
school leaders are expected to intervene in the organizational culture, and to use
organization and culture for changing the didactic and pedagogical dimensions of the
school (Leithwood et al., 2006). We follow Horng and Loeb (2010) to whom “Schools
that improve student achievement are more likely to have principals who are strong
organizational managers” (p.66). Thus, the Work organization dimension regards the
way principals organize school to respond to the individual and collective needs of
NQTs.

Research Context

Bearing the distinctiveness of each country in mind, it is essential to stress the
uniqueness of the national contexts. Despite most European countries provide the
‘induction phase’ in addition to the compulsory professional training (teaching
diploma), the countries under analysis have different characteristics in the
development of induction programs and in how they qualify teachers, and provide
support to NQTs (see Table 2).
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Table 2
Newly Qualified Teachers” Support Systems in Belgium, Finland and Portugal
Features Belgium (Flanders) Finland Portugal
-Bachelor’s degree (180
ECTS) for pre-school,
primary or first-grade
secon'dary school Mistare damis Master’s degree.
Teacher teaching. Takes 5 vears Takes 4 to 5 years.
qualification  -Post-graduate teacher years.
education program (60
ECTS*) for teaching in a
secondary school.
30 ECTS pedagogy At least 18-21 ECTS
Pedagogical  studies (in post-graduate 60 ECTS pedagogical  pedagogical studies.
studies teacher education studies. Between 30-51 ECTS
programs). didactics.

L Universities. . ..
Organizing 3 . Universities.
AP Higher education .
institution of s O Polytechnics (only for

. Universities. institutions of ;
pedagogical . primary school
studies vocational teacher teaching degrees)
education. ’
. Several phases
Teaching 30 ECTS (in post- during the program Between 42-63 ECTS.
. graduate teacher
practice education programs) a total of approx. 20
progr ' weeks.
-No formal -Mandatory for NQTs
ooy oI NGTe | meorng e acerdng o
for NQTs :

The mentors

Participation
to mentoring

for organizing the
mentoring activities.

-Schools frequently ask
mentors to follow mentor
training.

-Works in the same
school as a mentee.

-Not paid.

Mentoring is provided for
almost 99% of NQTs.

responsible for
organizing the
mentoring activities.
-Usually a more
experienced teacher
from the same or
different school than
a mentee.

-Can have specific
training for
mentoring.
-Rewards or
compensations
depend on a school.

High variations
among schools if
mentoring is
organized.

-Locally organized
according to schools’
mentoring programs.

-More experienced
teacher with specific
training for
mentoring.

-Works in the same
school as a mentee.
-Not paid.

The aim is that all
NQTs are integrated
in a mentoring
program.

Still some variation
may occur in the ways
mentoring is actually
organized.

Source: Harju & Niemi (2016) (adapted)
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Research Sample

Within the frame of the European research project Outstanding New Teachers
Programme (ONTP)5, a questionnaire was administered to a total of 1654 school
leaders from all over Belgium (Flanders), Finland and Portugal. 261 school leaders
replied to it (Table 3).

Table 3
Rate of Participation
WI; ;ZJ; s;:ii N N° of respondents Response rate
Belgium 35 30 85,7%
Finland 906 106 11, 7%
Portugal 713 125 17,5%
Total 1654 261 15,7%

The final sample consisted in 261 respondents, of which 47.9% are Portuguese, 40%
are from Finland and 11.5% are from Belgium. Most of the respondents were female
(56.7%), a tendency that occurs in the global sample and in the Portuguese and Belgian
cases, whereas in Finland the male representation was slightly higher (50.9%).
Regarding the age group, the majority (67.4%) of the principals were over 50 years of
age, a tendency that was observed in all the countries involved.

As for academic qualifications, more than 60% of the principals held a master
degree. However, in the Portuguese case, the vast majority had only a bachelor degree,
as opposed to the trend observed in the other two countries. It should be noted that a
large majority of the subjects (86.2%) had some type of specific training in school
administration and management, a tendency that was maintained when each country
was analyzed per se. All the principals covered by the study had experience in the
field, of which about 75% of them had been teaching for more than 20 years. In addition
to the specific training for managerial positions, the vast majority had extensive
experience as a teacher. As regards the experience in school management, we found a
greater variability. Although almost 50% had more than 10 years of experience, more
than a quarter of the respondents (28.4%) had from one to five years of experience
only. In the Portuguese case, principals with less experience represented almost 30%
of the respondents (29.6%), and in Belgium, they represented 40% of the respondents.
Only in the Finnish case have we found a majority of subjects with more than 10 years
of experience in management positions (54.7%).

Research Instrument and Procedures

5 An Erasmus * KA2 - Cooperation and Innovation for Good Practices (2014-1-BE02-KA201-
000474).
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The instrument was an opinion questionnaire (Ghiglione & Matalon, 1997), based
on a similar instrument already validated in a previous study (Harju & Niemi, 2016)¢
and in the literature review. Peer discussion was used for validation of the
instrument’s content and suitability to the contexts. It also included a set of open-
ended questions that are not analyzed here. Carried out in electronic format, the
questionnaire was sent to school principals by each country team. One of the study
limitations was the difficulty in determining the exact number of subjects that made
up the study population. A second difficulty was the access to their e-mail addresses.

In Portugal and Finland, school principals of public schools in the whole national
territory were considered as population, and questionnaires were randomly sent to
schools in a number that would guarantee representativeness. In both countries, the
questionnaire was applied in a second phase, at random, to increase the response rate.
Regarding Belgium, the questionnaire was administered only to schools in the area of
influence of the Provinciaal Onderwijs Vlaanderen (POV)7, which corresponds to the
Flanders region.

Questionnaire Dimensions

The questionnaire was based on the dimensions described above: pedagogical
leadership (14 items related to the ability to coordinate the educational work and to
promote the adoption / deepening of certain practices among NQTs); professional and
organizational development (19 items related to the principal's ability to promote
practices favorable to professional development according to NQTs development
needs); and work organization (9 items aiming to detect needs felt by principals,
especially regarding the decisions/actions to be taken to integrate NQTs).

The instruction in the questionnaire was “we ask you to give your opinion about
the areas you would like to get support (counselling, training, etc.)”. The response
scale ranges from 1 - nothing, to 5 - very much, where 1 means ‘the need of no support’
and 5 means ‘high need of support’.

Validity and Reliability

Table 4 presents descriptive statistics for each dimension, the distribution of the
dimensions according to skewness and kurtosis values and the Cronbach alpha of each
dimension. As can be seen, the Cronbach’s alpha presented values above .94 for all the
dimensions, revealing high internal consistency of the instrument.

6 The instrument was used in earlier studies, originally in surveys of Finnish student teachers (Niemi, 2012,
2014) and in comparative studies of Finnish and Turkish teacher education (Niemi, Nevgi, & Aksit, 2016).
7 Pedagogical Guidance Service.
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Table 4
Means, Standard Deviations, Skewness and Kurtosis for each dimension of the instrument
Portugal Belgium Finland
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S=Skewness, K=Kurtosis
Data Analysis

Data was analyzed with Statistical Package for Social Sciences (SPSS, version 22).
The analyses were performed to respond to the research questions. On the one hand,
descriptive statistics were computed to explore the factors that principals consider the
most relevant to respond to NQTs" needs. On the other hand, to understand context
differences, a statistical test to analyze mean differences between the countries,
regarding the dimensions assessed by the instrument, was computed. The distribution
of subjects by each group was very unequal (Portugal n=125, Belgium n=30, Finland
n=106), and the assumptions to compute parametric tests were not met. Therefore, we
proceeded to the analysis of the differences between the groups through a
nonparametric test for mean ranks. The significant value was set at p<.05.

Results

To address the main research question, two procedures were followed. First,
descriptive statistics for each item based on the mean responses were used to describe
the factors that principals elect as the most and less important to respond to NQTs’
needs in the three contexts. Items with mean scores superior to 3.2 were identified as
the more salient and items bellow 2.9 mean scores were identified to be the less salient.
Second, an exploratory factor analysis was employed to organize the items in factors
sharing the same conceptual framework, allowing a deeper understanding of the
factors that principals view as more important to respond to NQTs" needs.
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35. Implement/Finance teachers’...

7. Promote practices to support the...
6. Promote collaborative practices of...
3.  Promote the...

42. Create spaces for teachers’ critical...
9. Promote students preparation for...
5. Promote practices of pedagogic...

14. Stimulate the development and...

12. Stimulate the analysis and...

15. Implement a supervisory device /... I

w

3,5 4

Figure 1. Items with the Highest Mean Scores

The results show that the need to implement supervisory devices was the item with
the highest mean scores (M=3.97) (Figure 1). Also, the remaining items with the highest
mean scores are related with the need to support pedagogical practices at classroom
level, such as stimulate the analyses and improvement of the students’ learning
environments (item 12), stimulate the use of ICT as pedagogical resources (item 14),
and promote practices of pedagogic differentiation (item 5). The importance of
creating spaces for critical reflection (item 42), and promoting other collaborative
practices (items 3 and 6) highlight the importance attached to these issues, which
simultaneously contribute to the professional and organizational development. Only
one of the items related to the work organization dimension arises in this first
approach to principals’ main needs: the financing of the continuous training (item 35).

In Figure 2, the items with the lowest mean scores were presented, reflecting the
factors that principals perceive as less prominent to support NQTs. Giving support to
teachers in administrative tasks outside the classroom was the item with the lower
mean scores (M=2.62). Besides, the remaining items perceived as corresponding to the
support measures NQTSs need the least, were related to organizational dynamics. To
further explore the factors that principals consider important to support NQT” needs,
an exploratory factor analysis was conducted and the factors were retained based on
eigenvalues superior to 1, on the variance explained by the factors and on the scree
plot. Based on these features, five factors were found, explaining 72.25% of the
variance and presenting eigenvalues ranged between 22.52 and 1.3.
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20. Make procedures concerning
administrative tasks explicit...

19. Promote the participation of new
teachers in tasks outside the...

22. Ensure the existence of
communication channels between the...

11. Promote equity between sexes

26. Ensure a support system for new
teachers to the work with teachers...

21. Create documents that quickly
allow to know the school run (persons...

23. Ensure the existence of an
interlocutor with the newly qualified...

27. Ensure a support system to newly
qualified teachers regarding the...

25. Ensure a support system for newly
qualified teachers regarding the work...

37. Plan activities that foster the
integration of new teachers into the...

28. Promote the reflection upon the
ethic and deontological dimension of...

2,45 2,5 2,55 2,6 2,65 2,7 2,75 2,8 2,85 2,9

Figure 2. Items with the Lowest Mean Scores

In the structure found, the items were regrouped into five factors, i.e.: factor 1, that
we called “Professional development centered in the context of the school”
(aggregates items from the ‘Professional and organizational development’ dimension);
factor 2, called 'Pedagogical leadership: personal and social dimension” (mainly
constituted by items from the 'Pedagogical leadership' dimension); factor 3, identified
as “Pedagogical leadership: instructional leadership dimension” (comprising items
from the ' Pedagogical Leadership” dimension); factor 4, called “Work organization”
(including items from the dimension with the same designation); and factor 5,
specified as “Professional development centered on research and reflection on
practice” (whose items belong to the ‘PD dimension').

Table 5 presents the obtained factors, the correspondent descriptive statistics and
internal consistency values. The factor with the highest mean level was ‘Pedagogical
leadership: instructional leadership dimension’ (M=3.22) and reflects issues related to
pedagogical competencies and classroom practices. The factor ‘Pedagogical
Leadership: personal and social dimension” was the second with the highest mean
scores (M=3.12) and is associated with pedagogical practices in conflict resolution and
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with ethical and deontological practices. The factor ‘Professional development
centered on research and reflection on practice’” was the third in the rank of
importance, and with a mean level of 3.07, thus showing a need to support beginning
teachers to reflect upon their practices. The factor ‘Professional development centered
in the school context’ is associated with teachers’ school-centered support and
communication networks, and showed mean scores of 2.95. The “Work organization’
factor has the lowest mean scores and is related to administrative tasks. The reliability
of the factors was found to be good to excellent, with Cronbach’s alpha values ranging
between .87 and .96.

Table 5
Descriptive Statistics for Each Factor
M SD
Factor 1 2,95 0,966
33. Ensure the implementation of a continuing teacher education plan for the 303 1164

school
32. Implement a system of teachers’ training needs identification and analysis 2,91 1,179

34. Create opportunities for professional development 297 1,22
36. Develop school-based teacher education 3,16 1,172
37. Plan activities that foster the integration of new teachers into the school
2,87 1,123
culture
29. Promote knowledge and reflection about school guidance documents (e.g. 292 1188
educational project, regulations, etc.) ’ ’
38. Include in the school activity plan activities leading to good relationships
e . 294 1,186
within the school community (teachers, personnel, parents, etc.)
22.Ensure the existence of communication channels between the newly 265 1208
qualified teachers and the school head ’ 4
26. Ensure a support system for new teachers to the work with teachers and
2,72 1,153
other school staff
31. Involve the newly qualified teachers in the monitoring and self-
. 3,04 1,143
evaluation of the school
35. Implement/Finance teachers’ continuing education 3,2 1,201
30. Promote the commitment to the school’s mission and aims 3,19 1,161

27. Ensure a support system to newly qualified teachers regarding the
articulated work with educational technicians (psychologists, social services, 2,74 1,034
animators...)

Factor 2 3,12 0,830
13. Raise awareness of and promote media education 3,1 0,987
11. Promote equity between sexes 2,71 1,122
9. Promote students preparation for the future society 3,31 1,043
10. Promote intercultural education practices 3,04 1,034
14. Stimulate the development and use of ICT applications as a pedagogical 343 1111
resource ! !
17. Inform of the procedures to follow in conflict situations (e.g. bullying;

. 3,02 1,058
mobbing)
8. Foster effective practices for acting in conflict situations (e.g. bullying;

) 316 1,081
mobbing)
12. Stimulate the analysis and improvement of the students' learning 344 1054
environments ! !
28. Promote the reflection upon the ethic and deontological dimension of the 287 1014

profession
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Table 5 Continue...

M SD
Factor 3 3,22 0,976
5. Promote practices of pedagogic differentiation 338 1,227
2. Promote knowledge and reflection on managing the interactions in the 319 1194

classroom
15. Implement a supervisory device / observation of the 397 099
6. Promote collaborative practices of planning teaching and learning among
teachers

1. Promote the sharing of teaching methods 3,05 1,111
3. Promote the establishment/reflection on students assessment and

3,21 1,084

P 3,29 1,172
classification systems
4. Coordinate the management of the curriculum 3,02 1,304
7. Promote practices to support the individual student growth 32 1,117
Factor 4 2,83 0,969
20. Make procedures concerning administrative tasks explicit (newsletters,

, . 2,62 1,155

reports, students’ transfers to other groups or schools, working agendas)
21. Create documents that quickly allow to know the school run (persons in 279 1238

charge, facilities, services, basic procedures ...)

19. Promote the participation of new teachers in tasks outside the classroom
(taking care of the students during the break, school parties, trips, meetings, 2,64 1,206
etc.)

24. Ensure a support system for newly qualified teachers regarding the work
to be developed with representatives of working life

23. Ensure the existence of an interlocutor with the newly qualified teachers 2,73 1,248
18. Make allocation of teachers” work based on pedagogical criteria (level of

2,93 1,073

. . 3,03 1,151
learning, special needs, ...)
16. Create schedules that allow joint work among teachers 3,12 1,239
Factor 5 3,07 0,868
41. Encourage the development of practice-based research processes 305 1,11
39. Promote the involvement in collaborative processes of action-research 3,06 1,111
42. Create spaces for teachers’ critical reflection on their own work 3,3 1,173
25. Ensure a support system for newly qualified teachers regarding the work

. . . 2,79 1,031

to be developed with representatives of the cultural life
40. Implement a support/monitoring system to newly qualified teachers 206 1147

(mentors/supervisors, etc.)

To answer the second research question, on whether principals perceive their
NQTs needs differently, and given the differences in the dimension of the groups, a
Kruskall Wallis test was conducted to test the differences between the three
participating countries in the factors obtained from the exploratory factor analysis.

The results showed significant differences between countries in all the dimensions
considered in this test (y2,, (2)=52.34, p<.001 ‘Professional development centered in the
school context’, x%,,(2)=40.45, p<.001 ‘Pedagogical leadership: professional and social
dimension’, y%, (2)=94.72, p<.001 "Pedagogical leadership: instructional leadership
dimension’, y%,(2)=64.65, p<.001 ‘Work organization’, %2 (2)=52.13, p<.001

‘Professional development centered on research and reflection on practice’. The mean
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ranks of the factors obtained for each country show that principals from Belgium
present the higher scores in all dimensions, followed by Portuguese principals and the
Finnish (Figure 3). The groups differ in almost all Factors, with the exception of the
Belgium and Portugal comparisons in Factors 3 and 5, where no differences were
found between these groups, considering p=.05 All the groups were statistically
different considering p=0.05.

200
180
16

14
12
10
8
6
4
2
0

Factor 1 Factor 2 Factor 3 Factor 4 Factor 5

o O O O O o o o

B Portugal M Belgium M Finland

Figure 3. Mean Ranks for Each Dimension by Country

Discussion, Conclusion and Recommendations

This study was based on literature that proves the importance of the induction
period in the future of NQTs (e.g. Avalos, 2016; Kessels, 2010; Kutsyuruba et al., 2016;
Marcelo et al., 2016), and on Leithwood and colleagues (2004) research that confirms
school leaders as the second most influential factor to students learning. Also, given
the importance of principals’ action to the quality of institutional practices, and since
research on principals and NQTs induction is scarce, especially given the great lack of
studies on NQTs induction and school leaders involving different countries, the goal
of the study was then to perceive the main needs of principals to support NQTs in
Belgium (Flanders), Finland and Portugal. Also, we intended to know the differences
in the principal needs, depending on the national contexts in question.

Therefore, a questionnaire was applied, containing three dimensions:
professional/ organizational development, pedagogical leadership and work
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organization. Methodologically, descriptive statistics and exploratory factor analysis
were used, as well as a comparative test involving the countries under analysis.

The research allowed a better understanding of principals” concerns about NQTs
in the three countries inquired. The findings show the existence of a consensus
oriented towards valuing new teachers’ professional and organizational development.
According to the results, pedagogical leadership is a matter of shared concern, with
regard to instructional, personal and social issues, in line with what has been
advocated by international organizations (e.g. OECD), which reinforces the
importance of welcoming and supporting beginner teachers and establishing
favorable conditions for their professional development. Likewise, there is a clear idea
of what they wish to achieve: it should occur within schools, through reflection on

practices and supported by senior teachers and school leaders (Cherian & Daniel,
2008).

Moreover, and in line with the recommended by several authors, that school
leaders should have a role in giving feedback to teachers, and support them and their
pedagogical practices (e.g. Blase & Blase, 2002), results confirm that principals see
teachers’ guidance and the classroom steering as their responsibility regarding
beginning teachers.

Furthermore, principals declare a need to create opportunities for NQTs to work
with peers collaboratively, and reflectively, rather than in isolation, which brings us
back to the school-centered knowledge that can happen within a learning environment
based on a shared responsibility and reflection (Cochran-Smith, 2004; Sunde & Ulvike,
2014).

The findings stress the heuristic potential of reflection that makes teachers more
likely to intervene in organizational learning processes (Costa & Almeida, 2016).
Indeed, there appears to be a collaborative teaching culture rationale underlying the
results, since principals appreciate that teachers choose to work together and show a
concern about fostering moments for critical reflection (on practices) and
collaboration, in and out of the classroom, with peers, or broadened to different
strands of the teacher work. Effectively, it is widely demonstrated in the literature that
one learns to teach through a mixture of experiences and interactions, with colleagues
and mentors, about problem situations (Feiman-Nemser, 2001). Avalos’ (2016)
literature review corroborates this idea, highlighting that collaborative learning
structures and spontaneous dynamics may impact NQTs’ teaching practice, and their
ability to cope with pedagogical and contextual demands, tensions and constraints.

The results also highlight common patterns in the Belgian, Finish and Portuguese
school leaders, who show their concern to play a larger role in supporting beginning
teachers, placing a great focus on exercising a pedagogical leadership, and going
beyond the scope of issuing prescriptions and guidelines to the new teachers. School
leaders mostly declare a need to be more focused on pedagogical leadership, and
promote NQTs confidence and engagement. Likewise, principals attach equal
importance to the implementation of supervisory processes between peers and forms
of support from more experienced teachers. Still highly valued is the need to
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encourage NQTs to analyze students’ learning environments, comprising reflection
practices to a better understanding of what happens inside the classroom.
Traditionally, this was an issue of concern to teachers only, i.e., almost as an exclusive
matter of teacher’s action. Moreover, pedagogical leadership, concerning personal and
social dimension, is also valued, and is associated with pedagogical practices in
conflict resolution and with ethical and deontological practices.

Through principals’ need to influence NQTs, leadership appears as a sort of
catalytic agency that makes the organization move forward. There seems to be a
learning organization rationale underlying the measures that principals elect,
concerning (new) teachers' work, such as to stimulate reflection and collaborative
work. These are key issues in principals’ mission concerning NQTs.

Of no less importance is the evidence that management issues, associated with
bureaucratic and administrative aspects, are not valued by school leaders, except for
the financing initiatives associated with continuous training, which is the only issue
related to the work organization dimension that arises as a principal’s main need.
Hence, it can be deduced that school leaders mainly associate professional
development with pedagogical leadership that supports their need to “enter - rethink
- change” what goes on inside the classroom.

In short, the challenges and needs regarding the NQTs induction that these school
leaders share in common, cannot but be associated with transnational regulation
processes, either in the nature of processes to be undertaken within the school to
promote NQTs professional development (e.g. OECD), or in how to enhance their role
in developing and improving support for beginning teachers, as stated by the EU.

Currently, there seems to be a shift towards a commitment of principals to become
more directly involved in driving teachers’ practices and teaching processes.
Nevertheless, this consensus is not total, as they value differently, in breadth and
depth, the other dimensions, and this must be analyzed in the light of the
idiosyncrasies of each educational system. As regards these differences, while it is not
our aim to compare countries, it is worth noting the greater valorization of all
questionnaire dimensions by Belgians, followed by Portuguese and Finish,
respectively. As hypothesis, we can relate those dissimilarities to teachers’ professional
career status, and the characteristics of the existing NQTs support programs, in each
country.

Therefore, in Belgium (Flanders), the school leaders” high levels of concern can be
explained by the fact that despite the NQTs induction is not compulsory, most of NQTs
have support. Furthermore, the greater need for support in all dimensions declared by
the Belgians may be due: first, to contextual problems, as Belgian principals are
worried about teachers” high dropout rates and there’s a need to create teachers’
support systems and to request support from the pedagogical guidance services;
second, to the sample composition, as about 40% of the respondents had only a
maximum of 5 years' experience in the management position and show a greater
concern given their inexperience; third, to teachers qualification, which is the
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bachelor’s degree and one more year of pedagogical training in school. In the other
two contexts, the professionalization is only granted at a master’s level.

With regard to Portugal, there are many constraints to the entry into the formal
career in the first years after the professional qualification. The probationary period is
provided inlegislation, but principals don’t welcome many inexperienced teachers per
year. Every year, they welcome mainly hired teachers with several years of experience.
This is a big challenge for Portuguese principals as the mandatory system is
exclusively for beginning teachers who enter the career, but those who really enter the
career almost always have several years of experience. Therefore, as NQTs can only
enter the career many years later, most of them are not covered by the probationary
period.

As for Finland, results are not as significant in all dimensions. The lower scores
may be due to the fact that NQT's support systems, while dependent on the way each
school prepared it, already have some tradition, and they have very consolidated
support practices. Thus, we may assume that, over time, Finnish principals have had
the opportunity to mature these processes.

Based on the results of this research, it can be concluded that measures need to be
taken to encourage and support school principals’ professional development to act as
facilitative and effective managers and pedagogical leaders, through strategic and
planned action, with the objective of increasing support to beginning teachers.

In sum, all these clues lead us to further research avenues, such as studies with
larger groups, to allow the application of more robust statistical tests, namely the
accomplishment of a confirmatory factor analysis. More research could also be carried
out by country to verify the extent to which other variables, such as the years of
experience and the training for school management functions, interfere with school
leaders’ positioning about the induction of NQTs.
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Introduction

The determination of what levels of success have been achieved through education
is important in that it can pilot future educational activities. The determination of
which student has failed or which level of success has been achieved requires the
assessment and evaluation of behavioural changes in the relevant student (Kilic &
Cetin, 2018). To make the right decision about students, true value judgments should
be made regarding student success. It is crucial to perform accurate observations or
measurements via accurate assessment criteria to make true value judgments (Turgut
& Baykul, 2015). It is possible to remark that success of the education system is
influenced by not only activities but also assessment and evaluation instruments and
approaches (Gultekin, 2011). It is of importance that teachers use examination types
based on their positive as well as negative points in terms of assessment and
evaluation. It is also essential for teachers as examiners to determine which
examination types are preferred, and their reasons for students who are supposed to
frequently confront examinations throughout their education (Tezbasaran, 2017).

For the purpose of satisfactorily providing knowledge, skills and values available
in the curricula, it is indispensable to implement teaching approaches in which
students can be active, choose learning environments and tools, monitor the process
of acquiring skills, and which control the progress of students (Ministry of National
Education, 2017). Therefore, learning and teaching process and assessment-evaluation
activities should be coordinated and consistent. Assessment and evaluation are
significant to determine to what extent students achieve targeted knowledge, skills
and competences and to overcome shortcomings and things learned incorrectly. What
is crucial in assessment and evaluation activities should be to reveal how students
know what they learn, and what they can do rather than what they know. In this
context, there should be an assessment and evaluation process that is oriented to
provide continuous feedback and correction with the aim of monitoring students
during the learning-teaching process, guiding them, identifying and resolving
learning-related problems, and supporting meaningful learning (Ministry of National
Education, 2015). In this case, teachers are supposed to perform not only result-
oriented assessment and evaluation activities but also assessment and evaluation
activities that centre the tendencies of the time and individual differences.

Assessment and evaluation are carried out to determine to what extent students
achieve certain qualities, behaviours, knowledge, skills and abilities as a result of
educational activities (Atilgan, 2017; Metin & Ozmen, 2010). It is essential to make use
of assessment and evaluation methods and techniques accurately in education to
develop the education system, determine existing deficiencies and provide sufficient
feedback (Acar, 2018). The first measuring method that is primarily associated with
the assessment of student success is generally exams such as classical exams, multiple
choice tests, true-false questions, matching questions, homework, and oral
examinations (Demir, 2012). Examination types in today’s education system come in
various forms such as written examinations, true-false questions, short answer
questions, oral examinations, and multiple choice tests. Examination types employed
in education have advantages as well as disadvantages depending on a great many
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qualities such as relevance to the targets and behaviours assessed, the practicability of
examinations, and the objectivity and reliability of the scoring (Atilgan, 2017; Turgut
& Baykul, 2015).

During the education and training process, student success is frequently preferred
to be evaluated via multiple choice tests, short answer questions, written and oral
examinations, and the assessment and evaluation process is regarded as a separate
activity from the education and training process (Ozdemir & Beyaztas, 2018).
However, assessment and evaluation process is an indispensable part of the education
and training process, which is performed at every single stage of the education and
training process (Gelbal & Kelecioglu, 2007). This requires application of assessment
and evaluation instruments, methods and approaches that enables monitoring of
students” performances, knowledge, skills and attitudes along with conventional
methods during the education and training process. Examination types and the quality
of examination types can be influential in determining learning approaches of students
(Brown & Wang, 2014).

According to Anil and Acar (2008), primary school teachers mostly make use of
multiple choice tests as well as performance projects. Besides, teachers prefer to
employ conventional assessment instruments due to reasons such as insufficient
amount of time, crowded classes, and limited knowledge about employing these
instruments. Kaya (2004) states that social sciences teachers generally prefer classical
written examinations with less questions whose responses are long since they believe
that a reliable examination requires expertise about which they feel inadequate. Ozenc
and Cakir (2015) found in their study that teachers mainly employ conventional
assessment and evaluation methods. Particularly, as being central examinations that
enable students to proceed to a next level of education, multiple choice tests are the
most preferred examination types by teachers as well as students (Onder, 2008;
Pehlivan, 2011). Comprising products of the education life, the term learning is in fact
a distinctive work that embodies distinctive methods for every individual. Expecting
every single student to learn a subject via uniform methods means to totally ignore
individual differences in education. Recent studies have focused on how individuals
learn, and have consequently found out that students learn through different ways
and follow particular strategies (Colak & Fer, 2007). It has also been determined from
these studies that examination-type preferences have a relationship with their learning
characteristics (Dogan & Kutlu, 2011).

Modern education systems take notice of students’ learning characteristics,
assessment perceptions and examination-type preferences through the convergence of
education and assessment processes (Birenbaum, 1997). Every teacher certainly has an
examination type which s/he thinks is easy to employ and in which s/he feels
competent. However, assessment is far beyond preparing and employing an exam.
Thus, it is thought that teachers ought to assess students bearing in mind underlying
reasons of their examination-type preferences. And yet, teachers tend to be insistent
on employing their own preferences of examination types though they are well-aware
of students’ examination-type preferences (Zoller & Ben-Chaim, 1998). Assessment
and evaluation practices requiring various knowledge and experience are possibly



82 Halil TAS — Muhammet Baki MINAZ
Eurasian Journal of Educational Research 81 (2019) 79-98

implemented poorly by teachers (Gocer, 2018). Kilic and Cetin (2018) identified the
examination-type preferences of students and variables that affect these preferences,
and revealed whether learning approaches and exam anxiety influenced students’
preferences or not. Although there are a great many studies that have investigated the
relationship between exam formats and performance (Bal, 2012; Birenbaum, 2007),
there are a few studies focusing upon exam formats related to examination-type
preferences (Birenbaum, 2007; Gharib & Phillips, 2013; Watering & Rijt 2006). It is also
observed that studies related to examination-type preferences are mainly carried out
by researchers other than Turkish researchers (Kilic & Cetin, 2018).

This study is significant in that it contributes to both active participation of
students in the process, and the application of accurate assessment instrument through
the determination of examination-type preferences of students. Furthermore, this
study is expected to help teachers reduce negative effects of exam anxiety on students,
and assess real performance of students by employing more than one examination
type rather than focusing on a single examination type. This study is also expected to
make a contribution to the field of education, decision makers and practitioners of the
field of education in relation to paying attention to learners” individual differences,
experiences, needs and examination-type preferences for an assessment and
evaluation activity of quality, scrutinizing national as well as international exams and
diversifying exams, developing an understanding of employing exams not for making
judgments of students but for guiding students, parents and teachers along with a
support for academic, social and cultural development, ensuring that the individual
unearths, exercises and fosters his/her existing potentials, skills and capacity, and
favouring the preference of examination types which are avant-garde, versatile that
allow for evaluation activities over the preference of conventional tests.

This study seeks to determine examination-type preferences of primary school
students and whether these differ depending on gender, and location of the school,
and to reveal the reasons of students’ preferences related to examination types.
Following questions will be responded based on this purpose:

1. Which examination type is preferred by students most?

2. Is there a significant relationship between preferred examination type and
gender of students?

3. Is there a significant relationship between preferred examination type and
location of the school?

4. Why do students prefer a certain examination type more or less?
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Method
Research Design

This study was a relational research model aiming to determine examination-type
preferences of primary school students, and whether these differed depending on
gender, and location of the school, and to reveal reasons of students’ preferences
related to examination types. Karasar (2016) states that the relationship between two
or more variables is determined in relational research models, which is one of the
general survey models.

Research Sample

The study group was composed of 208 4th grade primary school students enrolled
at primary schools located in Altinordu and Giilyal: districts of Ordu province during
the academic year 2018-2019. As student success is evaluated based on exam scores of
the 4th grade of primary schools (Ministry of National Education, 2014), 4th grade
students were taken into the scope of the study. Convenience sampling method was
preferred to determine the study group. Being preferred by a majority of researchers
in the literature, this method is used to select the easiest elements to form the sampling
from the target population (Baltaci, 2018). This method is based on available and easily
and quickly accessible elements (Patton, 2015). In addition, a diversity-place sampling
was performed by giving preference to female and male students enrolled at schools
both in the city centre and in districts and villages to determine the study group (Gray,
Williamson, Karp & Dalphin, 2007). The study group was formed homogeneously in
terms of age, academic achievement and grade levels. Participation in the study was
on a voluntary basis. With the thought that it would not be ethical, real names of
students were not used, and instead, names of participant students were coded as S1,
S2,...5208 (in which “S” refers to the initial of the word “student” in English).
Demographic characteristics of participants are given in Table 1.

Table 1
Information Related to the Demographic Characteristics of Participants
Variables N %
Gender Female 93 44.71
Male 115 55.29
City Centre 97 46.65
Location of the school District 74 35.57
Village 37 17.78

Research Instruments and Procedures

In this study, “Examination-Type Preference Questionnaire” and “Interview
Form” were used to determine students’ examination-type preferences and the
underlying reasons of them, respectively. Data collection tools were developed by the
researchers of the study. This study includes most frequently used examination types
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at schools which are written examinations, multiple choice tests, short answer
questions, true-false questions, and matching questions (Tan, 2019).

Interviews were projected based on dimensions including preparation of the
interview form, its testing, arrangement of the place and time of the interviews, and
realization of interviews (Yildirim & Simsek, 2018). The interview draft, created by
taking opinions of 3 lecturers that were experts in the field, was tested on 3 parents, 3
teachers and 5 students that did not take part in the sample but had things in common,
and problems encountered were resolved with addition, exclusion of and changes in
some of the questions.

Quantitative and qualitative research techniques were used to collect the data. As
a quantitative data collection tool, the “Examination-Type Preference Questionnaire”
was given to participants, and they responded it under the supervision of the
researchers. Participants were given 5 to 8 minutes to respond. To determine the
opinions of students related to examination types they prefered most and least,
participants” responses given to questions “Why do you prefer this examination type
more?” and “Why do you prefer this examination type less?” were recorded.
Interviews of about 15 minutes were carried out in a room provided by the school
administration and recorded with the consent of participants.

Data Analysis

To analyse the data obtained in the study, frequency, t-test, and One Way Variance
Analysis were used. T-test and ANOVA were used to determine whether there was a
significant relationship between the two groups by comparing the means of both
groups, and to compare more than two groups ,respectively. First of all, frequencies
and percentages related to the examination-type preferences of students were
calculated through the data obtained from the questionnaire, and rates related to
preferences were determined. Then, the reason why students preferred or did not
prefer these examination types was determined. Content analysis technique was used
to analyse the qualitative data obtained from the interviews with students. Being a
technique that summarizes statements in the text within less content categories by
coding with open rules (Weber, 1990), content analysis is to organize and interpret
resembling data in a way to make them understandable for readers by integrating
them under certain themes and terms (Yildirim & Simsek, 2018). Main themes were
identified through the data obtained from quantitative and qualitative data collection
tools, and some interviews with students were directly given.

The reliability of data in the study was carried out through participant
conformation, corresponding expert analysis and inter-coder reliability processes
(Boyatzis, 1998; Cresswell, 2013; Lincoln & Guba, 1985; Miles, Huberman & Saldana,
2018). The validity and reliability of the qualitative dimension of the study was tested
in the light of cogency, transmissibility, consistency and approvability criteria
(Yildirim and Simsek, 2018). In this study, data obtained were first described
systematically, logically, consistently and clearly with direct quotations where
necessary, and then descriptions made were explained, interpreted, compared, and
examined regarding cause-effect relationship to reach a conclusion.



Halil TAS — Muhammet Baki MINAZ 85
Eurasian Journal of Educational Research 81 (2019) 79-98

Results

Findings Related to the Most Preferred Examination-Types (Written Examinations,
Multiple Choice Tests, Short Answer Questions, True-False Questions and Matching
Questions)

Data related to the most preferred examination types are given in Table 2.
Table 2

Examination-Type Preferences of Students

Examination Types f %

Multiple choice Tests 147 70,67
True-False Questions 28 13,46
Short Answer Questions 17 8,17
Matching Questions 10 4,81
Written Examinations 6 2,88
Total 208 100

Table 2 highlighted that 70,67%, 13,46%, 8,17%, 4,81% and 2,88% of students
preferred multiple choice tests, true-false questions, short answer questions, matching
questions and written examinations, respectively.

Findings Related to Whether There Is a Significant Relationship Between the
Preferred Examination Type and Gender of Students

Table 3 includes data related to whether there is a significant relationship between
the preferred examination type and gender of students.

Table 3

T-Test Results Related to the Relationship Between the Preferred Examination Type and
Gender of Students

Standard

Gender N Mean Deviation t P
Female 93 12.46 221

1.12 15
Male 115 18.89 2.98

Table 3 demonstrated that there was no significant difference between the
preferred examination type and gender of students at a confidence level of .05
[to9=1.12, p>.05].

Findings Related to Whether There Is a Significant Relationship Between the
Preferred Examination Type of Students and Location of the School

Table 4 contains data related to whether there is a significant relationship between
the preferred examination type of students and location of the school.
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Table 4

Variance Analysis Results Related to the Preferred Examination Type and Location of the
School

SS df MS F p
Intergroup 98.82 4 9,12
In-group 1422.24 84 19.36 .99 .09
Total 1563.29 88

SS: Sum of Squares, df: Degrees of freedom, MS: Mean Square

It was seen from Table 4 that there was no significant difference between the
preferred examination type and location of the school at a confidence level of .05
[F=.98, P>.05].

Findings Related to the Reason Why Students Preferred a Certain Examination Type
More or Less

Themes deducted from students’ responses given to questions “Why do you prefer
this examination type more?” and “Why do you prefer this examination type less?” to
identify the reason why students preferred a certain examination type more or less as
well as some of the interviews with students were presented below:

In the study, findings of the most preferred and least-preferred exams were listed
under the themes of convenience, difficulty, precision and prevalence. While research
findings were presented as themes and sub-themes, participant expressions were also
included in order to better understand the sub-themes. The findings related to themes
and sub-themes are presented in Table 5.

Table 5
Themes and Sub-Themes Related to the Most Preferred and Least Preferred Exams
Themes Sub-themes f

The answer can be estimated in multiple choice tests. 145
It's easier to work on multiple choice tests. 123
In the multiple-choice tests, the answers remind the answer. 102

Convenience  More questions can be solved in multiple choice tests. 91
Our hands do not get tired of multiple choice tests. 73
Multiple choice tests are evaluated faster than teachers. 58

Total 592
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Table 5 Continue..
Themes Sub-themes f
It is difficult to work with the examinations. 135
Written examinations need to write quickly to grow. 130
Our hands are very tired in written examinations. 115
Written examinations cause unsightly writing to be broken. 102
Difficulty It is not possible to predict the answer in written examinations. 82
Written examinations take a lot of time. 68
The correct answer in written examinations is not certain. 55
In written examinations, teachers can make incorrect valuations. 26
Total 713
In multiple choice tests, answers are final. 143
Evaluation of multiple-choice tests is closed to teacher
intervention. 131
o Students can calculate the score in multiple-choice tests. 9
Precision
In multiple-choice tests, the teacher cannot make an incorrect. 38
In multiple-choice tests, the teacher cannot take sides. 21
Total 429
Written examinations are already in fashion. 152
All books have multiple choice tests. 126
The central examinations are not in the form of written
examinations. 106
Prevalence
All major exams are conducted in the form of multiple-choice tests. 97
Multiple choice tests are performed in other countries. 83
Total 564

It was seen from Table 5 that the views of the students on the theme of convenience
were repeated 592 times, their views under the theme of difficulty 713 times, their
views under the theme of difficulty 429 times, and their views under the theme of
prevalence 564 times. The most repeated sub-theme under the theme of convenience
was the sub-theme, “the answer can be predicted in multiple choice tests”, the most
repeated sub-theme under the theme of difficulty was the sub-theme, “it is difficult to
work in written examinations”, the most repeated sub-theme under precision was the
sub-theme “answers are final in multiple choice tests”, and it was observed that the
most repeated sub theme under the current theme was the sub theme “written
examinations are already out of fashion”.
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Theme 1. Convenience

S2. Multiple choice tests are easier.

S9. It is more convenient to study for multiple choice tests.

S24. You can guess the answer in multiple choice tests

545. Choices remind you the answer in multiple choice tests.

549. The answer is already among the choices in multiple choice tests

S126. You can answer many questions in a short time in multiple choice tests.

S132. You can come up to the answer even if you are not sure of the answer in multiple
choice tests.

S204. Teachers can announce the results faster in multiple choice tests.
Theme 2. Difficulty
S5. It is difficult to study for written examinations.

S8. You have to go over the whole book as you do not know the exact part of the book
from which questions will be asked in written examinations.

549. You have to act quickly to complete the exam in written examinations.

S64. If you do not have a good handwriting, teachers take point off in written
examinations.

S73. Our hands are very tired in written examinations.
S99. It is impossible to Quess the answer in written examinations.

S135. You cannot estimate your result as there is no such a definite correct answer in
written examinations.

S190. Written examinations take much time.

Theme 3. Precision

S51. Multiple choice tests include precise answers.

S74. You can clearly identify correct answers in multiple choice tests.

S94. There is no need for the reading of teachers in multiple choice tests.

S201. Teachers do not take sides in multiple choice tests.

S208. You know what you do and what results you will get in multiple choice tests.
Theme 4. Prevalence

S34. Written examinations are obsolete.

S66. All books include multiple choice tests.

S111. Nobody employs written examinations anymore.
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S159. Multiple choice tests are performed in other countries.

S168. All major exams are conducted in the form of multiple-choice tests.
S200. You need to answer very few questions in written examinations.
S198. Multiple choice tests are performed in other countries.

5203. Multiple choice tests are employed in all high-stakes tests.

It was understood from the interviews with students that they preferred multiple
choice tests as they were more convenient, had easy to guess answers, had precise
answers, were close to the intervention of teachers’ evaluation and common in local
and central examinations employed in Turkey. On the other hand, it was clearly
observed that students did not prefer written examinations as they believed they not
only required much writing and lack of precise answers but also they were open to the
intervention of teachers’ evaluation and uncommon.

Discussion, Conclusion and Recommendations

It was determined in the study that that 70,67 %, 13,46%, 8,17%, 4,81% and 2,88% of
students preferred multiple choice tests, true-false questions, short answer questions,
matching questions, and written examinations, respectively. According to the results
of the study, it was observed that the most preferred examination type of students was
multiple choice tests. Common use of multiple choice tests in a great many high-stakes
tests (central or local examinations) in Turkey affected the preferences of students. The
statement by a participant as “Multiple choice tests are employed in all high-stakes
tests” proved the issue. The familiarity of students, who prepare for central and local
exams with multiple choice tests, may also have an influence on students” preference.
Furthermore, another reason of preferring multiple choice tests may be that class
teachers mostly prefer multiple choice tests as part of their assessment and evaluation
activities (Anil & Acar, 2008). Bal (2009) suggests that the most common assessment
instruments are multiple choice tests and short answer questions. While teachers
employ multiple choice tests most at secondary level, these are followed by written
examinations and mixed examinations (Unlu, Ozturk & Taga, 2014). In this case,
common use of multiple choice tests by teachers to assess student success may be
another reason of such a preference by students. In the study by Akpinar and Canturk
(2018), it was concluded that social sciences teacher candidates prefer multiple choice
tests the most and that these preferences are affected by the desire to be successful in
examination as well as by exam anxiety. In another study carried out by Tezbasaran
(2017), it was determined that multiple choice tests are the most preferred examination
types. Sarigiil (2009) states that students” favourite examination type preference is
multiple choice tests from which they have high expectations for success while Eser
(2011) points out that students prefer written examinations the least. On the other
hand, while Cakan (2004) suggest that primary school teachers mostly employ
multiple choice tests, Candur (2007) states that teachers employ multiple choice tests
more as an assessment instrument.
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It was concluded from interviews with students that they tended to prefer multiple
choice tests. Content analysis was conducted to responses by students, and their
opinions were collected under four themes as “convenience, challenge, precision and
up-to-datedness”. It was understood from the interviews with students that they
preferred multiple choice tests as they were more convenient, had easy to guess
answers, had precise answers, were close to the intervention of teachers” evaluation
and common in local and central examinations employed in Turkey. On the other
hand, it was clearly observed that students did not prefer written examinations as they
believed they did not only require much writing and lack of precise answers but they
were also open to the intervention of teachers’ evaluation, and were uncommon. This
was proved by the statements of students such as “Multiple choice tests are easier; you
have to act quickly to complete the exam in written examinations; multiple choice tests
include precise answers; written examinations are obsolete; multiple choice tests are
employed in all high-stakes tests.” The study by Ozcelik (2016) corroborates the
findings of this study and concludes that the challenge of written expression
negatively affects the validity of the written examination type. Furthermore, students
express that written examinations cause exam anxiety (Tezbasaran, 2017). It was
emphasized in studies along similar lines conducted with teacher candidates and
students that students mainly prefer multiple choice tests due to achieving success
with elimination or luck factor without even having a command of the subject as
choices are available, overachievement with this examination type, guessing their
results and common use of this examination type in national exams (Bal, 2009; Bayrak,
2007; Demir, 2012; Eser, 2011; Kilic, 2016; Sahin, Ozturk & Teker, 2015).

In this study, it was determined that there was no significant relationship between
the preferred examination type of students and their gender. It was also determined
by Gundogdu (2012) that there is no significant difference between female and male
teachers in preferred assessment instrument. Cetin and Cakan (2010) found that there
is no significant difference among points of female and male students in multiple
choice tests, performance projects and written examinations. All students have
preparatory studies such as studying excessively, question answering, taking pilot
tests, and attending courses as education system is based on exams in Turkey. These
vigorous efforts, studies and competitions lead to ruling out individual differences
among students related to gender and other aspects. Students are perceived as exam-
controlled individuals, as a result of which students are hampered from enjoying their
individualities, exhibiting their individual differences and prioritizing their interests
and abilities. While families show devotion to the exam success, education institutions
also put in effort into immensely assisting students. As a consequence, evaluation of
every single student via the same examination as an imposition of the exam-oriented
system rules out individual differences, and blocks differences in examination-type
preferences as well as other issues among students. What is taken into consideration
in this case is not the gender of students but the number of questions answered by
them or their correct answers. In fact, learning is a distinctive practice that embodies
different methods for every individual. Individual differences are ignored where a
certain subject is expected to be grasped in the same way for every individual (Colak
& Fer, 2007). Giving prominence to individual differences in educational activities is
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known to have impact on the examination-type preferences of students (Birenbaum &
Rosenau, 2006; Dogan & Kutlu, 2011). In this study, it was found that there was no
significant relationship between the examination-type preferences of students and
their gender, and that examination-type preferences were connected with gender. It
has also been concluded in some studies that multiple choice tests are preferred mostly
by male students (Birenbaum & Feldman, 1998).

It was determined in this study that there was no significant relationship between
examination-type preferences and location of the school. This possibly arises from the
uniformity of examination types employed by class teachers at all schools. Besides, as
the concern to pass exams and promote to higher levels of education institutions is
common for the whole community, teachers and students who experience the same
concern are expected to employ or prefer similar examination types. Test-oriented
performance measurement behaviour of the exam-oriented education system is not
only observed in schools located in city and districts but also in schools located in
villages. Raising awareness of parents and students heads towards eliminating
distinction among schools in cities, districts and villages. Furthermore, as teachers are
insisting on employing their own examination types regardless of the location of the
school or other factors (Zoller & Ben-Chaim, 1988), the location of the school
underwhelms examination-type preference in this sense. Anil and Acar (2008) suggest
that multiple choice tests are the most common tests used by class teachers.
Particularly due to their overuse in central examinations that are employed to enable
students to move up into higher levels of education, multiple choice tests are the most
widely preferred examination types among teachers as well as students (Onder, 2008;
Pehlivan, 2011). Therefore, it is taken for granted that individuals who were educated
under an exam-oriented education system and then assigned as teachers under the
very same system employ similar examinations and stimulate students to these
examinations regardless of location. In fact, at this stage, it is also taken for granted
that parents who are also educated and undertake the role of parenting expect a mainly
exam-and-success-oriented educational activity regardless of location. As a result of
similar views and concerns about the examination types, students may prefer their
examination types under the influence of their teachers and parents as influential
figures in their life.

This study shows that teachers and central examinations considerably affect the
examination-type preferences of students. It was also concluded that examination-
type preferences of students were affected by teachers’ underuse of assessment and
evaluation techniques such as portfolios, performance assessment, projects, self-
assessment, peer-assessment, observations, interviews, mind maps, structured-grids,
and diagnostic trees (Yesilyurt, 2012), and their overuse of conventional assessment
and evaluation techniques such as multiple choice tests, true-false questions, short
answer questions and written examinations (Ozenc & Cakir, 2015). Other studies have
also demonstrated that conventional assessment and evaluation techniques are
employed more frequently by teachers (Birgin, 2010; Gelbal & Kalecioglu, 2007; Gok
& Sahin, 2009; Orhan, 2007; Watt, 2005).

Following recommendations can be given based on the findings of the study:
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1. To carry out an assessment and evaluation activity of good quality, individual
differences, experiences, needs and preferences of learners should be taken into
consideration during the process of determining examination types.

2. Exam diversity should be ensured based on individual differences of students
without ruling out the form and importance of national and international
examinations.

3. Examinations should be employed not for making judgments of students but for
guiding students, parents and teachers along with a support for academic, social and
cultural development.

4. Studies that will make use of other variables should be carried out related to
examination-type preferences. In addition, a similar study on a larger sample can be
used to determine alternative assessment and assessment competencies of classroom
teachers.
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Ilkokul Ogrencilerinin Sinav Tiirii Tercihlerinin Cesitli Degiskenler
Acisindan Incelenmesi

Atf:

Tas, H., & Minaz, M. B. (2019). An investigation into examination-type preferences of
primary school students in relation to various variables. Eurasian Journal of
Educational Research, 81, 79-98, DOI: 10.14689/ ejer.2019.81.5

Ozet

Problem Durumu: Cagdas egitim sistemleri, 6gretim ile degerlendirme stireglerinin
yakinlastirarak 6grencilerin 6grenme 6zelliklerini, degerlendirme algilarini ve smav
turt tercihlerini dikkate alir. Her 6gretmenin uygulamasimin kolay oldugunu ve
kendisinin yeterli oldugunu dustndigi smmav tirii mutlaka vardir. Ancak
degerlendirme, bir sinavi hazirlayip uygulamaktan ¢ok 6te bir kavramdir. Bu nedenle
Ogretmenin, 6grencilerinin sinav tiirti tercihleri arkasinda yatan sebepleri bilerek
degerlendirme yapmalar1 6nemlidir. Ancak 6gretmenlerin dgrencilerinin siav tiirii
tercihlerinin farkinda olmalarina ragmen ogrencilerine kendi tercih ettikleri test
turlerini uyguladiklart soylenebilir. Halbuki nitelikli bir 6lgme-degerlendirme
etkinligi i¢in, smav tirii Dbelirlenirken 6grenenlerin bireysel farkliliklarmin,
deneyimlerinin, bireysel gereksinimlerinin ve sinav tiirii tercihlerinin dikkate alinmast
cok snemlidir. Ogretmenlerin tek sinav tiiriine odaklanmak yerine, birden fazla sinav
turtni birlikte kullanarak, 6grenciler tizerindeki smav kaygisinin olumsuz etkilerini
azaltmalar1 ve 6grencilerin gercek performanslarini 6lgmeleri daha dogru bir egitimsel
davranis olarak degerlendirilebilir.

Arastirmamn Amaci: Bu arastirma, ilkokul 6grencilerinin simav tiirii tercihlerini ve bu
tercihlerinin cinsiyet ve okulun bulundugu yerlesim yeri degiskenine gore farklilik
gosterip gostermedigini belirlemeyi ve 6grencilerin sinav tiirlerine iliskin tercihlerinin
nedenlerini ortaya ¢ikarmay1 amaglamaktadir.



Halil TAS — Muhammet Baki MINAZ 97
Eurasian Journal of Educational Research 81 (2019) 79-98

Arastirmamn Yontemi: Ilkokul 6grencilerinin sinav tiirii tercihlerini ve bu tercihlerinin
cinsiyet ve okulun bulundugu yerlesim yeri degiskenine gore farklilik gosterip
gostermedigini belirlemeyi ve ogrencilerin smav tiirlerine iliskin tercihlerinin
nedenlerini ortaya ¢tkarmay1 amaclayan bu ¢alisma iliskisel arastirma tiirtinden bir
arastirmadir. Bu arastirmanin calisma grubunu, ilkokulda o6grenim goren 208
dordincti sinif 6grencisi olusturmaktadir. Calisma grubunun belirlenmesinde kolay
ulasilabilir durum 6rneklemesi yontemi tercih edilmistir. Ayrica, arastirmada ¢alisma
grubu belirlenirken hem il merkezindeki hem ilge merkezindeki hem de koylerdeki
okullarda ogrenim goren kiz ve erkek ogrenciler tercih edilerek cesitleme-yer
orneklemesi yapilmistir. Bu ¢calismada, 6grencilerin sinav tiirii tercihlerini belirlemek
i¢in "Smav Tiirti Tercih Anketi” ve 6grencilerin sinav tiirlerine iliskin tercihlerinin
nedenlerini ortaya ¢ikarmak igin “Gortisme Formu” kullAnilmistir. Veri toplama
araglart1  arastrmacilar  tarafindan  gelistirilmistir. ~ Arastrmada, verilerin
toplanmasinda nicel ve nitel arastirma teknikleri kullAnilmistir. Nicel veri toplama
aract olan "Smmav Turti Tercih Anketi” katihmcilara dagitilarak arastirmacinin
gozetiminde cevaplanmasi saglanmistir. Ogrencilerin en ¢ok ve en az tercih ettikleri
smav tiirlerine iliskin goriislerini belirlemek i¢in katilimcilara “Bu sinav tiirtinii neden
daha c¢ok tercih ediyorsunuz?” ve “Bu smnav turiinii neden daha az tercih
ediyorsunuz?” sorulari sorularak verilen cevaplar kayit alttna alinmistir. Arastirmada
elde edilen verilerin analizinde karma yontem kullAnilmistir. Arastrmada, ulagilan
verileri analiz etmek igin frekans, t-testi, tek yonlii varyans analizi (ANOVA) testi
kullAnilmistir. Ogrencilerle yapilan goriismeden elde edilen nitel verilerin analizinde
igerik analizi teknigi kullAnilmistir.

Aragtirmamn Bulgulan: Arastirmada, dgrencilerin %70,67'sinin ¢oktan se¢meli test
tirtinde yapilan smavlary, %13,46’smin dogru-yanhs test tiirtindeki smavlar,
%8,17’sinin kisa cevapl test tiirtindeki smavlari, %4,81'inin eglestirmeli test ttirtindeki
smavlar1 ve %2,88'inin ise yazili yoklama tiirtinden smavlar: tercih ettikleri tespit
edilmistir. Arastirma bulgularina gore 6grenciler tarafindan en ¢ok tercih edilen smav
tirtinin ¢oktan segmeli testler oldugu tespit edilmistir. Ogrencilerle yapilan
goriismelerde, dgrencilerin ¢oktan se¢meli testleri tercih etme egiliminde olduklar:
belirlenmistir. Arastirmada, 6grenciler tarafindan tercih edilen smav tiri ile
ogrencilerin cinsiyetleri ve okulun bulundugu yerlesim yeri degiskenleri arasinda
anlamli bir iliski bulunmadig1 belirlenmistir. Yapilan goriismelerden, dgrencilerin
¢oktan se¢meli testleri daha ¢ok kolay olmalarindan, cevaplar: tahmin etmeye olanak
saglamalarindan, cevaplarmin kesin olmasindan, degerlendirmenin 6gretmen
miidahalesine kapali olmasindan, tilkede yapilan yerel ve merkezi sinavlarda ¢ok sik
kullAniliyor olmasindan dolay: tercih ettikleri; yazili yoklamalarin ise ¢ok yazma
gerektirmesinden, cevaplarin kesin olmamasindan, degerlendirme asamasinda
Ogretmen etkisine actk olmasindan, yaygin olarak kullAnilmiyor olmasindan dolay1
ogrenciler tarafindan fazla tercih edilmedigi tespit edilmistir.

Aragtirmamn Sonuglart ve Onerileri: Aragtirmada, 6grencilerin en fazla goktan secmeli
test tuirtindeki smavlari, en az ise yazili yoklama tiirtindeki sinavlari tercih ettikleri;
tercih edilen sinav tiirii ile 6grencilerin cinsiyetleri ve okulun bulundugu yerlesim yeri
arasinda anlaml bir iliski bulunmadigt sonucuna ulasilmistir. Yapilan calismada,



98 Halil TAS — Muhammet Baki MINAZ
Eurasian Journal of Educational Research 81 (2019) 79-98

dgrencilerin sinav tiirti tercihleri tizerinde 6gretmenlerin ve merkezi sinavlarm nemli
oranda etkili oldugu soylenebilir. Ogretmenlerin portfolyo, performans
degerlendirme, proje, 6z degerlendirme, akran degerlendirme, gozlem, goriisme,
kavram haritalar1, yapilandirilmis grid, tAnilayici dallanmis agag gibi 6l¢me ve
degerlendirme tekniklerini az kullanmalarmin ve buna karsin goktan se¢meli test,
dogru-yanlis test, kisa cevapli test, eslestirmeli test ve yazili yoklama gibi geleneksel
olgme ve degerlendirme tekniklerini ¢ok sik kullanmalarimin 6grencilerin smav tiirt
tercihleri tizerinde etkili oldugu sonucuna ulasilmistir. Nitelikli bir 6lgme-
degerlendirme etkinligi i¢in, sinav tiirti belirlenirken 6grenenler bireysel farkliliklari,
deneyimleri, bireysel gereksinimleri ve tercihleri de dikkate alinmalidir. Ulusal ve
uluslararasi diizeyde yapilan smnavlarin sekli ve onemi goz ardi edilmeden,
ogrencilerin bireysel farkliliklar1 da dikkate almarak sinav gesitliligi saglanmalidir.
Sinavlar 6grencileri yargilamak icin degil; akademik, sosyal ve kiiltiirel gelisimlerini
destekleyerek 6grencilere, velilere ve 6gretmenlere yol gosterecek bir faaliyet olarak
yapilmalidir. Smavlar, sadece iyi bir okul kazanmak icin degil; bireyde var olan gizil
gliclerin, yeteneklerin, kapasitenin ortaya ¢ikarilmasi, kullAnilmasi ve gelistirilmesi
amactyla da yapilmalidir. Okullarda sadece akademik basarty1 6lgen sinavlar degil;
hem o6grencilerin 6z giivenlerini ve 6z denetimlerini gelistirecek hem de onlara
Ogrenmeyi 6grenmenin yollarmi acacak 6z degerlendirme, akran degerlendirme ve
grup degerlendirmeleri de yapilmalidir. Sinav tiirti tercihleriyle ilgili olarak, farkl
degiskenlerin kullAnildig1 baska ¢alismalar da yapilmalidir.

Anahtar Kelimeler: llkokul, smav tiirii, Slcme ve degerlendirme, simav kaygisi.
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Introduction

The need for the 21st century in the curriculum of educational institutions is
oriented to create productive, creative, innovative, and effective generations through
the integration of attitudes, abilities and knowledge with life skills (Andrini, 2016;
Kabeel and Eisa, 2016; Taghva, Rezael, Ghaderi, and Taghva, 2014). Higher education
institutions have made various efforts to improve their quality, in order to produce
professional students, because critical thinking education is a process that involves
all levels of education (Unlu, 2018). Learning is effective when the learning strategy
implemented bring about desired changes in students’ behavior (Oghenevwede,
2010). The results of a meaningful learning will likely to be meaningful, both in the
cognitive, effective, and psychomotor aspects (Corebima, 2006). One of the learning
strategies that can create meaningful learning is the inquiry strategy.

Inquiry learning strategy gives opportunities for students to learn concepts, to
develop investigation skills, and to gain understanding of science concepts (Bybee,
2002). According to Llewellyn (2013), the implementation of inquiry learning can
explore and empower thinking skills. Inquiry strategy fosters a positive science
attitude (Harlen, 2014) and triggers students’ cognition (Breivik, 2016). The
application of inquiry strategy has a significant effect on students’ learning results
(Llewellyn, 2013; Njoroge, Changeiywo, and Ndirangu, 2014; Olukayode, 2012;
Opara, 2011), and it is recommended to be implemented in learning, in order that
students are actively involved in the exploration process using logical and critical
thinking skills.

Inquiry learning can effectively and significantly develop critical thinking skills
(Avsec and Kocijancic, 2014; Azizmalayer, Jafari, Sharif, Asgari, and Omidi, 2012;
Duran and Dokme, 2016; Kitot, Ahmad, and Seman, 2010; Smallhorn, Young, Hunter,
and Da Silva, 2015); it can also train critical thinking skills (Michalopoulou, 2014;
Prince and Felder, 2006; Zubaidah, Fuad, Mahanal, and Suarsini, 2017). Inquiry
learning can improve creative thinking skills (Al-Jarf, 2009; Keles, 2012;
Michalopoulou, 2014; Seyihoglu and Kartal, 2010; Weinstein, 2014). Llewellyn (2013)
recommended the implementation of inquiry learning in order that students were
actively involved in the process of exploring and empowering their thinking skills.
Thus, the inquiry learning strategy can create more meaningful and effective learning
towards critical thinking skills and creative thinking skills.

Critical thinking is the most valuable skill that can be passed on by the school to
its graduates and becomes a learning goal at all levels of discipline (Thompson,
2011). The development of critical thinking skills has become the focus of attention in
meeting the needs of the labor market with social and complex challenges (Cruz,
Payan-Carreira, and Dominguez, 2017). Critical thinking skills are needed by
education graduates to solve increasingly complex life problems (Zivkovié¢, 2016).
Critical thinking skills are required to develop students' abilities (Hashemi, 2011); it
is a generator to produce ideas and innovations both comparatively and
competitively in global competition (Martincova and Lukesovd, 2015).
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Several research results have revealed the correlation between critical thinking
skills and learning results, including the concept gaining. Critical thinking has a
significant correlation with learning results, including concept gaining and cognitive
ability (Alter, 2009; Chukwuyenum, 2013; Dehghani, Sani, Pakmehr, and
Malekzadeh, 2011). Critical thinking has a correlation with high order thinking skills
(Page and Mukherjee, 2006) such as analyzing, synthesizing and evaluating.

Another skill that needs to be developed is creative thinking skills. According to
Hadzigeorgiou, Fokialis, and Kabouropoulou (2012), creative thinking skills are the
foundation of science, which are very important for students (Baker and Rudd, 2001),
is a form of expressing oneself in a unique way (Abraham, 2015). Several research
results have a positive correlation with cognitive learning results (Lin and Wu, 2016;
Nami, Marsooli, and Ashouri, 2014; Vasudevan, 2013; Yusnaeni, Susilo, Corebima,
and Zubaidah, 2016). The optimization of thinking skills is very important, because it
is a life skill that needs to be developed (Zubaidah, 2010), which is needed to
overcome complex problems along with biological development.

The research on the effect of inquiry learning strategy on critical thinking skills,
creative thinking skills and learning results has been widely conducted. The
information on the correlation and contribution of critical thinking skills and creative
thinking skills toward cognitive learning results using inquiry learning strategy has
not been revealed. Therefore, it is essential to conduct a research to reveal the
correlation between critical thinking skills and creative thinking skills toward
cognitive learning results at the implementation of inquiry learning strategy and to
find out the amount of the related contribution. Therefore, the research hypothesis is
formulated as there is a correlation between critical thinking and creative thinking
skills simultaneously toward cognitive learning results at the implementation of
inquiry learning strategy. The contribution value is used as a basis of information
and recommendations for the application of inquiry strategy to improve the quality
of learning.

Method
Research Design

This research was classified into a descriptive-correlational research, using One-
Group Pretest-Posttest Design (Arikunto, 2013, p.124; Sugiyono, 2016, p.74). This
design included a pretest measure followed by a treatment and a posttest for a single
group (Creswell, 2014) as presented in Table 1.

Table 1
The One Group Pretest-Posttest Design
Pretest Treatment Posttest
Ol X 02

O:1 : The pretest score of the experiment class
X : Learning with an inquiry strategy
O:: The posttest score of the experiment class
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Related to this research design an observation was carried out before the
experiment (O1) called the pretest, and an observation was also carried out after the
experiment (O2) called the posttest. This research is a correlational research which
aims at revealing the correlation between critical thinking and creative thinking skills
toward cognitive learning results at the implementation of inquiry learning strategy.

Research Sample

This research was conducted in 2017-2018 academic year. The population of this
research was all under graduate students of Biology Education Study Program in
Teacher Training and Education Faculty of Jambi University, Indonesia. The
participants of this study were 52 undergraduate students consisting of 6 male
students and 46 female students in Biology Education who took Environmental
Science class.

Research Instruments and Procedures

The research data were obtained from the results of critical thinking skill test,
creative thinking test, and cognitive learning result test in the form of pretest and
posttest. The research instrument used to measure students’ critical thinking skills,
creative thinking skills, and cognitive learning results is an essay test, with a total
number of 12 questions. The critical thinking skill rubric was adapted from the
assessment rubric developed by Zubaidah, Corebima, and Mistianah (2015) with a
scale of 0-5. The creative thinking skill test was adapted from Treffinger, Young,
Selby, and Shepardson (2002). The data of cognitive learning result test with non-
rubric assessment used 5 subscales. The assessment score obtained was converted to
a score with a scale of 0-100. The data of critical thinking skills and creative thinking
skills were used as the predictor variables, and the score of cognitive learning results
was used as the criterion variable.

Validity and Reliability

The validity and reliability of the test instrument was obtained through a try out,
conducted on 22 biology education students in the fourth semester of the 2017/2018
academic year who had passed the same course. The recapitulation of the instrument
test item analysis based on the results of the try-out was analyzed with the assistance
of Anates Ver. 4.0 because it was relatively easy to be used (Arif, 2014). The results
showed that the XY correlation was 0.72, and the reliability test was 0.83. Thus, it
could be concluded that all the instruments were valid (Widoyoko, 2014, p.180). The
results of the reliability index of the test instrument showed that the Statistics
Reliability score (Cronbach's Alpha) was 0.83, so it could be concluded that the
instrument was reliable (Widoyoko, 2014, p.180).

Data Analysis

The research data were analyzed using multiple regression analysis to reveal the
correlation between critical thinking skills and creative thinking skills toward
students' cognitive learning results. The research data analyzed were the corrected
data. Before the hypothesis testing was performed, a normality test and a
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homogeneity test were initially done. The data were analyzed with the assistance of
SPSS version 16.0 for windows at a significance level of 5%.

Results

Based on the results of the data normality test, the sig. values of critical thinking
skills, creative thinking skills, and cognitive learning results were 0.789, 0.816 and
0.957 respectively. Thus, it can be concluded that the data were normally distributed.
Based on the results of homogeneity test, the sig. values of critical thinking skills,
creative thinking skills, and cognitive learning results were 0.554, 0.641 and 0.901
respectively. It can be concluded that the data were homogeneous. The results of the
analysis on the correlation between critical thinking and creative thinking skills
toward cognitive learning results at the implementation of inquiry learning strategy
are presented in Table 2.

Table 2

Summary of Anova on The Correlation between Critical Thinking and Creative Thinking
Skillstoward Cognitive Learning Results

Model SS af MS F Sig.

1 Regression 1102.589 2 551295  65.440 .000a
Residual 412799 49 8.424
Total 1515388 51

a. Predictors: (Constant), Creative Cor., Critical Cor.
b. Dependent Variable: Cognitive Cor.
SS: Some of Squares, df: Degrees of freedom, MS: Mean Square

Table 2 shows that the p value = 0.000 meaning that critical thinking and creative
thinking skills have a strong correlation with cognitive learning results at the
implementation of inquiry learning strategy.The regression coefficient of the
correlation between critical thinking skills and creative thinking skills toward
cognitive learning results at the implementation of inquiry learning strategy is
presented in Table 3.

Table 3

Regression Coefficients of The Correlation between Critical Thinking Skill and Creative
Thinking Skill toward Students' Cognitive Learning Results

Model Unstandardized Standardized t Sig.
Coefficients Coefficients
B Std.Error Beta
1 (Constant) 15.261 3.251 4.694 .000
Critical Thinking Cor 139 114 123 1218 229
Creative Thinking Cor .733 .097 .765  7.550 .000

a. Dependent Variable: Cognitive Cor
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The results of the multiple linear regression test (Table 3) found that the
regression equation is Y= 0,139X; + 0,733X, + 15,261. The amount of the contribution
of critical thinking skills and creative thinking skills toward cognitive learning results
is presented in Table 4.

Table 4

The Summary of The Regression of The Correlation between Critical Thinking Skills and
Creative Thinking Skillstoward Students' Cognitive Learning Results

Model R R Square Adjusted RSquare Std. Error of the Estimate

1 .853a 728 716 2.903

a. Predictors: (Constant), Creative Cor, Critical Cor
b. Dependent Variable: Cognitive Cor

The results of the multiple regression analysis show that the regression coefficient
value (R) is 0.853 and the determination coefficient is (R2) 0.728. This means that the
contribution of critical thinking skill and creative thinking skill toward cognitive
learning result is 72.80%, while the remaining as much as 27.20% is influenced by
other variables. The amount of relative and effective contribution of the independent
variables (predictors), toward the dependent variable (criterion), namely the
cognitive learning results, is presented in Table 5.

Table 5

Contribution of Critical Thinking Skills and Creative Thinking Skillstoward Students'
Cognitive Learning Results

Variable RC (%) EC (%)
X1 (Critical Thinking Skills) 10.84 7,89
X2 (Creative Thinking Skills) 89.16 64,91
Total 100 72,80

Description: RC = Relative Contribution; EC = Effective Contribution.

Table 5 shows that the relative contribution of critical thinking skills toward
cognitive learning results is 10.84%, and the relative contribution of creative thinking
skills toward cognitive learning results is 89.16%. The effective contribution of critical
thinking skills toward cognitive learning results is 7.89%, and the effective
contribution of creative thinking skills toward cognitive learning results is 64.91%.
Thus, the total effective contribution is 72.80%. Therefore, it can be concluded that
creative thinking skill has a bigger contribution toward cognitive learning results
than the critical thinking skill does.

Discussion, Conclusion and Recommendations

The results of multiple linear regression analysis revealed that critical thinking
skills and creative thinking skills can effectively improve cognitive learning results.
This shows that there is a very strong correlation between critical thinking skills and
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creative thinking skills toward cognitive learning results. The contribution of the
critical thinking skills and creative thinking skills was 72.80%, and the remaining
27.20% was influenced by other variables not examined in the this research. The
implementation of inquiry learning is proven having potential to give a significant
contribution to critical thinking skills and creative thinking skills which eventually
can improve cognitive learning outcomes.

The results of this research are in accordance with the research results by Alghafri
and Bin Ismail (2014), reporting that there was a significant correlation between
critical thinking and creative thinking skills toward cognitive learning results at the
implementation of inquiry strategy. Inquiry learning is significantly effective in
developing critical thinking skills (Avsec and Kocijancic, 2014; Duran and Dokme,
2016; Kitot et al.,, 2010; Prince and Felder, 2006; Smallhorn et al., 2015). Inquiry
learning can explore and empower students' thinking skills (Llewellyn, 2013).
Inquiry learning can train critical thinking skills (Prince and Felder, 2006).

The implementation of inquiry learning can improve creative thinking skills(Al-
Jarf, 2009; Keles, 2012; Michalopoulou, 2014; Seyihoglu and Kartal, 2010; Weinstein,
2014). Llewellyn (2013) recommended the implementation of inquiry learning in
learning, so that students are actively involved in the process of exploring and
empowering their thinking skills. Inquiry learning can train students' creative
thinking skills (Michalopoulou, 2014; Zubaidah et al., 2017). Inquiry-based learning is
more effective for science learning (Crawford, 2007; Hmelo-Silver, Duncan, and
Chinn, 2007; Minner, Levy, and Century, 2010). These statements proved that inquiry
learning strategy is a meaningful and effective learning strategy. Inquiry strategy can
also improve social activities, life culture and communication. Strength category in
higher education strategies includes social activities, life culture, and communication
(Cevher and Yuksel, 2015).

The implementation of inquiry strategy has a significant effect on learning results,
learning achievement including students” concept gaining (Llewellyn, 2013; Njoroge
et al., 2014; Olukayode, 2012; Opara, 2011). Students’” learning achievement can be
reflected in the process and cognitive dimensions of students (Krathwohl, 2002).
Inquiry learning provides opportunities for students to develop their understanding
and abilities (Bybee, 2002), to increase motivation and interest in the topic (Sadeh and
Zion, 2012). The discussion in the inquiry strategy also raises cognitive conflict
(Barrouillet, 2015). In this activity, students’ discussion is based on the data collected
to develop conceptual knowledge (Minner, Levy, and Century, 2010).

Based on the potential contribution in improving students’ learning results in this
research, it was found that the critical thinking skills have a smaller contribution than
that of the creative thinking skills. This means that the contribution of the critical
thinking skills as a predictor variable is less strong. This result is in line with the
research results byAktas and Unlii (2013), Alghafri and Bin Ismail (2014), Birgili
(2015), Taghva et al. (2014), stating that there was a moderate correlation, between
critical thinking skills and students” learning achievement. This is supported byLujan
and DiCarlo (2006) who recommended that teachers needed to focus more on active
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learning, more specifically, as a solution for solving the low level of critical thinking
skills. The development of critical thinking skills is needed because it provides a
positive contribution toward students’ learning results (Marzano, et al., 1988).

The effective contribution of critical thinking skills toward cognitive learning
results is only 7.89%. At the beginning of this research, the students appeared to have
difficulties and were not accustomed with empowering their critical thinking skills.
This illustrates that the empowerment of critical thinking skills is also influenced by
other factors such as habits and training. Critical thinking skills have a correlation
with high-order thinking skills, such as analyzing, synthesizing and evaluating (Page
and Mukherjee, 2006). In addition, the research results by Fuad, Zubaidah, Mahanal,
and Suarsini (2017) reported that there were differences in critical thinking skills in
relation with different learning models.

Students' critical thinking skills need to be optimized (Thompson, 2011).
Developing thinking skills is the key to educational success (Alrubaie and Daniel,
2014); critical thinking skills can be developed through phenomenon observation
training (Rabu, Aris and Tasir, 2013). These things apparently have been integrated
in the syntax of the inquiry strategy (Llewellyn, 2013). Developing critical thinking
skills can be done through the activities, such as organizing research, observing,
formulating problems and solving problems, asking and answering questions,
recording observations and making conclusions, as well as using scientific language
(Vieira, Tenreiro-Vieira and Martins, 2011).

At the beginning of this research, students experienced difficulties in planning an
inquiry-based activity. The students were accustomed with the learning type such as
listening to explanations, and taking notes on lectures. According to Massa (2014),
critical thinking skills are mental processes and strategies for analyzing and
evaluating ideas, choices, and concepts to make decisions. This can be trained
through the implementation of learning strategies. Inquiry strategy trains students to
search evidence to make, revise and develop explanations based on the evidence
which is found through critical and logical thinking. Finally, the learning process
stimulates students to always empower their critical thinking. Through the training
process, students develop as scientific observers that support their reasoning
(Eberbach and Crowley, 2009). The training in the learning can finally result in
contributing students' critical thinking (Prince and Felder, 2006) and contributing to
students’ cognitive learning results.

In this research, creative thinking variable also had a significant correlation with
cognitive learning results, and it had bigger contribution than the critical thinking
variable. This is in line with the research results by Lin and Wu (2016), Nami et al.
(2014), Vasudevan (2013), Yusnaeni et al. (2016), stating that there was a positive
correlation between the creative thinking skills and cognitive learning results.
Creative thinking can improve students’ academic achievement. Moreover, it can be
seen that a change in creativity strategy related to content, process, product, and
learning environment will increase students’” academic achievement (Altintas and
Ozdemir, 2015).
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Daskolia, Dimos, and Kampylis (2012) stated that creativity, as a theoretical
approach, was viewed as a multi-component process, not only involving cognitive
aspects but also affective, motivation, and other characteristics. Creative thinking
skills can be increased through the implementation of inquiry learning strategy (Al-
Jarf, 2009; Keles, 2012; Michalopoulou, 2014; Seyihoglu and Kartal, 2010; Weinstein,
2014), and it can also be improved through training (Michalopoulou, 2014; Zubaidah
et al,, 2017). This can affect the effective contribution toward cognitive learning
results, as uncovered in this research. The results of creative thinking skills are
different for different learning models (Zubaidah et al., 2017). Developing creative
thinking skills is the key to educational success (Alrubaie and Daniel, 2014). Thus,
empowering creative thinking skills has concrete benefits to increase students'
concept understanding, which can eventually contribute to cognitive learning results.

The amount of the effective contribution of critical thinking skills and creative
thinking skills toward cognitive learning results was 72.80%. These results prove that
critical thinking skills and creative thinking skills simultaneously have a very
significant and effective contribution toward students’ cognitive learning results. The
better the students’ creative thinking skills and critical thinking skills are, the better
their cognitive learning outcomes will be. This means that students' critical thinking
skills still need to be empowered in learning in order to obtain more optimal results,
while maintaining the consistency of students' creative thinking skills. Therefore,
students’ critical thinking skills and creative thinking skills need to be empowered in
learning. Learning which is only oriented to cognitive learning results or scores will
not give many benefits for students.

In this research, there was a strong correlation between critical thinking and
creative thinking skills in improving students’ cognitive learning results. This shows
that while the students empower their creative thinking skills in learning, their
critical thinking skills will also be involved in it, and vice versa. This is supported by
the statement that creative thinking has a correlation with critical thinking
(Aizikovitsh-Udi and Amit, 2011; Ulger, 2016). Critical thinking skills and creative
thinking skills are integrated in learning (Chang, Li, Chen, and Chiu, 2015) and will
be complementary to produce quality and sustainable innovation (Birgili, 2015), so
that it needs to be empowered in learning. The thinking skills which are integrated at
every stage of inquiry syntax ease the students to manage and to understand
information effectively and systematically. The ability to manage and understand
information is the key for achieving creative thinking and critical thinking aspects.
Critical thinking and creative thinking have a central role in education (Iakovos,
2011). On the other hand, Baker and Rudd (2001) argued that creative thinking and
critical thinking were both convergent. The results of this research prove that the
implementation of inquiry learning strategy can empower and develop the critical
thinking and creative thinking, complement to each other to produce quality and
sustainable innovation, and contribute to students” cognitive learning results.

Based on the results and discussion of this research, it can be concluded that: (1)
critical thinking skills and creative thinking skills simultaneously have a significant
correlation with cognitive learning results at the implementation of inquiry learning
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strategy, (2) the contribution of the correlation between critical thinking and creative
thinking skills simultaneously toward cognitive learning results at the
implementation of inquiry learning strategy is as much as 72.80%, and (3) the
effective contribution of creative thinking skills toward cognitive learning results is
greater (64.91%) than that of the critical thinking skills (7.89%) to cognitive learning
outcomes.

Empowering critical thinking skills and creative thinking skills by using the right
learning strategy should be the focus of attention of educators, researchers and
educational developers. This is based on the research results that critical thinking
skills and creative thinking skills have a big contribution toward cognitive learning
results with the implementation of inquiry strategy. Lecturers can consider the
inquiry strategy as an alternative learning strategy to empower students' critical
thinking skills and creative thinking skills, especially for new students in
universities. This research is limited yet to the new students in universities. The
research may be more interesting if applied at all levels of lectures in relation with
other thinking skills.

References

Abraham, A. (2015). Gender and creativity: An overview of psychological and
neuroscientific literature. Brain Imaging and Behavior, 10(2), 609-618.
doi:10.1007/511682-015-9410-8

Aizikovitsh-Udji, E., & Amit, M. (2011). Developing the skills of critical and creative
thinking by probability teaching. Procedia-Social and Behavioral Sciences, 15,
1087-1091. doi:10.1016/j.sbspro.2011.03.243

Aktas, GS., & Unlii, M. (2013). Critical thinking skills of teacher candidates of
elementary Mathematics. Procedia-Social and Behavioral Sciences, 93, 831-835.
doi:10.1016/j.sbspro.2013.09.288

Alghafri, A. S.,, & Bin Ismail, H. N. (2014). The effects of mtegrating creative and
critical thinking on schools students' thinking. International Journal of Social
Science and Humanity, 4(6), 518-525. doi:10.7763/1JSSH.2014.V4.410

Al-Jarf, R. (2009). Enhancing freshman students” writing skills with a mind mapping
software. Paper presented at the 5th International Scientific Conference, eLearning
and Software for Education, Bucharest, April 2009.

Alrubaie, F., & Daniel, E. G. (2014). Developing a creative thinking test for Iraqi
physics students. International Journal of Mathematics and Physical Sciences
Research, 2(1), 80-84.

Alter, F. (2009). Understanding the role of critical and creative thinking in Australian
primary school visual arts education. International Art in Early Childhood
Research Journal, 1(1), 1-12.



Jodion SIBURIAN - Aloysius Duran COREBIMA - IBROHIM - Murni SAPTASARI 109
Eurasian Journal of Educational Research 81 (2019) 99-114

Andrini, V. S. (2016). The effectiveness of mquiry learning method to enhance
students’ learning outcome: A theoritical and empirical review. Journal of
Education and Practice, 7(3), 38-42.

Arif, M. (2014). Penerapan aplikasi anates bentuk soal pilihan Ganda [The
mmplementation of anates application in the form of multiple choice
questions]. Jurnal Ilmiah Edutic, 1(1), 1- 9.

Arikunto, S. (2013). Prosedur Penelitian, Suatu Pendekatan Praktik[Research Procedure, A
Practice Approach]. Jakarta: Rineka Cipta.

Avsec, S., & Kocijancic, S. (2014). The effect of the use of an inquiry-based approach
in an open learning middle school hydraulic turbine optimisation course.
World Transactions on Engineering and Technology Education, 12(3), 329-337.

Azizmalayer, K., Jafari, E. M., Sharif, M., Asgari, M., & Omidi, M. (2012). The impact
of guided inquiry methods of teaching on the critical thinking of high school
students. Journal of Education and Practice, 3(10), 42-48.

Baker, M., & Rudd, R. (2001). Relationships between critical and creative thinking.
Journal of Southern Agricultural Education Research, 51(1), 173-188.

Barrouillet, P. (2015). Theories of cognitive development: From Piaget to today.
Developmental Review, 38, 1-12. d0i:10.1016/j.dr.2015.07.004

Birgili, B. (2015). Creative and critical thinking skills in problem-based learning
environments. Journal of Gifted Education and Creativity, 2(2), 71-80.
doi:10.18200/JGEDC.2015214253

Breivik, J. (2016). Critical thinking in online educational discussions measured as
progress through mquiry phases: A discussion of the cognitive presence
construct in the community of inquiry framework. International Journal of E-
Learning & Distance Education, 32(1), 1-15.

Bybee, R. W. (2002). Learning science and the science of learning. Arlington, Virgina:
National Science Teachers Association.

Cevher, E., & Yuksel, H. (2015). In regards to higher education strategy, assessment
of educational activities in public universities: The case of Turkey. Eurasian
Journal of Educational Research, 61, 237-256.

Chang, Y., Li, B.-D., Chen, H.-C., & Chiu, F.-C. (2015). Investigating the synergy of
critical thinking and creative thinking in the course of integrated activity in
Taiwan. Educational Psychology, 35(3), 341-360.
doi:10.1080/01443410.2014.920079

Chukwuyenum, A. N. (2013). Impact of critical thinking on performance in
mathematics among senior secondary school students in Lagos State. IOSR
Journal of Research & Method in Education (IOSR-JRME), 3(5), 18-25.



110 Jodion SIBURIAN - Aloysius Duran COREBIMA - IBROHIM - Murni SAPTASARI
Eurasian Journal of Educational Research 81 (2019) 99-114

Corebima, A. D. (2006). Pembelajaran Biologi yang memberdayakan kemampuan
berpikir siswa [Biology learning which empowers students' thinking skills].
Paper presented at Pelatihan Strategi Metakognitif pada Pembelajaran Biologi untuk
Guru-guru Biologi SMA di Kota Palangkaraya, 23 Agustus.

Crawford, B. A. (2007). Learning to teach science as mquiry in the rough and tumble
of practice. Journal of Research in Science Teaching, 44(4), 613-642.
doi:10.1002/ tea.20157

Creswell, J. W. (2014). Research design: Qualitative, quantitative, and mixed methods
approaches. 4rd ed. Los Angeles, CA: Sage, Publicatios, Inc. Washington DC.
Retrieved March 27, 2019 from:
https:/ /gul.gu.se/public/pp/public_file_archive.

Cruz, G., Payan-Carreira, R., & Dominguez, C. (2017). Critical thinking education in
the portuguese higher education institutions: a systematic review of
educational practices. Revista Lusdfona de  Educacio, 38, 43-61.
doi:10.24140/issn.1645-7250.r1e38.03

Daskolia, M., Dimos, A., & Kampylis, P. G. (2012). Secondary teachers’ conceptions
of creative thinking within the context of environmental education.
International Journal of Environmental & Science Education, 7(2), 269-290.

Dehghani, M., Sani, H. J.,, Pakmehr, H., & Malekzadeh, A. (2011). Relationship
between students' critical thinking and self-efficacy beliefs in Ferdowsi
University of Mashhad, Iran. Procedia-Social and Behavioral Sciences, 15, 2952-
2955. doi:10.1016/j.sbspro.2011.04.221

Duran, M., & Dékme, 1. (2016). The effect of the inquiry-based learning approach on
student’s critical-thinking skills. Eurasia Journal of Mathematics, Science &
Technology Education, 12(12), 2887-2908. d0i:10.12973/ eurasia.2016.02311a

Eberbach, C., & Crowley, K. (2009). From everyday to scientific observation: How
children learn to observe the Biologist’s World. Review of Educational Research
Spring 2009, 79(1), 39-68. doi:10.3102/0034654308325899

Fuad, N. M., Zubaidah, S., Mahanal, S., & Suarsini, E. (2017). Improving junior high
schools” critical thinking skills based on test three different models of
learning.  Infernational  Journal — of  Imstruction,  10(1),  101-116.
doi:10.12973 /tused.10214a

Hadzigeorgiou, Y., Fokialis, P., & Kabouropoulou, M. (2012). Thinking about
creativity in science education. Creative Education, 3(5), 603-611.
doi:10.4236/ ce.2012.35089

Harlen, W. (2014). Helping children’s development of inquiry skills. Inquiry in
Primary Science Education (IPSE), 1, 5-19.

Hashemi, S. A. (2011). The use of critical thinking in social science textbooks of high
school: A field study of fars province in Iran. International Journal of
Instruction, 4(1), 63-78.



Jodion SIBURIAN - Aloysius Duran COREBIMA - IBROHIM - Murni SAPTASARI 111
Eurasian Journal of Educational Research 81 (2019) 99-114

Hmelo-Silver, C. E., Duncan, R. G, & Chinn, C. A. (2007). Scaffolding and
achievement in problem- based and inquiry learning: A response to Kirchner,
Sweller, and Clark (2006). Educational Psychologist, 42(2), 99-107.

Iakovos, T. (2011). Critical and creative thinking in the English language classroom.
International Journal of Humanities and Social Science, 1(8), 82-88.

Kabeel, A. R, & Eisa, S. A.-M. (2016). The correlation of critical thinking disposition
and approaches to learning among baccalaureate nursing student. Journal of
Education and Practice, 7(32), 91-103.

Keles, O. (2012). Elementary teacher's” views on mind mapping. International Journal
of Education, 4(1), 93-100. doi:10.5296/ ije.v4i1.1327

Kitot, A. K., Ahmad, A. R, & Seman, A. A. (2010). The effectiveness of mquiry
teaching in enhancing students’ critical thinking. Procedia-Social and Behavioral
Sciences, 7(C), 264-273. doi:10.1016/j.sbspro.2010.10.037

Krathwohl, D. R. (2002). A revision of bloom's taxonomy: An overview. Theory Into
Practice, 41(4), 212-218. do0i:10.1207 /s15430421tip4104_2

Lin, C.-S., & Wu, R. Y.-W. (2016). Effects of web-based creative thinking teaching on
students’ creativity and learning outcome. Eurasia Journal of Mathematics,
Science & Technology Education, 12(6), 1675-1684.
doi:10.12973 / eurasia.2016.1558a

Llewellyn, D. (2013). Teaching high school science through imquiry and argumentation.
California: Corwin A Sage Company.

Lujan, H. L., & DiCarlo, S. E. (2006). Too much teaching, not enough learning: What
is the solution? Advances in Physiology Education, 30, 17-22.
doi:10.1152/advan.00061.2005

Martincovd, J., & LukeSova, M. (2015). Critical thinking as a tool for managing
mtercultural conflicts. Procedia-Social and Behavioral Sciences, 171, 1255-1264.
doi:10.1016/j.sbspro.2015.01.239

Marzano, R. J., Brandt, R. S., Jones, B. F., Presseisen, B. Z., Rankin, S. C., & Suhor, C.
(1988). Dimensions of thinkkig: A framework for curriculum and instruction.
Alexandria, Virgina: The Association for Supervision and Curriculum
Development.

Massa, S. (2014). The development of critical thinking i primary school: The role of
teachers’ beliefs. Procedia-Social and Behavioral Sciences, 141, 387-392.
doi:10.1016/j.sbspro.2014.05.068

Michalopoulou, A. (2014). Inquiry-based learning through the creative thinking and
expression in early years education. Creative Education, 5, 377-385.
doi:10.4236/ ce.2014.56047



112 Jodion SIBURIAN - Aloysius Duran COREBIMA - IBROHIM - Murni SAPTASARI
Eurasian Journal of Educational Research 81 (2019) 99-114

Minner, D. D., Levy, A. ], & Century, J. (2010). Inquiry-based science instruction-
what 1s 1t and does 1t matter? Results from a research synthesis years 1984 to
2002.  Journal of Research in  Science Teaching, 47(4), 474-496.
doi:10.1002/ tea.20347

Nami, Y., Marsooli, H., & Ashouri, M. (2014). The relationship between creativity and
academic achievement. Procedia-Social and Behavioral Sciences, 114, 36-39.
doi:10.1016/j.sbspro.2013.12.652

Njoroge, G. N., Changeiywo, J. M., & Ndirangu, M. (2014). Effects of inquiry-based
teaching approach on secondary school students’ achievement and
motivation in Physics in Nyeri County, Kenya. International Journal of
Academic Research in Education and Review, 2(1), 1-16.

Oghenevwede, O. E. (2010). Effects Of discovery and inquiry approaches in teaching
and learning of Biology on secondary schools students' performance in Delta
State, Nigeria. Journal of Research in Education and Society, 1(1), 30-39.

Olukayode, O. J. (2012). Inquiry method, teacher guided discussion method and
student’s attitude and performance in social studies. Global Journal of
Management and Business Research, 12(15), 54 - 59.

Opara, J. A. (2011). Inquiry method and student academic achievement in Biology:
Lessons and policy mmplication. American-Eurasian Journal of Scientific
Research, 6(1), 28-31.

Page, D., & Mukherjee, A. (2006). Using negotiation excercises to promote critical
thinking skills. Developments in Business Simulation and Experiential Learning,
33, 71-78.

Prince, M. J., & Felder, R. M. (2006). Inductive teaching and learning methods:
definitions, comparisons, and research bases. ]. Engr. Education, 95(2), 123-
138.

Rabu, S. N., Aris, B., & Tasir, Z. (2013). Teaching critical thinking through online
instructor scaffolding: A conceptual framework. Procedia-Social and Behavioral
Sciences, 97, 314-319. d0i:10.1016/j.sbspro.2013.10.239

Sadeh, 1., & Zion, M. (2012). Which type of mquiry project do high school biology
students prefer: open or guided? Res Sci Educ, 42, 831-848.
doi:10.1007/511165-011-9222-9

Seyihoglu, A., & Kartal, A. (2010). The views of the teachers about the mind mapping
technique in the elementary life science and social studies lessons based on
the constructivist method. Kuram ve Uygulamada Egitim Bilimleri/Educational
Sciences: Theory & Practice, 10(3), 1637-1656.

Smallhorn, M., Young, J., Hunter, N., & Da Silva, K. B. (2015). Inquiry-based learning
to improve student engagement in a large first year topic. Student Success,
6(2), 65-71. doi:10.5204 /ssj.v6i2.292



Jodion SIBURIAN - Aloysius Duran COREBIMA - IBROHIM - Murni SAPTASARI 113
Eurasian Journal of Educational Research 81 (2019) 99-114

Sugiyono. (2016). Metode penelitian kuantitatif, kualitatif dan R & D [Research methods
quantitative, qualitative and R & D]. Bandung: Penerbit Alfabeta.

Taghva, F., Rezael, N., Ghaderi, J., & Taghva, R. (2014). Studying the relationship
between critical thinking skills and students’ educational achievement
(Eghlid Universities as case study). International Letters of Social and
Humanistic Sciences, 25, 18-25.doi:10.18052/ www .scipress.com/ILSHS.25.18

Thompson, C. (2011). Critical Thinking across the Curriculum: Process over Output.
International Journal of Humanities and Social Science, 1(9), 1-7.

Treffinger, D. J., Young, G. C, Selby, E. C, & Shepardson, C. (2002). Assessing
creativity: A guide for educators. The National Research Center on The Gifted and
Talented. Center for Creative Learning, Sarasota: Florida.

Ulger, K. (2016). The relationship between creative thinking and critical thinking
skills of students. Hacettepe Universitesi Egitim Fakiiltesi Dergisi (H.U. Journal of
Education), 31(4), 695-710. doi:10.16986/HUJE.2016018493

Unly, S. (2018). Curriculum development study for teacher education supporting
critical thinking. Eurasian Journal of Educational Research, 76, 165-186.
doi:10.14689/ ejer.2018.76.9

Vasudevan, H. (2013). The mnfluence of teachers’ creativity, attitude and commitment
on students’ proficiency of the english language. IOSR Journal of Research &
Method in Education (IOSR-JRME), 1(2), 12-19.

Vieira, R. M., Tenreiro-Vieira, C., & Martins, I. P. (2011). Critical thinking: Conceptual
clarification and its importance in science education. Science Education
International, 22(1), 43-54.

Weinstein, D. (2014). Teaching idea. Mind maps: A lesson In creativity. The Utah
Journal of Literacy, 17(1), 44-51.

Widoyoko, S., E., P. (2014). Teknik penyusunan mstrumen penelitian [Research instrument
technique]. Yogyakarta: Pustaka Pelajar.

Yusnaeni, Susilo, H., Corebima, A. D., & Zubaidah, S. (2016). Hubungan Kemampuan
Berpikir Kreatif dan Hasil Belajar Kognitif pada Pembelajaran Search Solve Create
and Solve di SMA [The Correlation between crerative Thinking Skills and Cognitive
Learning Results in Search Solve Create and Solve Learning at Senior High
School].Prosiding Seminar Nasional Biologi 2016. Universitas Negeri
Surabaya, 443-446.

Zivkovi¢, S. (2016). A model of critical thinking as an important attribute for success
in the 21st Century. Procedia-Social and Behavioral Sciences, 232, 102-108.
doi:10.1016/j.sbspro.2016.10.034

Zubaidah, S. (2010). Berpikir Kritis: Kemampuan Berpikir Tingkat Tinggi yang Dapat
Dikembangkan melalui Pembelajaran Sains [Higher Order Thinking Skills which
can be developed through Science Learning].A paper presented at Seminar



114 Jodion SIBURIAN - Aloysius Duran COREBIMA - IBROHIM - Murni SAPTASARI
Eurasian Journal of Educational Research 81 (2019) 99-114

Nasional Sains 2010 with the theme “Optimalisasi Sains untuk
Memberdayakan Manusia” di Pascasarjana Universitas Negeri Surabaya, 16
January.

Zubaidah, S., Corebima, A. D. & Mistianah. (2015). Asesmen Berpikir Kritis
Terintegrasi Tes Essay [Critical Thinking Assessment integrated with Essay
Tests]. A paper presented at Simposium on Biology Education, Jurusan
Biologi FKIP Universitas Ahmad Dahlan Yogyakarta, 4-5 April 2015.

Zubaidah, S., Fuad, N. M., Mahanal, S., & Suarsini, E. (2017). Improving creative
thinking skills of students through differentiated science inquiry mtegrated
with mind map. Journal of Turkish Science Education, 14(4), 77-91.
doi:10.12973 / tused.10214a



Eurasian Journal of Educational Research 81 (2019) 115-128

2 Eurasian Journal of Educational Research @

www.ejer.com.tr EJER

Development of the Academic Stressors Scale for Bulgarian University Students

Liliya BABAKOVA?

ARTICLE INFO

ABSTRACT

Article History:

Received: 13 Mar. 2019

Received in revised form: 5 Apr. 2019
Accepted: 16 May 2019

DOI: 10.14689/ejer.2019.81.7

Keywords
Academic stressors scale, Validity,
Reliability. University students

There are numerous studies regarding the damage of
academic stress on student well-being and
achievement. Unfortunately, there are not many
methods to measure various academic stressors
among students.

Purpose: The purpose of this study was to develop a
valid and reliable scale to measure the stressors to
which students are subjected in the academic
environment.

Research Methods: After interviews with students
about the stressors to which they are subjected at the
university, a test form of a scale, which contains 19
items, was developed. The scale form was completed
by 187 first-year students at the university.
Findings: The results showed that the Academic

stressors scale was a reliable and valid data collection tool to be used in higher education. Four
subscales emerged: stress related to parental expectations, stress related to lack of knowledge,
stress related to learning material and the lecturers, and stress related to auditorium activities,
which were confirmed by the confirmatory factor analysis. It was found that the biggest
stressor in the academic environment was the stress associated with lack of knowledge.

Implications for Research and Practice: Researchers and educators can use and apply the
"Academic stressors" scale among students; and thus, track which students are most
vulnerable to poor success and dropout from the university, and take measures to prevent

such negative consequences.

© 2019 Ani Publishing Ltd. All rights reserved

1 Plovdiv University “Paisii Hilendarski”, BULGARIA, e-mail: babakova_lilia@abv.bg, ORCID:

https:/ / orcid.org/0000-0001-8666-4323



116 Liliya BABAKOVA
Eurasian Journal of Educational Research 81 (2019) 115-128

Introduction

The current study of students' learning behavior was determined by various
factors that influence it. One such factor like the stress occupies a central place among
the predictors that determine students' behavior in the audience. It can be exacerbated
by the large flow of information by the lack of systematisation of work during the
semester, by disruptions in the learning and resting mode. The examination stress
occupies one of the first places among the stressors in the students. In modern students
experiencing high intellectual and emotional atrocities in the learning process, there is
often negative dynamics of attitudes towards learning activity.

Academic stress among higher education students has been a subject of interest for
many years and has recently attracted interest in a number of studies focusing on the
relationship between stress, work and students (Heikkila, et al., 2012). The interest in stress
among students is related to the recognition that excessive stress is harmful to academic
achievement and may lead to dropping out (Kamtsios & Karagiannopoulou, 2015).

Much of the academic stress study was conducted primarily among first year
students, as the university environment and the requirements faced by young people
are new (Lin & Chen, 2009). During the first year at the university, undergraduate
students have difficulty in learning a great deal of academic material for a short period
of time, and they are required to develop effective techniques to deal with the volume
of their assigned materials (Kumar & Bhukar, 2013). Some students confess that they
have difficulties in interpersonal relationships with peers and professors, difficulties
in adapting to university administration, etc. (Kumar & Bhukar, 2013). Below are some
factors that can provoke stress among students:

Stress Related to Learning Material and Lecturers

Professors strive to focus on the acquisition of knowledge and often ignore
students' emotions during the learning process, and this can cause stress and problems
with learning and acknowledgment of the new material. Getting criticism from their
mentors and assistants for academic work has also been associated with stress (Kumar
et al., 2009). Students are yet to face a new and unfamiliar situation, rules and
environment such as the university can show neuroticism, anxiety, disappointment,
humiliation, depression, and so on. Similar emotions can be reinforced by the inability
to obtain additional counseling from lecturers, the lack of support, or the very high
demands of the lecturers, etc. This in turn can be a predictor of students' learning
achievements, their academic self-esteem, and their ability to adapt to the new learning
environment (Chen, et al., 2006).

Stress Related to the Lack of Knowledge

During the first year at the university, undergraduate students have difficulty in
learning a great deal of academic material for a short period of time and are required
to develop effective strategies to deal with the volume of their assigned materials
(Kumar & Bhukar, 2013). Morse and Dravo (2007) investigated dental medicine
students and found that the most serious sources of stress amongst students are: a
heavy workload, the amount of assigned tasks by the lecturer, fear of failure at the end
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of the year, exams and assessments (Morse and Dravo, 2007). In many studies, the
largest stressor and source of anxiety has been found to be the exam session and the
exams (Bedewy & Gabriel, 2015; Harikiran et al.,, 2012). The perception of heavy
workload during the semester and the long examination session are major sources of
stress and anxiety related to the university environment.

Stress Related to Parental Expectations

A number of studies have found that parental pressure and expectations of
professors during the session, as well as the choice of specific academic education or
future careers, are sources of stress for first year students. Some authors found that
students who enroll in university discipline at the request of their parents rather than
on their own initiative, feel much more stressed to report their failure to their parents
than students who have entered the university on their own initiative (Bedewy &
Gabriel, 2015; Tangade et al.,, 2011). Other authors suggest that parental pressure
predicts a higher degree of anxiety at the exams, as the threat of negative criticism
increases. Conversely, it is theoretically argued that parental support will predict a
lower level of stress and test anxiety as the threat of negative assessment is reduced
(Putwain et al., 2010). Other authors conclude that the five main stresses presented in
descending order are: exams and tests, student's personal aspirations, learning tasks,
the aspirations of the professor and the aspirations of parents (Bedewy & Gabriel, 2015;
Wang & Yeh, 2005).

Stress Related to the Auditorium Activities

Mehralizadeh et al. (2013) found that the factors that influence the new knowledge
of the learning material are: concentration problems, lecturers' lack of teaching skills,
lighting and ventilation in the audience, lack of time for preparation for the upcoming
workshops.

Method
Research Design

The purpose of this study was to develop a scale for academic stressors among
students. The study design for this study was considered at a descriptive level and at
an acknowledgment level. Confirmatory studies test a priori hypotheses - such a priori
hypotheses usually stem from theory or results from previous studies, which was also
the purpose of this study. The study also had a quantitative character which allows an
easier interpretation of results (Celik-Oriicti, 2013).

Research Sample

187 students from the first year of two universities in Plovdiv attended the study.
The participants received detailed instructions to complete the test and were given
sufficient time. The average age of the studied participants was 21.80 years, of which
42% were male and 55% female. 41% of students studied pedagogical disciplines and
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55% studied arts disciplines. 46% of students were from big cities, and 44% have
indicated that they are from small towns or villages.

Research Instruments and Procedures

In order to create a scale for assessing academic stress, first interviews were made
with a part of the students. During the interviews, students reported and gave feedback
on the main stress factors in the new university environment that frustrated them or
prevented them from developing their academic potential during the sessions. Other
students were asked to write short essays on what annoys them at the university or
prevents them to develop their potential. After the content analysis, 19 items were
structured and formulated, which were examined by two experts in the field of
psychometry and two experts in pedagogical psychology. After agreeing to the overall
scale structure, it was provided to the students to complete. Students first reported their
age, gender and type of secondary school completed. Then they completed the
"Academic stressors" scale. It consists of 19 items located in a 5-point Likert type scale.
The students answered the question "What are the main obstacles and stressors at the
university that you have experienced in the last two months?". Participants in the study
completed the test at a psychology seminar. They were informed that the purpose of the
tool is to identify the main obstacles or reasons that reduce their willingness to attend
lectures and exercises. The questionnaire was filled in anonymously and the participants
were convinced that the results would in no way affect their academic results at the
university. After completing the Academic Stress Scale, students were provided with an
Academic Engagement scale that was tested and validated for Bulgarian context. It
contains 9 items divided into two subscales: "Dedication of Academic Work" (a = 0,868)
and Energy" (a = 0,831). And they were given Resilience scale (a = 0,832). It contains 7
items into one scale (Babakova, 2019). Surveys are offered to evaluate 7-point scale
statements with which they determine their degree of agreement.

Hypotheses

In the present study the constructive validity of the "Academic stressors" scale was
tested by a sample of Bulgarian students. The invariant of the scale measurement was
verified by gender, university disciplines (field of study) and place of residence. We
also wanted to know if the scale is sufficiently reliable and internally coherent.

The convergence validity of the "Academic stressors" scale was structured in this
study by the internal correlations of the internal subscales of the scale. It was assumed
that the internal correlations of the scale will correlate significantly and will be
positive, while the correlations with the "Academic Engagement" scale will be
negative. This study also identified the differences in the scales , Academic stressors”
by gender, field of study and place of residence. We took differences among students
in their experience of stressors. Studies show that female students report higher
degrees of stress at the university than male students.

Data Analysis

The collected data was processed and analyzed using SPSS 22 and AMOS.
Statistical analyzes were performed to demonstrate the validity and reliability of the
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scale. The following data analysis tools were used in the study: Internal reliability of
the scales, Exploratory and Confirmatory Factor Analysis, Descriptive statistics with
the average meanings of scales, ANOVA to identify differences in gender, specialty,
and place of residence, Student's t-test to compare the results with another sample of
students, Correlation analysis to internal and external relationships in the scale

Results

An analysis of the items and scales was first done. An exploratory factor analysis
was used to check the construct validity. All items had high factor weights.

In our case, four factors have been identified. The KMO value is 0.850, which means
that the data can be subjected to a factor analysis. Barlett's Spherical Value Test is also
statistically significant (1414,388; p <0,001) and an explanation of variation of 58,364 %
(first factor with 20,358% dispersion, second factor - 17,164% dispersion, third factor -
10,844 % factor (9,998%), the following factors were attributed to the stress related to
the lack of sufficient knowledge (a = 0,805), stress related to the learning material and
the lecturers (a = 0,823), stress related to auditorium activities (a = 0.786), stress related
to parental expectation (a = 0.836). Below, Table 1 gives the factor extracts of the
Academic Stressors Scale.

Table 1

Academic Stressors Scale Extraction method: Principal Components Analysis Method of
rotation: Varimax with Kaiser normalization

Academic Stressors Factor
F1 F2 F3 F4

Q4 Spend a lot of time searching for information about a topic .536
Q3 The attitude of my parents that I do not do well with my training 751
Q2 Conflicts with parents because of my academic results 816
Q1 Disapproval of my learning results by my parents .798
Q5 Anxiety related to university exams .689
Q 14 The lack of consistency between professor lectures and 653
curriculum content in textbooks '
Q19 Inability to concentrate at lectures .628
Q 13 The lack of interest in the study material by colleagues .690
Q 6 Lack of knowledge to prepare for exercises and seminars .695
Q12 The abusive attitude of some lecturers towards students 736
Q10 The tasks assigned by the lecturer can not be completed in time =~ .581
Q11 Lack of communication between lecturers and students

Q 18 Lack of discussion during classes 742 835
Q17 Lecturers quickly write on the board / change slides of the 630
presentation ’

Q 7 A feeling of inferiority in the audience 594

Q 8 Incomplete and confusing learning materials .655

Q 16 Lack of knowledge in a given discipline 579
Q15 Time Delays .598
Q 9 Lack of sufficient information about the conduction of exams 682

Cronbach Alpha 0,823 0,805 0,786 0,836
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F1. Stress related to the learning material and the professors; F2. Stress related to the
lack of sufficient knowledge; F3.Stress related to auditorium activities; F4. Stress
related to parental expectation..

Table 1 shows the semantic content of each scale. The scale "Stress Related to
Parental Expectations" focuses on parents as a leading and important factor in student
education. Disappointment, criticism or conflicts between parents and their children
can lead to stressful perceptions about the current state of the students at the school.
Inside the Scale “Stress Related to auditorium activities”, there are statements that
focus on the difficulties faced by students during sessions - inability to concentrate,
quickly changing presentation slides, lack of discussion, etc. The statement in the scale
“Stress related to the lack of knowledge "are pooled around the sense of insufficient
knowledge and skills on the part of students in order to be able to cope with the
demands of their lecturers. The last scale “Stress related to the learning material and
the lecturers” is mainly associated with the problems faced by students with their
lecturers, such as difficulties with learning material, conflicts, poor communication, or
lecturers negative attitudes towards students.

Confirmatory Factor Analysis

In order to confirm the structure of the exploratory factor analysis, a confirmation
factor analysis was performed using the AMOS statistical software. The Confirmatory
Factor Analysis (a) allows the researcher to see how well the data fit into a particular
theoretical model (ie, adapting data to a priori-defined model), (b) assists researchers
to be precise in defining constructions. In this case, the theoretical model consists of
four correlated factors constituting an inclined pattern.

Multiple fitness indices were evaluated to support the model. The x2 / df ratio was
included as an absolute fitness index with acceptable chi-square score corrected for
degrees of freedom defined as less than five. We looked at two gradual adjustment
indices, the TLI index and the IFI index, with values close to .95 indicating good fit.
We also included a Comparative Fitness Index (CFI) with values greater than .90
considered to be good fit. Finally, we examined the approximate square error of
approximation (RMSEA). Values below 0.05 show good fit, and values that are above
.08 represent reasonable approximation errors. The model we tested initially showed
an RMSEA of 0.06, but after we put two correlation relationships between two of the
errors in two of the subscales, we obtained good degree indices as follows: x2 =154,118
(df =144), p = .02, x2 / df =1.070, TLI = .979, IFI = .983, CFI = .983, RMSEA = 0.039.
The four factors correlate very well and have good regression weights ranging
between 0.522 and 0.860. The model is presented in Figure 1, below:
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Figure 1. Confirmatory Factor Analysis of the Academic Stressors Scale. F1. Stress
related to parental expectation F2. Stress related to lack of knowledge F3 Stress related
to the learning material and lecturers F4 stress related to the auditorium activities.

Descriptive Statistics of Subscales

Table 2 shows the meanings for each subclass of the "Academic stressors" scale. It
was found that the most pronounced stress in first year students is stress related to the
lack of knowledge. It should be noted here that the test was given to students three
weeks before their examination session. Significantly, less stressful subscales were the
stress related to the auditory occupations that students are experiencing during the
learning process and the stress related to the learning material and the lecturers. The
least pronounced and insignificant stress is one that is related to parental expectations.
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Table 2

Descriptive Statistics of Subscales

Subscale Male Female
For a sample
students students

M SD M SD M SD

Stress related to parental expectation 511 295 547 301 511 3,08

Stress related to the auditorium

13,93 4,86 13,07 4,93 13,09 4,97
activities

Stress related to lack of knowledge 1931 569 1743 564 20,17 545

Stress related to the learning material

11,55 469 11,06 4,71 1200 4,73
and lecturers

ANOVA showed statistically gender differences based on the scale "Stress related
to lack of knowledge": F (829,907) = 4,222; p = 0.043. Female students were found to
report more than the male students about stress related to lack of knowledge of the
main subjects studied at the university. No statistically significant differences were
noted on the scales: "stress related to parental expectation" F (216,238) = 0,244; p =
0.623); "Stress related to learning material and lecturers" F (430,012) = 0,704; p = 0.404)
and "Stress related to auditorium activities " F (560,825) = 0.040; p = 0.842). The "place
of residence" factor was found to have a statistically significant difference by factor
"stress related to parental expectation" F (222,180) = 4,682; p = 0.034). Students from
small towns and cities report more problems with their parents than those from big
cities. Many of them shared during the study that for their parents, who raised many
of them, it is very important that their children study well and take the exams. No
statistically significant differences were found for the scales: "Stress related to
auditorium activities" F (554,481) = 0,869; p = 0.354); "Stress related to lack of
knowledge" F (774, 162 = 0.234; p = 0.628) and no significant differences were noted on
the "Stress related to the learning material and lecturers" F (427.585) = 0.332; p = 0.556.
There was a statistically significant difference between "Field of study" and "Stress
related to lack of knowledge" F (456,751) = 7,796; p = 0.001). Highest values on this
scale were reported by students studying in the music field. This is explained by the
fact that in the first year a large number of students feel that they do not start with the
same knowledge and skills, and this is a prerequisite for some of them to report greater
difficulties in their study due to insufficient knowledge. There were no statistically
significant differences in the "Field of study" factor with the “Stress-related to parental
expectation” F (115,937) = 0,260; p = 0.772), "Stress related to auditorium activities " F
(302,297) = 2,013; p = 0.141), "stress related to learning material and lecturers" F
(253,708) = 2,569; p = 0.083).

The test resistantability is also confirmed by the internal correlations between the
different subscales. In general, the correlations between the scales are in line with the
theoretical concept of the structure and the relationships between the types of
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academic stressors. The strongest is the correlation between subscale "Stress related to
lack of sufficient knowledge" and "Stress related to auditorium activities" (r = 0.77; p
<0.001). It can be assumed that students who find deficiency in their knowledge of the
university discipline they have chosen to study have problems with concentration and
full learning of the learning material in the audience. There is a significant relationship
between the "Stress related to the auditorium activities" and the stress related to the
learning material and professors "(r = 0.56, p <0.001). There is a tendency for students
who start their studies at a university with insufficient knowledge and training in their
university discipline to have learning problems because they do not have a solid
enough knowledge based on which to build the new math studied in the higher
education place. The high academic expression of professors can also create
perceptions of difficult communication and distancement among students who begin
to study their chosen university discipline with insufficient knowledge of it. There is
also a lower but positive relationship between “Stress related to auditorium activities"
and "Stress-related to parental expectation" (r = 0.43; p = 0.057). Students who have
disputes with their parents about their study have problems with learning or taking
part in the auditorium activities. On the scale "Stress related to lack of knowledge" and
scale "Stress related learning material and lecturers", there is a moderate but
statistically significant relationship (r = 0.61; p <0.001). Learning material difficulties
or what lecturers teach are related to the lack of knowledge of some undergraduates
with insufficient knowledge. There is a significant correlation between the scale "Stress
related to the learning material and lecturers" and the scale "Stress related to parental
expectation” (r = 0.53; p = 0.026). Students who have problems with learning or
communicating with lecturers feel threatened by the poor prospect of continuing their
study. This can lead to significant problems with parents who have urged their
children to complete their education rather than just entering a new university
discipline. On the other hand, the problems with the parents which have some
students entering the university have led to worse learning of the study material,
perceptions of problematic relations with the lecturers, etc. The lowest correlation in
the present study is between the scale "Stress related to the lack of knowledge "and the
scale" Stress-related to parental expectations" (r = 0.23; p = 0.046). This shows that far
from all students who lack sufficient knowledge at the university have problems with
their parents. All these intercorrelations are an indication of a good consistency
between the different scales.

Differences in Subscales of the "Academic Stressors" Scale in Students from Different
Universities

In order to verify discriminative validity, the hypothesis testing method was used.
In this study a comparison of the average values of the academic stress subscales was
made with students from two universities. The results of the T-test are statistically
significant in the four subscales among the students at one university where art
disciplines are taught and students in another university where pedagogical
disciplines are studied: the stress-related scale "(T = 2.031, sd = 4.18; p = 0.013); scale
"Stress related to lack of knowledge" (t = 3.34, sd = 2.97; p<0.001); scale "Stress related
to learning material and lecturers" (t = 1.94, sd = 3.21; p = 0.056); scale "stress related
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to auditorium activities " (t = 4.14, sd = 3.98; p = 0.039). The comparison of the mean in
the two instances with the help of the Student's t-criterion shows that the differences
on the subscales of the “ Academic stressors” scale are underestimated at p <0.001 and
p <0.05. The brightest differences are observed on the "Stress related to lack of
knowledge subscale (students studying pedagogical disciplines have lower levels of
stress than students studying the arts.) Differences on the scale are also quite indicative
of "stress related to learning materials and lecturers” (again higher levels of this scale
are seen in students studying arts compared to those studying pedagogical discipline.

The constructive validity of the test is confirmed by the measurement of the
correlations between the sub-scales of the Academic Stressors scale and the subscales
of “Academic engagement” that are Resilience, Energy, and Dedication to learning.
For example, correlation analysis showed that students who have problems with their
parents have negative values on the Resilience (r = - 0.023; p = 0.844) and Dedication
(and r =- 0.004; p = 0.989); and an insignificant relationship with the "Energy" scale (r
= 0.125, p = 0.284) is established. Students who reported having stress related to
auditorium activities were found to have negative relationships with the Dedication
scale (r =-0.156; p = 0.180) and negative and statistically significant relationships with
the scales "Resilience" (r = - 0.234, p = 0.043), and "Energy" (r = - 0.225 p = 0.052). For
students who reported high levels on the "Stress related to the lack of knowledge"
subscale, they tend to indicate low values on the “Dedication” subscale (r =-0,040; p =
0,736) and distinguish negative and statistically significant differences in (r = - 0,383; p
=0,001) and "Energy" (r = - 0,229; p = 0,048). On the "Stress related to learning material
and lecturers" subscale it was found that the strongest negative and statistically
significant correlation was with a "Resilience" subscale (r = -0.325; p = 0.004). On the
"Dedication" subscale, a negative correlation (r = - 0.183; p = 0.115) and the "Energy"
subscale (r = -0.207; p = 0.073) were also found. Negative relationships give reason to
assume that the scale is valid.

Studies on the development and adaptation of a particular scale are topics of major
importance for educational research as they provide an opportunity to collect reliable
and valid data subsequently. Understanding the current academic stressors faced by
students is one of the main prerequisites for the implementation of preventive
educational measures to minimize these stressors and thus students to achieve higher
satisfaction with university activities. When there is a quality instrument to measure
stressors in students, then it becomes possible to track trends in the experience of stress
and to take measures to limit its impact on students. The present study found the
results of the constructive and convergent validity of a scale for measuring the
academic stressors. The internal consistency of the scales turned out to be high
Cronbach's alpha ranged between 0.836 and 0.786 for a sample of students, which is
an indicator that item are understandable for Bulgarian students.

Discussion, Conclusion and Recommendations

From the above results and conclusions, it can be summarized that first year at the
university, students experience academic stress mainly in four areas: stress that is due
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to the excessive demands and expectations of parents for high learning achievements;
stress in the audience, which is due to difficulties or problems with the learning of the
lesson during the sessions, stress that is due to the lack of sufficient knowledge or
general culture in the area in which the students are trained and the stress related to
the study material and lecturers. Female students reported higher levels of stress
related to lack of knowledge, that is, in some university discipline, male students
succeeded in passing the female students by learning more quickly. For their part,
students living in small settlements experience significantly higher levels of stress
related to their parents. Students studying music disciplines experience the highest
levels of stress related to lack of knowledge. " It can be summed up that the most
significant stress that students have reported is one that is related to the lack of
sufficient knowledge. Students who study at art discipline have higher levels of stress
related to the lack of knowledge and stress associated with the learning material and
the lecturers. One of the reasons for these results is that at present Bulgarian higher
education institutions accept students with a maturna assessment rather than a
specialized examination for a given field of study. This means that students who
complete musical or artistic schools will have much more knowledge than students
who have completed general education schools but have entered an arts degree. This
has resulted in a serious dissonance that drives students, graduates of general
education schools to compare with those who have completed specialized schools and
experience the significant difference in knowledge and skills. Therefore, it would be
good if the Bulgarian higher education institutions introduce a specialized exam for
each discipline in order to accept students with relatively close knowledge of the
respective specialty or to increase the hours of preparation of the students who are just
entering a discipline and thus by the end of the first year the knowledge of all students
should be reduced to approximately equal levels.

The main objectives of this study were to develop and verify the factorial structure
of a scale measuring academic stressors, gender differences, domicile and university
discipline among the different subsidies, and to assess the interrelationships with the
variables related to the criterion.

Four Factor Structure with good fitness indicators is established, indicating that
this model is suitable for explaining the data received from Bulgarian students. All
four subscales show good internal consistency.

Correlations between subscales show that they all interact statistically significantly
between themselves, indicating good internal interrelationships between the
individual stressors.

Correlations between Academic Stressors subscales and Academic Engagement
subscales such as Resilience, Dedication and Energy indicate results that show good
internal validity and correspond to the theoretical model.

The value of the Academic Stress Scale is that with a short scale, a wide range of
academic stressors that everyday students can experience can be explored. The results
of the present study indicate the factor structure and invariance among the Bulgarian
sample, the reliability and the predictable validity. This option for measuring
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academic stressors for the future can also be used for other purposes, such as, for
example, styles and resources to deal with students' stressors, as well as to create a
stressor-strategy model for coping - satisfaction with the learning process.

Although this study is carefully conducted, it has its limitations and shortcomings.
For example, no study was conducted among other groups of students in engineering
or humanities. In addition, the study was conducted only among first year students in
university as it is assumed that during the first year of study, students will experience
the highest levels of stress due to the new academic environment and expectations.
But it is not clear whether the stress levels are higher in the first year or in the last year
of study. It would be good for the same group of students to periodically fill in the
"Academic stressors" scale, thus retesting the results. In addition, university students
and high student comparisons can be made to test differences in the experience of
different stressors.
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Introduction

It is known that organizations which manage the organizational change have
adapted themselves to changing society, and therefore, they become more durable. It
is also stated that making radical changes on organization’s own strategy and structure
is important for evading the threats from surroundings (Hannan and Freeman, 1984).
Organizational culture and learning organizational structure also have an important
role in organizational change together with technology, structure, human and
environment (Benneth, 2008; Lawler and Silitoe, 2010; Tseng and Mclean, 2008). The
other important thing for the organizations is being ready to change before the change
starts (Annulis and Gaudet, 2007; Tarraco, Hoover& Knippelmeyer, 2005). Agaoglu
(2006), Chermach, Lynham & Merwe (2006), Lawler and Silitoe (2010) with Wang
(2007) point out in their studies the importance of organizational learning and learning
organization approach for managing the institutional organizational change in large-
scale organizations. It has occurred that organizational change is one of the most
important factors for providing organizational development according to the results
of these researches on management of organizational change aforementioned. Besides,
it is stated that the necessity of determining of readiness level for the aspect of change,
having a higher organizational commitment, having the characteristic of learning
organization aspect and being concerned with the stage of change management in the
change would be done in the organizations (Ak, 2006). The culture of the organization,
sharing the common vision with all of the partners, performance of the ones who have
a role in the change, whether having a strong leadership character, how to manage the
resistance against the change are the important criteria for carrying out the change by
organizations (Ozdemir, 2013). Cadwell and Gould (1992), stated that developing
vision, measurement, strategies for leadership, providing confidence, developing
communication, forming an efficient team for the change and forming a structure or
model for change are vital and an effective organizational change occurs by this way.

Those studies emphasize the strong leadership character besides necessity for a
common vision, creating strategies and providing a model for change. It is difficult to
perform a successful change in the organizations because they are open social systems
and mental and emotional dimensions should be considered (Burnes, 2004). In other
words, organizations should move with two basic factors: a strong leadership role and
commonly designed and shared strategy. Strategically, leadership is the approach
which combined these two aspects. According to Vera and Crossan, if organizations
need change, they need to have a learning organization aspect. And to create learning
organizations, top managers should have strategical leadership characters (Vera and
Crossan, 2004). It is seen that strategic leadership is vital for organizational change
management and transforming the organization.

Organizational Change Management

The organizational change could be planned or non-planned; urgent or staggered
(Ozdemir, 2013). Senge has put forward the learning organization approach with fifth
discipline approach in the midst of the 1990’s and expressed that learning organization
aspect was the most important factor for organizational change. Besides this, Lewin
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manifested changing as unfreezing, moving and de-freezing in his three-stage
changing model. Lawler and Silitoe (2010) and Orucu (2012), have stated that
unfreezing should be understood as dissociation in organizational culture and present
work process; moving should be understood as starting the organizational change by
passing a new system; defreezing should be understood as the institutionalization of
all manner and applications of the new system has emerged. It is very important to
make the employees feel safe psychologically in unfreezing stage; motivation and
power for moving stage; fasten upon the new manners and values which provide to
get into the new system in defreezing stage (Burnes, 2004). If the top manager follows
these stages, he/she manages organizational change well.

Another approach which is similar to the change management approach of Lewin
is provided by Fullan (2007). According to Fullan (2007), the point for change that
should not be neglected is authorization should be top-down and participation should
be bottom-up. Another important aspect as it is that there should be a monitoring and
evaluation mechanism. This point of view shouldn’t be overlooked that force
(supervision) without support to change would cause resistance. Support without
force would cause wasting of sources. Therefore, balance between support and force
(supervision) to successful change operation should be created.

Strategic Leadership

After the 1980’s leadership studies have become changed and renewed, especially
after the midst of 1980’s change has directed to strategical leadership from supervisory
leadership (Boal & Hooijberg, 2001; Yukl, 2002). It can be said that this change in the
emphasis on leadership research has emerged from Upper Echelon Theory of
Hambrick and Mason (1984). According to Wheelen and Hunger (1995), one of the
important responsibilities of top managers is to determine the climate of the
organization. Employees in the organizations want to have a vision in which direction
they should work. It is the strategical leader who will give this direction to employees.
The strategical leader is also a leader who has strategical thinking and strategical
planning skills. Pisapia has developed a scale for performing empirical studies on
strategical leadership. This scale has five different dimensions which are bartering,
managing, bonding, bridging and transforming (Pisapia, Guerra & Semmel 2005). The
dimensions in the scale were changed in the studies performed in Turkey while
translating to Turkish as managing - executive leadership; bonding - ethical
leadership; bridging - political leadership, transforming - transforming leadership;
bartering - associational leadership (Altinkurt 2007; Aydin, 2012; Elma, 2010;
Kilinckaya, 2013; Ugurluoglu, 2009; Ulker, 2009). In this study, the sub-dimensions are
mentioned as in Turkish. Here are these sub-dimensions:

Transforming leadership: This transforming leadership concept has been
systematized by James McGregor in 1978. In his classical work of Leadership on
political leadership, he has defined two kinds of leadership as transactional and
transformational leadership. Bass (1985) has enhanced this difference a step forward
and performed experimental research on it (as cited in Burnes, 2004). To him, a leader
is the one who confects high-level spirits, motivation, and performance on the team.
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Transforming leaders do not react to environmental situations but create a new
environment. They use these steps (Charisma or idealized effect, inspired motivation,
intellectual stimulation, individual support) while creating this new environment
(Bass & Avolio, 1993). Managing leadership: Managing leaders are enviable for
managing short-term goals and daily activities. Some organizations force the
employees to be managing leaders. Management culture emphasizes fluency and
control. A managing leader, however, focuses his energy on goals, sources,
organizational structure or human; he is a problem solver (Mullins, 1996). Shortly, the
leader looks for which problems should be solved and the best way to reach the needed
results for the contribution of people to the organization. Ethical Leadership: Billy Grace
who is the founder of ethical leadership has developed the 4V model. The dimensions
of this model are values, vision, voice, and virtue (Celik, 2000). Ethical leadership is
stated as the heart of the leadership and deemed an important concept in the aspect of
management (Yukl, 2002). Heart of the leadership statement means the values, beliefs,
and desires of a leader. The mind of the leader reflects the mental capacity, his theories
related with implementation and abilities of the leader. Political leadership: Mintzberg
(2014) defines the organizations as political arenas and states that individuals have to
manifest political attitudes and skills in certain situations for being successful.
Administrators and employees direct their efforts to work as a team with the others
instead of individual duty and obligations; communicate directly with customers and
buyers or reflect their management skills to the meeting, coordination and facilitating
of the others works (Burnes, 2004). So, it can be said that political leaders can easily
perceive the social signs and read the behavioral motivation of the followers, and have
the skill for influencing and controlling and efficiently building up communication
webs in the organization. Bridging Leadership: The aim of this leadership is to build up
stronger allies and relationships. These relationships cover both employees and outer
partners. The leader should observe win-win policy in the relationship by moving
reciprocal dependance principle. The leader should do this reinforcement for the aims
of the organization, not for his interests. He also uses his present relationships in the
direction of the aims of the organization (Pisapia, 2009).

MOoNE has been in a reconstruction period. Another important aspect which is
important as structural changes are the new attitudes which is brought by the new
structure. It is important to know what kinds of organizational change management
strategies should be performed by top managers according to the perception of MoNE
employees for the institutionalization of this renovation. Also, the managing capacity
of the new structure by the administrators according to the perceptions of employees
is important. Leadership attitudes and skills for managing the change of top managers
are not considered before for evaluation of the restructuring process in MoNE. It is
aimed to manifest perception of employees operating for change performed in MoNE
and leadership skills of executives to these operations. By the help of this study, MoNE
may prepare a training program for top managers to build their capacity on
organizational change management.

The aim of the research was to manifest the relationship of strategical leadership
behavior of top managers of the central organization in MoNE with competency for
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managing organizational change. Therefore, the answers to these questions were
seeked:

RQ1. How are the strategical leadership attitudes of top managers in the central
organization of MoNE according to the perception of the employees?

RQ2. How are the competencies for managing the organizational change of top
managers in the central organization of MoNE according to the perception of the
employees?

RQ3. Is there any relationship between strategical leadership attitudes of top
managers in the central organization of MoNE with managing the organizational
change according to the perception of the employees?

RQ4. Are strategical leadership attitudes of top managers a significant precursor
of competency of managing organizational change according to the perception of
employees who work in the central organization of MoNE?

Method
Research Design

Data collection and analysis were performed in a quantitative research model in
this study. Although general opinions are obtained in qualitative studies, profound
information cannot be obtained. It is managed in correlational survey model. Causality
and correlation comparison are made between variables in relational studies (Gall,
Borg, Gall, 2007).

Research Sample

The universe of the research consisted of chiefs, assistant specialists of national
education, education specialists, branch managers, assigned teachers, inspectors of
education, and department heads who are the employees in a central organization of
MoNE. When the number of them were considered, there were 160 department heads,
50 inspectors, 180 branch managers, 350 assigned teachers, 150 assistant specialists,
160 education specialists, and 550 chefs. As all units of the universe have been reached
and the data has been collected, a “census” was made in this research. (Gall, et al.,
2007).

Research Instruments and Procedures

It was aimed to evaluate organizational change management in MoNE in the point of
view of strategical leadership based on the opinions of employees who work in a
central organization of MoNE. Strategical Leadership Scale (SLS) which was
developed by Guerra and Pisapia that was adapted to Turkish language and culture
with Organizational Change Management Scale (OCMS) which was developed by Ak
(2006) were used for the research and applied to employees in the central organization
of MoNE. SLS consisted of five sub-dimensions (managing leadership, ethical
leadership, political leadership, transforming leadership and bridged leadership) and
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35 articles. OCMS has consisted of four sub-dimensions (determining the need for
change, preparation for changing process, applying the change and evaluating the
change) and 67 articles. Both of these scales are in five-point Likert type.

Data Analysis

912 data collecting tools were delivered and 603 of them returned (66 %) in this
research. It is found that 523 of them (58 %) could be analyzed when the researcher
examined them. SLS (Strategical Leadership Scale) is translated into Turkish by 5
experts of this field. The Turkish version of the scale was recreated and then sent to 4
field experts. Then it was examined by a Turkish language expert. After these
processes, this scale was applied to 10 people in sampling and asked for their opinions.
After the final forming of the scale it was delivered to 202 individuals in the central
organization of MoNE for validity, and Confirmation Factor Analysis (CFA) was done
with obtained data in Lisrel 8.0.

CFA is a type of analysis that test for affirmation as a model that a structure which
was defined and limited before (Brown, 2006). This analysis is used for affirmation of
a theoretic structure or model. Besides this, CFA is used for evaluation of the validity
of structure (Joreskog and Sorbom, 1993). Simsek (2010), stated that the standardized
value of observed variables is fixed to “1” ; therefore, values of latent variables should
be lower than “1”. A load of observed variables of standardized parameters on latent
variables should be minimum 0,20. According to this condition, it was seen that the
factor loads of the questions representing each factor took values between 0.29 and
0.92. In addition to estimated parameters, t-values which were calculated by dividing
every parameter value to standard error should also be checked. If there is a red arrow
on “t value”, the mentioned item does not have a significant value on 0.05 level
(Simsek, 2010). It has been seen that there was no trouble on factor loads which go to
latent variables to observed variables when the t values examined on path diagram
were checked for obtained results.

Explanations of observed variables by latent variables are defined by t values. If
estimated parameter value exceeds 1.96 it is meaningful on 0.5 level; if it exceeds 2.56
it is meaningful on 0.01 level. When CFA t values are examined, it is seen that all the
articles which belong to “Ethical”, “Political”, Managing”, “Transforming” and
“Bartering” factors were meaningful on 0.01 level. It was seen that estimated
parameter values (t values) between latent variables which is the basic hypothesis
related with latent variables of CFA is provided for data matrix. Significance of all of t
values that are parameter values is required but not sufficient for accepting the model
as the acceptable or accurate model. Besides, as a criterion whether if it is a fully
acceptable model, statistics of the goodness of fit should be calculated (Celik and
Yilmaz, 2013; Simsek, 2010); primarily the ratio between chi-square with a degree of
freedom. If this ratio is less than 2, it is a perfect fit, and 2-3 shows an acceptable fit.
The other criteria are RMSEA (Root Mean Square of Approximation), GFI (Goodness
of fit index), AGFI (Adjusted Goodness of Fit), CFI (Comparative Fit Index) and IFI
(Incremental Fit Index) and standardized RMR (SRMR/ Root Mean Square Residual).
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It is considered that RMSEA and SRMR should be less than 0.08 and is less than 0.05
is considered as perfect compliance indicator (Kline, 2005).

It manifests that having 0.95 and higher values of CFI, IFI, NFI and NNFI, AGFI a
perfect fit; being 0.95 - 0.90 is a good fit (Simsek, 2010). It is stated in some different
sources that higher than 0.85 is also acceptable (Kline, 2005). Some values have “perfect
fit” and some of them have “good fit” when the compliance of model which is obtained
as a result of CFA to the goodness of fit indexes (AGFI value is .85, CFI is .97, NFI is
.94, NNFI is .97, IFI is .97, RMSEA is .07 and SRMR is .08.). AGFI value is in the
acceptable limits which are stated by Kline (2005).

The specified situation related to compliance with these ranges is given in the
model compliance column. It is seen that the ratio of chi-square to the degree of
freedom manifests the good fit and values belonged to this study are generally in
acceptable level when the goodness of fit statistics was examined. Collected data were
analyzed with SPSS 16 program. Cronbach Alfa value of SLS was 0.96 and Cronbach
Alfa value of (OCMS) was 0.98.

Results

In order to determine the perceptions of top managers on strategic leadership
behaviors in the central organization of MoNE, the arithmetic mean and standard
deviation were calculated and given in the following table on the basis of strategic
leadership behaviors sub-dimensions. When the sub-dimensions of strategical
leadership behaviors were examined in Table 1, it can be seen that senior executives
manifest general managing leadership relatively (M= 3.45). Political leadership follows
this attitude (M= 3.01). According to employees' perceptions, senior executives exhibit
relatively less transforming leadership behavior (M= 2.79) and bridging leadership
behavior (M= 2.70).

Table 1
Arithmetic Mean and Standard Deviation Values of SLS

Strategic leadership dimensions M SD
Ethic leadership 292 92
Managing leadership 3.45 84
Transformational leadership 2.79 87
Political leadership 3.01 83

Bartering leadership 2.70 83
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Based on these findings, it can be said that top managers in the central organization
of MoNE put forward bureaucratic management style and that employees attach
importance to compliance with rules and regulations, while they rarely care about the
reward system and the participation and opinions of subordinates. Also, it is seen that
they have more exhibit managing and political leadership than transforming and
bridging leadership attitudes. In other words, top managers of MoNE manifest
managing top managers’ attitudes according to the perception of employees working
on the central organization of MoNE.

Arithmetic mean and standard deviations of opinions of employees were
calculated and given in Table 2 on the basis of managing stages in order to determine
the perception of employees related with organizational change management skills of
top managers in central organization of MoNE. Top managers of MoNE occasionally
manifest these skills related to these stages relatively when the sub-dimensions of
managing the organizational change in Table 2 are taken into consideration. Top
managers manifest skills for determining the organizational change more (M= 2.72)
and they manifest skills for evaluation of organizational change less (M= 2.62)
according to the perception of employees.

Table 2
Arithmetic Mean and Standard Deviation Values of OCMS

Change Organizational Management Dimensions M SD
Determining stage of organizational change 2.72 91
Preparing stage of organizational change 2.68 .87
Implementing stage of organizational change 2.66 .85
Evaluation stage of organizational change 2.62 81

Based on these findings, it can be said that top managers have better skills to
determine the organizational change than the evaluation of the organizational change.
The relationship between strategical managing behaviors and competency of
managing the change of top managers in the central organization of MoNE is given in
the following table.



Omur COBAN — Servet OZDEMIR —John PISAPIA 137
Eurasian Journal of Educational Research 81 (2019) 129-146

Table 3
Pearson Values of SLS and OCMS

1 2 3 4 5 6 7 8 9
1.Managing - 63" 72" 62" 50" 417 48" 51" 49"
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533 2.Ethic - 74 83 83 59" 64" 71" .65
!
g
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£
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gﬁ 6. Determining stage - 810 73" 647
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9.Evaluation stage -

There is a significant relationship on medium level and in positive direction
between managing leadership with determining the change (r =.41, p <.01), preparing
to change (r = 48, p < .01), implementing change (r = .51, p < .01) and, with the
dimension of evaluation of change (r = .49, p < .01). Besides, there is a significant
relationship on positive direction between ethical leadership with determining the
change (r=.59, p <.01), preparing the change (r =.64 p <.01), implementing the change
(r=.71, p <.01) and, evaluating the change (r = .65, p <.01). In addition to this, there
is a significant relationship in positive direction between political leadership with
dimension of determining the change (r =-.55, p <.01), preparing the change (r = .62,
p <.01), implemention of change (r = .67, p <.01), evaluation of change (r = .61, p <
.01). There is also a significant relationship in positive direction between transforming
leadership with dimension of determining the relationship (r = .63, p <.01), preparing
change (r = .69, p <.01), implemention of change (r = .73, p < .01) and, evaluation of
change (r = .66, p < .01). Finally, there is a significant relationship in positive direction
between bridging leadership with the dimension of determining the change (r = .61, p
< .01), preparing to change (r = .65, p <.01), implemention of change (r =.72, p <.01)
evaluation of change (r = .65, p <.01. Based on these findings, it can be said that the
competency of managing of organizational change increases by increasing their
strategical leadership attitudes. Results of regression analysis which was performed to
determine whether strategical management attitudes of top managers of MoNE are
significant predictor for their competency of managing organizational change are
presented in the Table 4.
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Table 4
Regression Analysis Results of SLS and OCMS

Determination Preparation Implication Evaluation

Variables

Pt p p t p £t p Bt p
Constant 573 .00 390 .00 322 .00 -08 93
Managing - -47 .63 .01 29 76 05 10 .09 .05 117 24

24
Ethic 11 1.64 .10 10 167 09 19 334 .000 .18 279 .00°
Politic 12 190 .06 15 273 .000 17 321 .00° .15 253 .01

Transform. 30 391 .00" .36 502 .000 26 398 .00 .17 232 .02"

Bartering 17 227 23 13 1.85 06 20 312 .000 21 297 .00

Determination: R=.65, R?2=42; F= 76.84, p<.05; Preparation: R=.71, R?=.51; F= 110.07, p<.05;
Implication: R=.77, R?2=.59; F=154.32, p<.05; Evaluation: R=.70, R?=.49; F= 101.41, p<.05.

It is seen that managing leadership, ethical leadership, political leadership,
transforming leadership and bartering leadership have significant relationship
together with the dimensions of determining the organizational change (R = .65, p <
.05), preparing the organizational change (R = .71, p < .05), implementing the
organizational change (R= .77, p <.05) and evaluation of organizational change (R =
.70, p < .05) when the Table 6 is examined. According to the regression analysis the
only significant predictor of the stage of determining the organizational change is
transforming leadership (3 =.30, p < .05). The significant predictors of preparing to
organizational change stage are political leadership ( = .15, p <.05) and transforming
leadership (B = .36, p < .05). There are four significant predictors of the stage of
implementing organizational change: These are ethical leadership (p =-.19, p <.05),
political leadership (p = -.17, p < .05), transforming leadership ( = -.26, p < .05) and
bartering leadership (B = -.20, p < .05). The last stage of competency of managing the
organizational change is evaluation of organizational change, and it also has four
significant predictors as implementation of organizational change: Ethical leadership
(p =-.18, p <.05, political leadership (B = -.15, p < .05), transforming leadership ( = -
.17, p <.05) and bridging leadership ( = -.21, p <.05). In the light of these findings, it
can be said that stage of determining the organizational change would be better by
increasing the transforming leadership. In addition to this, it can be expressed that
stage for preparing the organizational change would be more fruitful by increasing
transforming leadership and political leadership. Finally, it can be stated that stages of
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implementation and evaluation would be more efficient by increasing ethical, political,
transforming and bridging leadership.

Discussion, Conclusion and Recommendations

When the findings of the research are examined according to the perception of
employees it is seen that top managers of the MoNE should have interpersonal roles,
conceptual roles and decision-making roles which are necessary to manage the
changing process and stated by Burnes (2004). In light of these findings it can be said
that top managers of MoNE cannot put forward their characteristics in the subject of
managing the change and renovation. This opinion shows parallelism with the study
performed by Atasoy and Cemaloglu (2018), Guclu, Kilinc, and Coban (2014) with
educational administrators in Turkey. Besides, top managers of MoNE comply with
the definition of managing director from the definitions of technical manager,
administrative manager, and developer manager in the research conducted by Harris
(1986). According to the research of Harris developer director type is the one which
provides organizational change and transforming. As the most substantial
characteristics of the developer leader, it is especially emphasized to increase the
capacity of the members of the group and to give them initiative by empowering the
members of the group with a shared vision. Ulukan (2005) said in his research that
transformational leadership qualities should be present in the changes to be made in
higher education. Finally, Boal and Hooijberg (2001) stated that the main leadership is
strategical leadership, and charismatic, visionary and transforming leadership are the
second type of leadership. This is in parallel with the findings obtained. It is stated
that the top managers of MoNE show administrative managing characteristics. The
management style that executives need to manage in order to administrate
organizational change is the one which increases the capacity of employees by sharing
the vision, giving priority to administrate the change together, consider the
psychological aspects of employees that is constructive directorate.

It is determined that there is a positive relationship on a high level between
strategic leadership with organizational change management as another finding of the
research. Guclu, Coban and Atasoy (2017) expressed that administrators should create
a positive atmosphere by showing transformative leadership attitudes and also give
the feeling of sharing the same vision and the same thoughts to their followers. Nutt
and Backoff (1993) showed that the way to transforming public organizations is to
keep transformation by strategic leadership and strategic management approach in
their research. Cadwell and Gould (1992) also pointed out that leaders who develop
strategy are the essential element of change. It's concluded in the research conducted
by Elma (2010) that the institutional transformation in public administration should be
solved with a strategic leadership perspective. The regression analysis revealed that
all sub-dimensions of strategic leadership characteristics are predictors of sub-
dimensions of organizational change management skills. Hence, it is seen that as the
level of exhibiting strategic leadership behavior of top managers increase, the skills of
managing organizational change will increase. When the body of literature related to
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organizational change management is examined, it can be seen that it is expressed in
every condition that organizational change can be done by leaders with transforming
features (Balci, 2000; Burnes, 2004; Drucker, 1996; Fullan, 2004; Lawler and Silitoe,
2010). In the light of this study, researchers can examine the organizational
performance in the central organization of MoNE after the restructuring. In addition,
the organizational citizenship levels and levels of organizational commitment of the
employees in the central organization of MoNE can be revealed or the opinions of the
employees in the provincial organization and the employees in the central
organization can be compared. Besides, MoNE may plan a training program for top
managers in order to build their organizational change management capacity.
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Milli Egitim Bakanligi (MEB) Yoneticilerinin Orgiitsel Degisimi Yonetme
Yeterlikleri ve Stratejik Liderlik Davranislari

Atf:

Coban, O., Ozdemir S., & Pisapia, J. (2019). Top managers’ organizational change
management capacity and their strategic leadership levels at Ministry Of
National Education (MoNE). Eurasian Journal of Educational Research, 81, 129-
146, DOLI: 10.14689/ ejer.2019.81.8

Ozet

Arastirmamn Problem Durumu: Orgiitsel degisimi basarili bir sekilde yoneten orgiitlerin
gelisen, degisen topluma daha rahat ayak uydurduklari ve daha uzun omiirlu
olduklar1 goriilmektedir. Orgiitiin bu degisimi yaparken kendi strateji ve yapisinda
radikal degisimler yapmasi ve cevreden gelecek tehditleri hizli bir sekilde
savusturmasmnin da onemli oldugu belirtilmektedir (Hannan ve Freeman, 1984).

4 Doktora tezinin zetidir.
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Orgiitsel degisimde teknoloji, yapi, insan ve cevre ile birlikte drgiitiin kiiltiiriintin ve
Ogrenen oOrgiit yapistun da onemli rol oynadigi yapilan calismalarda ortaya
konulmustur (Benneth, 2008; Lawler ve Silitoe, 2010; Tseng ve Mclean, 2008). Egitim
alaninda drgiitsel degisim ile ilgili yapilan bir arastirmada, 6rgtitsel gelisim ile 6rgtitsel
degisim incelenmis ve orgiitsel gelisim saglayan orgiitlerin degisimi yiiriitmek igin
oncelikle orgtitsel baghlig1 artirmalari, orglitsel baglihg: artirdiktan sonra orgitsel
degisimi planlamalar1 gerektigi vurgulanmistir (Tarraco, Hoover ve Knippelmeyer,
2005). Orgiitlerde degisime baglalmadan 6nce, 6rgiitlerin degisim hususunda hazir
bulunusluk diizeylerinin saptanmasi, orgiitsel baghiligin yiiksek olmasi, orgiitlerin
Ogrenen oOrgiit ozellikleri tasimalar1 ve orgiitlerde yapilacak degisimlerde degisim
yonetiminin safhalarinin énemine dikkat edilmesi gerektigi ifade edilmektedir (Ak,
2006). Orgiitler, degisime baglamadan nelere ihtiyaclar1 oldugunu belirledikten sonra,
degisimi yiiriitiirken nelere ihtiya¢c duyacaklarim da iyi saptamahdirlar. Orgiitlerin
degisimi yiriitebilmesinde, orgiitiin sahip oldugu kiiltiir, ortak vizyonu tim
paydaslarla paylasma, degisimde gorev alacaklarmn performansi, giiclii bir liderlik
ogesinin var olup olmadig1, degisime direncin nasil yonetilecegi 6nemli kriterlerdir
(Ozdemir, 2013). Cadwell ve Gould (1992), orgiitlerde degisimin ontindeki engelleri
kaldirmak ve boylece daha etkili bir 6rgiitsel degisim saglamak icin vizyon gelistirme,
ol¢me, liderlik stratejileri gelistirme, giiven saglama, iletisimi gelistirme, degisim igin
etkili bir takim olusturma ve degisim igin bir yap1 veya model olusturmanin énemli
oldugunu belirtmislerdir. Yukarida bahsedilen arastirmalar, genel olarak orgiitsel
degisimi ytrtitmede, ortak vizyon, stratejiler olusturma, degisim icin bir model
olusturma gerekliliginin yani sira, giiclii bir liderlik ©gesinin 6nemine vurgu
yapmaktadir. Bunun nedeni, orgiitler acik sosyal sistemlerdir ve bu ytizden basarili
bir degisim yapmak oldukgca giictiir. Ctinkii degisim yaparken sadece yapisal siiregler
degil, zihni ve duygusal boyutlarda dontistiirtilmelidir. Zihni ve duygusal donusumu
saglamanin yolu da liderlikten gecer (Burnes, 2004). Baska bir ifadeyle, orgiitler
degisim yaparken iki temel unsurla hareket etmelidir. Bunlar giiglii bir liderlik rolii ve
paylasilan ve ortak olusturulmus bir strateji. Bu iki temel unsuru bir araya getiren
yaklasim ise stratejik liderliktir. Nitekim NT ve BackOffice (1993) da yaptiklar
calismada kamu orgiitlerini doniistiirmede basarili olmanin yolunun stratejik liderlik
ve stratejik yonetim anlayistyla donusumu stirdiirmek oldugunu vurgulamaktadirlar.
Vera ve Crossan’a gore orgiitler, degisim istiyorlarsa; 6grenen orgiit 6zellikleri
tagrmalaridir. Ogrenen orgiitler olusturmak igin ise tist yoneticilerin stratejik liderlik
ozellikleri gostermeleri gerekmektedir (Vera ve Crossan, 2004).

Milli Egitim Bakanlig1 yeniden yapilanma surecine girmistir. Bu stirecte yiiriitiilen
yapisal degisimler kadar 6nemli olan bir husus da yeni yapmin getirdigi yeni
davraniglardir. Bu yeniden yapilanma surecinde Milli Egitim Bakanlig1 calisanlarinin
algilarma gore yoneticilerinin nasil bir orgiitsel degisim yonetimi stratejisi izledikleri,
yeniligin kurumsallasmas1 bakimindan énem arz etmektedir. Ayrica yine ¢alisanlarin
algilarma gore, yoneticilerin stratejik liderlik davranislari yeni yapiyr yonetme
kapasiteleri de 6nemli goriilmektedir. Milli Egitim Bakanligi'nda yasanan yeniden
yapilanma surecinin degerlendirilmesinde, {iist diizey yoneticilerin liderlik
davraruslar1 ve degisimi yonetme becerileri daha onceden detayli olarak ele
alinmamistir. Bu arastirma, hem {ist diizey yoneticilerinin degisimi yonetme
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kapasitelerini hem de bu yonetim esnasinda sergiledikleri liderlik davramslarmm
ortaya koymasi ve Tiirk egitiminin en basat 6rgiitii olan Milli Egitim Bakanligi'min
merkez teskilatinin déntistimiinde nelerin yapilip nelerin yapilamadigini gostermesi
acisindan 6nemlidir.

Aragtirmamn Amaci: MEB merkez teskilat1 yoneticilerinin stratejik liderlik davranislar:
ile orgtitsel degisimi yonetme yeterlikleri arasindaki iliskiyi ortaya koymaktir. Bu
amacla asagidaki sorulara yanit aranacaktir:

1. Calisanlarin algisina gore, Milli Egitim Bakanlig: merkez teskilatindaki tist
diizey yoneticilerin stratejik liderlik davramslari nasildir?

2. Cabisanlarin algisina gore, Milli Egitim Bakanlig: merkez teskilatindaki tist
diizey yoneticilerin orgiitsel degisimi yonetme yeterlikleri nasildir?

3.  Calisanlarin algisina gore, Milli Egitim Bakanligi merkez teskilatindaki tist
diizey yoneticilerin stratejik liderlik davranislari ile orgiitsel degisimi yonetme
yeterlikleri arasinda anlaml bir iliski var midir?

4. Milli Egitim Bakanhigi merkez teskilatinda c¢alisanlarin algismna gore
yoneticilerin stratejik liderlik davranislari, yoneticilerin orgiitsel degisimi yonetme
yeterliklerinin anlamli bir yordayicist midir?

Aragtirmamn Yéntemi: Arastirmanin evrenini, MEB Merkez teskilatinda gorevli sef,
egitim uzmani, milli egitim uzman yardimecisi, sube miidiirti, gérevli 6gretmen ve
daire bagkani kadrosunda calisanlar olusturmaktadir. Evrenin tiim birimlerine
ulasilarak veri toplandig1 icin bu arastirmada “tam saymm” yapilmistir. Bu amacla,
MEB merkez teskilatindaki iist diizey yoneticilerin stratejik liderlik davranislarina ve
orgiitsel degisim yonetim becerilerine iliskin ¢alisanlarin algilarimi belirlemek igin
Stratejik Liderlik Olgegi ve Orgiitsel Degisimi Yonetme Olgegi kullanilmustir.
Korelasyon analiziyle MEB tist diizey yoneticilerinin stratejik liderlik davraniglari ile
orgtitsel degisimi yonetme becerileri arasinda iliskiler incelenmistir. Buna ilaveten,
MEB st diizey yoneticilerinin stratejik yonetim davranislarnin orgiitsel degisimi
yonetme becerilerinin anlamli bir yordayicist olup olmadig1 regresyon analizi ile
agiklanmustir.

Aragtirmamn Bulgularr: Stratejik liderlik davranislan ile orgiitsel degisim yonetimi
becerileri arasinda yiiksek diizeyde olumlu yonde iliski oldugunu gostermektedir.
Regresyon analizi ile stratejik liderlik davranislarmin biitiin alt boyutlarmin 6rgiitsel
degisimi yonetme becerileri alt boyutlariin yordayicisi oldugu tespit edilmistir.

Aragtirmamn Sonuglar ve Onerileri: MEB tist diizey yoneticilerinin degisimi yonetme ve
yenilesme konusunda stratejik liderlik 6zelliklerini tam olarak ortaya koyamadiklar:
soylenebilir. Bunun yani sira, MEB {ist diizey yoneticileri, teknik yonetici, idari
yonetici ve gelistirici yonetici tanimlarindan idari yonetici tanimina uymaktadir.
Bununla birlikte, tist diizey yoneticilerin stratejik liderlik davranisi sergileme
diizeyleri arttikca, orgiitsel degisimi yonetme becerilerinin de artacag: gortilmiistiir.
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Arastirmacilar, bu calisma 1siginda Milli Egitim Bakanligi merkez teskilatinda,
yeniden yapilanma sonrasindaki orgiitsel performans: inceleyebilir. Ayrica MEB
merkez tegkilatinda calisanlarin degisim sonrasindaki orgtitsel vatandaslik diizeyleri
ve oOrgilitsel baglilik seviyeleri ortaya konulabilir ya da tasra teskilatinda calisanlar ile
merkez teskilatta ¢alisanlarin degisimle ilgili gortisleri karsilastirilabilir. MEB, st
diizey yoneticilerin degisimi yotnetme ve degisime liderlik etme konusunda
kapasitelerini artiric1 egitimler diizenleyebilir.

Anahtar Kavramlar: Stratejik Liderlik, Orgiitsel Degisimi Yonetme, MEB Ust Diizey
Yonetici, MEB Merkez Tegkilati
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Introduction

Doing research has become an indispensable commodity in a globalizing world
because it does not just generate new knowledge that brings innovations and progress
(Czarl & Belovecs, 2007; Khan, 2015; Sibiya, 2011), it also serves as a platform for any
academic institutions to develop and aid in the provision of quality education (Naz &
Malik, 2014). As such, institutions of higher learning have placed greater emphasis on
doing research in order to come up with evidence-based policies and programs, to
discover solutions to the pressing and mounting challenges of humanity, and to bolster
effectiveness in knowledge sharing, technological advancement, and industrial
efficiency (Bourke & Loveridge, 2017; Hottenrott & Thorwarth, 2010).

In the Philippine context, universities, and colleges, both private and public, are
expected to articulate much drive in generating knowledge through research (Wa-
Mbaleka, 2015). Several policies for research and development have been raised
primarily to reinforce the contribution of Higher Education Institutions (HEIs) to
"research productivity" (Regadio & Tullao, 2015). Likewise, procedures in various
institutional research and development units have been deliberately put in place, and
promises of rewards and incentives have been crafted and announced with the hope
of establishing a firm research foundation among faculty members and acquiring a
significant quantity of quality studies. For example, the Philippine Commission on
Higher Education (CHED) crafted guidelines to elevate the status of journal
publication (CHED Memorandum Order No. 50, series of 2017) and provided financial
grants to support Filipino researchers. It also sets a robust measure of performance
among faculty and the institution as a whole. In fact, among State Universities and
Colleges (SUCs), research is one of the Key Results Areas (KRAs) emphasized by
CHED which higher education faculty members are heavily assessed for their
corresponding academic title and leveling. Thus, research has become an avenue for
individual faculty and institutions of higher learning to get funding from national
agencies such as CHED, Department of Science and Technology (DOST), National
Research Council of the Philippines (NRCP), and the like. Consequently, these
collective efforts have been viewed as a notable move towards the alignment and
competitiveness of Philippine education in the global and ASEAN academic
landscapes.

Despite the aforementioned trends, thrusts, policy of attraction and apparent
pressures to mobilize higher education faculty to participate in creating a vibrant
research culture within and beyond the higher learning institutions, it is disheartening
to note that only a little percentage of higher education faculty are genuinely involved
in research (Ayala & Garcia, 2013; Wa-Mbaleka, 2015). The emerging concept of
"publish or perish" (Ulla, Acompanado, & Barerra, 2017) became the byword which
poses a challenge, an impetus to produce research articles that merit scientific
publications and credible dissemination to learned societies and various stakeholders.
Hence, this study was undertaken to describe the lived experiences of university
academics who teach in the faculty of education with regards to writing, presenting
and publishing research articles. Knowing and understanding their lived experiences
in writing, presenting and publishing research articles would have an impact on the
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higher education institution’s research policies not only in the Philippines but in all
higher education institutions in the world. Through the results of this study, all
institutions of higher learning will be able to develop guidelines to address the issues
faced by these university academics in terms of doing and publishing research studies.

Teachers’ Perceptions and Beliefs in Doing Research

In the teacher education milieu, the call to intensify research endeavors is an
inevitable reality highlighting its assumed participation in theorizing principles, re-
examining operations, re-inventing things, and improving mechanisms to affect
educational development (Jonasson, 2011). With this, research has been an enabling
strategy of determining essential aspects that necessitate significant intervention and
improvement for teachers” holistic development, which further explains why faculty
members focus primarily on the identification of, and solutions to instructional issues
encountered in the classroom setting (Bughio, 2015, Burns, 2010; Morales, 2016).
Studies along with teaching and learning have also been redefined and redirected to
ensure their relevance since the utilization of theoretical and empirical findings has
become a vital measure of research culture and productivity.

Doing research studies has been defined in the present study as writing and
conducting research work. A research work may refer either to a classroom research
where teachers identify and address some classroom issues or to a more general
education research that may have an impact in the teaching and learning processes
and practices. Admittedly, doing research is a form of professional development (Cain,
2011; McNiff, 2010; Ulla, 2018) which can impact teachers’ teaching practices. When
teachers do research, they do not only examine and address the problems in their
classroom (Burns, 2010; Ulla, 2018), they are also able to share their best teaching
practices that are beneficial for both teachers and students (Grima-Farrell, 2017).
However, Grima-Farell (2017) posits that the current context and identified needs of
teachers should be equally prioritized in doing research. This point can be achieved
through a study that goes beyond plain survey and literature review - an exploratory
study that unravels the realities on the ground vis-a-vis the pressing concerns among
public teacher education faculty-researchers. By looking deeply into the authenticity
of their conscious participation, direct involvement, actual observation, and real
emotions, this provides a clear and comprehensive grasp of the truth behind their
journey towards research.

Consequently, while there is a dearth of empirical studies pertaining to the lived
experiences of higher education teachers with regards to writing, presenting, and
publishing research articles, previous studies in the field tend to concentrate only on
beginning teachers (Gray & Campbel-Evans, 2002) doing action research (Bughio,
2015; Norasmah & Chia, 2016; Ulla et al, 2017; Zhou, 2012) for professional
development (Morales, 2016). Moreover, most of these studies in the literature (Biruk,
2013; Morales, 2016; Norashmah & Chia, 2016; Ulla, 2018; Vasquez, 2017; Zhou, 2012)
provide a glimpse of some of the challenges that confront faculty members in their
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research undertakings. Bulky teaching loads, limited time and resources, lack of
technical and methodological expertise, the dearth of training, and disappointments
in the research process itself are few among the issues teachers inevitably face as
obstacles in doing research. Interestingly, despite the difficult circumstances teachers
encounter, they maintain an optimistic view towards research while considering
promotion and salary increase as the top sources of their motivation and research
training, incentives, lighter teaching timetable as research necessities (Ulla et al., 2017;
Ulla, 2018).

In the context of beginning teachers, Gray and Campbel-Evans (2002) investigated
the beginning teachers’ perceptions of their empowerment and development as
researchers. Part of their methodology is for the students to take one 5-unit research
course. After graduation, a survey questionnaire was given to ascertain if they can
draw the skills that they learned in research. Findings suggest that beginning teachers
have not yet overcome the hurdles of being a teacher, moreover as teacher-researchers.
The researchers recommended that teacher-training institutions must initiate the
concept of teacher as the researcher and must be an on-going process.

Likewise, one study that examined the notions held by 52 English language faculty
in a public university in Turkey about doing research and their level of research
engagement either in reading or conducting research was conducted by Kutlay (2012).
Using triangulation as the principal methodology, the study revealed that teachers
rarely read research articles. They held the belief that research does not offer a practical
use in the classroom setting and they primarily do not engage in research because of
time constraint.

Similarly, Vasquez (2017) determined the advantages, disadvantages, and
challenges of teachers engaging in research. Among the advantages, one that is
remarkable focuses on using research in improving the teaching condition and the
lives of the people in the community. As to disadvantages, the study noted that
inadequate knowledge in doing research could lead institutions to implement off beam
plans and interventions. However, he found that there are more evident advantages
for teachers who do a research study than the disadvantages and challenges. He then
suggested that administrators of educational institutions may carry out viable and
long-term policies in providing relevant training to faculty and even students to be
equipped in doing research.

In the local setting, one study conducted by Ulla et al. (2017) examined the
perceptions, motivations, challenges, and needs of secondary school teachers in public
and private education institutions in Mindanao, the Philippines with regards to doing
research. Using a survey questionnaire and an interview as their research methods, the
study revealed that although teachers faced various challenges in doing research, they
had a positive perception towards it. They believed that through research, their
teaching practice would be improved which could have a positive impact on their
students’ learning.
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Admittedly, while the reviewed studies above have focused on teachers’
perceptions (Gray & Campbel-Evans, 2002; Kutlay, 2012; Ulla et al., 2017) and on
advantages and disadvantages (Vasquez, 2017) of doing research in different contexts,
none of those studies concentrated on the experiences of education faculty researchers
with regards to writing, presenting, and publishing research articles. Likewise, none
of the studies in the literature included Filipino university teachers in the faculty of
education as participants of the study. The reason may be linked to teachers’ lack of
interest in doing a research study and the practice of doing it is relatively a new
concept in the Philippines’ higher learning institutions. Thus, the present study
attempts to explore more deeply the different themes and meanings of the lived
experiences of education faculty members as it seeks to elicit their “essential” and
“eidetic insights” relative to writing, presenting, and publishing research. Specifically,
it looks into the purpose of engaging in research, beneficial gains, and difficulties
encountered. It is in describing the lived experiences that individual researchers'
potentials and weaknesses are exposed, and structural challenges are unmasked. It is
in a profound understanding of "who" the researchers are that their real situation can
be appropriately tackled and proper channeling of research resources becomes
possible. Furthermore, since there is a shortage of studies on Filipino teacher education
faculty-researchers, the current research is hoped to contribute to existing literature
and to guide the TEIs in the Philippines and the ASEAN region as well as in revisiting
their policies and praxis geared toward quality research for development. Specifically,
this study was built to address the following questions:

1. How do teachers perceive doing, presenting, and publishing research studies
in terms of their (a)purpose, (b)beneficial gains

2. What are some of the issues and challenges encountered by the teachers when
doing, presenting, and publishing research studies?

Method
Research Design

The phenomenological inquiry was employed to describe the lived experiences of
the teacher education researchers vis-a-vis writing, presenting and publishing
research. Phenomenology places its emphasis on understanding psycho-social
phenomena from the participants’ point of view (Welman, Kruger, & Kruger, 2001)
highlighting their "lived experiences" (Greene, 1997, Ramirez, 2012). These lived
experiences mirror the reality of the situation faced by the researchers’ participants in
a given study. They represent the choices, perceptions, and influences of the people
that may influence others (Given, 2008). Furthermore, phenomenological perspective
primarily describes the phenomenon wherein both parties, the researcher and the
participant, are involved in a discourse (Groenewald, 2004; Ramirez, 1984).
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Research Participants

Twelve (12) tenured faculty members (10 females, 2 males) of a public university
in Cagayan Valley Region, Philippines participated in the study. They came from
different campuses of the university offering Teacher Education programs. All of them
were licensed professional teachers in the Philippines whose ages ranged from 38-63
years old. Ten of them held a doctorate degree in education, while 2 were on the
process of completing their academic requirements for their PhDs. Concerning
academic rank, six (6) were Associate Professors, three (3) Professors, two (2) Assistant
Professors, and an Instructor. Among the participants, two were designated as
academic deans of teacher education. The number of participants in the study was
determined upon reaching the theoretical or data saturation wherein common themes
of the lived experiences had already been identified. Guest, Bunce, and Johnson (2006)
claimed that in qualitative studies, data saturation could be reached through a
homogenous group composed of about twelve (12) participants.

Furthermore, the identified participants, who are the researchers’ colleagues in the
university system were purposively selected considering the following criteria: (a) had
at least three years of experience spent in research undertakings; (b) had at least one
approved study for institutional and/or external funding; (c) had presented at least
three papers in academic gatherings (local, national or international); (d) had at least
one study published in a journal (local, national or international) and; (e) had
undergone at least three training related to research writing. Those identified faculty-
researchers were reached through their mobile phone numbers and email addresses
to solicit their participation in the study. The prior and informed consent form was
personally given informing each participant of the purpose of the study, their
voluntary participation and utmost confidentiality in treating the data gathered.

Research Procedures

Initially, the researchers approached the Research and Development unit of the
participating institution to peruse the profile of faculty-researchers of teacher
education based on the given set of criteria. For the conduct of individual and
separate phenomenological interview, the researchers arranged the time and venue
considering the availability and convenience of the participants. The average length of
the interview was 45 minutes. It was undertaken in the main campus of the
participating institution. To facilitate the interview, the researchers prepared a semi-
structured interview guide, which consisted of questions pertaining to the lived
experiences of the participants (e.g., purpose, beneficial gains, and difficulties
encountered) in writing, presenting and publishing research. All the questions
prepared for the interview were made sure that they aimed at answering the research
questions. Moreover, the questions were checked for consistency and relevance.

The researchers ensured that the setting of the interview was conducive, free from
noise and other disturbances. Only one of the researchers conducted the interview to
maintain its consistency and credibility. A mobile phone was utilized to record the
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responses of the participants complemented by note-taking. The participants were told
to speak in a comprehensible language (English, Filipino or mother-tongue) and a
story-telling method was adopted to free the participants from any restrictions in
narrating their accounts and insights. Moreover, the researchers ensured that all
judgment was suspended, putting all presuppositions into a bracket, which Husserl
(1982) termed as “epoche."

Data Analysis

The interview data were transcribed, read repeatedly, and subjected to content
analysis. Likewise, the phenomenological analysis framework of Moustakas (1994)
was adapted to explain further and understand the lived experiences of the teacher
education faculty researchers. The researchers treated all statements with equal value
and identified the significant elements and constant meanings of their accounts.
Themes were developed, clustered, and synthesized from which textual description
(first reflection) was conceived. After coding the themes and formulating the textual-
structural description based on recurrent insights (second reflection), shared
principles, concepts, and norms of the narrated experiences of the study participants
were deduced, which resulted in the essential insight (third reflection). Finally, the
researchers came up with the "essence" of the phenomenon (lived experiences of
teacher education faculty researchers) resulting to the eidetic insight, which Ramirez
(2007) posits as the "nucleus of truth."

Results

In presenting the findings, three main themes were formed to describe the lived
experiences of the participants. These themes were writing a research article,
presenting a research article, and publishing research articles. Likewise, three
categories (purpose, beneficial gains, and difficulties encountered) were also
developed based on the objectives of this study. Excerpts from the interview
transcripts and the initials of the participants were also included to maintain their
anonymity in the presentation of the findings.

Writing A Research Article

A.  Purpose. All twelve participants revealed that they are drawn towards writing
research primarily because of their desire to generate knowledge. Consistently, the
participants strongly assert their fulfillment in the synthesis of their ideas to generate
research that resolves vital concerns within the institution and the outside community.
Two of the faculty-participants claimed,

I allow myself to be involved in research to create new insights into
teacher education [R.A.]
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My purpose of writing research is to exhibit mastery of the subject,
knowledge creation, and familiarity with current educational research trends
[L.C]

On a pragmatic side, faculty-researchers are moved to write proposals and full
papers to enhance their chances to be promoted to higher academic rank. Two
associate professors [C.F.] and [B.C.] mentioned:

I'will go straight to my purpose. Research is my ticket for promotion

My research output becomes a significant document that adds up to my
credentials, which are hoped to serve as potential means to level up in
my academic position

Known to the participants is the fact that research raises the productivity of the
university and allows it to move to a higher level; thus, being responsible and devoted
members of the system, they actively fulfill their functions. As fittingly quoted,

I do research studies to adhere to the targets for the College of Teacher
Education accomplishment in support of the realization of the university
research agenda [M.U.]

B.  Beneficial Gains. Unanimously, the participants expressed that doing research
is an opportunity for them to gain additional learning. As pointed out by an instructor-
participant [].S.],

I gain additional learning as I immerse myself into writing a research. It
has enriched my knowledge, improved my writing skills, widened my
learning perspective, and strengthened my work values

C. Difficulties Encountered. The most significant challenge in research writing is
the lack of time due to heavy teaching timetable and multiple administrative functions.

I could not adequately focus on doing research because of the minimum
21-unit load per semester [M.U.]

I am part of a campus with very few faculty members, so I need to work
on multiple designations. As a result, I am left with insufficient time for
writing my research [W.G.]

Furthermore, the faculty-participants observed the lack of mentoring among
teacher education researchers. Two associate professor-participants said:

Although I am already seasoned in the field, I could not forego of the
current need for a mentor-mentee relationship, which I consider as an
enabling mechanism to succeed from conceptualizing to completing a
research project [G.P.]
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For me, mentoring further boosts my confidence level as I am assured of
being well-guided and technically assisted during the entire writing
process. Unfortunately, I do not see this in my campus [B.C.]

Presenting A Research Article

A.

Purpose. Among the study participants, they see research presentation as a

vital platform in disseminating results of their studies. A male professor-participant
[A.T.] said,

My attendance in academic forums and conferences in local, national and even
international arena provides a proper avenue to share the salient points of my
studies, which are hoped to be utilized in various fields or disciplines in teacher
education.

Besides, all the faculty-participants are motivated to establish a professional
connection as they present their outputs. As claimed by two of them:

B.

I consider these academic rendezvous as ideal opportunities to form the
linkage with fellow researchers and academicians from various places
and agencies and to reinforce personal and institutional association
[R.C]

Presenting my research facilitates the forging of viable networks with other
scholars in my field [R.A.]

Beneficial Gains. Eight (8) of the participants expressed their joy that through

research presentation, they experience personal enrichment by gaining more learning
and having the opportunity to travel. As happily noted by two participants:

C.

I listen to and learn from expert researchers during vibrant engagements in the
plenary and parallel sessions of research presentations. Also, my ability to
express myself in precise and concise language was enriched and I feel a sense of
fulfillment after successfully presenting a paper considering the compliments
from the listeners [A.T]

The privilege I receive from traveling to different parts of the country or overseas
that widen my perspectives of places and cultures makes the research
presentation experience more interesting. To see different places and to acquire
significant encounter with other people demonstrates a form of incentive I
happily claim from attending research forums and conferences [J.S.]

Difficulties Encountered. On a personal level, seven of the participants

disclosed that they appear to be very apprehensive during national and international
presentations. As revealed by an associate professor-participant [J.D.],

I carry with me fear to please the co-researchers in an international forum.
However, I consider this as an expected emotion, an inner tension, since the
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apprehension usually springs from the presence of specialists and experts along
with teacher education studies coming from a range of reputable institutions.

Another challenge that the majority of the participants shared pointed to lack of
fund for international presentation and publication. A female participant [G.P.] boldly
claimed,

Lack of financial assistance to support expenses during international travels
became a significant concern I had to deal. Sometimes, due to the considerable
number of presenters, the small campus where I belong could hardly shoulder all
the expenditures. And so, I just went on paying the expenses of my presentation.

Moreover, presenting research outputs at a local level, through the institution's in-
house-review, poses a challenge to faculty-participants. Half of the participants shared
that they felt the partiality among panel members who are not inclined with qualitative
research and a tendency to lean towards quantitative. As mentioned by three of them,

In context, since most of the invited panel of reviewers is inclined to quantitative
research design in which the qualitative research conducted within the realms of
teacher education are perceived not to be fully understood nor appreciated by the
reviewers [R.A.]

I felt that my research design in my field was not appreciated by panel
members who sat in a presentation [M.M.]

I see the necessity of having a pool of experts who specialize in
qualitative and mixed studies and are capable of significantly
scrutinizing papers written with these emerging methodologies [J.S.]

Publishing A Research Article

A.  Purpose. Faculty-researchers who were able to publish in reputable journals
were passionately prompted by their intense desire to participate in contributing
knowledge to the broader community and to help in their institution’s growth. They
desire to propose solutions to the problems faced by certain areas, the university, and
the society as a whole. As the participants testified,

I really try my best to publish research articles to reputable journals so
that I can help my university in achieving its targets [R.A.]

I publish the findings of my research hoping that they could address the
specific needs of people and groups. I want to help and to effect change
through my publications [A.T.]

I want to meaningfully be of help to others and circulate my valuable
findings especially of those which are geared toward policy formulation
and critique to existing structures [G.P.]
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B.  Beneficial Gains. Learning to successfully deal with the complexity of journal
formats and carefully mastering the technicalities of publishing a paper are highlights
of the faculty-researchers’ beneficial gains. As articulated by two of them, [J.S.], and
J.D.J,

Having learned the format of a specific publication and the technicalities
of journal writing rewarded my time and effort in patiently dealing with
the complex publication demands

I learned much through the process of publication, most importantly,
the value of humility in modestly accepting comments and suggestions
that primarily intend to raise my research outputs into the next level.

More to these is the sense of pride and prestige they carry with them because
of the admiration they receive from family members, friends, and colleagues.

My academic reputation in the teacher education field is affirmed, which
further allows me to be tapped by my institution’s Research and
Development Unit for the conduct of studies along with their area of
specialization [M.U.]

My publishing performance serves as inspiration and benchmark to
other faculty members, especially the new ones, who aspire for the same
achievement [R.C.]

C. Difficulties Encountered. One of the major difficulties that the participants
experienced is the lack of time needed in complying with the demands of the rigid
publication process due to heavy teaching workload. As a male participant remarked,

The lack of adequate time to fit in comments of the referees because of work stood
as a challenge. Integrating all the recommendations while working with a tight
timetable made the publication a tough target because I believe that quality paper
requires quality time [R.A.]

Additionally, some faculty-researchers met predatory journals and were tempted
to have their work published because of their convincing tactics. As observed by one
of them,

Predatory journals are good at convincing researchers to publish in their
journal. In the end, some of my papers ended up as preys into these
journals instead of having them published into appropriate and credible
ones [G.P.]

Lastly, due to the lack of institutional budget, faculty-researchers had to pay on
their own publication fees in some national and international refereed journals. A
female participant [W.G.] shared,
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Since some of my studies did not go through the institution’s in-house
review, my payments for international publication had to be extracted
from my own pockets.

Discussion, Conclusion and Recommendations

The current study looked into the lived experiences, including the purpose,
beneficial gains, and difficulties encountered by teachers from the faculty of education
in a Philippine higher education institution with regards to writing, presenting, and
publishing research articles. Findings of the present study revealed that one common
purpose why these academics engaged into writing, presenting, and publishing
research articles is to generate and share knowledge. They believed that by writing,
presenting, and publishing their research articles, they were not only able to share with
others their teaching practices but also solutions to some vital education concerns.
Sharing research findings is a crucial factor as it could have an impact on the teaching
and learning process not only within their institution but also to the outside
community. Although, knowledge sharing in education sector is still an issue
considering the fact that a number of schools do not have a clear process on how to
develop practices for knowledge sharing among teachers (Rismark & Solvberg, 2011),
doing research, presenting, and publishing it is a good platform for sharing and
acquiring new knowledge. Since, education institutions are being considered as
professional learning communities (Rismark & Solvberg, 2011), as most teachers
constantly attend conferences, seminars, and workshops where various issues related
to teaching and learning are discussed, knowledge sharing is necessary in order to
preserve what has been known and what will be known (Singh, Abidin, Mohd.
Zainuddin, 2012). Furthermore, doing research may be thought as one of the most
important steps towards preserving knowledge by informing other education
scholars, practitioners, and policymaking bodies about the latest trends and issues in
education. Thus, conducting research, presenting, and publishing it is admittedly not
only a good avenue for teachers to contribute knowledge to the broader community
but also a good room where education policies and some guidelines may be crafted in
order to address the problems that hinder the teaching and learning process.

Another important finding from the study is the reported benefits that these
teachers achieved when writing, presenting, and publishing research studies. They
believed that additional learning, professional skills enrichment, and skills in
publishing research improvement were some of the benefits they gained in writing,
presenting, and publishing research studies. This finding concurred with the result of
the studies conducted by Morales (2016), Grima-Farell (2017), Ulla (2018) who noted
that doing a research study in general, develops and improves teachers’ teaching skills,
strategies, and knowledge of the subject matter, and enriches their professional
experiences. Indeed, writing a research, presenting it in a conference, and publishing
goes beyond enabling teachers to reflect on the current situation of their local school
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context and address the education issues they have. It also allows them to connect to
other education scholars, practitioners, and education policymakers and share with
them the new empirical knowledge gained. Through this, their professional network
may not only grow, but it is also a way for them to enhance further their research skills
through research collaboration.

Furthermore, it has been revealed in the study that the challenges the faculty-
participants had experienced when doing a research are external in nature, which
emanate from the rules, policies, and practices that have been habitually formed in the
academe. Nevertheless, teacher education researchers’ actions in doing research are
internally driven. The challenges such as heavy workloads, lack of financial support
for presentation and publication, and the experience of somewhat partiality during in-
house review presentations cannot totally impede them in their desire to undertake
research. In fact, they were willing to go beyond constraints, and this is what Giddens
(1984) referred to in his structuration theory as “agency”. In this framework of
analysis, he notably emphasized the importance of agency in the perpetuation of social
practices that constitute institutional structures or in the creation of new structures.
Considering this view, it is the exercise of the agency of the researchers that drive them
in forming or transforming the research culture of their university. It is also through
the exercise of their agency that they could withstand and overcome the constraints
and difficulties encountered allowing them to engage meaningfully in research
endeavors.

Generally, the present study supports one of the points extracted by Ulla et al,,
(2017) that promotion and incentives are some significant reasons for faculty to get
involved in the research. Further, additional learning and prestige are the perceived
beneficial gains which are also observed in other studies (Grima-Farell, 2017; Morales,
2016; Ulla, 2018). Subsequently, research endeavors entail difficulties. The studies
which were undertaken by Zhou (2012); Biruk (2013); Norashmah and Chia (2016);
Vasquez (2017), and Ulla (2018) presented similar concerns that teachers encounter in
their research undertaking. In this study, limited time due to heavy workload and
multiple designations, and shortage of financial assistance are among the concerns
faculty-researchers confront as challenges in doing research.

Lastly, the teacher education researchers consider personal (additional learning,
personal enrichment, and prestige) and professional (knowledge generation and
dissemination, career advancement, and linkages) reasons in engaging in research
activities. Moreover, they see research as a meaningful experience, which serves as an
enterprise for them to grow professionally, to actively participate in the growth and
development of their respective institution, and to significantly contribute to the
community through knowledge generation and dissemination. Meanwhile, the
challenges and difficulties encountered by the faculty-researchers are external in
nature. However, the researchers are “internally driven” that is why they are able to
engage in research with passion and focus. Their tenacity in writing, presenting and
publishing research articles became an inner quest for self-cultivation, which enables
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them to withstand whatever difficulties and struggles they encounter. With this, they
are formed by the institution and become agents of changing and creating new
structures in the learning institutions at the same time. They are motivated to have a
higher degree of participation to contribute efficiently to their respective discipline,
the institution, and the community. By doing so, they become primary agents in the
continuation or even change of the research culture in the higher learning institutions,
which is implicative of the degree of consciousness that they manifest. As they went
through the journey of doing research, an inward transformation took place. A method
of self- cultivation became evident. The researchers simply became aware of their
personal limitations and the boundaries of their institutional resources and policies.
These concerns did not hinder them; instead, these led them to move beyond
challenges. They were inspired as they found meaning in generating and
disseminating knowledge not only for them but the possible transformation of the
institution and the community.

This phenomenological study on the lived experiences of teacher education
researchers when writing, presenting, and publishing research articles reveals that the
faculty’s purpose and beneficial gains in doing research are attributed to personal and
professional reasons. The personal reasons are additional learning, personal
enrichment, and prestige whereas the professional reasons include knowledge
generation and dissemination, career advancement, and building linkages.
Nonetheless, there are some external constraints that they experienced such as lack of
time due to heavy workloads and multiple designations, lack of mentoring, and
shortage of financial assistance for international presentation and publication. Despite
the challenges that they face, admittedly, they are internally driven going beyond the
pragmatic benefits or any challenges imposed by the institution as they find value in
doing research. They exercise their “agency”, which allows them to overcome the
different difficulties. This experience stood as a viable platform for them to self-
cultivate - to grow inwardly (personally and professionally) as researchers.

Although the present study provides significance to existing literature, specifically
on the exploration and documentation of the lived experiences of teacher education
faculty researchers when writing, presenting, and publishing research articles
considering their purpose, beneficial gains, and difficulties encountered, it also poses
limitations. Concerning participants and scope, the data were collected from only 12
participants coming from the same geographical region in the Philippines and may not
adequately represent all Filipino public teacher education faculty researchers.
Nonetheless, from the findings, it can be viewed that this present study may be
considered as a preliminary effort to understanding the potential future of research in
the Philippines, where a future framework can be developed to explain some factors
that impede research in education, a framework that could be used in teacher training
in the Philippines and globally.

Additionally, this study bears valuable implications for TEIs not only in the
Philippines but the ASEAN milieu as well. First, administrators may institutionalize
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or strengthen any existing mentoring system in research. This scheme is hoped to help
junior researchers to embrace the rigors of research because the guidance of senior
faculty from conceptualization all the way to completion may guarantee quality
output in writing, presenting, and publishing studies. In this manner, collaboration
may even be reinforced, which marks an enabling environment for improved research
capability. Second, teaching loads may be reasonably decreased to facilitate better
productivity in the research process, since the reduction of workload means increased
time for research. Third, multiple designations may be reorganized where tasks are
fittingly distributed to faculty, with research-connected activities as the priority.
Faculty researchers may be given additional assignments related to research as this
allows them to stay focused on their studies. Fourth, the institutional budget allocated
for international presentation and publication may be raised to sufficiently support
faculty researchers financially. Fifth, in-house institutional reviews may be revisited to
ensure that both qualitative and quantitative studies are evenly represented and
objectively assessed by competent panel members. Finally, future studies along with
this area may consider other research designs, broader geographical scope, and bigger
sample size including private teacher education faculty- researchers as participants.
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Introduction

Writing is the expression of feelings, thoughts, events, wishes and dreams in
written form. Writing education is an action closely related to the development of
cognitive skills, accommodating all the achievements of language skills, and it is
intertwined with the mental processes of the individual (Bagci, 2013; Coskun, 2013;
Gunes, 2014). Thus, it contributes to the development of many skills of an individual.
Through writing, students improve their ability to think more broadly, organize their
knowledge, use the language, and enrich their knowledge. It is also a process that
contributes to the transfer, implementation and concretization of students' thoughts.
In this context, writing education is of great importance in terms of the mental
development as well as the language development of the student (Gunes, 2014).
Through the texts written by the pupils, it is also intended to develop creative skills,
which is one of the most important indicators of mental development (Ministry of
National Education [MoNE], 2015).

Written expression, which is so important, must be realized in accordance with its
rules (Bagci, 2013). The Primary School Turkish lesson curriculum is aimed at
improving writing skills of the students as well as their mental skills that are related
to their writing skills (Ministry of National Education, 2015, 2017). For this purpose,
the way to benefit from different types of writing has been adopted in the curriculum.
Of these writing types, writing type used in the study is free writing. Topics are
decided by the student himself/herself in free writing. The aim of free writing is to
improve writing skills of students as well as to develop their writing habits. In the
teaching-learning process, memories, letters, poems, stories, daily events, etc., can be
used as free-writing activities. (Gunes, 2014; Iseri, 2008). It is possible to say that free-
writing is one of the appropriate writing styles for observing creativity of students. For
this purpose, students were asked to write free-writing about subjects they choose. In
their free-writing, students are asked to tap into their emotions, thoughts and
imagination to bring out their creativeness, then freely express them on paper (Oral,
2012). Surely, acquiring the writing skill requires a long process. In order to be able to
achieve this skill, it is deemed necessary to make various and encouraging writing
activities with students, to evaluate activities that are done, and to remove or correct
deficiencies and mistakes. (Bagci, 2013; Iseri, 2008).

Different types of texts are used within writing activities. In the Primary School
Turkish Language Teaching Curriculum organized in 2015, texts are divided into three
groups as informative texts, narrative texts and poetry (Ministry of National
Education, 2015). In 2017, the Primary School Turkish Language Teaching Curriculum
was renewed. It is observed that same text types (narrative texts and poetry) appear in
the Primary School 4th Year Turkish Language Teaching Curriculum which will be
implemented in 2018-2019 academic year (MoNE, 2017). In type of narrative text used
in this study, there is an event being focused in the text, and everything revolves
around this event (Temizkan, 2009). In narrative expression, the narrator presents the
sequence of events related to each other with a certain point of view at a certain time,
space and fictional order. Even if they are small, there are events, characters/heroes
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experiencing these events, and time and space in narrative texts (Coskun, 2013). In
these texts, there is a fictional world created by the author's imagination (Sidekli, 2014).

In this sense, it is possible to say that creativity is the foreground in narrative texts.
Creativity is defined as generating ideas about hypotheses, testing these hypotheses,
modifying them, and evaluating their results. The act of creating a new or original
product lies within the concept of creativity. What truly matters here is an individual's
ability to exceed his/her own capacity (Torrance, 1977). When aspects of creativity are
examined, following concepts are encountered; fluency, flexibility, originality,
detailing and re-describing (Torrance ve Goff, 1989 as cited in Oncu, 2003). In this
context, it is aimed to determine creativity of written expression of students. In this
research, dimensions of creativity listed above are reflected in the written texts of the
students with regard to; students' showing original ideas in their stories, being able to
handle events in detail, and expressing their thoughts in a connected and fluid way
within the scope of the Turkish lesson. The Primary School Turkish Language
Teaching Curriculum, which was organized in 2015 and renewed in 2017, emphasizes
the importance of developing the world of emotions, thoughts and imaginations by
considering creativity of the students (MoNE, 2015, 2017).

There are many different ways used to evaluate students' writings. In this context,
it is deemed useful to refer to evaluation of written expression studies. It is only
possible for writing studies to achieve desired purposes by evaluating the activities. In
written expression, it is also measured that the student acquires many different
dimensions besides the ability to comply with grammar rules. For this, it is necessary
to prepare an evaluation key that covers different topics such as content, organization,
linguistic knowledge, narrative structure, creativity, and writing and punctuation
rules (Cetin, 2002). It is suggested to use graded scoring keys (rubric) to evaluate
written expressions of the students in the 4th grade Turkish lesson curriculum of
primary school. Rubric is a tool that contains criteria developed for scoring any work
(MoNE, 2006). It is a graded scoring system used to determine the level of competence
and performance of a pupil in carrying out a task or field oriented information
(Brookhart, 1999). Two types of rubrics are mentioned, namely holistic and analytic.
Holistic rubric is a scoring key for assessing the work in a sense that allows the whole
of the study to be evaluated in general. The analytic rubrik is a scoring key that allows
the student texts to be divided into sub-skill areas such as form, grammar,
punctuation, and spelling. (Gocer, 2013; MoNE, 2006). The formation of analytic
rubrics begins with determination of what features should be found in a good writing
(Nitko, 2004). Rubric development phases are stated as follows (MoNE, 2006):

e Determining the purpose for which your scale will be developed
o  C(learly defining what to evaluate
e Deciding on the adequacy levels

o  Establishing the key for behaviors, products, or skills that are trying to be
measured in the study
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e  Writing criteria for behavior, product or proficiency level of each skill

e  Preparing and implementing the draft of the scale to be used

Aim of the Research

The necessity of measurement and evaluation studies to determine to what extent
following skills have improved is emphasized in primary school Turkish lesson
curriculum; following the rules of writing and using punctuation marks correctly,
writing events according to the order of occurrence, paying attention to page order,
writing appropriate title for the text, and choosing correct words appropriate for
content and context. It is also emphasized that establishment of relations of visual texts
is important. In addition to this, the Turkish curriculum aims to provide students with
creative thinking and development of their imagination world (MEB, 2015). When
literature is examined, it is seen that there are studies that examine texts written by
students, in terms of language and expression, (Alkan, 2007; Cecen, 2011; Kilic, 2012),
according to the rules of writing and punctuation (Ar1, 2008; Aric1 & Ungan, 2008; Kilic,
2012; Kula, Budak & Tasdemir, 2015; Yasul, 2014), and the place of narrative text items
(Kilic, 2012; Yilmaz, 2008). Unlike the previous studies, in this study, narrative texts
written by the students are examined as a whole in terms of form features, language
and expression features, application situations of spelling and punctuation rules,
creativity, and use of narrative text items.

In this context, the aim of the research is to determine the usage of narrative text
items in compliance with the criteria of written expression evaluation, and creativity
situations in narrative texts written by primary school 4th grade students. The sub-
problems of working towards this goal are determined as follows:

1. How do the 4th grade primary school students use formal features of
written expressions?

2. How do the 4th grade primary school students use language and
expression features in their written expressions?

3. How do the 4th grade primary school students apply writing and
punctuation rules in their written expressions?

4. What are the creativity levels in the written expressions of 4th grade
primary school students ?

5. What is the level of usage of narrative text elements in the written
expressions of 4th grade primary school students?
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Method
Research Design

This study, which examines the use of narrative text elements in narrative texts
written by 4th grade primary school students and observes compliance with
determined written expression evaluation criteria, is designed within a qualitative
research model. The qualitative research approach provides deep and detailed insight
into the issues being examined and allows gathering elaborate information (Patton,
2014).

Research Sample

In the creation of the study group, twenty-nine students were chosen who were in
the 4th grade of a public primary school affiliated to the Ministry of National
Education in the city center of Tarsus in the province of Mersin, and easily accessible
case sampling method was adopted from the purposeful sampling methods. The fact
that the study group is composed of 4th grade students in a primary school is because
writing activities gain importance in the third and 4th grades as stated in the Primary
School Turkish Language Teaching Curriculum (MoNE, 2015, 2017). Examining the
achievements in the programs developed in 2015 and 2017, it is seen that the
achievements related to narrative writing are especially included in the 4th grade
(MoNIE, 2015, 2017). 4th grade is also the last step of primary school level in Turkey. It
is expected that 4th grade students should have the most competent level of writing
skill among the primary school levels.

Since six of the texts written by these students did not qualify as narrative texts,
they were not included in the analysis. Thus, a total of twenty-three texts were
examined. Qualitative surveys allow for an in-depth examination of a topic on
relatively small samples, which are usually chosen purposefully (Patton, 2014).

Research Instruments and Procedures

The data of the study were obtained from the stories written by students in a free
writing activity. Free writing is accepted as a form of creative writing. The basis of free
writing is to encourage students to write without worrying about making mistakes.
Students write freely, and writing becomes a pleasant experience for them (Byrne,
1991).

The study was carried out by the classroom teacher informed by researchers in
order not to affect the natural processes of the students in the classroom environment.
“Narrative Text Evaluation Rubric (NTER)”, which was created by the researchers for
this purpose, was used to systematically evaluate the narrative texts written by the
students. In order to provide coverage of rubric's scope, during the preparation of
NTER, the related field literature was scanned primarily. After that, written expression
evaluation categories were established. These categories were determined as; “Form,
language and expression, spelling and punctuation, creativity and narrative text elements”.
The sub-dimensions of each categorie were formed by examining the written
expression gains in the 2015 primary school 4th grade Turkish lesson curriculum.
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While NTER's categories and sub-dimensions belonging to these categories were being
determined, the written expression evaluation rubrics in the field (Alkan, 2007;
Corden, 2007; Coskun, 2005; Griffin & Anh, 2005; Ozturk, 2007; Peters, 1990; Ramey,
2007) were utilized. According to the categories in the NTER, use of form, language
and expression, writing and punctuation, creativity, use of narrative text elements in
the texts written by the students were determined in three ratings as“full presence,
partial presence and no presence”.

Validity and Reliability

In order to ensure the reliability of the rubric, narrative texts of the students were
scored separately by the researchers and the consistency between the scores was
calculated using the intercoder reliability suggested by Miles and Huberman (1994)
[Reliability = (Opinion Alliance) / (Opinion Alliance + Opinion Separation)]. The
percentage of intercoder reliability calculated with the formula is 92%. Over 70%
intercoder reliability means that your scale is reliable (Miles and Huberman, 1994).
Therefore, it can be said that NTER is a reliable scale. The prepared form was examined
by a field specialist and a language expert, and necessary arrangements were made.

Data Analysis

The qualitative data obtained from the texts written by the students were analyzed
through document review. Analyses were supported with direct citations from the
texts written by the participants. Document review involves the process of using and
analyzing written materials as data (Merriam, 2013; Yildirim & Simsek, 2008,). In the
document review process these stages are followed; accessing the documents,
checking the authenticity, understanding the documents, analyzing the data, and
using them. In the analysis of the data, the participants were coded as k1, k2, k3, ... k24.
In the document review, the researcher should establish a system for coding and
cataloging issues related to the evaluation of the documents (Merriam, 2013).

Results

Results Related to the First Sub-problem

Results related to the formal features used by 4th grade primary school students in
their written expressions are shown in Table 1:
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Table 1

Formal Features Used in Written Expression

Formal
Features

Using proper
spacing
between
sentences
and lines

Attention to
page layout
and
cleanliness

Using
proper,
legible
writing

Using  first
line  indent
for each
paragraph

Proper
spacing
between
words

Participants

This
feature
has never
been used.

k4

k1, k2, k4,
k5, k6, k7,
k8, k10,
k11, K13,
k16, k21,
k22

13

This feature is
partially  used
but there are
places that are
not used or used
incorrectly.

k4, k7, k17

k1, k7, k16, k17

k8, k12, k16, k17

k3, k12, k15, k17,

k18, k19

k1, k7

n

This feature has
been used
entirely and

accurately  in
the entire text.

k1, k2, k3, k5,
k6, k8, k9, k10,
k11, k12, K13,
k14, k15, K16,
k18, k19, k20,
k21, k22, k23
k2, k3, k4, K5,
k6, k8, k9, k10,
k11, k12, K13,
k14, k15, K18,
k19, k20, k21,
k22, k23

k1, k2, k3, k5,
k6, k7, k9, k10,
k11, k13,14,
k15, k18, K19,
k20, k21, k22,
k23

k9, k14, k20, k23

k2, k3, k4, k5,
k6, k8, k9, k10,
k11, k12, K13,
k14, k15, K16,
k17, k18, K19,
k20, k21, k22,
k23,

20

19

18

21

TOTAL

23

23

23

23

23

As seen in Table 1, “Using proper spacing between sentences and lines” feature is

applied properly by twenty of the participants while the other three applied this
feature partially.

In the texts, four of the participants were inelaborate in terms of “Attention to page
layout and cleanliness” and applied this feature partially while nineteen participants
cared about the page layout and cleanliness in the whole text.
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¥ g One of the
‘:‘i:a Mr "\U}b« M-lbf Wu;ﬂ "nf’,_} Loy | participants
w yq! ~ . did not apply
fo-:L‘ ‘D-Cw/ L;(%,J ‘ W @w “Using proper,
i dj A - ado . A J legible writing”
CQLD}: ( ) 1 L— Pr &« JL\%M ‘l; 0 feature at all-
& ;‘UC $ B (ol MLy~ (k4)
s ¢ Sl wd? Boi oy, [ RN

While four of the participants partially applied proper, legible writing, eighteen
participants performed well and applied this feature in the whole text.

Regarding the formal features used in written expressions, the most misused
feature was "Using first line indent for each paragraph'. Thirteen of the participants
did not use indents according to the other lines in their written text. While six
participants partially used this feature, four participants used it in an exact and correct
manner. Text samples for this feature are as follows:

Type 2

(k9)

Twenty-one participants used "Proper spacing
between words" feature fully and correctly, while
two of the participants were partially correct
using the feature.

Results Related to the Second Sub-problem

Results related to the language and narrative characteristics used by the 4th grade
primary school students are shown in Table 2:
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Table 2
Language and Expression Characteristics Used in Written Expresssion
Language Participants
Expression This This feature is
Features {euture p;rtlully ulsed but This feature has been used =
rilgzsier ih;;guizeni ta f:;i g entirely and accurately in n S
the entire text. =
been or used
used. incorrectly.
k1, k2, k3, k4, k5, k6, k7,
k8, k9, k10, k11, k12,
Title writing - - k13, k14, k15, k16, k17, 23 23
k18, k19, k20, k21, k22,
k23
410,10, 101710
:z)tltehzntzf(ltatlon - k4, k12 K15, k16, k17, k18, k19, 21 23
k20, k21, k22, k23
Expression of
the desired
subject in lli' Ilzé'
whole, with K 6’ k7’ k8, k10, k11, k12,
logical 1<1’6 ! k13, k15, k17, k3, k9, k14, k20, k23 5 23
consistency, 1<21’ k18, k19
broken down 1<22’
into
paragraphs
Providing K1, k2,
?jﬁgﬁfﬁ‘;l k4, k5, k8, k10, k11, k12, k3, k9, k13, k14, k15, o 2
ké, k7, k18, k21, k22 k17, k19, k20, k23
between K16
paragraphs
Writing k2, k3, k5, k6, k7, k9,
meaningful k10, k11, k12, k13, k14,
andregular % k1, k8 K15, k16, k17, k18, k19, 20 23
sentences k20, k21, k22, k23
Not k1, k2, k3, k5, k6, k8, k9,
mentioning k10, k11, k12, k13, k15,
irrelevant kd k7, k14, k22 k16, k17, k18, k19, k20, 19 2
thoughts k21, k23
Establishing k1, k3, k5, k6, k8, k9,
the flow of the k10, k11, k12, k13, k14,
textin a 4 K2, k7,117, k22 k15, k16, k18, k19, k20, 82
logical order k21, k23
Making a k1, k2, k3, k5, k6, k7, k9,
proper entry k10, k11, k12, k13, k14,
to the subject k4,18 k15, k16, k17, k18, k19, a2z
of the text k20, k21, k22, k23
Proper use of k1, k2, k3, k5, k6, k7, k8,
the words and k9, k10, k11, k12, k13,
their - kd K14, k15 k16, k17, k18, 22 22
meanings k19, k20, k21, k22, k23
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As seen in Table 2, all of the participants (n=23) wrote a title for their texts. This
feature was used properly by all participants.

For “Selecting the title in relation to the text” feature, two of the participants' selected
title was not strictly related to the text. Twenty-one participants identified appropriate
titles for the text.

“Expression of the desired subject in whole, with logical consistency, broken down into
paragraphs” feature were not applied at all by nine of the participants. Nine other
participants partially applied this feature or made some mistakes. Five of the
participants used this feature in a correct and proper manner.

“Providing meaningful transitions between paragraphs” feature was not used by seven
participants. Seven others used it partially and nine of them applied it correctly. In the
light of these results, it can be said that the participants in general have some
deficiencies in dividing the text into meaningful paragraphs and providing
meaningful transitions between them.

In terms of “Writing meaningful and reqular sentences”, one participant did not apply
the feature in the text, two of them applied it partially and twenty-one participants
applied this feature properly.

“Not mentioning irrelevant thoughts” feature is not applied by one of the participants,
three of them applied it partially and nineteen participants applied it properly.

One of the participants did not apply “Establishing the flow of the text in a logical
order” feature at all, four participants applied it partially, and eighteen participants
applied it correctly and properly.

“Making a proper entry to the subject of the text” feature was applied correctly and
properly by the most of the participants (n=21). However, two of the participants
applied this only partially.

“Proper use of the words and their meanings” feature was applied correctly by almost
all participants (n=22); however, one of the participants applied this only partially.

Results Related to the Third Sub-problem

The level of application of the writing and punctuation rules in written expressions
of 4th grade primary school students is shown in Table 3:
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Table 3

Spelling and Punctuation Features Used in Written Expression
Participants

Spelling And ) This feature is partially This feature has
. This feature been used
Punctuation used but there are places . =
has never  n n entirely and n <
Features that are not used or used . =
been used. . accurately in the o
incorrectly. entire text. =
Using
punctuation k1, k4, k5, k6, k7, k10, ﬁrzkli’llgsij?
in the right - - k11, k14, k17, k19, k21, 12 k16’ k18’ kZO, 1 23
place and k22 k23’ T
correctly
Complying k1, k2, k3, k4, k5, k6,
- k7, k8, k10, k11, k12,
x;tlﬁ rtlherllles - T K14, K16, K17, K19, K20, 19 k9,k13,k15,k18 4 23
8 k21, k22, k23

As seen in Table 3, “Using punctuation in the right place and correctly” feature was
applied in a partly correct manner by twelve of the participants while eleven
participants applied it properly and correctly. In line with the results, It is possible to
say that half of the participants (n = 12) could not use punctuation marks correctly and
in the right places. It was observed that punctuation marks such as colons, speech lines,
periods, commas, apostrophes, and question marks were not used from time to time
in places where they should be used. The following examples from the participants'
texts can be shown as support to this finding:

Type 4
2

Apostrophe not used where it should be used-
(k19)

Question mark not used where it should
be used- (k14)

Period not used where it should be used-
(k10)

Colon and speech line not used where they
should be used- (k5)

“Complying with the writing rules” feature was not applied correctly by most of the
participants (n=19). Four of the participants, however, applied this feature properly
and correctly. It was seen that from time to time participants ignored writing rules like
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starting the sentence with capital letters, writing the initials of proper nouns in capital
letters, writing "-de, -da" suffixes separately where necessary, and writing the question
suffixes separately. In addition, it was seen that they made mistakes in the spelling of
words. Examples of misuse of the writing rules can be shown as follows:
Type 8

\ a7t 3 "\ >
\ \ \ \ = P Writi ds i Hy - (k2
' ‘.‘4)_)) o o \ U riting words incorrectly - (k2)

Results Related to the Fourth Sub-problem

The creativity levels in the written expressions of the 4th grade primary school
students are shown in Table 4:

Table 4
Creativity Features Used in Written Expression
Participants
This n This  feature is n  This feature has n
Creativity Sfeatur partially used but been used entirely
Features e has there are places and accurately in a
never that are not used or the entire text. =
been used incorrectly. O
used. &
- - k4, k7, k22 3 k1, k2, k3, k5, k6, 20 23
Providing k8, k9, k10, k11,
original ideas K12, k13, k14, k15,
k16, k17, k18, k19,
k20, k21, k23
Providing k1, k2, k7, k8, k3, k5, k6, k9, k12,
strong and k4 1 k10, k11, k18, 9 k13, k14, k15, k16, 13 23
exciting feelings k19, k21 k17, k20, k22, k23
Providin
surprisingg k4, K1, k2, 18, k11,
events or 7 3 k13, k14, k15, 13 k3, k5, k6, k9, k12, 7 2
surprising K10 k16, k18, k19, k17, k23
k20, k21, k22
results
Giving the K1, k2, K7, K14 0,1, K2, ks
gt‘(‘)’ruyggffe;‘htyhe Mo a7 ®  uask6 ka8, k9, 0 P
k20, k21, k23
?;Z;;ifﬁe K1, k3, K5, k6, k8,
involved in the k9, K10, k11, k12,
storyinan k4 1 k2, k7, k14 3 k13,k15,k16,k17, 19 23
interrelated k18, k19, k20, k21,
k22, k23
manner

As seen in Table 4, “Providing original ideas” feature was applied partially by three
participants while twenty participants applied it in the whole text. The students also



Sultan Selen KULA - llkay ASKIN TEKKOL 177
Eurasian Journal of Educational Research 81 (2019) 165-188

supported the original ideas in their texts with their own drawings. Examples from
works of participants related to this finding are as follows:

Type9 ’
&l
2N
o\ &‘\ ;
k(22) k(12)

“Providing strong and exciting feelings” feature was not applied at all by one of the
participants, partially applied by nine of them, and thirteen participants applied this
feature in the whole text.

“Providing surprising events or surprising results” feature was not applied by three
of the participants, thirteen participants applied this partially, and seven of the
participants applied this feature in the whole text.

“Giving the thoughts in the story fluently” feature was not applied by one of the
participants, six of them applied the feature partially while sixteen participants
applied this feature in a proper and correct manner.

“Giving the thoughts involved in the story in an interrelated manner” feature was not
applied by one of the participants, three of them applied this partially, and nineteen
participants applied this feature in the whole text.

Results Related to the Fifth Sub-problem

The level of use of narrative text elements in written expressions of 4th grade
primary school students was determined as shown in Table 5.
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Table 5

Narrative Text Elements Used in Written Expression

Narrative Text
Elements

Providing the main
character in the story

Providing space in
the story

Indication of the time
in the story

Providing an
initiator event that
allows the main
character to form a
goal in the story

Specifying the
purpose of the main
character

Participants
This  feature This This
has never feature is feature
been used. partially has  been
used  but used
" there  are " entirely "
places that and
are not accurately
used  or in the
used entire
incorrectly. text.
k4 1 k1,k7,k8, 6 k2, k3, 16
k11, k17, k5, k6,
k18 k9, K10,
k12, k13,
k14, k15,
k16, k19,
k20, k21,
k22, k23
k2, k4, k10 3 k1,k7,k8, 12 k3, k5 8
k11, K14, k6, k9,
k15, K18, k12, k13,
k19, k20, k16, k17
k21, k22,
k23
k4 1 k1, k2, k7, 13 k3, k5 9
k8, ki1, k6, k9,
k13, K15, k10, k12,
k16, K18, k14, k17,
k19, k20, k22
k21, k23
k4, k7 2 k8, k13, 4 k1, k2, 17
k14, k22 k3, k5,
k6, k9,
k10, k11,
k12, k15,
k16, k17,
k18, k19,
k20, k21,
k23
k2, k4 2 k7, k8, 6 k1, k3, 15
k13, k14, k5, k6,
k16, k22 k9, K10,
k11, k12,
k15, k17,
k18, k19,
k20, k21,

k23

TOTAL

23

23

23

23
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Table 5 Continue...

Participants

This This This feature has
feature feature s been used
has partially entirely  and
. never used  but accuratel in
Ig]larmtwe Text been there  are the entireytext.
ements n n n
used. places that
are not _1
used or §
used @)
incorrectly. &
Indicating the k2,k4 2 k7, k8, 4 k1, k3, k5, k6, 17 23
initiative of the k13, k22 k9, k10, k11,
main character k12, k14, k15,
to accomplish k16, k17, k18,
the goal in the k19, k20, k21,
story k23
Achieving a k4, 2 k7, k14, 3 k1, k2, k3, k5, 18 23
result at the end k13 k22 k6, k8, k9, k10,
of events in the k11, k12, k15,
story k16, k17, k18,
k19, k20, k21,
k23
Providing k4 1 k2, k5, k7, 8 k1, k3, k6, k9, 14 23
reactions of the k8, k10, k11, k12, k13,
main character k18, k19, k14, k15, k16,
k21 k17, k20, k22,
k23

As seen in Table 5, “Providing the main character in the story” element was not used
at all by one of the participants, six of them placed a main character but did not go into
detail or provide explanation and description. Sixteen participants placed the main
character, gave details related to the character, and also added extra descriptions.

“Placing space in the story” element was not applied by three participants, twelve of
them placed a concept of space but did not provide any details or description. Eight
participants, however, placed the space into the story and provided details and
descriptions related to the space in the story.

“Indication of the time in the story” element was not applied by one of the
participants, thirteen of them indicated the time in the story but did not provide any
details or description. Nine participants, however, indicated the time in the story and
provided details and descriptions related to it.

“Provideing an initiator event that allows the main character to form a goal in the story”
element was not applied by two of the participants, four participants placed an
initiator event to form the main character’s goal but did not provide details or
description. Seventeen participants succesfully placed an initiator event and provided
details and descriptions of it. “Specifying the purpose of the main character” element was
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not applied by two of the participants, six of them specified a purpose but did not
provide any detail or description. Fifteen participants, however, specified the purpose
of the main character and supported it with details and descriptions.

“Indicating the initiative of the main character to accomplish the goal in the story” element
was not applied by two of the participants, four of them indicated the initiative but
did not provide details or description. Seventeen participants, however, indicated the
initiative of the main character and provided details and descriptions related to it.

“Achieving a result at the end of events in the story” element was not applied by two
of the participants, three participants provided a result but did not go into detail or
describe it. Eighteen participants provided a result along with various details and
descriptions related to it.

“Providing reactions of the main character” element was not applied at all by one of
the participants, eight of them provided reactions of the main character without
details, explanations or descriptions. Fourteen participants, on the other hand,
succesfully provided reactions of the main character and supported it with details and
explanations.

Discussion, Conclusion and Recommendations

In this study, it was tried to determine the use of narrative text elements in
compliance with written expression evaluation criteria, and the creativity in the
narrative texts written by the 4th grade primary school students.

The first sub-problem of the research was to determine the form characteristics of
the written expressions of the 4th grade primary school students. According to the
results of this sub-problem, majority of the participants were found to be appropriately
applying the rules of proper spacing between sentences and lines, caring for page
layout and cleanliness, using proper, legible writing and proper spacing between
words. However, it was found that most of the students did not comply with the rule
of using first line indents for each paragraph. First line indent usually remains as a too
abstract concept for students especially when it is given as a direct rule to first-year
primary school students. For this reason, as a result of the fact that the subject is not
fully learned, students may be faced with a situation in which they show deficient
behaviour, or never show the behavior at all. This result is also consistent with similar
studies in the field (Alkan, 2007).

The second sub-problem of the research was to determine the language and
expression characteristics of the written expressions of the 4th grade primary school
students. In this context, all participants wrote titles to their texts and most of these
were related to the text. Furthermore, students wrote meaningful and regular
sentences, did not give any irrelevant thoughts in the text, had set up the flow of the
text in a logical order, made an appropriate entry in the text, and used the words
appropriately and in compliance with their meanings.
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Very few of the participants wrote the desired text by dividing it into paragraphs
and provided meaningful transitions between these paragraphs. Similarly, in other
studies conducted on the examination of narrative texts of students, it is found that
there is a lack of placing paragraphs appropriately and ensuring the integrity between
them. (Cecen, 2011; Kilic, 2012).

The third sub-problem of the research was to determine the application of spelling
and punctuation rules in written expressions of the 4th grade primary school students.
Texts written by the majority of participants had errors in the use of punctuation marks
and in compliance with the writing rules. Also in literature, it has been revealed that
students have problems in this regard (Ari, 2008; Arici & Ungan, 2008; Kilic, 2012;
Kula, Budak & Tasdemir, 2015; Yasul, 2014). It can be considered that students have
made mistakes in this regard because as the rules are given directly, they can not be
concretized, and the subject can not be fully learned. It is known that teachers use
methods of direct expression and question-answer in teaching punctuation marks
(Kurudayioglu & Dolek, 2018). It is considered that there is a need for methods to make
students active in the teaching process as well as lectures and question-answer
methods. The possibility of success in the courses where the student actively
participates is increasing.

The fourth sub-problem of the research was to determine the creativity of written
expressions of the 4th grade primary school students. In this context, it was examined
how the students wrote about the original ideas, strong and exciting feelings,
surprising events and conclusions in the narrative texts written by them. It was also
examined how students expressed their thoughts in a fluent and interrelated manner.
Majority of the participants provided original ideas, strong and exciting feelings, and
expressed their thoughts in a fluent and interrelated manner in the narrative texts they
wrote. In addition, they were creative by drawing their original visuals that told their
stories. It is known that visual images improve students' motivation in writing,
creativity and imagination (Listyani, 2019). These results, along with providing clues
about the creativity of the students, reveal that there is a lack of astonishing facts or
surprising results in the narrative texts of the students.

The fifth sub-problem of the research was to determine the use of narrative text
items in the written expressions of the 4th grade primary school students. A large
number of students included the main character and used details, and made
explanations or descriptions about the main character in narrative texts they wrote.
Similarly, in the narrative texts they wrote, students provided an initiator event, which
gave the main character a purpose, an introduction to this purpose and the main
character's initiative to achieve this goal. Moreover, the majority of the participants
reached a conclusion at the end of the events in the story, and they included reaction
of the main character in the narrative texts they wrote. However, a small number of
students provided details regarding space and time elements in the story in the
narrative texts they wrote. According to these results, it can be said that students have
not had much problems in using narrative text elements. However, it can be stated
that it is particularly troublesome for students to provide time elements. This can be
considered due to the fact that the concept of time remains abstract for students.



182 Sultan Selen KULA - llkay ASKIN TEKKOL
Eurasian Journal of Educational Research 81 (2019) 165-188

Similarly, when literature is examined, it is seen that the level of providing time factor
in the narrative texts of the students is low (Kilic, 2012; Yilmaz, 2008). It is
recommended that teachers give verbal, written, corrective and body language
feedback to improve students' writing skills (Goer & Senturk, 2019).

It is important to provide students with reinforcements while teaching the formal
features of texts, especially with an emphasis on the rule of first line indents of
paragraphs and giving various examples/non-exemplary situations. In regards for the
students to divide the text in paragraphs, make meaningful transitions between them,
and include time and space elements in the story; teaching the basic principles of
composition, preparing an outline/plan, and arranging the texts according to it is
thought to be beneficial for students' writing texts in meaningful paragraphs and
including the elements of text. It is also very important that the grammatical rules that
are abstract for students are not to be presented directly in the first three grades of
primary schools; instead, these rules should be shadowed out and the correct use of
the language should be taught. In the 4th grade, however, grammar rules are being
taught. Reinforcing these rules by giving examples and non-examplary situations is
tought to contribute to the students' learning of spelling and punctuation in a correct
and complete manner.

This study was conducted with 4th grade primary school students and with a
single class. Narrative texts of students who are studying at different grade levels can
be examined and compared. In this way, tips on the root of the deficiencies of students
regarding the narrative texts can be obtained. Furthermore, interviews with teachers
and students may also be conducted in order to reveal students' use of narrative text
elements and written expression skills.
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Ilkokul 4. Sinif Ogrencilerinin Kullandiklar1 Oykiileyici Metinlerin
Incelenmesi

Atf:

Kula, S. S., & Askin-Tekkol, I. (2019). Investigation of narrative texts used by fourth
grade primary school students. Eurasian Journal of Educational Research, 81, 165-
188, DOIL: 10.14689/ ejer.2019.81.10

Ozet

Problem Durumu: Tlkokul 4. siruf Tiirkge dersi 6gretim programinda yazma becerisinin
gelistirilmesiyle; 6grencilerin duygu, diisiince, hayal, tasar1 ve izlenimleri ile bir
konudaki goriislerini dilin imkéanlarindan yararlanarak ve yazili anlatim kurallarina
uygun sekilde anlatmalari, yazmay:r kendini ifade etmede bir aliskanliga
doniistiirmeleri amaglanmaktadir. Ogrencilerin diis giicleri ile yazma becerilerini
birlikte kullanarak dykiileyici metinler yazmalar: da programda desteklenmektedir.
Programda, yazim kurallara uyma ve noktalama isaretlerini dogru kullanma, anlam
biittinltigii iginde olaylar1 olus sirasina goére yazma, sayfa diizenine dikkat etme, metne
uygun baslik yazma, icerige ve baglama uygun dogru kelimeler se¢me, olusturdugu
metinlere uygun c¢izim, grafik ve gorsel kullanma becerilerinin ne 6lciide gelistigini
belirlemeye yonelik clgme ve degerlendirme calismalarinin yapilmasinin gerekliligi
tizerinde durulmaktadir.



186 Sultan Selen KULA - llkay ASKIN TEKKOL
Eurasian Journal of Educational Research 81 (2019) 165-188

Aragtirmamn Amaci: Tlkokul 4. sif 6grencilerinin yazdiklan oykiileyici metinlerde,
ogrencilerin oykiileyici metin 6gelerini kullanma, belirlenen yazili anlatim
degerlendirme oOlciitlerine uyma ve yaraticilik durumlarim belirlemektir. Bu amag
dogrultusunda calismanin alt problemleri su sekilde belirlenmistir:

1. Tlkokul 4. smuf ogrencilerinin yazili anlatimlarinda bicim 6zellikleri
nasildir?

2. flkokul 4. siif dgrencilerinin yazili anlatimlarinda dil ve anlatim 6zellikleri
nasildir?

3. lkokul 4. siuf ogrencilerinin yazili anlatimlarinda yazim ve noktalama
kurallarmi uygulama durumlar1 nasildir?

4. Tlkokul 4. siif dgrencilerinin yazil anlatimlarindaki yaraticiliklart nasildir?

5. Ilkokul 4. smif 6grencilerinin yazili anlatimlarinda oykiileyici metin
ogelerini kullanma durumlar nasildir?

Aragtirmamn  Yontemi: Calisma, nitel arastirma modeliyle tasarlanmistir.  Nitel
arastirma yaklasimi, arastirilan konulari derin ve ayrmntili olarak inceleme firsatt
sunarak detayli bilgi elde etmeye olanak tanimaktadir. Calisma grubunun
olusturulmasmda amagli ornekleme yontemlerinden kolay ulasilabilir durum
orneklemesi yolu benimsenmis ve Mersin ili Tarsus flge merkezde bulunan, sosyo-
ekonomik bakimdan orta diizeyde yer alan, Milli Egitim Bakanligina bagl bir devlet
okulunun dérdiincii sinifina devam etmekte olan yirmi dokuz 6grenci ile calisilmustir.
Bu ogrencilerden altisinin yazdiklart metinler o6ykiileyici metin olma o6zelligi
gostermediginden analize dahil edilmeyerek toplam yirmi ti¢ metin incelenmistir.

Birinci Alt Probleme Iliskin Bulgular: “Ctimleler ve satirlar arasinda uygun bosluklar
birakilmasi”“nda katilimcilarin ti¢ti yazdiklari metinlerde kismen bu 6zellige dikkat
ederken, yirmi kisi ctimleler ve satirlar arasinda uygun bosluklar birakmuslardir.

“Sayfa diizenine ve temizlige dikkat edilmesi” hususunda zaman zaman 6zensiz
davranarak bu 6zelligi kismen kullanirken, on dokuz katilimci yazili metinlerinde bu
ozellige tam olarak 6zen gostermislerdir.

“Diizgtin ve okunakli bir yazi kullanilmasi”nda katilimeilardan bir tanesi bu 6zelligi
hi¢ kullanmazken dort katilimer bu 6zelligi kismen kullanirken, on sekiz katilimer
yazdiklar1 metnin tamaminda diizgiin ve okunakli bir yazi kullanmustir. Yazili
anlatimlarda kullanilan bicim 6zelliklerine bakildiginda en ¢ok hatali kullanilan
ozellik “Paragraflara diger satirlara gore biraz daha igeriden baslanilmasi” olarak
dikkat gekmektedir.

Ikinci Alt Probleme Iliskin Bulgular: “ Basligin metnin konusuyla iliskili olarak secilmesi”
ozelligi icin katilimcilardan iki tanesinin sectigi baslik metnin konusuyla tam olarak
iligkili degildir. “Anlatilmak istenilen konu, biitiinliik iginde, mantiksal tutarlilikla
paragraflara boliinerek agiklanmasi”’nda katilimcilarin dokuz tanesi bu 6zelligi hig
kullanmamus, dokuz katilimci bu 6zelligi kismen kullanmis bes katilmci ise bu 6zelligi
tam ve dogru olarak kullanmistir. “Paragraflar arasmda anlamli gecisler saglanmas1”
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ozelligini yedi katihme1 hi¢ kullanmazken, yedi katilimcr kismen kullanmis, dokuz
katilimci ise bu 6zelligi tam ve dogru olarak kullanmaistir. “ Anlaml ve kuralli ctimleler
yazilmas1” 6zelligi katilimcilarin biri tarafindan hi¢ kullamilamazken, iki katilimci
tarafindan kismen kullanilmis ve yirmi katimc tarafindan tam ve dogru olarak
kullanilmustir. “Konu dist diistincelere yer verilmemesi” 6zelligi katilimcilardan biri
tarafindan hi¢ kullanilmazken, ti¢ katilimc tarafindan kismen kullanilmig ve on dokuz
katilimar tarafindan tam ve dogru olarak kullanilmistir. “Anlatilan metnin akisinin
mantiksal bir sira ile kurulmasi” ozelligi katilimcilardan biri tarafindan hig
kullanilmazken, doért katilimer tarafindan kismen kullanilmis ve on sekiz katilimci
tarafindan tam ve dogru olarak kullanilmistir. “Metinde konuya uygun bir giris
yapilmast” katilmecilarin cogunlugu (n=21) tarafindan tam ve dogru olarak
kullanilmustir. “Kelimelerin yerinde ve anlamlarma uygun kullanilmasi” 6zelligi
hemen hemen tiim katilimcilar (n=22) tarafindan dogru kullanilmuistir.

Ugiincii Alt Probleme fliskin Bulgular: “Noktalama isaretlerinin dogru ve yerinde
kullanilmas1” 6zelligini on iki katilime1 kismen dogru kullanabilirken, on bir katilimet
bu 6zelligi tam ve dogru olarak kullanmustir. iki nokta, konusma cizgisi, nokta, virgiil,
kesme isareti ve soru isaretlerinin kullanilmasi gereken yerlerde zaman zaman
kullanilmadig1 gozlenmistir. “Yazim kurallarina uyulmas1” 6zelligini katilimcilardan
biiyiik cogunlugu (n=19) tam olarak dogru kullanamazken, dort katilime1 metinlerinin
tamaminda yazim kurallarina tam ve dogru olarak uymuslardir. Katilimclarin
climleye biiyiik harfle baslamayi, 6zel isimlerin bas harfini biiytik harfle yazmayz, ayr
yazilmasi gereken -de, -da eklerini ayr1 yazmayi, soru eklerini ayri yazmay1 zaman
zaman gozden kagirdiklar: goriilmiistiir. Bunun yaru sira kelime yazimlarinda hatalar
yaptiklar1 gozlenmistir.

Dérdiincii Alt Probleme Iliskin Bulgular: “Orijinal fikirlere yer verilmesi”, “Giiclii ve

heyecanli duygulara yer verilmesi”, “Sasirtic1 olaylara veya sasirtici sonuglara yer
verilmesi”,

“Oykiide yer alan diisiincelerin akici bir sekilde verilmesi”, “Oykiide yer alan
diistincelerin birbiriyle baglantili bir sekilde verilmesi” o6zellikleri katilimcilar
tarafindan kismen kullanilmastir.

Besinci Alt Probleme Iliskin Bulgular: “Oykiide ana karaktere yer verilmesi”, “Oykiide
mekana yer verilmesi”’, “Oykiide gecen zamamn belirtilmesi”’, “Oykiide ana
karakterin bir amag olusturmasim saglayan baslatict bir olay verilmesi”, “Ana
karakterin amaciin belirtilmesi”, “Oykiide ana karakterin, amacini gerceklestirmek
icin yaptig1 girisimin belirtilmesi”, “Oykiide gecen olaylar sonunda bir sonuca
ulasilmas1”, “Ana karakterin tepkilerine yer verilmesi” o6zelliklerinin g¢ogunlukla
katilimcilar tarafindan kullanildig goriilmiistiir.

Aragtirmamn Sonuglar ve Onerileri: Bu galisma ilkokul 4. Siuf 6grencileri ile ve tek bir
smuf ile ytrtitulmustiir. Farkli sinif diizeylerinde 6grenim gérmekte olan 6grencilerin
oykiileyici metinleri incelenerek, karsilastirmalar yapilabilir. Bu sayede 6grencilerin
oykiileyici metinlere iliskin eksikliklerinin nereden kaynaklaniyor olabilecegine dair
ipuglar1 elde edilebilir. Ayrica, 6grencilerin Sykiileyici metin 6gelerini kullanma ve
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yazili anlatim becerilerinin ortaya konmasi amaciyla dgretmenlerle ve dgrencilerle
goriismeler de ytrttilebilir.

Anahtar Kelimeler: Tlkokul Tiirkge dersi 6gretim programi, dykiileyici metin, metin
ogeleri, yazili anlatim, degerlendirme.
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surprising results. Implications for Research and Practice. (These headings may need some
adaptation in the case of discussion papers: Background, Purpose of Studly, Sources of
Evidence, Main Argument, and Conclusions). More information available from
http://www.tandf.co.uk/journals/authors/rereabstracts.asp

Yapilandirilmis ingilizce 6z 200-250 s6zciik uzunlugunda olup, aday makalenin baginda yer
almakta ve Purpose (ilk 6nce alanda karsilasilan sorunu belirtelim. Daha sonra arastirmanin
amacini bir ciimle ile veriniz ), Method (Arastirma deseni, 6rneklem, very taoplama araci ve
verilerin analizinini kisaca agiklayiniz), Findings (En 6nemli ve ¢arpici arastirma bulgularini
verelim ) Implications for Research and Practice, (Uygulama ve ileriye déntik arastirmalar igin
olasi ¢ikarimlariniz ) bagliklarini igermektedir. Bu baghklar tartisma yazilan igin: Calismanin
Temeli, Calismanin Amaci, Kanit Kaynaklari, Ana Tartisma ve Sonuglar seklinde olabilir. Daha
fazla bilgi igin; http://www.tandf.co.uk/journals/authors/rereabstracts.asp adresine
basvurunuz.

14

Following the structured abstract in English four to six keywords are included. They should
represent the content of your manuscript and be specific to your field or sub-field. Avoid using
keywords form the title of the paper.

Yapilandiriimis ingilizce 6zden sonra 4-6 anahtar sézciige yer verilmistir. Anahtar kelimeler
galismanizi temsil etmeli ve kendi alaniniza ya da alt alanlara 6zgi olmalidir. Makale adindaki
kavramlari anahtar kelime olarak segmekten kacininiz.

15

An extended (750-1000 words) Turkish structured abstract is placed following the
“References” section using five required headings: Problem Statement, Purpose of Study,
Methods, Findings and Results, and Conclusions and Recommendations. (These headings
may need some adaptation in the case of discussion papers: Background, Purpose of Study,
Sources of Evidence, Main Argument, and Conclusions). More information available from
http://www.tandf.co.uk/journals/authors/rereabstracts.asp

Kaynakga’dan sonra 750-1000 sozciikten olusan Turkge yapilandiriimis 6ze yer verilmistir.
Turkge yapilandiriimis 6z Problem Durumu, Arastirmanin Amaci, Arastirmanin Yéntemi,
Arastirmanin Bulgulari, Arastirmanin Sonuglari ve Onerileri basliklarini icermektedir. Bu
bagliklar tartisma yazilan igin: Calismanin Temeli, Calismanin Amaci, Kanit Kaynaklari, Ana
Tartisma ve Sonuglar seklinde olabilir. Daha fazla bilgi icin;
http://www.tandf.co.uk/journals/authors /rereabstracts.asp
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16

Following the Turkish structured abstract, four to six keywords are included.

Uzun Turkge 6zetten sonra 4-6 anahtar sozclge yer verilmelidir.

17

References are not cited in the structured abstracts in English and in Turkish.

ingilizce abstract ve Tiirkge 6z igerisinde atifta bulunulmamistir.

18

The format of headings, tables, figures, citations, references, and other details follow the APA
6 style as described in the Publication Manual of the American Psychological Association, 6th
edition, available from http.,//www.apa.org

Aday makalenin bagliklari, tablolari, sekilleri, atiflari, kaynakgasi ve diger 6zellikleri tamamen
APA altinci baskida belirtildigi sekildedir.

19

All illustrations, figures, and tables are placed within the text at the appropriate points, rather
than at the end.

Aday makalenin sekilleri ve tablolari metin igerisinde bulunmalari gereken uygun yerlere
yerlestirilmistir. Makale sonunda sunulmamigtir.

20

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 located
inthe text.

Example: Nothing seemed so certain as the results of the early studies (Tatt, 2001, p. 445). It
was precisely this level of apparent certainty, however, which led to a number of subsequent
challenges to the techniques used to process the data (Jones & Wayne, 2002, p. 879). There
were a number of fairly obvious flaws in the data: consistencies and regularities that seemed
most irregular, upon close scrutiny (Aarns, 2003; West, 2003, p. 457).

With studies by two authors, always include both author names: (Anderson & Bjorn, 2003)
As Anderson and Bjorn (2003) illustrated in their recent study
As recently as 2003, a prominent study (Anderson & Bjorn) illustrated

When a study has 3, 4, or 5 authors, include the names of all the authors the first time the
work is cited: (Anderson, Myers, Wilkes, & Matthews, 2003)

For all subsequent citations of this work, use "et al.": (Anderson et al., 2003)
When a work has 6 or more authors, use et al.: (Bell et al., 2003)

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

("Recent Developments," 2004) (Dictionary of Tetrathalocigistic Diseases, 2004)

Metin icindeki atiflari Ustte verilen 6rneklere uygundur.

21

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)
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Flush Left, Italicized, Uppercase and Lowercase Side Heading (Level 3)

Indented, italicized, lowercase paragraph heading ending with a period. Start writing after
the period (Level 4).

Aday makale igerisinde Ug farkl diizey bashk kullanilmigtir. Dizey 1, Diizey 2, Diizey 3.
Bagliklar bu diizeylere uygun olarak asagidaki sekilde bigimlendirilmistir:

Ortali ve Her Sézciigiin ilk Harfi Biyiik Yazilmig Baglik (Diizey 1)
Tam Sola Dayaly, Italik ve Her Sézciigiiin llk Harfi Bilyiik Yazilmis Baslik (Diizey 3)
Iceriden, italik, tamam kiigiik harflerle yazilmis ve nokta ile bitten baslik.

Noktadan sonra normal metin yazimina devam edilmeli (Diizey 4).

22

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.

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.

Turkish References Only:

Cinkir, S., & Cetin, S. K. (2010). Ogretmenlerin okullarda mesleki calisma iligkileri hakkindaki
gorlsleri [Teachers’ opinions about the professional working relationships in
schools ]. Kuram ve Uygulamada Egitim Yénetimi, 1 6(3), 353-371.

Article in an Internet-only journal/Periodical, database

Fredrickson, B. L. (2000, March 7). Cultivating positive emotions to optimize health and well
being. Prevention & Treatment, 3, Article 0001a. Retrieved November 20, 2000, from

http://journals.apa.org/prevention/volume3/pre0030001a.html

More information is available from:
http://citationonline.net/CitationHelp/csg04-manuscripts-apa.htm#treferences

Kaynakga’nin yazimi Ustte verilen 6rneklere uygundur.

23

Order of the main parts in the manuscript is as follows: Main title in English (max. 12 words)
Structured abstract (min. 200- max.250 words length)

Keywords (in English, min. four-max. six)

Main text

References

Main Title in Turkish (max. 12 words
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Extended structured abstract (min.750-max.1000 words length in Turkish)
Keywords (in Turkish, min. four-max. six)

Aday makaleyi olusturan ana 6geler asagidaki diizendedir:
ingilizce Ana Baslik (En fazla 12 sozciik)
Yapilandiriimig ingilizce Abstract (En az 200, en fazla 250 sozciik)
Anahtar Sézciikler (ingilizce, en az dért, en fazla altr)
Ana Metin
Kaynakga
Turkce Ana Baslik (En fazla 12 sozciik)
Yapilandirilmis Tiirkge Oz (En az 750, en fazla 1000 sézciik)
Anahtar Sozcukler (Tiirkge, en az dort, en fazla alti)
Structure of the Manuscript should be as follows:
Manuscript Title
English Abstract (200-250 words) Sub-headings:
Purpose....
Purpose of Study:...
Method.....
Findings.....
Implications for Research and Parctice....
24 Keywords:...

Introduction Method (sub-headings):
Research Design
Research Sample
*Research Instrument and Procedure
Data Analysis
Results, Discussion and Conclusion, References
Extended Turkish Abstract (750-1000 words) Sub-headings:

Problem Durumu...

* Reliability and the validity of the research instrument used or adapted in the work must be
provided, and explained in detail.
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Arastirmanin Amaci....
Arastirmanin Yontemi:...
Arastirmanin Bulgulari....

Arastirmanin Sonuglari ve Onerileri....

25

EJER editor reserves the right to reject manuscripts and not to publish it that do not comply
fully with the EJER Manuscript Submission Guidelines.
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