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Understanding Students of Color and Power Relations Through Social and  

Community Inquiry  

 

Alex Jean-Charles 
1
 

Missouri State University 

 

Abstract 

This paper examines the systems of power in schools and communities and the impact it has on 

student of color. I explore how the misuse and abuse of power act to shape the consciousness and 

identity of poor, urban, students of color, and the ways the technology, as an expression of a 

panopticon technique, acts to shape the phenomenological experience of place for students. Michel 

Foucault's (1977, 1983) work on power relations along with my personal experiences with the system 

of power are used to understand students of color's experience in spaces where there is the potential 

for an imbalance of power.  The paper addresses the moral obligations of educators to be aware of 

their power in relation to working with marginalized groups.  

Keywords: Power Relations, Ideology, Systems of Power as Surveillance Technology, Youth 

Participatory Action Research, Moral Obligation 
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Introduction  

I would like to start this paper by asking: What is Power? Who possesses power? And what is 

the moral responsibility or obligation of those in power? One could argue that all students 

(yellow/brown/white/black; male/female/trans; wealthy and poor, etc.) have some experience with the 

system of power in the school and community. What is unique to students of colorôs experience 

regarding this phenomenon? What does it mean for a student of color to experience power relations? 

What is the nature of this experience?  

One of the aims of this paper is to explore ways in which power manifests in the schools and 

communities that serve students of color. A second aim is to discuss the importance of future 

educators to understand the concept of power to better serve marginalized youth in education. When it 

comes to exploring youth and power relations it makes sense to examine it in the spaces that youth 

spend most of their time. For vast majority of youth those spaces are the school and the community. I 

argue that understanding the type of power (surveillance, standardized testing, discipline, etc.) that we 

impose upon youth of color can assist the professionals who work directly with this population. 

Furthermore, I share my experience with the system of power in both the social and educational 

settings. I explore Foucaultôs (1983) hermeneutic approach of conformity analysis to understand black 

experience with surveillance technology, and systems of power in urban schools and the community. 

Throughout the paper, I hope to provide a voice to young black males such as myself to articulate their 

experience living with system of power in schools and the community. 

Experiencing Power 

Many Scholars such as Michel Foucault (1977), Lewis Mumford (1989), Stephen Haynes 

(2003) would say that the purpose of the urban space is to control and survey the poor, to create 

shame, and also to create systems of power. Shame is a particularly important factor in producing 

systems of power. Shaming someone involves a loss of face and diminished self-esteem and induces a 

sense of rage. More importantly, it is unpredictable and irreversible. For some people, rage, anger, and 

shame are turned inward and may result in self-destructive behavior. Many believe that this explains 

the increasing number of young black males incarcerated in jail today (US Justice Department, 2001). 

According to this same report, ñtoday, more African-American men are in jail than in college.ò For 

others, anger precipitates explosive action towards others. More often than not those with power are 

supposed to provide us with security but what about emotional and psychological safety? Even in 

prisons it is the degree to which inmates feel respected and treated fairly, to which they believe the 

authorities are in charge and care, that they are psychologically and physically safe. The same applies 

to schools and communities. People want to feel respected, treated fairly, psychologically and 

physically safe. Until those needs are met it is a challenge to address other areas of concern. To 

respond to concerns about safety by making schools and communities more like conventional prisons 

does little for our emotional safety. 

As we discuss the topic of shame, I would like to briefly share with you incidents that I have 

experienced in which those with power, I felt, abused their power in acts of profiling and shaming. 

The first incident occurred when I was in high school. I had recently arrived in the United States from 

Haiti and was not familiar with the rules regarding the use of bus and train passes in the city for public 

school students. I had used my pass to take the train in the evening to participate in a program that was 

taking place at my school. I was stopped by a police officer because I was using the pass after school 

hours. Rather than simply issuing me a verbal reprimand I was questioned extensively and incurred a 

ticket and a fine by two officers on the train platform. This public shaming of a student who was 

obviously new to the country was one of my first negative encounters with individuals in positions of 

power. 

The second incident occurred as a college student when I was employed as a tech support 

specialist. I was sent to a local high school affiliated with the college to fix some technology issues in 

the early morning hours before the start of the school day. A maintenance worker encountered me in 
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the building. Rather than asking who I was or what I was doing instead decided to call the police. The 

police arrived and asked to see my university identification and ask what I was doing in the building. 

After it was established that I was supposed to be in the building an apology was never issued. 

The third incident actually happened on a State University of New York campus late one 

evening/early morning completing some work in my office. Around 1am, after a long evening of 

work, I decided it was time to head home for the night. After I had been driving for about a minute, I 

made a legal turn and the next thing I know an officer pulled up behind my car with lights flashing and 

sirens blaring. I pulled over and the officer approached the car and asked for my driver's license and 

registration. Apparently, when he looked up my information it appeared that my license was 

suspended. Now at this point I understood his need to investigate further, however, things took a turn 

for the worse when he decided to call the campus police officers for backup. This was all for a driver 

with a supposed suspended license. I provided the officer with proof from the county court that it was 

a mistake from the State Department of Motor Vehicles over an auto insurance scam. The court, 

knowing that it would take a few days for the erroneous suspension to be removed from my record, 

provided me with a document that I would need to show in the event I was ever pulled over by Police 

Patrol Officers. The officer disregarded the court document and subsequently handcuffed me and 

searched the vehicle. When I reflect on these incidents I wonder would this have occurred if I were a 

white male? Would this have occurred if the media did not portray young black males as dangerous? 

Would this have occurred if those in power realized their moral obligation to not abuse their power 

and to consider the ways in which power relations impact the people they are serving. 

We have a moral obligation to understand how people deal with the concept of power and the 

impact it has on their everyday lives. When we examine Abraham Maslowôs (1970) hierarchy of needs 

we can see that in order to achieve self-actualization or to realize oneôs potential there are several other 

needs that must be fulfilled. If students are in a space in which they do not feel safe (emotionally and 

intellectually), that they do not feel a sense of belonging, and that they do not feel good about 

themselves because they are being shamed. If we as educators are not aware of these needs not being 

met or worse if we are contributing to these needs not being met then the students of color that we 

serve will never achieve self-actualization. One way in which we can understand students of color is 

through listening to their stories dealing with system power. Whether the narratives are spoken, 

written, or expressed artistically, we need to understand studentsô experiences and also understand 

how we, those with the real and perceived power, contribute to those experiences. 

Foucault and Power Relations 

I became interested in this topic of power while I was reflecting on the idea of freedom in the 

United States. I was born and raised in the Island of Haiti in 1974 during the Duvalier dictatorship 

period. It was a period when personal freedom and privacy were severely limited, censorship was 

generally enforced, education was tightly controlled, and legal restraints on governmental authority 

were abolished.  A dictatorship limits privacy and visibility because only the dictatorôs interests are 

recognized. The government uses military force to control its citizens. Haiti functions as a total 

monarchy where all power resides in the dictator, with other political representatives abolished or 

existing as a mere formality.  

As a young teenager growing up in Haiti after the departure of Baby Doc (Jean-Claude 

Duvalier) in 1986, I found that for me and many other youths there was a rejection of Haitian culture. 

Many of us adopted the American culture because that was what we believed made one modern and 

free. The end to the Duvalier regime meant the return of many Haitian expatriates.  They reinforced 

the view that Haitian people had envisioned about modernity and democracy. When I was preparing to 

come to the United States, I already had formed through television a certain vision of what my new 

life as a Haitian-American would be.  I soon discovered that the United States was not at all what I had 

dreamt of or witnessed on TV. 
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In Port-au-Prince, unlike New York City, people communicated with each other and there 

were no iron bars on the doors and windows where people lived.  Upon moving to the city of New 

York at age 15, I was scared of two things: First, being in an unfamiliar environment that I only knew 

through the media; second, I heard stories that crime and systems of power were a common practice in 

New York City.   

The schools in Haiti were very strict and terrifying.  Perfection and rote memorization were 

the key to everything that we learned in school. The better you knew or recited your lesson, the less 

your punishment would be. Attending schools in the United States I believed I would not have to 

worry about any form of punishment. While I was pleased to escape the strictness that characterized 

the schools in Haiti, I now had a new concern to contend with, which was violence and disciplinary 

power in and out of the school area. While many believe the lack of discipline from teachers is the 

cause of school violence, others disagree. They believe that the contemporary society we live in is to 

blame for school violence. When you walk around most urban schools, it may appear that many think 

the solution to the problem is to implement security technology. Teachers have been made to feel that 

they must also take an active stance in keeping the schools secure.  Meanwhile, teachersô unions have 

discouraged teachers from enforcing discipline in the school.  John Devine (1996) points to ñthe 

gradual withdrawal of teachers, over the past several decades, from the responsibility for school wide 

discipline, when the union contract removed this function from their job descriptions or reduced itò (p. 

91). According to Devine (1996), teachers are now given the impression that ñdealing with violence 

and aggressive students is a subspecialty that they had better not get involved with because they are 

neither trained in this area nor given that specific responsibility" (p. 94). This naturally leads 

administrators and legislators to assume that technology as a system of power is a suitable surrogate 

disciplinarian. 

According to Foucaultôs (1995) account of power relations, ñconverting a Soul is a form of 

punishmentò (Discipline and Punish, p. 17).  In the context of the education system, the role of the 

teacher is to accomplish this conversion, to produce the soulôs acceptance of the relation between 

dominant and resistant rules and knowledge (Dreyfus, p. 4-7).  This relation is what Foucault 

identified as disciplinary power. Foucault (1995) notes that: 

óDiscipline' may be identified neither with an institution nor with an apparatus; it is a type of 

power, a modality for its exercise, comprising a whole set of instruments, techniques, 

procedures, levels of application, targets; it is a physics' or an 'anatomy' of power, a 

technology (Discipline 215). 

In his 1983 essay in Critical Inquiry, Foucault notes that ñthe exercise of power is not simply 

a relationship between partners, individual or collective; it is a way in which certain actions modify 

othersò (Dreyfus and Rabinow, p. 219). Power in general and specifically disciplinary power are 

strategic game. Foucault uses the pedagogical institution to express the strategic game of power as the 

game of truth (Foucault, 1988, p. 18).  Foucault explains that ñpower is not a function of consent. In 

itself it is not a renunciation of freedom, a transference of rights, the power of each and all delegated to 

a few" (p.220).  In other words, power does not need resistance to be manifest. According to Foucault, 

ñIt is a mode of action which does not act directly and immediately on others. Instead it acts upon 

[othersô] actions: an action upon an actionò (p. 220).  Therefore, "a power relationship can only be 

articulated on the basis of two elements which are each indispensable if it is really to be a power 

relationship: that 'the other' (the one over whom power is exercised) be thoroughly recognized and 

maintained to the very end as a person who acts; and that, faced with a relationship of power, a whole 

field of responses, reactions, results, and possible inventions may open up" (p. 220).  One consequence 

of what Foucault says here is that power does not require an operator to exert it.  An internalized sense 

of power, rather than outside forces, can be the way in which our actions are modified. 
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As Foucault (1984) explains: 

Change belongs to the domain of the spirits and the subconsciousé it was an effort to adjust 

the mechanisms of power that frame the everyday lives of individuals; an adaptation and a 

refinement of the machinery that assumes responsibility for and places under surveillance their 

everyday behavior, their identity, their activity, their apparently unimportant gesturesé 

following circular process the threshold of the passage of violent crimes rises, intolerance to 

economic offenses increases, control become more numerous (p. 77-78).  

Surveillance singles out individuals and regulates behavior, identity, and activities. Foucault 

notes that individuals or students should ñreconstruct and reflect upon the imaginary identityò and 

create an ñillusion of conscious controlò of the self through their history and the history of others 

(1984, p. 21). As for how teachers can avoid dominant asymmetrical power
2
, Foucault (1984) suggests 

ñthe problem should be posed in term of rules of law, of relational techniques of government and of 

ethos, of practice of self and of freedomò (p. 18-19).  In other words, teachers can free the self in either 

creating an identity through the care of the self
3
.   

The Discourse of the Panopticon  

The Panopticon, designed by Jeremy Bentham (1791), an English utilitarian philosopher, 

jurist, and social reformer, is the specific technology of power to which Foucault is referring.  Schools 

have been forced in a sense to create a panoptic space in which students are monitored by security 

technologies. Foucault (1977) declared: "A relation of surveillance, defined and regulated, is inscribed 

at the heart of the practice of teaching, not as an additional or adjacent part, but as a mechanism that is 

inherent to it and which increases its efficiency" (p.176). 

Benthamôs utilitarian philosophy was solely based on the premise of the ñgreatest happiness of 

the greatest numberò. He believed that this philosophy should be the object of individual and 

government action (Oxford Reference Online, 2002). It is important to note that utilitarianism can no 

longer hold because of fetishizing of commodities. Foucault (1995) put his philosophy into practice in 

his book, Discipline and Punishment, where he illustrates how these practices are still relevant in the 

hands of the capitalist and political elites. Foucault called this process a ñdisciplinary powerò. 

According to William Staples (1997), ñThe Panopticon remains both an important symbol of modern 

                                                           
2
 Asymmetrical power- Although power is fluid in symbolic interactions, patterns of domination do exist in 

society. This is prevalent in Nietzscheôs metaphor ñBeasts of Preyò used in The Genealogy of Morals. It is clear 

that the lambs were born physically as a master, but instinctively as a slave. On the other hand, the birds of prey 

were born physically as a slave, but instinctively as a master.  Like the birds of prey, human as subject observe 

and collect data on the object not for basic needs but rather to fulfill the need for will to power, recognition, 

greed, control, and domination. The paradox is that the object does the same to the subject.  And that power is 

asymmetrical because both the subject and object are believed to have more power than another.  In such 

situations, the less powerful subject may feel fear and respond aggressively to try to equalize the power, which is 

the case of black students in the school. 
3
 Care, narratives, technology of the self, according to Foucault, ñpermit individuals to effect by their own means 

or with the help of others a certain number of operations on their own bodies and souls, thoughts, conduct and 

way of being, so as to transform themselves in order to attain a certain state of happiness, purity, wisdom, 

perfection or immortality. (Foucault, 1988, p. 18). Modern science such as psychology gave rise to the new 

technology of the self where modern subjects are constantly engaged in the process of self-making and others. 

The process of this new identity can be done through the expression art such as grooming and dressing the self, 

private diary writing, video taping of the self, music making, etc. According to Foucault, we engage through 

these self-making process because we are constantly observing and collecting data about the self and others. In 

the classroom, although disciplinary power constantly manifests itself, but asymmetrical power is always in 

effect as well, where the teacher is the subject that collects data and gazes the students. However, the student 

cannot collect data neither on themselves or the teachers. To Foucault, this process of the care of the self is 

important for the self identification. 
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disciplinary technology and a basic principle on which many forms of contemporary surveillance 

operate, for example video cameras on school busesò (p. 29).  

Benthamôs panopticon worked by replacing the 24-hour guards of public institutions (prisons, 

schools, and workhouses) with a more efficient surveillance arrangement that created docile 

individuals who would have to police themselves. Benthamôs panopticon had a central observation 

tower looking out on a circular ring of cells.  Masking the guard, who might occupy the centralized 

tower, the prisonôs design multiplied opportunities for surveillance even as it also freed guards from 

having to actually observe inmates all the time.  As Staples puts it, the device indirectly forced the 

inmate to be ñawe[d] to silence by an invisible eyeò (p. 28); in Discipline and Punish (1995), Foucault 

called this process subjection to óLe Regardô (the gaze). This type of disciplinary power would make 

an individual docile without force or violence. These implications of this kind of surveillance 

technology are spelled out by Orwellôs novel: 

The telescreen received and transmitted simultaneously. Any sound that Winston made, above 

the level of a very low whisper, would be picked up by it; moreover, so long as he remained 

within the field of vision, which the metal plaque commanded, he could be seen as well as 

heard. There was of course no way of knowing whether you were being watched at any given 

moment. How often, or on what system, the óthought policeô plugged in on any individual wire 

was guesswork. It was even conceivable that they watched everybody all the time. But at any 

rate, they could plug in your wire whenever they wanted to. You had to live ï did live, from 

habit that became instinct ï in the assumption that every sound you made was overheard, and 

except in darkness, every movement scrutinized (pg. 1). 

Therefore, whoever owned such technology became an all-seeing, all-knowing ñgodò who 

could control time and space.  According to Bentham (1979), the technology would replace the use of 

a dungeon and dark cell to control the prisoner; in the United States, for instance, the Eastern State 

Penitentiary in Pennsylvania was built on the principle of the panopticon.  Indeed, according to 

(William Staples, 1997), ñThe panopticon remains both an important symbol of modern disciplinary 

technology and a basic principle on which many forms of contemporary surveillance operate, for 

example video cameras on school busesò (p. 29).   

In the schools, one of the means (process or technology) of control are the security devices 

and computer technologies that school administrators are placing inside and outside the school space 

to monitor students.  In addition to simply monitoring, the role of this technology is: 

to make the spread of power efficient; to make possible the exercise of power with limited 

manpower at the least cost; to discipline individuals with the least exertion of overt force by 

operating on their souls; to increase to a maximum the visibility of those subjected; to involve 

in its functioning all those who come in contact with the apparatusðthe final connection 

component in Panopticism is the connection between bodies, space, power, and knowledge 

(Dreyfus and Rabinow, 1983, p. 192). 

Surveillance has always been a part of human life. The word surveillance derives from the 

French word surveille, meaning ñto watch from aboveò. Foucault notes in his essay Resume des Cours 

(1979) that governmentality developed when feudalism failed and absolute monarchies lost their 

power.  Government to Foucault means ñthe way in which the conduct of individuals or of groups 

might be directed: the government of children, of souls, of communities, of families, of the sick...To 

govern, in this sense, is to structure the possible field of action of othersò (as cited in Hubert Dreyfus 

& Paul Rabinow, 1983, p.221).  In a modern democratic society, people do not have time to check on 

whether everyone is adhering to a moral contract or rules.  The people give this power to the 

government in the form of individuals who act as ñpoliceò.  These individuals provide surveillance and 

reinforce conformity to rules. Foucault refers to this power as disciplinary power, and the basic goal of 

which is to make people docile (Dreyfus and Rabinow, p.134-135).  
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According to Staples (1997), surveillance video is an ñexercise of disciplinary power that is 

often continuous, automatic, and anonymousò (p. 25).  By definition, Video Surveillance is a process 

of capturing video through the use of cameras for surveillance. The pictures are usually viewed or 

recorded, but not broadcast. In the midst of the popularity of surveillance cameras, much of the 

literature I have found on them focuses on their mechanics (e.g., how to set them up), or on their 

ethical and moral issues in regard to privacy. However, it is misguided for us to argue over the ethics 

of a technology whose ideological narratives, representations, and development is unclear. To 

understand the history of surveillance technology, we need to attend to these elements. 

Surveillance is the process of closely monitoring behavior (Oxford Reference Online, 2002). 

In 1791, the English utilitarian philosopher, jurist, and social reformer Jeremy Bentham (1832) first 

used the term ñPanopticonò to describe his idea of an "inspection house,ò to be used for surveillance 

purposes in public institutions such as prisons, schools, and workhouses. Later, George Orwellôs 

(1984) famous science fiction novel 1984 introduced ñtotalitarian telescreen technologies,ò which 

became known in popular culture as ñBig Brother.ò Orwellôs Big Brother was a form of governmental 

disciplinary power whose purpose was to restrict individual freedom and expression, not only when 

people ventured outside, but also inside their own homes.  In the public-school system, Big Brother 

can be evoked by administrators, teachers, police officers, or anyone who watches over students.  

However, the intent and purpose of Big Brother in schools is said to be security. 

Nietzsche and Guilt 

American urban public schools such as the Boston Latin School in 1635 and the New York 

Free School Society in 1795 trained children to become members of a community (Diane Ravich, 

1974).  The children were forced to internalize discipline and to censor themselves via conscience or 

guilt. In his Second Essay in Genealogy of Morals, Nietzsche (1989) discusses the idea of the 

conscience in order to better understand the essence of morality. According to Nietzsche (1989), there 

is nothing that persecutes our morality more than our memory.  It is our ability to forget or remember 

promises that creates guilt and bad conscience.  This provides more power to the honorable man, the 

supermoral autonomous individual, the moral creator, the master, and elite. In Genealogy of Morals, 

Nietzsche (1989) notes: 

If something is to stay in the memory it must be burned in: ñonly that which never ceases to 

hurt stays in the memoryòðthis is a main clause of the oldest (unhappily also the most 

enduring) psychology on earth. (Nietzsche 1989, p. 61) 

According to Nietzsche (1989), the notion of guilt (German for debt) arises from a social 

contract with others. The will to power provides the need to be first. Being first creates guilt or debt on 

others, therefore converting masters into slaves and slaves into masters.  Like Nietzsche, Foucaultôs 

belief was that the most critical role that persons have or should aspire to is the realization of 

themselves.  According to Thiele (1990, P. 915) Nietzsche (1989) believed that ñhumanity has no 

stable identity, no intrinsic nature waiting to be realized; Foucault rejected moralistic discourse 

focusing on norms and standardsò.  Foucault notes that ñthe individual, with his identity and 

characteristics, is the product of a relation of power exercised over bodies, multiplicities, movements, 

desires, forcesò (Power/Knowledge, p. 74). Therefore, there is no ñtrueò identity but a mere reflection 

of the self through others (Lacan, ñThe Mirror Stageò). And our will to power at every level is the 

driving force that shapes our identities.  

How is power manifested in education? 

Control and power relations permeate social institutions.  One scholar in the field of 

education, Nicholas Burbules (1986), states that power falls under three arenas ñideology, authority, 

and organizationò (1986, p. 105). He further explains that these three arenas can overlap in places or 

organizations, such as in schools and the judicial system. Due to rapid technological growth and 



 

8 
 

change, organizational reform has become a hot topic, and schools are one of the organizations that are 

being reformed.   

Organizational reform influences everyone involved in education. As Burbules (1986) 

mentions, organizations are ñcharacterized by hierarchy, specialization, and delegated responsibilityò 

(p. 107). The school is a bureaucratic organization whose job it is to limit teachersô time and work in 

the classroom (Hargraeves, 1994, 101), and in which ñthe administrators are very much the guardians 

of óobjectiveô timeò (p. 101). The ideological framework is based on ñmeritocracyò (Burbules, 1986, p. 

110), which promotes competition rather than cooperation.  Research reveals that competition can help 

create inequity in the classroom and further contribute to feelings of guilt and shame. Moreover, for 

educators ñthe higher administrative levels require them to place a higher value on control and 

efficacyò (Burbules, p. 111). Hargraeves (1994 reminds us that ñteachers feel pressure and anxiety 

because of excessive time demands, along with guilt and frustration because they are implementing 

new programs less quickly and efficiently than the administrative timelines requireò (p. 101).  While 

the intentions of reforms may be in the ñbest interestò of teachers and students, teachers are forced to 

make sacrifices in order to maintain the standards that have been put in place by federal legislators. 

As for the students, to prepare them for this rapid technological growth and change, new 

curricula, methodologies, and learning standards have been designed (it is said) to help them succeed 

in the information age. Foucault (1980) has a great deal to say about the ways people in various 

settings are dominated and controlled by standard modes of thinking and doing.  As Carter Woodson 

(2000) reminds us that: 

No systematic effort toward change has been possible, for, taught the same economics, 

history, philosophy, literature and religion which have established the present code of morals, 

the Negro's mind has been brought under the control of his oppressor. The problem of holding 

the Negro down, therefore, is easily solved. When you control a man's thinking you do not 

have to worry about his actions. You do not have to tell him not to stand here or go yonder. He 

will find his "proper place" and will stay in it. You do not need to send him to the back door. 

He will go without being told. In fact, if there is no back door, he will cut one for his special 

benefit. (p. xix) 

This is relevant to various aspects of organizational management, including management 

information and process improvement to control menôs thinking, which sometimes carry hidden 

political intentions that may subvert the official agenda of "efficiency" and "effectiveness." Resistance 

to change is often generated by assumptions (which may not always be true) about hidden political 

agendas (Giroux, 2001).  

Critical theorists and educators believe that the ñemphasis on standards and accountability 

reflect the worst aspects of competitive capitalism which have so much inspired current reform policyò 

(Ferneding 2003, p. 3).  This emphasis creates a ñpolitical driveò to privatize the public schools, where 

both teachers and students become customers or ñtarget audiencesò for companies. Other critical 

theorists -- such as Chomsky (2002) -- believe that reform is not about learning or the betterment of 

education; rather, it is about discipline and obedience:  

If you happen to be a little innovative or forget to come to school for one day because you 

were reading a book or something, thatôs a tragedy, thatôs a crime ï because you are not supposed to 

think. You are supposed to obey, and just proceed through the material in whatever way they require. 

If you got a óCô in a course, nobody cared, but if you come to school three minutes late, you were sent 

to the principalôs office. (p. 236) 

As a result of this pressure to conform, working-class youth resist any type of reform 

(Hargraeves, 1994). At the same time, teachers resist the standards that states apply to them, which 

limit their creativity and time to teach in the classroom (Foucault, 1977).  



 

9 
 

In school, power is manifested implicitly by the way in which knowledge is shared and kept 

secret. This relates to Freireôs (1968) idea of ñbanking,ò in which, ñeducation becomes the act of 

depositing, in which the students are the depositories and the teacher is the depositor.  Instead of 

communicating, the teacher issues communiqu®s and makes deposits which the students patiently 

receive, memorize and repeatò (p. 72).  Knowledge and reason are supposedly the paths to truth 

(Foucault, 1980). If you try to resist the teacherôs truth, you will be disciplined, punished, or even 

denied of your own truth (Foucault, 1977). One of the primary tools teachers have to control 

knowledge is language.  Eve Bearne (1999) reminds us that ñlanguage does not provide a means of 

referring to the constituent parts of practices but is the driving force which shapes and controls 

practicesò (p. 20); it is thus the natural tool human beings use to control one another.  According to 

Foucault (1980), in order for an ethical discourse of power to exist, there needs to be an equal balance 

in place according to which an action may modify another action. Language is a technique of power, 

and Foucault suggests that ethical discourses of power create equal opportunities for actions to 

influence each other, and therefore language is the site at which power that must be distributed in 

educational settings where those with limited access of the language knowledge can feel free to 

communicate and experience without precaution of violence 

Friedrich Nietzsche (1900, 1989) offers an analysis of what happens when power is unevenly 

distributed.  In Nietzscheôs analysis of master and slave morality, people (students) who live under a 

slave morality do not live their lives instinctively, and they lack productivity and success.  They live 

life on the defensive.  To make up for their lack of power, they bear some ressentiment towards those 

with the master (teacher) morality (Nietzsche, 1989). And that ressentiment can lead to violence.  

More specifically in terms of education, rapid growth of violence in various educational spheres such 

as buses, hallways, cafeterias, and gymnasiums during the 1990ôs has led to the use of video 

surveillance to impose discipline in the school space and reduce violence.  According to Foucault 

(1977), the function and purpose of surveillance is the power to watch and gaze.  As such, security 

technologies aim to do more than just reduce violence in the educational setting.  It functions as 

another means of facilitating power. 

What is the connection between power and violence? 

Future educators need to understand the concept of power to better serve marginalized youth 

in education. Taking courses that explore the theoretical framework of power and ideology in 

education through the lens of the work by Giroux and McLauren (1992), Darder and Shor (1921-

1997), and Burbules and Peters (2004) and through the experience of marginalized group can be one 

step forward to understand teachers and students of color in the classroom. Teachers and students who 

are victims of disciplinary power and violence deserve the right to work and attend schools that are 

safe. The realization of a safe space may lay in the hands of those who understand their moral 

obligations to marginalized groups. According to Bennett-Johnson (2003), school violence is an issue 

in high schools, middle schools, and has even entered elementary schools.  A quarter (23%) of public-

school students have been a victim of a violent act at school (2003).  Alain J. Richard (1999) describes 

violence as: 

Situations and actions originating with humans or human structures coupled with foreseeable 

physical, moral or economic hardship, degradation, death or destructioné[It is] every action 

or inaction of persons or structures insensitive to and oppressive of the dignity, the values and 

rights of human persons or other creatures. It negates the fundamental humanness or 

sacredness of the person or the creature. Violence can be the result of psychological, moral, 

cultural, or even spiritual forces (p. 13-14).  

Relying on this definition and on Foucaultôs discussion of power, I want to propose a broader 

definition of violence than a catalogue of physical attacks by students would imply.  Foucault sees 

power as endless óactions on othersô; whereas violence is to act with force on others.  Based on this 

distinction, I want to suggest that if actions do not have equilibrium, then they are by definition 

violent.  If this is so, then I would argue that since teachers usually impose or force disciplinary power 
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on students and since there is no equilibrium in that imposition, then it would make sense to call the 

imposition ñviolence.ò For example, when a teacher verbally abuses a student, the law usually implies 

that this abuse is a violent act.  It is also important to note, according to Richard, that aggressiveness 

has to do with ñstrength, which has a power to initiate, is also a power to resist a force or attack 

aggressiveness is related to the need for self-affirmation and is a manifestation of vitality and strengthò 

(p. 14). Therefore, it would be fair to say that violence is a forceful expression or act of 

aggressiveness. 

According to Bennett-Johnson (1997), acts of violence such as assault, rape, and murder occur 

in schools. Such violence tends to occur in urban school areas with high rates of poverty.  

Concentrated poverty is correlated with increases in crime, drug abuse, teenage pregnancy, and violent 

crimes (Jargowsky, 1994).  Poverty also leads to such social ills as unemployment, which creates a 

generational pattern of financial hardship.  A study from the Bureau of Justice Statistics found that 

most students who were victims of violent crimes came from homes where the household income was 

$7500 or less per year (2002). While it may appear that in the United States there has been a recent 

decline in violent crimes, there has not been a decline in overall crime.  Violence among juveniles has 

become a more common occurrence (United States Bureau of Justice Statistics, 2001, 1997; Office of 

Juvenile Justice and Delinquency Prevention, 1996). 

According to the School Violence Resource Center (2001), there are certain ñrisk factor 

domainsò that are unique to youth violence: (1) Individual risk factors that include delinquent friends, 

individual aggressiveness, substance abuse, lower intelligence, and birth complications; (2) Family 

risk factors that include any history of family crime and violence, lower or lack of expectations by 

parents, lack of monitoring by parents, parental involvement in drugs, and child abuse and neglect; (3) 

Community risk factors that include the availability of weapons and/or drugs, the prevalence of 

violence, large numbers of broken homes/families, high transient populations, and economic 

deprivation within the immediate area; (4)  School risk factors that include such things as early 

delinquent behavior(s), academic failure, lack of commitment to school, and gang involvement 

(School Violence Resource Center, 2001). 

Power and School Space 

This section of the paper explores the influence power has in the school space. Furthermore, it 

explores the appropriateness of using schools as a place where children learn both to control their 

desires and to follow the rules of the communities in which they reside. I look at American cities 

through the lens of Lewis Mumfordôs typology of Necropolis, Megalopolis, and Container space, 

while drawing also on Stephen Nathan Hayesôs (2003) view of the urban space as a ñcontainer spaceò 

separated from white communities. I also refer to Henry Giroux (2001) to address the media 

reproduction on the youth. Also, using a Marxist framework, I explore how the media embed their 

ideology on the daily life of the students of color within the school space.  

To make sense of my knowledge and experience of alienation in urban spaces, I want to turn 

here to Mumfordôs (1989) description of the modern city as Necropolis, Megalopolis, or Container 

Space. Before the city, which Mumford describes as Megalopolis, became a place of residence, it was 

a place where people gathered together to discuss and share social, cultural, political, religious, and 

economic ideas and news. The smaller version of such space is a container. A Container is gathering 

places were sacred groves and civic institutions such as the stadium, theater, convention center, and 

university.  Mumford (1989) refers to urban sites that served this function metaphorically as ñthe 

magnet [that] comes before the containerò (p. 9). The early city, like a magnet, has ñthis ability to 

attract non-residents to it for intercourse and spiritual stimulus no less than trade [, which] remains one 

of the essential criteria of the city, a witness to its inherent dynamism, as opposed to the more fixed 

and indrawn form of the village, hostile to the outsiderò (p. 9-10). 

Unlike early urban gathering spaces, the modern city is much more like what Mumford called 

a Necropolis space. Mumford (1989) describes a Necropolis as ñthe city of the dead,ò or as urban 
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cemeteries (p. 7).  The city of the dead is Mumford metaphorical way of explaining the relationship 

between Necropolis, Megalopolis, and Container. The Necropolis or cemetery like the surrounding 

area or the outer part of the Megalopolisôs container has always had a powerful influence in the city 

development: from the Greeks to the Romans, graves and tombstones lined the entrance roads to 

cities.  Playing on this point, Mumford (1989) suggests that: 

The city of the dead antedates the city of the livingé [it] is the forerunner, almost the core, of 

every living city.  Urban lifestyle spans the historic space between the earliest burial ground 

for dawn man and the final cemetery, the Necropolis, in which one civilization after another 

has met its end (p. 7). 

Mumford (1989) views the legacy of the Roman urban experience as an analogue to the 

negative conditions of todayôs urban spaces, like the Bronx, which are crowded, poorly maintained, 

and exploited. Mumford (1989) argues that:  

Wherever crowds gather in suffocating numbers, wherever rents rise steeply, and housing 

conditions deteriorate, wherever a one-sided exploitation of distant territories removes the 

pressure to achieve balance and harmony nearer at hand, there the precedents of Roman 

building almost automatically reviveéFrom the standpoint of both politics and urbanism, 

Rome remains a significant lesson of what to avoid (p.242). 

The container is a fitting symbol for the city.  They are usually the tallest and largest building 

in the city. It provides its citizens with protection from outside intrusion. To Mumford (1989), "the 

city was primarily a storehouse, a conservator and accumulator" and "by its command of these 

functions the city served its ultimate function, that of transformer" (p. 97).  

Toward a Pedagogy of Place 

Is it the goal of schools to exist/function as a site where children learn about themselves and 

their community? If the answer to this question is yes, then educators have a very difficult task 

providing education to city children (Tyack, 1974, p. 14).  

Unlike Mumford (1989), Stephen Nathan Haynes (2003) is optimistic about the ghetto.  

Haynes argues that from the beginnings of the rural flight of blacks from the south to northern cities, 

the black community has lived in difficult and poor urban sections. Most of the resulting ghettos and 

slums have been produced not only historically but also systematically.  Their purpose has been to 

contain black communities away from white society. Haynes argues that this demonstrates the need 

for ñpedagogy of placeò.   

However, Haynes (2003) also argues that such pedagogy of place is lost in mainstream white 

and middle-class black responses to ghettoization.  Mainstream white society has responded to the 

tough and poor conditions of ghettoes by taking up the concepts of redevelopment and restoration. 

Such tactics have been used in other countries, such as South Africa, Brazil, and Guatemala, in an 

effort to manipulate space and to relocate the ñundesirables.ò 

Haynes (2003) also points out that urban space has become synonymous with being Black 

space or Other. White supremacy is at work here also defining and categorizing space and 

geographical regions. In the case of American cities, urban planners target slums in order to make 

neighborhoods more pleasant and attractive places, while politicians seek to develop policies geared 

toward helping inhabitants of such areas get proper housing. However, Haynes asserts that these 

efforts collide with the fact that even though ghettos are in bad shape, they have their own subcultures. 

These subcultures function well for many of the people living in them, working to remind them of the 

struggles and achievements of the group they belong to. Redevelopment or gentrification of urban 

communities is often an effort to make barrios and ghettoes more pleasing and economically valuable 

to whites, and this process detracts from the sense of common struggle that communities have 
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survived and overcome even as it destroys a black public sphere.  Haynes (2003) describes this 

process as the re-contextualization of the black struggles around a particular territory and space. As 

such steps take place in the ghettos, middle-class blacks see efforts at restoration as welcome efforts to 

clean up space that has been neglected because it has been thought of as Black or Other.  Thus, 

mainstream white and middle-class black interests collude to drown out pedagogy of place in the name 

of middle-class consumerism.  The middle- class consumerism that comes with the regeneration of a 

slum does not acknowledge the blackness or the struggles of the community that has inhabited it.  The 

racial identity and history of slum inhabitants are disrupted, and the self-determination of blacks is 

foreclosed 

As an alternative to this narrative, Haynes (2003) argues that ghettos can instead serve their 

inhabitants as a space of self-actualization as well as radical black subjectivity.  Such pedagogy of 

space serves as a critical narrative, telling the story of what blacks in a community have encountered. 

The problem with gentrification is that it reduces the struggles of these communities to myths, and 

rewrites or waters down the struggles and historic movements that have come out of these conditions.  

It makes the ghettos into a romanticized space with no value.  

Space/Class Reproduction 

In this section of the paper, I want to explore how surveillance technology shapes the social 

space of the school.  Karl Marx's (1986) concept of production is helpful here.  Production is the form 

of ideology embedded in the daily life of a school.  Because the educational system reproduces the 

ñlogicò and the ñvaluesò of the dominant class, race, gender, language and knowledge, it is an 

inadequate place to create a fair or critical cultural site. According to Giroux, theories of reproduction 

ñreject the assumption that schools are democratic institutions that promote cultural excellence, value-

free knowledge. Instead, reproduction theories focus on how power is used to mediate between 

schools and the interests of capitalò (p. 76). When you ask students why they attend school, their 

responses are likely to center around becoming a professional in a prestigious field so as to make a lot 

of money. The idea is that students are taught to believe that the only way to get ahead in life is to 

obtain an education for the purpose of profit.  They are not taught to be critical of the system that 

embedded those ideas into their heads. Education might be not about making money, but about 

learning to think rationally and criticallyïand I would argue that thatôs what it should be about.   

According to Maxine Greeneôs (1988) book, The Dialectic of Freedom, the media has a 

tremendous effect on the way children and adolescents think about the world.  Greene argues that 

students have become unfulfilled and empty as they have increasingly sought value and meaning in 

material objects.  According to Green (1988), this trend is encouraged by media that market sex and 

violence to adolescents, demonstrating that advertisers are more concerned with profitability than with 

social good.  Green (1988) states that, ñLittle is done to counter media manipulation of the young into 

credulous and ardent consumers of sensation, violence, criminality, things.  They are instructed that 

human worth depends on the possession of commoditiesò (p.12).  In a context in which both media 

representations and security markets are motivated by profit, it has become difficult to assess the 

effectiveness of security technology in dealing with violence in the public-school system.  From a 

research perspective, there can be no controlled experiments, but only anecdotal evidence.  Most 

school administrators and educational bureaucrats are reactive to violence rather than proactive (Toby 

Jackson, 1985), and their knee-jerk reactions prefer quick and immediately profitable fixes. Such 

reactions are facilitated by the marketing of security technology, so that school security guards and 

metal detectors are put in place as soon as an incident has occurred. As the report of the Safe School 

Study put it: ñSecurity personnel do not cause crime, but crime causes schools to hire security 

personnel, [to purchase security equipment], and our multivariate analysis cannot distinguish between 

these two explanationsò (Toby, 128).  

Giroux (2001) believes that the concept of social reproduction originates from a Marxist 

discourse of economics that downplays politics, ideology, and the culture of modern conditions. 

Giroux notes that ñschooling represents a major social site for the construction of subjectivities and 
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dispositions, a place where students from different social classes learn the necessary skills to occupy 

their class-specific locationsò (p. 78). Giroux uses Louis Althusser (1971) and Samuel Bowles/Herbert 

Gintis (1976) to construct a framework of analysis that critiques the theoretical conceptualization of 

social reproduction of schooling. Althusser argues that Marxôs base-superstructure or cause-and-effect 

determination of economic theory is not sufficient to explain the social reproduction of schooling. 

Instead, Althusser (1971) suggests that we should look at repressive state apparatus such as 

police/teachers, and ideological state apparatus such as schools, both of which operate with a more 

stringent authoritarian form of discipline and control.  For example, at several of the inner-city schools 

in the Bronx, three to five police cars are stationed by the schoolôs entrance, which makes the space 

appear dangerous. At each corner of the school building, video surveillance cameras are installed to 

gaze on anyone onsite. Instead of Althusserôs ideological state apparatus, Bowles and Gintis (1976) 

use the notion of the correspondence principle which states that students learn to be obedient, 

compliant, dependable, and motivated by external rewards in the workforce (wage) and in school 

(grades). Overall, ñthe educational system helps integrate youth into the economic systemò (p. 84).   

Giroux (2001) believes that theories of cultural reproduction agree with theories of social 

reproduction in their sense of power.  Theories of cultural reproduction deal with the process by which 

different cultures reproduce both themselves (socialization) and relationships of dominance / 

subordinance within them. Giroux uses work from Bourdieu to explain this phenomenon, particularly 

Bourdieuôs notion of the habitus. It is usually thought that the choices that we make are based on free 

will, but the notion of habitus says otherwise. Bourdieu argues that choices for action are in theory 

limitless, but in practice are influenced and limited by the dominant culture. Therefore, creativity, 

innovation, and concept development do not belong to individuals, but rather to a structure of power in 

the culture. 

Giroux goes on to use Basil Bernstein (1977) to analyze cultural reproduction as a major force 

that structures student experiences in schools. Bernstein uses collection code and integrated code to 

make his argument. Collection code and integrated code are dominant codes that educational systems 

use to shape the subjectôs identity and experience. Collection codes ñunderlie the division of labor at 

the heart of the educational experienceò (p. 96). In schools, the students are, according to Freire 

(1968), ñdepositoriesò while the teachers are the ñdepositorsò. The integrated code is present in the 

curriculum, in which subjects and categories become more integrated. However, it leaves more space 

for negotiation between students and teachers.  

Since the traditional Marxist discourse is not sufficient to explain the relations between 

schooling and the dominant culture, a modified Marxist or neo-Marxist approach has to be employed 

to better understand and analyze the cultural condition and curricula of schools. The neo-Marxist 

approach provides us with a more practical instrument for conducting research in the school setting, 

using a semiotic apparatus and its approach to analyze participatory ethnographic data. Giroux notes 

that the new notion of interpreting the data can be found in the work of David Hargreaves (1982), 

Willis Paul (1977), Michael Apple (1982), and Michelle Fine (2008).  

Conclusion 

Since each school has its own culture, I suggest that a longitudinal, humanitarian or libertarian 

approach be used to explore the power relations that exists in the schools and communities that serve 

students of color. Moreover, I suggest that schools create a critical pedagogical curriculum in which 

power can be more democratically shared (Antonia Darder, 2003; Paulo Freire, 1968; Henry Giroux, 

2001; Ira Shor, 1996) and that students are provided the space to share their experiences and narratives 

of their encounters with systems of power.  These suggestions propose an alternative approach to 

understanding the issue of power relations school, how power shapes identity, and how we as 

educators may (knowingly or unknowingly) contribute to feelings of shame, guilt, and powerlessness 

and how this manifest itself in many forms for students of color. This approach requires that we ask 

teachers whether they are contributing to or re-enforcing the power discipline curriculum that is 

commonplace in most schools..  
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The technology of the oppressed is a system of power and control.  It is not instrumental rather 

a substantive process that we created to extend our desire to control. We have learned from the 

western world that the self can be recognized or manifested through the process of controlling others. 

Like any other technology, security surveillance technology in urban schools oppresses and alienates 

students from themselves.   

In the past decade, we have learned from historians and philosophers the impact technology 

has on us.  So, why are we still using it? Based on what we have learned about the essence of man 

from Bentham (1832, 1995) and Nietzsche (1900, 1989), it makes perfect sense why man cannot 

detach himself from technology. Producing technology is like producing children. Man knows how 

much work is required in order to support his children and the woman knows how much pain she will 

have to go through in order to have their children. But, as selfish as man can be, they still decide to 

have children no matter how painful it is or will be in the years to come. Therefore, this tells you that 

pain does not matter as long their creation brings forth the basic need of completeness, self-

identification, and happiness to their lives. 

 Technology brings all basic needs that man wants and that is why we cannot detach from it.  

Asking a human being to surrender their need for control of others is as painful as being shot with a 

gun.  However, the least we can do is to ask those who fulfill these technologies in our society to share 

part of themselves, open their heart, bring and understand the pain.   

We are living at a time when they have to deal with a technology that dehumanizes, monitors 

and scrutinizes their body and soul in the school.  Jacques Ellul (1964) stated that "Education no 

longer has a humanist end or any value in itself; it has only one goal, to create technicians" (p. 248).  

The aim is to sell or force ñgoodò knowledge on students that will benefit an elite power structure. 

From my own experience to the narrative in the invisible man, we are all victims of the oppression 

system.  In the invisible man, the modern institutional and social system has gone far from its master 

to the point that it has become a challenge to accommodate it to their and others lifestyle.  The 

technology has alienated black people for so long that it has made them feel that the alienation 

experienced by Shakespeareôs Caliban is normal. Black people did not choose or were born as a 

Caliban. However, the new modern science and technological mode of production, which Marx refers 

to as capitalist mode of production, has transformed both its master and its masterôs oppressees.  Marx 

notes that ñproduction does not simply produce man as a commodity, the human commodity, man in 

the role of commodity; it produces him in keeping with this role as a mentally and physically 

dehumanized beingò (Marx, 1964, p. 121). If young black man is to help himself, he needs to realize 

the alienation that has been placed upon him. He needs to realize that this alienation is the root of his 

anger towards himself and society.  Martin Heidegger (1977) believes through fine art or poetic 

revealing that the true self can be found. He notes that ñthe poetical brings the true into the splendor of 

what Plato in the Phaedrus calls to ekphanestaton, that which shines forth most purely. The poetical 

thoroughly pervades every art, every revealing of coming to presence into the beautifulò (p. 34).  That 

is exactly what Foucault refers to as the ñtechniques of the selfò. You do not make the self happy or 

safe by treating it like a system by observing, collecting data, and giving treatment based on feedback 

per se rather you respect and love the body the same way you would love and respect the mind. You 

do not attempt to change or control the body rather you give the body the fundamentals to make it 

happy.  You let the body and mind communicate with the oppressor (security surveillance technology 

aka technology of control). As Foucault notes, this form of communication can be diary writing, 

video-taping, oral expression, etc. As Freire (1968) notes in Pedagogy of the Oppressed, 

 Love is at the same time the foundation of dialogue and dialogue itself.  It is thus necessarily 

the task of responsible Subjects and cannot exist in a relation of domination.  Domination 

reveals the pathology of love: sadism is the dominator and masochism in the dominated.  

Because love is an act of courage, not of fear, love is commitment to others.  No matter where 

the oppressed are found, the act of love is commitment to their causeðthe cause of liberation.  

And this commitment, because it is loving, is dialogical.  As an act of bravery, love cannot be 

sentimental; as an act of freedom it must not serve as a pretext for manipulation.  It must 
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generate other acts of freedom; otherwise it is not love.  Only by abolishing the situation of 

oppression is it possible to restore the love which that situation made impossible.  If I do not 

love the worldðif I do not love lifeðif I do not love people--I cannot enter into dialogue (p. 

89-90).   

Therefore, there is a need for those with power, whether the power is real or perceived, to 

understand the impact the power relation has on their understanding of student of color. 

Surveillance has always been a part of human life. The word surveillance derives from the 

French word surveille, meaning, ñto watch from aboveò. As a child, I was taught that God was always 

above me. If I did something ñbadò or sinned, I knew that God would know and punish me. As an 

adult, one would not think that the same philosophy or belief would be imposed upon us a form of 

governmentality.
 

In a modern democratic society, people do not have the time to monitor whether everyone is 

adhering to a moral contract or rules. The people give this power to the government in the form of 

individuals who act as ñpolice.ò These individuals provide surveillance and reinforce conformity to 

rules. Foucault refers to this power as disciplinary power, and the basic goal of which is to make 

people docile or obedient. 

Surveillance technology is traditionally defined as close observation, especially of a suspected 

spy or criminal. Others define surveillance as ñany collection and processing of personal data, whether 

identifiable or not, for the purposes of influencing or managing those whose data have been 

garnered...scrutiny through the use of technical means to extract or create personal or group data, 

whether from individuals or contextsò (p. 2). Examples include video surveillance cameras; computer 

matching, profiling, and data mining; computer and electronic location monitoring; weapons detection 

devices. Various self- administered tests and thermal and other forms of imaging to reveal what is 

behind walls and enclosures. In the case of schools, any surveillance activities involving the 

collection, retention, use, disclosure, and disposal of personal information in the form of security 

surveillance must comply with the guidelines of the National Institute of Justice of the U.S. 

Department of Justice. 
 

When we can no longer cover up the pain and violence that abuses of power is causing to our 

society, especially our youth, we (those with power) extend ourselves to various technical apparatus, 

such as surveillance technology (technology of control), to do the job for us. And when that 

technology fails or causes more pain, we invent an extended version of technology not only to protect 

us, but also to protect the technology from itself. The question remains: when do realize enough is 

enough? We need to think through, have a space to express, and have access to educational 

technologies, knowledge, and ideas to confess and testify and further create mutual promise and 

forgiveness and it is only then that we will be liberated and put a closure to violence in the self and the 

community. It is my hope that the readers of this paper, many of whom may be school leaders, future 

educators, or professors of pre-service educators who are entrusted with the protection and safety of 

students take some time to ask, ñwhat is my moral obligation as an educatorò but more importantly, 

ñWhat is my moral obligation as a human being interacting with another human beingò particularly 

those who are different from me?
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Introduction  

ñRights that are so basic that they belong to all human beings are called human rightsò 

(Donnelly & Howard, 1994). In other words, human rights are rights inherent to all human beings, 

whatever our nationality, sex, national or ethnic origin, color, religion, place of residence, language, or 

any other status is. 

Human rights has been increasing since the adoption of the Universal Declaration of Human 

Rights in 1948 (Donnelly, 1989;   Donnelly & Howard, 1994; Eide, 1983; Gemalmaz, 2001; 

UNESCO, 2007). It raises the notion of universality at a time particularly when it is increasingly 

demanded and asserted by people on all continents. In 1948, the international community 

overwhelmingly endorsed the concept of a global rights regime through the Universal Declaration of 

Human Rights. This treaty is followed by the United Nations Educational, Scientific, and Cultural 

Organization (UNESCO) Convention against Discrimination in Education (1960), the International 

Covenant on Economic, Social, and Cultural Rights (1966) and the Convention on the Elimination of 

All Forms of Discrimination against Women (1981). 

Human rights have been a major issue in international politics since World War II (Cladue, 

1996; Diaz, 2005; Freeman, 2011; UNESCO, 2007). There were significant changes in human rights 

in the later nineteenth century, such as wide-ranging natural and social sciences, globalization of the 

economy and communications, political change, and so on.  These changes have been added to new 

rights in the human rights corpus; these rights led to the protection of other rights (Babbio, 1996; 

Carey, 1970; Evans, 2005;  Falk, 2004;  Ishay, 2004;  Vincent, 2010 ). The need for legislation to 

prevent the violation of human rights is not enough; therefore, human rights must be part of an 

educational program. The effectiveness of standards alone without enforcement measures can be 

enhanced through educational steps like human rights education courses (Carey, 1970; Cladue, 1996).  

Human rights education is rapidly spreading, meeting important and widely felt social needs 

(Cladue, 1996; Mohanty, 2000).  

ñThe United Nationsô Decade of Human Rights Education (1995-2004) became the first 

explicit effort to bring human rights education to the center of attention, although human 

rights education had been explored through other United Nations documents, specifically the 

1974 UNESCO Recommendation Concerning Human Rights Education,  the l993 UNESCO 

World Plan of Action on Education for Human Rights and Democracy, and specific articles in 

the Vienna Declaration (1993), the Draft Plan of Action for the United Nationsô Decade of 

Human Rights Education (1978) animated efforts to building a universal culture of human 

rights through educationò ( Lapayese, 2002). 

The United Nations General Assembly, for the United Nationsô Decade for Human Rights 

Education, defined human rights education in the following way: 

ñHuman rights education contributes to a concept of development consistent with the dignity 

of women and men of all ages that takes into account the diverse segments of society such as 

children, indigenous peoples, minorities and disabled persons.... Each woman, man and child, 

to realize their full human potential, must be made aware of all their human rightsò (United 

Nations General Assembly Res. 49/184, establishing United Nations Decade for Human 

Rights Education, 1994). 

Lapayese (2002) states, human rights education is a life-long process by which people in all 

strata of society learn respect for the dignity of others and the means and methods of ensuring that 

respect in all societies. Human rights education is the only guarantee of demonstrating our 

commitment to human dignity, the promotion of an adequate standard of rights to everyone, and the 

promotion of world peace and prosperity for all.  It also guarantees fundamental human rights and 
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freedom to all people, regardless of race, gender, region, religion, and economic and political statues 

(Chaurasia, 2000; Cladue, 1996; Preece, 2005). 

Textbooks and human rights education 

Textbooks are basic instructional materials. In other words, textbooks are the most basic 

learning resources. The first reason why textbooks are assigned in the process of teaching and learning 

is because they are prepared in accordance with the program. The second reason why textbooks are 

assigned in the process of teaching and learning is because they are used as a teaching tool. This is a 

very important printed material that students should have. (Bayrakē, 2005; Kēlē, 2005; Tan, 2007; 

Turner, 2004; Yanpar ķahin & Yēldērēm, 2001).   

Although textbooks are not the sole available instructural tools, as a result of the influence of 

technological developments, they are still major teaching tools playing an important role in education 

(Aslan & Karaman-Kepeneki, 2008; Coĸkun, 1996). Textbooks provide many advantages to 

educators, for example, to animate the curriculum and give life to topics taught in the class (Aslan & 

Karaman-Kepeneki, 2008; UNESCO, 2007). Even though teaching and learning cultures differ from 

country to country and sometimes even within the same country, teachers still use textbooks Even 

though teaching and learning cultures differ from country to country and sometimes even within the 

same country, teachers still use textbooks almost all over the world for preparing and structuring their 

lessons. 

ñHuman rights are not only essential to have and understand but also these results suggest that 

many students in school may have a very inadequate understanding of connections between political 

ideas, institutions, and political life. Therefore, human rights education must be directed to providing 

an education which will enable children to use their human rights. Such education, in turn, depends on 

knowledge and instrumental toolsò (Rendel, 1991).  ñThe possession of human rights is not enough to 

dispense with teaching and education in the spirit of respect for human rights; it should also be taught 

as a subject integrated into the appropriate disinclines and, in particular, in fields such as philosophy, 

political science, law, and theology, also they should be taught as an independent courseò (United 

Nations Decade of Human Rights Education UNESCO, 1987). Human rights must be taught at all 

levels of the educational system, as well as out-of-school settings, including literacy. Also, 

states must be strive to improve and broaden human rights education and teaching and 

cooperate to this end (Cladue, 1996). 

There has been a steady increase in the literature (Bajaj, 2004;  2011; Balton, 1992; 

Bottery, 1999;  Branson & Purta, 1982;  Claude, 1996; ¢ayir & Bagli 2011; Davies, 2010; G¿lmez, 

2001; Guyette, 2009; Holland,2011; Hornberg, 2002; Karaman-Kepenekci, 1998;  1999a; 2000;  

Karaman-Kepeneki & Gokce, 2000; Kerr and Keating, 2011;  Lenhart & Savolainen, 2002;   

Leung, at el., 2011; Nazzari,  at el., 2005; Patrick, 1999; Power & Allison, 2000; Tibbitts, 2002;  

UNESCO, 1969;  1987;  2007; Waldman, 2007)  on human rights education in recent years.  

There is also literature both in Turkey and in the world (Aslan & Karaman ï Kepeneki, 2008; 

2010; ¢ayir, 2003;  Drubay, 1986;  Karaman-Kepeneki, 1999b; 2003; 2005;  2009; 2010a; 2010b; 

2011; Karaman-Kepeneki & Aslan, 2011; Leung; 2008; Lucas, 2009; MEB, 2005; Meyer, at el., 

2010; Merey, 2012a; 2012b; Nayir & Karaman ï Kepeneki, 2011; Parpuci & Merey, 2012; Savaĸ, 

2004) related to contributions from other courses taught at school  and the importance of textbooks in 

human rights education. In Turkey, there have been a number of studies conducted by Karaman- 

Kepeneki about citizenship and human rights issues.  Karaman - Kepeneki (1999b)ôs study aimed to 

determine the level of allocation of human rights issues in 17 Turkish high school textbooks and found 

that the intensity scores  of human rights issues in religion, sociology, and philosophy textbooks were 

higher than the other analyzed high school textbooks. In Karaman - Kepeneki (2003)ôs study on 

human rights and responsibility education in elementary school, it was found that intensity scores on 

human rights issues were higher than responsibility issues. Karaman ï Kepeneki (2005)ôs comparison 
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study, titled ñcitizenship and human rights education: A comparison of government and civics 

textbooks in Turkey and the United States,ò found that the Intensity score of the category of ñRightsò 

was at the highest level in almost all of the books studied. In Aslan & Karaman-Kepeneki (2008)ôs 

ñHuman rights Education: A comparison of mother tongue textbooks in Turkey and France,ò it was 

observed that human rights issues are included in Turkish textbooks more frequently than in French 

textbooks. In History Foundation (2003)ôs ñPromoting Human Rights in Primary and Secondary 

School Textbooks,ò this study recommended re-writing the primary and secondary textbooks so that 

future democratic citizens would be more aware of the underlying issues. In Savaĸ (2004)ôs ñHuman 

rights in Turkish textbooks in primary schools,ò it was found that citizenship and human rights issues 

were less common in Turkish textbooks than discovered by Karaman- Kepeneki in Turkish primary 

school textbooks. 

Social Studies Textbooks and Human Rights Education   

 In many countries, efforts to promote human rights education have proceeded at various rates 

depending on political, social, cultural, and educational factors. Today, especially in school contexts, 

human rights education is invariably integrated into core subject areas such as social studies courses 

(Eide, 1983; Starkey, 1991; Tarrow, 1987).  

Social studies is the integrated study of the social sciences and humanities to promote civic 

competenceé The primary purpose of social studies is to help young people develop the 

ability to make informed and reasoned decisions for the public good as citizens of culturally 

diverse, democratic society in the interdependent world (NCSS, 1994). 

Social studies is the study of human beings. The aim of social studies in the elementary 

schools in Turkey is to introduce children to the world of people.   The main aim of the social studies 

courses that have been practiced in Turkey is expressed as to provide an environment and opportunity 

for an individual to understand and to make contributions to himself/ herself, to the society in which 

he/ she lives, and to the world with his/ her own wishes and skills. In other words, the main purpose 

for teaching social studies is citizenship education (Ministry of National Education, 2005; Safran, 

2004; Tezgel, 2006).  United States textbooks in United States schools have similar objectives and 

they are considered part of citizenship education as the basic purpose of social studies (Chapin & 

Messick, 2002; Ellis, 2002). 

Social studies classes are of great importance in elementary school programs because 

the overall objective of these programs is to educate individuals about being beneficial to 

themselves, their community, and global humanity. Every individual has different 

characteristics from another. Social studies combine different individuals and raises happy 

individuals who respect themselves and others in the light of basic rights and freedoms (Sezer, 

2005). Ķn Turkey, in social studies lessons, citizenship, democracy and human rights issues are 

presented as interdisciplinary and in this cource, children are raised as individuals who know their 

rights and use them to fulfill their responsibilities (Karaman ï Kepeneki, 2010). A good book that 

will introduce students to the management of society, its economic characteristics, rights and 

duties of its citizens, and educates them about their country and the world will help to raise the 

future of the modern individual (Aycan, at el., 2001).  

As it can be seen, there is only research about human rights education issues in social studies 

textbooks in Turkey. For example, Karaman ï Kepeneki (2003) examined the level of human rights 

and responsibility education in primary school. On the other hand, the level of allocation to human 

rights issues in United States social studies textbooks has yet to be examined. Therefore, it is thought 

important to examine the human rights issues in these textbooks and is thought to be useful to examine 

the content of both the texts. The comparison of social studies textbooks of the two countries will help 

change, develop and explain not only the textbooks, but also the global dimension of textbooks, as 

well as local, regional and national dimensions. 
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Firstly, the reason for choosing textbooks used in the United States for comparison is the fact 

that extensive and successful studies are being carried out in the United States about human rights 

education by various centers and organizations (e.g., Human Rights Centers, Children Protection 

Center, Center for Civic Education, Center for the Study of Human Rights, National Center for Human 

Rights Education, Center for Civic Education and Service, Citizenship Central, and the Center for 

Civic Education Through Law,) (Karaman-Kepeneki, 2005). Today is an important time for human 

rights education in the United States because many big states, such as New York and California, have 

mandated human rights education programs for their schools, while others such as New Jersey and 

Connecticut recommend its inclusion in the school curriculum. Also, human rights enter the public 

school curriculum as a dimension of global education elsewhere.  The government of the United States 

was founded on the belief that the primary purpose of government is to secure and protect the rights of 

the people (Starkey, 1991). 

Objective of the study 

The main objective of this study is to make a comparison between social studies textbooks in 

Turkey and United States in term of human rights issues. 

Method 

Selection of textbooks  

In Turkey, primary level education is compulsory, encompassing twelve years between the 

ages of 6-18, Since the 2012-13 academic year compulsory education in Turkey increased to 12 years 

is divided into three stages. The first level consists of 4 years of primary school (1st, 2nd, 3rd and 4th 

grade), second stage is 4 years of middle school (5th, 6th, 7th and 8th grade) The third level is 

organized as a 4-year high school (9th, 10th, 11th and 12th grade). In Turkey, social studies lessons 

begin in 4
th
 grade and continue up to 7

th
 grade. That is to say, in primary schools, social studies lessons 

are compulsory in 4
th
, 5

th
, 6

th
, and 7

th
 grades. 

 In the United States, the duration of compulsory education generally changes from state to 

state.  Compulsory education covers the education of children between the ages of 6-16; the first six 

years are called the primary education level and the next four years are generally referred to as middle 

school or junior high school.  Additionally, in the United States, social studies lessons begin at various 

levels in primary schools and vary from state to state. However, in the Midwest, social studies lessons 

usually begin in pre-school and continue until the sixth grade. 

In this study, conducted in Turkey, social studies textbooks, recommended by the Turkish 

Ministries of Education, were selected. 

Procedures 

The textbooks were analyzed through ñcontent analysisò, a qualitative research method 

frequently used in this type of studies. The main purpose in content analysis is to attain concepts and 

connections, which can serve to explain the collected data (Miller, 1997; Yēldērēm  & ķimĸek, 2005). 

Content analysis is one of the fastest-growing technique in quantitative research. It may be briefly 

defined as the systematic, objective, quantitative analysis of message characteristics (Neuendorf, 2002, 

Cited in, Aslan, 2011 ).  In the study, ñHuman Rights Education ò was taken as the analysis category, 

and this main category was divided into six subcategories as ñRightsò, ñFreedomò,  ñDemocracyò , 

ñJusticeò, Toleranceò and ñPeaceò in accordance with Karaman ï Kepeneki ôs (1999b) classification.  

These subcategories were defined in the present analysis as follows (Karaman ï Kepeneki, 1999b): 

 



 

23 
 

¶ Rights: Benefits protected by law. Rights are divided into rights like civil, political, 

social. 

¶ Freedom: Restriction and non-coercion, independent movement, having the power to 

do anything that is allowed by independence, sovereignty, and law. 

¶ Democracy: People are self-directed. In other words, power is governed by elected 

representatives through a free and fair electoral system by the people. 

¶ Justice: To be fair, to comply with the right, to punish the offender and to ensure that 

the managers act in accordance with the blood, honesty and dispute resolution. 

¶ Tolerance: To show tolerance, to be respectful of differences, not to apply force or 

pressure, to have compromise and forgiveness 

¶ Peace: co-existence, regular and peaceful living, safe environment, conflict 

resolution, anarchy, aggression, fraternity, social unity, irregularity or lack of tension 

". 

In generating the inter-rater reliability of the content areas of interest, two subcategories and a 

textbook were arbitrarily selected and coded by the co-authors of the paper (namely the óRightsô and 

óToleranceô subcategories and óTurkish Textbook 5ô). A consistency with an average of 85.5% was 

generated, implying good inter-rater reliability (Hall & Houten, 1983). All of the material, inclusive of 

poems, readings, and comprehension passages in the textbooks were assessed. However, the table of 

contents, chronology, bibliography, glossary, pictures, photos, maps, and graphics were not excluded 

in the coding process. 

When examining the textbooks, a 'sentence' was chosen as the unit of analysis. 

Then, the frequency of subcategories was recorded for each sentences. To determine the total number 

of words in the texts, each word was counted individually and, accordingly, the values of the 

subcategories within the textbooks are expressed as percentage, frequency, and intensity values in the 

tables. 

 In order to find out the approximate total word number in each textbook, the remaining 

number of pages has been calculated and then multiplied by an average number of words on a page. 

The average number of words on a page was determined by calculating the average number of words 

from the three pages chosen randomly from the beginning, middle, and end of each textbook. The 

values of categories in the textbooks have been indicated in the tables as frequency, percentage, and 

intensity values. Coding was done by the researcher.  For each textbook, the subcategory percentages 

and the subcategory intensity scores were obtained using the formulas given below (Aslan & 

Karaman- Kepeneki, 2008; Karaman ï Kepeneki, 1999b, 2005): 

 

Subcategory frequency 

Subcategory percentage =   __________________________x 100 

Total frequency of all subcategories 

Subcategory frequency 

Subcategory intensity score =___________________________x 1000 

Total word number of the texts 
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Due to small values in the original calculation, the intensity scores of all subcategories were 

multiplied by 1000 in order to avoid complications while interpreting. This modified operation on 

intensity scores was merely a matter of convenience. 

Findings 

Analysis of the Turkish Social Studies Textbooks 

The TT-4 Textbooks 

   There are eight units that are found in the TT-4 Textbook; these include: ñI Know Myselfò, 

ñI Am Learning My Pastò, óWe Live in a Placeò, ñFrom Production to Consumptionò, ñLucky to 

Haveò, ñAll Togetherò, ñPeople and Governmentò, and ñFriends Away From Homeò.  At the 

beginning of each unit under the ñPreparatory Workò heading are a few ñPrep Questionsò that are 

specific to the unit content, while toward the end of each unit are ñAssessment Questionsò. In addition, 

the last pages of the textbooks typically include a Chronology, Bibliography, Glossary, Turkey Map, and 

Turkish World Map. 

Table 1. Dissemination of all of the subcategories in Turkish social studies textbooks according to 

frequency (f), percentage (%), and intensity score (IS) 

 
 

 

SUBCATEGORĶES  

THE TURKISH SOCIAL STUDENTS TEXTBOOKS 

TT4 

(21.750)* 

TT5 

(24.100)* 

TT6 

(27.245)* 

TOTAL 

Rights f 170 280 320 770 

% 40.6 47.7 44.9 44.8 

IS 7.8 11.7 11.7 31.1 

Freedom f 45 48 95 188 

% 10.7 8.2 13.3 10.9 

IS 2.1 2.0 3.5 7.6 

Democracy f 130 125 144 399 

% 31.0 21.3 20.2 23.3 

IS 6.0 5.2 5.3 16.5 

Justice f 32 72 82 186 

% 7.6 12.3 11.5 10.8 

IS 1.5 3.0 3.0 7.5 

Tolerance f 24 34 36 94 

% 5.7 5.7 5.1 5.5 

IS 1.1 1.4 1.3 3.8 

Peace f 18 28 35 81 

% 4.3 4.8 4.9 4.7 

IS 0.8 1.2 1.3 3.3 

TOTAL f 419 587 712 1718 

% 100 100 100 100 

      IS         19.3 24.4 26.1                            69.8 

*Total number of words in textbook 

 

As can be seen in Table 1, the subcategories of ñRightsò (7.8) and ñDemocracyò  (6.0) have  

the highest intensity scores in this TT-4 textbook.  These are the highest, followed by the subcategory 

of ñFreedomò (2.0); the lowest intensity scores respectively include the ñJusticeò (1.5), ñToleranceò 

(1.1) and ñPeaceò (0.8) subcategories, with all three possessing fairly similar intensity ratios. 

  The lists below are some examples of statements for some categories in the textbooks: 
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¶ Mrs. Gulden did a survey about consumer rights. She learned that the official and 

voluntary organizations have protected the rights of the consumer. She applied to one 

of these associations (TT4, p92).  

¶ Our people gain the right to participate in management thanks to the elections. After 

the votes for the election are counted,  the candidate with the most votes is selected as 

mayor (TT4, p151). 

¶ Children's council elections are made by taking into account the principles of 

democracy.  Each child who applies for the children's council candidacy is admitted 

as "the candidate child".  To select the children's council, the  names of four children 

are written into the voting  records. Votes are counted in front of everyone at the end 

of the election.  Candidates who get the most votes are selected to the childrenôs 

council. (TT4, p157). 

¶ Today, the Parliament (Grand National Assembly of Turkey) has 550 deputies. 

Members of the Parliament who are elected  with the publicôs  votes  express their  

views and opinions in the Parliament related to our country.  Everyone expresses 

their opinions in a democratic atmosphere (TT4, p161). 

The TT-5 Textbooks 

There are eight units that are found in the TT-5 textbook; these include: ñI Am  Learning My 

Rightsò, ñTurkey Step by Stepò, We Know Our Regionò, ñOur Productsò, ñTo Realize  Dreamsò, The 

Employees  for Societyò, ñA Country, A Flagò, ñWe Are One Worldò Similarly, as in TT-4 textbooks, 

there are ñPrep Questionsò and ñAssessment Questionsò at the beginning and end of each unit, 

respectively. Again, there was a Chronology, Bibliography, Glossary, Turkey Map, and Turkish World 

Map located near the end of the textbook. 

As can be seen in Table 1, the subcategories of  ñRightsò (11.7) and ñDemocracyò  (5.2) have  

the highest intensity scores in this TT-5 textbook.  These are the highest , followed by the subcategory 

of  ñJusticeò (3.0), while ñFreedomò (2.0), ñToleranceò (1.4), and ñPeaceò (1.2), respectively had the 

lowest intensity scores, again with close intensity ratio magnitudes. 

In the list below are some examples of statements for some categories in the textbooks: 

¶ The state works for the nation and the nationôs peaceé the populism principle is 

based on national sovereignty for the nation, that is, democracy is based on the 

principle of populism. Atat¿rk, on this subject, says: "Our view is that the dominance 

of populism in the administration is to give directly to the public (TT5, p46). 

¶ The republic of Turkey is a democratic, secular, and social state governed by the rule 

of law, bearing in mind the concepts of public peace, national solidarity, and justice; 

respecting human rights;é(TT5, p149). 

¶ The 1961 Constitution has expanded the scope of fundamental rights and freedoms 

(TT5, p149). 

¶ The citizens started to use their democratic rights and to select rulers of the country 

(TT5, p150). 

The TT-6 Textbooks 
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There are seven units that are found in the TT-6 Textbook. They are:  ñI Am Learning Social 

Studiesò, ñLife on Earthò, ñTurks on the Ipek Roadò, ñResources of Our Countryò, ñOur Country and 

Worldò, ñAdventure of Democracyò, and ñElectronic Century ñ .  At the beginning of each topic or 

issue and under the heading of Preparatory Work, according to the unit, there are a few ñPrep 

Questionsò and, at the end of each unit are ñAssessment Questionsò. In addition, at the end of the 

textbook, there is a Chronology, Bibliography, Glossary, Turkey Map, and Turkish World Map.  

As can be seen in Table 1, the subcategories of ñRightsò (11.7) and ñDemocracyò  (5.3) 

display the highest intensity scores. These two subcategories are highest, followed by the 

subcategories of ófreedomô (3.5), óJusticeô (3.0), and ótoleranceô and ópeaceô (1.3).  

The list below includes some examples of statements for some categories in the textbooks:  

¶ Our King, to develop our countryôs trade and to protect our rights, further solidified 

the laws of the Babylonian ruler Hammurabi. (TT6, p52). 

¶ ñI'm the king of Babylon, Hammurabi, and did not find the legal rules of the 

Sumerians sufficient.  I developed them,  increased penalties, and prepared the first 

constitutionò (TT6, p51). 

¶ The Great Seljuk Sultan says, ñeveryone should search for the laws and judgments of 

all orders in the past, of the Seljuk sultans, and others (TT6, p88). 

¶ I know that I have the right to vote and be elected. (TT6, p161) 

Analysis of the United States Social Studies Textbooks 

The UST-4 Textbooks 

There are eight units that are found in the TT-4 Textbook, namely: ñA View of the United 

Statesò,   ñThe Northeastò, ñThe Southò,  ñThe Middle Westò, ñThe Westò,  and ñThe United States 

Today. ò Just as in the TT textbooks, at the beginning of each unit is a Preparatory Work section with 

a few ñPrep Questionsò pertaining to the content within the unit and, at the end of each unit, are 

ñAssessment Questionsò. In addition, at the end of the textbook, there is an Almanac (Facts About the 

United States, Facts About the States, Facts About the President), a Biographical Dictionary, 

Gazetteer, Glossary, and  Index. 

Table 2. Dissemination of all the subcategories In the United States social studies textbooks according 

to frequency (f), percentage (%) and intensity score (IS) 

 

 

 

SUBCATEGORIES 

THE UNITED STATES TEXTBOOKS 

UST4 

(111.050)* 

UST5 

(150.450)* 

UST6 

(144.100)* 
TOTAL 

Rights 

f 120 480 300 900 

% 29.7 37.7 42.7 37.8 

IS 1.1 3.2 2,1 6.4 

Freedom 

f 68 300 150 518 

% 16.8 23.5 21.3 21.8 

IS 0.6 2.0 1.1 3.7 

Democracy 

f 82 220 110 412 

% 20.3 17.3 15.6 17.3 

IS 0.7 1.2 0.8 2.7 

Justice 
f 69 200 100 369 

% 17.1 15.7 14.2 15.5 
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IS 0.6 1.3 0.7 2.6 

Tolerance 

f 22 32 15 69 

% 5.5 2.5 2.2 2.9 

IS 0.2 0.2 0.1 0.5 

Peace 

f 43 42 28 113 

% 10.6 3.3 4.0 4.7 

IS 0.4 0.3 0.2 0.9 

TOTAL 

f 404 1274 703 2381 

% 100 100 100 100 

IS 3.6 8.4 4.8 16.8 

*Total number of words in textbook 

 

As can be seen in Table 2, the category of ñRightsò (1.1) has the highest intensity score in this 

UST-4 textbook.  This subcategory is highest, followed by the subcategory of  ñDemocracyò (0.7); the 

lowest  intensity scores respectively were found in ñFreedomò and ñJusticeò (0.6), ñPeaceò (0.4), and 

ñToleranceò (0.2), with these subcategories having quite close intensity ratios. 

  The list below includes some examples of statements for some categories in the textbooks: 

¶ Like all Quakers, Penn believed that problems should be solved peacefully. He signed 

a treaty with the Native Americans to buy land..(UST4, p128). 

¶ Some colonists used newspaper and printed pamphlets to protest, or speak out 

against, the taxes. Others refused to buy British good. Some colonists even began to 

talk about independence, or the freedom to themselves. ..(UST4, p130). 

¶ The Constitution makes the United States a republic, a form of government in which 

the people elect representatives to govern the country. The Constitution also describes 

the rights that people in the United States have. Everyone must obey the Constitution 

ï leaders and citizens alikeé. ..(UST4, p467). 

¶ The law gave women the right to vote. This was one the first victories in the fight for 

womenôs suffrage or the right to vote, in the United States. ..(UST4, p138) 

The UST-5 Textbooks 

There are eight units found in the UST-5 textbook; they include: ñThe Land and Early 

Peopleò,      ñTime of Encountersò,  ñThe English Coloniesò,  ñThe American Revolutionò,  óA New 

Nationò,  ñCivil War Timesò, ñThe Twentieth Centuryò, and ñThe United States and the Worldò.  As 

before, at the beginning of each unit are ñPrep Questionsò pertaining to the content within the unit and 

at the end unit of each are ñAssessment Questionsò. In addition, at the end of the textbook, there is an 

Almanac (Facts About the States, Facts About the Western Hemisphere, Facts About the President), 

American Documents (The Declaration of Independence, The Constitution of the United States of 

America, The National Anthem, The Pledge of Allegiance), a Biographical Dictionary, Gazetteer, 

Glossary, and Index..  

As can be seen in Table 2, the subcategories of ñRightò (3.2) and ñFreedomò  (2.0) have the 

highest intensity scores in this TTSS-5 textbook.  These subcategories are the highest, followed by the 

subcategories of  ñJusticeò (1.3) and ñDemocracyò (1.2).  The lowest intensity scores, respectively, are 

ñPeaceò (0.3) and ñToleranceò (0.2). 

  The list below includes some examples of statements for some categories in the textbooks: 
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¶ Africans had long used prisoners of war as slaves. Traders from Portugal saw that 

they could make Money by buyēng slaves in Afrēca and taking them to Europe to sell 

as servants. (UST5, p138). 

¶ Slaves were treated ill or cruelly depending on their owners. There was little 

protectionéalso slave owners were free to beat, whip, or insult any slave as often as 

they chose to do so..(UST5, p246). 

¶ Many people consider Crispus Attucks the first person to be killed in the struggle for 

American Liberty. (UST5, p285 ) 

¶ In 1827 two free African Americans, Samuel Cornish and John Russwurm, started a 

newspaper that called for equality, or equal rights, for all Americans.(UST5, p448). 

The UST-6 Textbooks 

The eight units found in the UST-6 Textbook are titled as the following: ñThe World and 

Early Peopleò,   ñEarly Centers of Cēvilizationò,   ñEastern Civilizationsò, ñWestern Civilizationsò  

ñThe Rise of Later Civilizationsò, ñThe Spread of Civilizationsò, ñThe Early Modern World,ò and 

ñToward the Present Dayò.  At the beginning of each topic or issue and under the heading of 

Preparatory Work, according to the unit, there are a few ñPrep Questionsò, and at the end of each unit 

are ñAssessment Questionsò. In addition, at the end of the textbook, there is an Almanac (Facts About the 

World), a Biographical Dictionary, Gazetteer, Glossary, and Index..  

As can be seen in Table 2, the subcategories of ñRightsò (2.1) and ñFreedomò (2.1) have the 

highest intensity scores in this TT-6 textbook.  These are followed by the subcategory of ñFreedomò 

(2.0); the lowest intensity scores, respectively, are ñJusticeò (1.5), ñToleranceò (1.1), and ñPeaceò 

(0.8). These subcategories have quite close intensity ratios. 

  The list below includes some examples of statements for some categories in the textbooks: 

¶ In a democracy people are free to make choices about their lives and their 

government. They often make their choices by voting. ..(UST6, p140) 

¶ More reforms in 508 B.C. made the Athenian city-state into the worldôs first 

democracy. (UST6, p253). 

¶ To make sure that peaceful relations are maintained around the world, the United 

Satetes sometimes makes treaties or forms alliances with other countries. (UST6, 

p435). 

¶ The United States can sometimes help countries around the world find peaceful 

solutions to their conflicts. If negotiations fail, however, the United States must 

sometimes use its military strength to help restore peace... (UST6, p545) 

Discussion and Conclusion 

Social studies textbooks play an important role in human rights education. As I mentioned in 

the introduction recently, a number of studies were conducted that showed the level of allocation of 

human rights education in elementary and high school textbooks. However, the level of allocation of 

human rights education in social studies textbooks has not been examined directly yet. As it can be 

seen, there is only research about human rights education issues in social studies textbooks in Turkey. 

For example, Karaman ï Kepeneki (2003) examined the level of human rights and responsibility 

education in primary school. On the other hand, the level of allocation to human rights issues in 

United States social studies textbooks has yet to be examined. 
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In this comparison study, Turkish and United States textbooks are analyzed in terms of their 

level of ñhuman rights education issues,ò in accordance with Karaman-Kepenekciôs subcategories. 

Accordingly, the first remarkable finding is that the number of human rights education references in 

Turkish textbooks is much more frequent than in United States textbooks. This finding is not 

surprising, since similar results were previously found , for example a study conducted by Karaman ï 

Kepeneki (2005), in which she examined Turkish and United States textbooks and a study by Aslan 

& Karaman ï Kepeneki (2008), in which they examined Turkish and French textbooks about human 

rights education reached similar conclusions. In Merey (2012)ôs study on ñInclusion Level of Children 

Rights Issues in Social Studies Textbooks: (Case of Turkey and USA)ò, it was observed that children 

rights issues were included more in Turkish textbooks. Also,  Parpuci & Merey (2012)ôs comparison 

study, titled ñchildren rights in social studies curricula in elementary education: A comparative studyò 

Turkish social studies curriculum was found to include childrenôs rights more than USA curriculum 

does. This situation results most likely from primary education curricula.  Primary curricula have been 

implemented in Turkey since the 2004- 2005 scholastic year, when it was implemented in primary 

school. Inclusion of the human rights issue in each textbook as an intermediary discipline was 

accepted as a principle; in other words, human rights education issues are interspersed in primary 

education curricula (Aslan & Karaman-Kepeneki, 2008; Ceyhan & Yiĵit 2004; Primary National 

Education Program, 2005). This situation about human rights topics is explained in the introduction to 

the primary educational curricula. 

The primary educational curriculum stated that: 

óCurricula attach importance to the improved awareness regarding human rights. Personal 

inviolability, which is accepted as the essential human right within the philosophical and 

practical context, takes free-thinking rights, rights for the security of rights, social and 

economic rights and political rights into consideration. Besides, the curricula do not allow for 

discrimination against differences such as race, colour, sex, language, religion, nation, origins, 

political views, social class and physical/mental health states of persons.ô (Ministry of 

National Education, 2005, Cited in, Aslan & Karaman- Kepeneki, 2008). 

We find a notable increase in human rights emphases in textbooks in the period since 1995. 

The change is associated with the rise of more internationalized perspectives and with the relative 

increase of human rights issues in the curriculum (compared with former textbooks). In the most 

recent period, it seems to be associated with the rising student-centrism of textbooks and curricula. 

As mentioned before, the intensity scores for the human rights issue in Turkish social studies 

textbooks are higher than in the United States social studies textbooks. Reasons for the lesser inclusion 

of human rights education in United States textbooks may be summarized as follows:  First, the most 

important reason results from The United States Constitutionôs positive influence.  All peopleôs 

fundamental rights and freedoms are guaranteed in Amendments to the Constitution. In other words, 

the rights of freedom of speech, freedom of the press, peaceful assembly, and petitioning the 

government are guaranteed by the First Amendment of the U.S. Constitution. Provisions are stipulated 

for legal redress of grievance for untruthful information and malicious intent. This situation gives a 

person the power to influence others, make better decisions, and exert control in his or her life (Sunal 

& Haas, 2005).  

Students are introduced to the Constitution of the United States as a part of the fifth-grade 

social studies curriculum in United States elementary schools. Many teachers incorporate the 

Constitution into their teaching and curriculum long before the fifth grade, but it is generally in this 

grade that children are helped to read and interpret the Constitution. This is an important moment in 

the political socialization of the next generation (Parker, 2005). In primary schools, a paraphrased 

version of the Constitution is usually included in fifth-grade textbooks. It contains all of the parts, for 

example, the preamble, the 7 articles containing the rules by which citizens agree to live, and 27 

changes or additions (amendments). 
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The United States Constitutions said that: 

 We, the people of the United States, in order to form a more perfect union, establish justice, 

insure domestic tranquility, provide for the common defense, promote the general welfare, and 

secure the blessing of liberty to ourselves and our posterity, do ordain and establish this 

constitution for United States of America (Parker, 2005). 

The second reason why human rights issues are not taught directly in social studies 

textbooks in elementary schools is because the human rights issue is taught in Civics and 

Government courses. In the United States, citizenship education goals are that students 

become committed to the democratic form of government and rights and responsibilities 

(Chapin & Messick, 2002). This subject about the fundamentals of representative democracy 

is planned chiefly for civics and American government courses taught at the high-school. The 

lessons associated with core topics which are regarded as the basis for center of American 

government and its politics. Initially, the learners get the basic of freedoms and rights in the 

schools of the United States today. Then, these individuals try to get an insight as to how 

political and personal rights established by the Constitution, which may either strengthen or 

conflict with economic rights and freedoms. Lastly, the learners scrutinize the Bill of Rights. 

Accordingly, they familiarize themselves to state standards for civics and government. 

General standards on civics/government education said that: 

 Students understand the ideal, rights, and responsibility of citizenship, and content, sources, 

and history of the founding documents of the United States, with particular emphasis on the 

constitution and how the government punctuations at the local, state, nationalô and 

international level (Chapin & Messick, 2002) . 

It was observed that in the textbooks of both countries, the óRightsô subcategory was 

included in the most textbooks. The result was consistent with previous research findings 

(Karaman-Kapeneki, 1999). In the study by Karaman-Kepeneki (1999)ôs on high school 

textbooks and in Aslan & Karaman-Kepeneki (2008)ôs ñHuman Rights Education: A 

Comparison of Mother Tongue Textbooks in Turkey and France,ò the intensity score of the 

óRightsô subcategories in high school textbooks was found to be much higher than other 

subcategories, but, when we examined the intensity scores, the subcategory ñRightsò in 

Turkish textbooks in Turkey was determined to be higher than in the United States textbooks. 

An interesting unexpected finding is that the intensity scores for the subcategories of 

ñDemocracyò, ñFreedomò, and ñJusticeò in Turkish social studies textbooks are higher than in 

United States textbooks.  This result is not consistent with Karaman ï Kepeneki (2005)ôs 

citizenship textbook study involving intensity scores for ñDemocracy,ò which was concluded 

to be higher in Turkish textbooks. Also, it is not consistent with these textbooksô context and 

chapters, because the United States textbooks focus on the United Statesô history of 

democracy and freedom, and there are numerous examples that examine human rights and 

democracy in context. When studying texts, for instance: ñBill of Rightsò (UST 5, P. 351), 

ñSlavery and Freedomò (UST 5, P. 444), ñWorking for Equal Rightsò (UST 5, P.585), and 

ñOur Countryôs Governmentò (UST 4, P.465), in this situation, the United States social 

studies textbooks need to explain the human rights issue so that students will read about 

issues and events. They know those issues and events may affect various people, including 

themselves. Students should be enabled to understand the debate and argumentsô conflicting 

perspectives if they are to know how issues and events are connected with certain rights or 

multiple categories of rights. 
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Another important finding is that the intensity scores for the subcategories of ñTolerance ñand 

ñPeaceò in Turkish textbooks were concluded to be higher than in the United States textbooks.  

Furthermore, in both Turkish and United States textbooks, ñToleranceò and ñPeaceò comes at the very 

end of the textbooks. Although these subcategories do not hold a prominent place in the textbooks of 

both countries, they are found more often in Turkish social studies textbooks. For instance, when 

studying texts related to peace and tolerance, ñPeace and Tranquilityò (TT 5, P.180), ñTourism and 

Peaceò (TT 5, P.180), and ñWorld Childrenò (TT 5, P.168) were found in Turkish textbooks. This case 

may also be associated with the positive opinion about Ataturk and Mevlana. In fact, Turkish social 

studies textbooks frequently refer to Ataturkôs ñPeace at home, peace in the worldò statement and 

Mevlanaôs tolerance approach; both often emphasize that peace and tolerance is very important for 

people, society, and the world we live in. This result was consistent with previous research findings 

(Aslan & Karaman-Kepeneki, 2008).  

As a result, in this comparative study when the sum of the dissemination of all of the 

subcategories according to intensity score, it was observed that human rights issues were included 

more frequently mentioned in Turkish textbooks (69.8) than in United States textbooks (16.8). The 

study showed that Turkish textbooks and United States textbooks contained the ñrightsò subcategory 

the most. While the intensity scores of the ñdemocracy,ò ñfreedom,ò and ñjudgmentò subcategories 

were listed the highest in both countriesô textbooks, on the other hand, the intensity scores of the 

ñtoleranceò and ñpeaceò subcategories were placed last in the textbooks of both countries. 
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INTRODUCTION  

The concept of value has been described in various ways according to subjective and objective 

perspectives. However, subjective perspective definition is widely accepted. According to a subjective 

perspective values are basic standards, which are agreed as necessary and appropriate by all members 

of the society, and represent common beliefs, thoughts, and aims in order to sustain integrity of the 

society (Rokeach, 1973). As a result, values are essential principles and beliefs, which indicate a set of 

appropriate behaviours (Lewis, Mansfield, & Boudains, 2008).   

Even though the values are closely related to moral psychology, they have been dealt with by 

neglecting their relationship with learning psychology. However, the fact that human beings are social 

entities is not solely constrained to learning. This kind of learning is such a developmental problem 

that moral considerations have largely a developmental nature. However, the problem is that the 

development and maturation have been confined to individual psychology. The fact that social 

psychological characteristics of the values have been neglected indicates negligence of its holistic 

perspective. On the other hand, moral development cannot be thought considered without cognitive 

development. Human morality is combined with emotional, informational, and behavioural factors 

(Gungor, 1998). As Haidt emphasized, precedence of intuition before moral reasoning is one of the 

basics of moral psychology. However, moral reasoning has been mainly employed in the instruction of 

the values. Moreover, moral intuitions rise immediately and automatically before moral reasoning. 

Initial intuitions tend to influence successive reasoning skills (Haidt, 2012). The way of explanation of 

traditional values including Turiel and Kohlberg are completely constructed upon cognitive moral 

reasoning. Morality is seen solely as cerebral and its emotional characteristics are disregarded. 

According to Haidt (2012), morality is beyond justice, should not damage, and is obligatory and 

binding. Human beings therefore, convert themselves into political agency, which shares their moral 

stories. After they accept certain rules, they become blind to alternative moral worlds. In other words, 

external influence is dominant on external processes. Therefore, morality must be handled with in 

terms of individual-group interaction and obedience. Social psychology offers very exploratory and 

controlling perspectives in explanation of the values because of the fact that it investigates individual-

group interaction and obedience.  

Of the great names in social psychology's pantheon Allport, Asch, Campbell, Festinger 

(1954), Hovland, McGuire, Moscovici, Jones, Kelley, and Sherifðall have devoted at least a portion 

of their considerable efforts to developing a better comprehension of social influence (Crano, 2000). 

Social psychologists claim that two psychological processes as norm influence and informational 

influence, lead to obedience. Informational influence refers to acceptance of external information as 

proof of reality. Human beings need to confirm their perceptions, beliefs, and emotions. When the 

possibility of ambiguous environmental stimulus, social conflict, and indecisive situation is present, 

informational influence come into play. Under those conditions people attempt to confirm their 

beliefs, perceptions and emotions. They make social comparisons when it is not possible to confirm. 

Perceived information influence causes cognitive change (Hogg & Vaughan, 2002). The type of social 

influence is determined through the way of perception which an individual uses. If the individual 

conceives social influence as an information provider, this kind of social influence is informational. 

Similarly, in the case of an individualôs perception of social influence as obligatory and normative, 

social influence has a normative feature. Normative social influence and compliance based on 

obedience were observed in both Aschôs experiment on prediction of line length and Milgramôs 

obedience experiment. The experiment participants were given an electrical shock and increased its 

intensity because of the fact that they obeyed the command from the researcher rather than they found 

believing that giving an electric shock and increasing its intensity secured appropriate behaviour. 

Milgram (1974) stated that strong compassionate emotions of the experiment participants conflicted 

with authority, observing that they obeyed the authority even though they witnessed the grief-stricken 

screams of the victims in the experiment. Milgram (1974) defined the over eagerness of adults for 

straight obedience as opposed to the grief of the victims as the most crucial finding to be dealt with. 

This finding indicates that ordinary people who do not display any devastating and hostile behaviours 

can be part of a destroying and damaging activity. Furthermore, it was observed that a great number of 
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the experiment participants continued to conduct devastating and damaging behaviour although they 

knew exactly that their behaviours conflicted with moral rules, while very few of them refused to obey 

the authority. In Aschôs experiment, participants complied with group expectancy, not appropriate to 

objective reality, in order to avoid derision. This kind of behavioural change is defined as temporary 

behaviour change because of the fact that the behaviour is not conducted in case of absence of group 

pressure. In other words, behaviour on group expectancy is not internalized (Cialdini & Goldstein, 

2004). Sherif (1936) revealed that the experiment participants found group judgement so true that they 

accepted informational social influence because they carried out group judgement when they were 

alone.  As a result, this kind of behavioural change is permanent behaviour change owing to the fact 

that the behaviour, which is appropriate to the group judgement, harmonizes with the participantsô 

existing values. Moreover, harmonization between the group judgement and the participantsô existing 

values enables internalization of the group judgement. Internalization in turn makes the group 

judgement as a response to the same stimulus permanent. As a result, auto kinetic influence 

experiment by Sherif indicates harmonization between existing values and the group judgement 

(Cialdini & Goldstein, 2007).  Based on the experiments by Milgram, Asch, and Sherif, it can be 

concluded that behavioural change through normative social influence and obedience as a reaction to 

normative social influence does not contain any change in attitude and cognitive construct of 

individual. óIdentificationô caused by normative social influence, can be either attitude change or not. 

As long as the individual finds the identified person precious, identification leads to change in attitude. 

Identification is described as a desire in sustaining relationship with others and behavioural change 

according to social roles expectancy (Cialdini & Goldstein, 2004). Stanford Prisoners Experiment by 

Haney, Banks, & Zimbardo (1973) explains this description in depth. ÌAdoption through ComplianceÌ 

occurring as a result of informational social influence enables change in attitudes. Therefore, value 

education or moral education aims to develop behavioural change through adoption and compliance. 

In other words, observed behaviour of an individual emerged as a result of obedience does not reflect 

attitude change. However, adoption makes change in behaviour, attitudes and cognitive structures of 

the individual possible. Because the adoption allows the individual find the social rules precious and 

worth obeying rather not to be feared the social group or assimilate the social group members. 

Nonconformity behaviour is divided into two actions as Ìindependent nonconformityÌ and Ìdependent 

opposite reaction behaviourÌ. In independent conformity the individual receives external social 

influence as information and he does not behave based on the social influence because of the fact that 

he finds it inappropriate. On the other hand, in the dependent opposite reaction behaviour, the 

individual resists to social norms and this resistance is not related to whether the individual finds the 

social norms right to act.   Resistance to the social norms is crucial. For instance, if the parents of Peter 

tell him to wear a dress, yet Peter does not wear a dress because he does not think that the dress is not 

suitable for the weather. This kind of nonconformity behaviour is independent nonconformity. 

However, if Peter does not wear a dress as a reaction of obstinacy to his parentsô demand, this 

resistance is dependent opposite reaction. This kind of behaviour is dependent because it depends on 

social influence (social norm). However, independent opposite reaction is defined as negative 

reference points. The social norm influences the individual to behave in opposite direction of the 

social norm (Kagitcibasi, 2010). 

All educators must be aware of the fact that obedience through normative social influence, 

compliance through identification, nonconformity behaviour through dependent opposite reaction do 

not lead to genuine behavioural change. Under the classroom settings, Instructional curriculums must 

instil approaches, designs, and strategies, which teach moral values through compliance through 

adoption and nonconformity behaviour based on independent agency. Schools, which prioritize 

academic achievement, deal with the teaching of moral values with socio-emotional skills at the end of 

their to-do checklist as a result of the capitalist achievement ethos and understanding, evolutionary 

paradigm. This must be converted into the educational institutions in which moral values and socio-

emotional skills are taught through compliance adoption with nonconformity behaviour based on 

independent agency. Aforementioned theoretical backgrounds explain conformity behaviour in the 

context of individual perspective. Hogg & Turner (1985) claimed in his theoretical experiments that 

people comply according to social comparison informational influence, and demonstrate the 

conformity behaviour because they see themselves as a member of the social group in which they 
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interact with other people. Social comparison informational influence operates on categorization 

principle. Categorization is constructed upon meta-contrast rule. Social norm is built by minimizing 

intra-group differences, making differences between external peoples and group members (Hogg & 

Vaughan, 2002). When the people identify themselves with a group, they attribute social groupôs 

norms and their characteristics to their personality constructs, because people perceive their 

personalities as a part of group. There is a large body of research revealing how kind and respectful 

persons can become a cruel and rude agent through obedience.  

Obedience, Values and Decision Making  

Milgram (1974) sought to explain the process by referencing Eichman in Jerusalem: A Report 

on Banality of Evil by Arendt (1963) who told the process how Eichman, high ranking officer in the 

Nazi Party, was convicted of war and mankind crimes. Milgram (1974) questioned whether chiefs and 

officers deliberately committed war and mankind crimes or they did because they were ordered to act. 

Milgram (1963) reached dramatic and crucial conclusions that war criminals had not seemed to be 

murderer, on the contrary they had been very kind, polite, and courteous during the trials. They stated 

that they had murdered Jewish People because they had obeyed the commands, not because they hated 

Jewish People (Milgram, 1974; Hogg & Vaughan, 2002). 

Humanist philosophers and psychologists claim that there is a relationship between obedience 

and freedom; obedience is an obstacle, which prevents freedom. Fromm (2010) emphasized that kings, 

lords, bosses, and parents have seen and imposed obedience as virtues while they have considered 

disobedience as immorality, and disgrace throughout the history. This imposition in turn has led to 

unconditional obedience and destroyed independent agency. After nuclear bombs fired on Japan, 

Fromm (2010) found the obedience so dangerous and claimed that the obedience can put an end to the 

history of mankind, because the human beings have potential to destroy the life in the world. Fromm 

(2010) also stated that if human beings kill themselves, they do this by obeying those who order them 

to press the death button. This kind of situation in fact is a result of the way of modern organisation, 

which makes evil ordinary by isolating an individual from his moral beliefs and judgement. Therefore, 

under group context   members of the modern organisation commit crime, which they find it fearsome 

when they are alone (Bauman & May, 2014).   

Educating generations, where individuals make logical decisions, is inevitable for a free, fair 

world. Bauman (1995) emphasized that the more group leaders are charismatic; it is more difficult to 

suspect and dispute their decisions. When group members encounter a severe ambiguous context, it is 

very calming to obey the orders from the group leaders. However, it was tragically witnessed that 

infallible leaders in Germany, Italy, or Russia endangered both their nations and the world by killing 

innocent people and applying systematic racial extermination on them. Leitenberg (2006) said that 148 

million people were killed and about 250 million people were disabled owing to the wars in the 

previous century. The infallible national leaders played crucial roles in mass death but they were not 

alone in fighting wars, committing blatant crimes, building concentration camps, millions of the 

people obeyed the national leaders accompanied with them. The danger has not completely passed and 

it is possible to experience such an appalling crimes against humanity. Educators, whose aim is to 

bring up individuals who decide and behave without obeying group leadersô orders, or being 

influenced by group identity, must teach logical decision-making skills. Even though the concept of 

the logic is relative and can change over time (Fay, 2005), decision-making skill does not solely focus 

on benefit. The decision-making skill is closely related to character forming education and values. 

Therefore, schools intend to develop studentsô decision-making skills based on democratic and moral 

values. However, the relationship between value and decision is neglected in education. Levine (2007) 

states that decision-makers make technocratic decision and do not have any interest in what is going 

on in the schools. Although education is a value-laden process, the policy-makers deal with education 

deterministically. This understanding leads education to be restricted with achievement in standardized 

testing and development of studentsô cognitive capacity.   It is too difficult to develop better 

assessment of moral values, improve studentsô dispositions, habits in democracy, and civic virtues 

under this educational context. 
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Values and Attitudes as Action and Emotion:  

Value can be described as such standards which are accepted by the majority of the society 

members and that functions as a reference point as to how to behave. Therefore, values are part of the 

societies and social reality (Dogan, 2011). Moral is a concept about human relations, morality does not 

have meaning for the individual who lives alone (Genc & Eryaman, 2008; Gungor, 2008). Value is an 

understanding emerging from human relations with nature, history, and society. However, values that 

are reflected in human behaviours remain verbal statements, such as literature or philosophical texts. 

Values cannot be isolated from humans as well as knowledge cannot be separated from humans. If the 

statements from the Bible are separated from Jesus, they lose their virtue (Ellul, 1985). Existentialist 

thinker Martin Buber stated that the knowledge about the distinction between good and bad, cannot 

solely be transmitted by teaching morality, but a teachersô behaviour strategies and decisions compose 

a tangible sample set and enable the transmission of values (Yaron, 1993). Education is defined as the 

process in which individuals learn to behave in a desired way. Permanency and internalization of 

learning are an inseparable part of education. As for value education, permanency and internalization 

of the values are requisite. If behaviour pattern about a specific value vary from one environment to 

another environment, it means that the education process does not generate the desired outcome. If 

education is encompassing behaviour change, it is necessary to change attitude, belief, thought for 

permanency and internalization. Attitudes, beliefs, and thought are not changed; otherwise it is very 

possible to pretend rather than to act. As a result, educational processes which fail to change attitudes, 

beliefs, and produces individuals who mask their intentions and pretend in order to get benefit. 

Complete and coherent change in behaviour, attitude, and belief and thought especially are salient in 

teaching civic values and virtues. The Turkish Thinker Hilmi Ziya Ulken emphasized that a 

sociologist conducts a research as if there was no individual while a psychologist assumes there was 

no society, but educators cannot behave where there is no reality of society or the individual. 

Education entails to handling both society and the individual. Society and the individual are not 

investigated by isolating each other. Because the individual is in a society, group norms, values and 

virtues are embedded in the individual. Society shapes the individual but on the other hand the 

individual influences society. The scope of social psychology also establishes mutual interaction 

between society and the individual, which psychology and sociology, taken as specific areas, neglect. 

The association between attitude and behaviour must be understood to reveal the impact of character 

and democracy education on social perception and behaviour. Attitude is a tendency to behave in a 

certain way not behaviour. Attitude is a tendency, which is attributed to the individual.  Attitude is not 

solely a tendency; it is also integration in thought, emotion, and behaviour. Attitude makes emotion, 

thought, and behaviour coherent.  Cognitive, emotional and behavioural elements are embedded in a 

strong attitude (Kagitcibasi, 2010). Humans are not born with attitudes; they are learnt after birth. 

Desired democratic attitudes can be learnt in the society. However, stereotyped judgement must be 

overcome; environmental influences from media, parents, school, and peers must be taken into 

consideration in order to teach democratic attitudes.  Behaviour emerges based on the complex 

interactions among attitudes, environment, habit, and expectancy (Kagitcibasi, 2010).  There are two 

factors influencing   process of social influence and conformity. These are the ñsize of the groupò and 

ñagreement among the social group membersÌ (Hogg & Vaughan, 2002). Also there are other elements 

such as the impact of respectability and social status, face to face interaction, depersonalization, 

preference to merge a personality in a social group, loyalty (dependency) to the social group, the 

impact of minority, information influence and normative influence.  

As Kagitcibasi (2010) emphasized, science of psychology is a product of western culture and 

reflects an individualistic world view of the western countries, hence cognitively addressing attitudes 

in individualistic perspective which neglects those elements. Findings from empiric researches and the 

impact of theoretical background on different cultures must be used in the development of civic 

values, attitudes, appropriate behaviours on the students.  

Responses to certain behaviours and possession of certain emotions such as excitement, 

happiness, sadness can be defined as either moral or immoral rather than discovering peoplesô basic 

behaviour rules. On the other hand, morality refers to possession of better conscience not possession 
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of information. Degree of possession of better conscience depends on self-awareness. In other words, 

if we have better self-awareness, we can discriminate accurately real reason of our behaviours from 

fallacious causes of our self (Gungor, 1999). 

Abstract values and notions cannot be taught by memorizing their descriptions. Those values 

can be taught to the students through education, one of the ways of socialization, by bringing up 

virtuous individuals who have sense of value and sense of self (Gungor, 2003). Values, dealt with 

under affective learning, are expected to be taught in several stages by Kratwohl, Bloom, & Masia 

(1964). Affective learning stages consist of receiving, responding, valuing, organizing, and 

characterizing. Receiving and responding have cognitive nature. The last three stages are about the 

concept of the value. People at the stage of valuing behave, through orientation, to an internal value 

system rather than obedience as a result of external pressure or inculcation. Internal values are 

employed in orientation and judgement of behaviours at the stage of valuing. Valuing enables people 

to behave based on their internal values.   

How are values taught? After the Second World War moral education and value education 

were performed through a traditional instruction strategy until the 1960ôs. Several instructional 

strategies in value education and moral education emerged such as ÌValue ClarificationÌ developed by 

Simon, Howe, & Kirschenbaum (1972), ÌJust community SchoolÌ developed by Kohlberg (1975), and 

ÌValue Instruction through InstilmentÌ 1960ôs onwards. After the 1980ôs there was a return to 

traditional values such as patriotism, family loyalty, responsibility, and trust began to rise with a 

Character Education movement standing out. Moral education sought to teach moral decency 

throughout history, while character education has related studentsô moral competency and their 

virtuosity to teacher authority. Values such as public goodness, patriotism, personal rights, justice are 

taught in the context of Citizenship Education, incorporating self-respect, determining suitable 

personal aims, while social skills are addressed through Value Clarification. However, the Value 

Clarification approach has not gone beyond personal beliefs, priorities, and feelings. The Character 

Education has become too basic because of the fact that morally true and right behaviours are 

discussed in the Character Education. Lickona (1992) repeated previously known suggestions such as 

cooperation of family-school-program and becoming a model.   Character Culture, which highlights 

right attitudes and behaviours, has not replaced success culture (Gauld & Gauld, 2002).  In the 

Citizenship Education approach, skills, values, and learning elements developed by National Council 

for Social Studies Teachers (NCSS) have remained as a wish list requiring cognitive learning rules. 

Although Moral Education has remarkable experience and efforts, it has not achieved the desired 

outcomes. 

Classic Value Teaching Under Cognitive Hegemony 

Value teaching through value persuasion seems to have lost its domination owing to 

globalisation and information revolution, even though it has been employed to infuse values in 

institutions such as in the army or scouting. Moral stories, swearing ceremonies and several emotional 

ceremonies have appeared to fail the infusion of values in a desired degree. In the Value Clarification 

Approach, it is aimed that students should be cognitively aware of their values. Teachers make 

remarkable efforts to help their students become aware of their own values in the Value Clarification 

Approach. Even if it is considered to be one of the contemporary instructional strategies, this approach 

solely entails selecting and adopting their own values, and remains as an academic object like 

mathematics or science.  Curriculum developers have realized that teachers and parents have begun to 

lose control of the students, as they have been influenced by propaganda and their peers, hence Value 

Clarification Method through infusion has lost its dominance in the instructional curriculums. In fact, 

decreasing weigh of Value Clarification Method through infusion clearly indicates necessity of social 

psychology principles in value teaching. In instructional curriculums of many countries, it is envisaged 

that youth and children encounter the necessity of selection and there are ample alternatives about how 

to behave. Those ample alternatives lead the students to value conflict. Therefore, awareness of self-

values is an inevitable part of instructional strategies to help them cope with the value conflicts. Value 

teaching must be carried out without imposing and forcing the students. Stories including moral 
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dilemmas and moral reasoning can be used in order to avoid imposing and forcing value judgements. 

Besides, stories with moral dilemmas may encourage them to resolve their value conflicts.  

Moral reasoning and moral dilemma, developed by Kohlberg (1975) try to develop moral 

principles through moral arguments based on equality and democracy values. Moral dilemma 

arguments first create imbalance and then they help the students to construct moral reasoning 

(Berkowitz, 1985). Even if this way of instruction of values may contribute to process value-laden 

information through moral reasoning, the impact of thoughts on human behaviours have been 

contemplated since antiquity. However, moral reasoning and moral dilemma stories with speculative 

and fictitious nature have no use in substantially improving the studentsô value-laden behaviours. On 

the other hand, social psychology offers practical and theoretical findings on how attitudes are 

constituted and influence human behaviours concerning how inter-agency has an impact on human 

thoughts for educators and researchers. The students are challenged by real or fictitious problems in 

the Value Analysis Approach inspired from way of problem-solving and thoughts of John Dewey. 

However, this challenge includes cognitive characteristics. The challenge has resemblance factors with 

cognitive the dilemma theory of Kohlberg. Both of the approaches aim to teach the values through 

discussion and reasoning. However, challenges in the Value Analysis approach include social issues 

rather than moral dilemmas. Therefore, it is appropriate for the pragmatism principle of John Dewey 

and can be considered as relevant to more close real life situations.   

Community service practices, one application of Effective Character Education, is another 

instructional strategy in value teaching. The students explore moral and civic values, virtues and habits 

through experience (Berkowitz & Bier, 2005). Moreover, it is known that the community service 

practices, as response to real social problem, have positive impact on academic achievement and 

character development (Billig, 2002). Besides, guidance and counselling services, student care 

services in the schools help the students adopt the values and offer opportunity for value teaching 

(Baumrind, 2008). Those services have made remarkable contributions to the students from 

kindergarten to high school (Howes & Ritchie, 2002; Watson, 2006). Relations in the schools, 

teachersô attitudes and expectancies, learning environment, way of problem-solving, physical settings, 

relationships with families and local societies, communication patterns, nature of student involvement, 

discipline procedures, anti-racist policies, philosophic assumptions and aims in the school, bursaries 

for the students, accommodation, health services play key role in developing moral and civic values on 

the students. The above factors are named as the School Culture (Halstead, 2000). 

Values in Terms of Interaction between Achievement and Socioeconomic Status (SES) 

Environmental factors such as media, press and the internet, negatively influence the impact of 

value teaching given in schools. In addition to that, value teaching is perceived as much more tough 

responsibilities for the students in the schools (Balci & Yelken, 2013). Teachers view cooperation with 

families as more important factors in value teaching. However, in lower SES schools, teachersô 

complain about the reluctance of lower SES families in involving in the educational process (Yazar & 

Yelken, 2013). There is a close relationship between SES and attitudes towards the values. For 

instance, Gomleksiz & Curo (2011) found that students from high SES schools adopt a patriotism 

value better than the students from lower SES schools. Similar correlation was found between the 

level of parent income and understanding of patriotism value. The students are influenced by their SES 

levels and are also impacted by the schoolsô SES characteristics (Buckingham, Wheldall, & Beaman-

Wheldall, 2013). On the other hand, not only does SES influence the impact of value teaching in the 

schools, but also has an impact on academic domains. For instance, lack of better literacy instruction 

has a more negative impact on socioeconomically disadvantaged children.  Phonics improves better 

literacy skills of the disadvantaged children than it does on high SES children. Furthermore, 

socioeconomically disadvantaged children are more likely to have lower vocabulary and linguistic 

skills (NICHHD, 2000). Achievement in both value teaching and academic achievement are closely 

associated with studentsô SES. However, very little emphasis on mutual relationships between 

socioeconomic characteristics and achievement in affective learning has been underlined. However, 

findings of several researches reported that better literacy teaching mitigates the negative impact of 
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lower SES   on academic achievement (Chatterji, 2006; Magnuson, Ruhm, Waldfogel 2007; 

Dôanqiulli, Sieqel, Herzman 2004; Dôanqiulli, Siegel & Maggi, 2004; Johnston & Watson 2005).  

Disruptive behaviours can predict poor reading skills but vice versa is possible. A longitudinal study 

conducted by Smart, Prior, Sanson, & Oberklaid (2005) indicated that efficient instruction decreases 

behaviour problems. Iverson and Walberg (1982) summarised the evidence as finding that socio 

psychological or ñprocessò characteristics of the home have a stronger association with academic 

ability and achievement than socioeconomic or ñstatusò characteristics. This suggests that values and 

parenting practices are stronger factors than income or parent education levels. Among Australian 

students, the number of books at the home was the second strongest unique predictor of literacy scores 

after IQ (Evans, Kelley, Sihara, Treiman, 2010). Furthermore, there was one interactive effect-having 

books in the home had a greater impact on children whose parents had the lowest levels of education 

than on children with university educated parents. (Buckingam et al, 2013). 

Instructional approaches and strategies on value teaching depends on such cognitive elements 

that they have achieved to generate desired educational outcomes. It can be concluded that cognitive 

elements in instructional process remain isolated from the reality of the life. As a result of this 

instructional way in value teaching, young people have got bored with the politics, suspect state 

authority, and do not believe that polices work in favour of society. This fact cannot be restricted to 

the developing countries, for instance the schools seem to fail to teach citizenship virtues and 

democratic practices in England, known as the cradle of the democracy (Halstead, 2000). The fact that 

schools fail to create positive change among the students, is not considered as the futility of the 

schools (Guimond, 1999). Schools have a function in reinforcing attitudes and this function may 

establish the basis on the studentsô conscience (Feldman & Newcomb, 1969). Moreover, very little 

knowledge about neuronal mechanism of the social influence has been discovered. After all, it is 

known that the construct of the child and adolescent brain has flexible characteristics (Crone & Dahl, 

2012). On the other hand, value education has not established theoretical formulations as well as 

education sciences. Therefore, instructional strategies lack the provision of an understanding in depth 

for the students and the instructional process repeats the circle in order as discussion, dramatization, 

and asking the questions such as ñIf you were her, how you would behave?ò Therefore, this kind of 

instructional way entails prediction. Prediction in turn is one of the cognitive skills of the mind and 

makes the instructional process cognitive. However, it is not possible to acquire the values without 

changing and adapting wrong attitudes. Changing attitudes through education is a stringent task thus it 

is necessary to know theories about attitude composition and change attitude. Stereotyping, 

devastating social solidarity, group hostility, emotional based bias, segregation, reflected through 

behaviours, must be realized, controlled, and changed through theoretical and systematic instruction 

during the education process.  

Conclusion 

Even though there is no consensus among the social psychologist, the attitude is generally 

defined as the inclination organizes emotions, thought and behaviours about a specific object. What 

attitude discloses is not just behavioural tend, it is an integration of thought, emotion and behaviour. 

Thurstone (1928) describe the attitude as emotions about object in positive or opposite direction. He 

measured attitudes based on the views that individuals accept or rejects. Cognitive social psychologists 

view as assumed construct in the mind, but still fail to explain the gap between measured attitudes and 

observed behaviours. Certainly, it is not possible to find a basic linear relation between attitudes and 

observed behaviours, but attitudes make prediction of nature and way of behaviours easy. However, 

accessibility of the attitude, direct experience, methodological procedures influence prediction of the 

behaviours so they should be taken into consideration (Arkonanc, 1998). Social psychology is a very 

important psychology branch for the value education due to the fact that it offers detailed analysis, 

theoretical explanations, and experiments about how attitude is created and change, group hostility, 

stereotyping, bias, discrimination and group dynamics. The Social psychology cannot claim that it has 

the capacity to solve social, political, and economic life because there are a great number of the 

variables that can have impact on the problems. Value education process is influenced by a large body 

of variables such as instructional curriculums, school management and psychological climate of the 
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schools, teacher qualities and characteristics, societal gender, socioeconomic and cultural conditions, 

impact of the media and social media. This complexity brings forward a question: Are values really 

valuable in life? This question entails group characteristics and social process to be taken into 

consideration when the values are taught to the students from kindergarten to high schools.  

Social influence may slow down neural and psychological mechanisms.  Besides, peers and 

strangers have an impact on decision-making among adults. Although it is completely known that how 

the social influence process is oriented by different factors from individual factors to societal and 

cultural factors, it was revealed what factors children and adolescents are influenced by. These factors 

are family members and peers. Peer impact reaches the peak between the ages of 11 and 14, while 

family membersô impact is dominant during early and middle childhood. After the age of 14, family 

influence begins to be dominant over the peer influence. Knoll, Magis-Weinberg, Speekenbrink & 

Blakemore (2015) reported that there is a negative relationship between age and peer influence. In 

other words, the more age increase, the more the peer influence decreases. New relationships and new 

social influence factors are cumulated without replacing old ones with new ones. It is seminal to 

discover that social influence sources affect the neural mechanisms either together or separately. For 

example, families may influence their childrenôs friendship selection directly or indirectly. Families 

and peers function in certain parts of adolescentsô brains. Even though families and peers have a 

different kind of social influence, it is known that individuals are influenced by their family members 

about moral issues, while peers influence the individual in decisions about social activities and school 

relationships. On the other hand, peer pressure as social influence becomes more evident among 

adolescents. Peer pressure is different for female adolescents and male adolescents (Wellborn, 

Lieberman, Goldenberg, Fuligni, Galv§n & Telzer, 2016). Social influence and conformity has 

different nature under collectivist culture and individualistic culture. Members of collectivist society 

have more inclinations to conform group norms than individualistic society members do (Bond & 

Smith, 1996). Conformity behaviour is observed in western countries but it is not as condensed as it is 

in the collectivist societies, because humans do not venture to attempt to not conform to group norms 

(Hogg & Vaughan, 2002).  

Much attention has been given to the impact of social information and decision-making under 

the social context in neuron science literature. When an individual gives less attention to external 

social information, decreasing activity is found in the location of the parietal temporal cortex. On the 

contrary, change in subjective information and existing beliefs trigger increasing activity in infer 

frontal gynus. Neuronal research findings revealed that subjective information is necessary to be 

integrated with others decisions and information in decision-making (Huber, Klucharev, & Rieskamp, 

2015). Decision-making requires an individual to synthesise. Brannon & Brock (2001) similarly 

argued that individuals should combine their self-knowledge with others information and 

understandings to behave.  

Social influence mechanism is widely used in advertising, politics, and economy although it is 

not appropriately employed with its theoretical findings in education. For instance, a merchandiser, 

who is aware of the impact of a social influence mechanism on consumers, creates a demand on 

consumers by developing a factitious scarcity. The human feels a unique need for scarce objects, so 

desires to buy (Brannon & Brock, 2001). According to Scarcity Principle if other people buy 

something, then an individual tends to conclude that the object is of good quality. The Scarcity 

Principle explains human behaviours about buying through social influence because an individual 

observes what others do and does the same thing to conform to others.  

At present psychological and sociological theories explained in depth are replaced with facile 

and impractical explanations excluding description of selling, politic deceit and brutal and lethal wars. 

This may stem from the fact that knowledge has become more important than tangible objectivity 

referred by knowledge. Knowledge has substantially increased so there has been less time to concern 

theoretical implications and operations of the discovered knowledge. Databases have been converted 

into a platform that contains virtual knowledge. The databases, constructed to help rational decision-
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making, make accessibility knowledge easy, in turn have led to ñuninformed information societyò in 

turn (Parton, 2008; Samuel, 2005).  

Ellul (1985) criticized efforts, reducing everything to a technical world. At present, the time 

and the environment have become much too condensed, so very little time has been allocated to 

theories to be used practically. Knowledge has been turned into an object that can be collected, 

compared, stored in the databases, but never put into practice (Parton, 2008). The shrinking 

environment leads to a congestion in the flow of time, and modern time contemporary, modern people 

live in the present. Therefore, modern people have a lack of time and do not have the opportunity to 

put something into practice. This in turn makes modern people passive. In other words, virtual reality 

and reality have been welded each other and it is too difficult to make a discrimination between them 

(Baudrillard, 2004; Parton, 2008). As a result, it can be concluded that there is not time enough to put 

findings of social psychology theories and their findings into practice in a value education process 

which aims to create a desired change in attitudes, thoughts, behaviours. Behaviour acquisition and 

behaviour change cannot be created without attitude change. It is a natural process to include changes 

in attitude, thoughts and behaviour. However over-cognitive instructional strategies become 

insufficient, making human nature instrumentalist (Schewrin & Newell, 1981). 
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Abstract 

As stated by Joyce L. Epstein (2011: 4) school and family partnerships framework is ña better 

approachò to the involvement of all subjects of the pedagogical process, i.e. pupils, parents and 

teachers than its two extreme options, i.e. ñwaiting for involvement or dictating it.ò The fact that 

school-family partnerships play a crucial role in childrenôs wellbeing is well documented. Despite the 

unquestionable fact, though, there is a field of study centered around the dichotomy between the 

beliefs about the importance of building parent-teacher collaboration declared by teacher educators 

and novice teachersô unwillingness to collaborate with parents. In the paper the author refers to her 

previous study devoted to Preservice teachersô attitudes related to family involvement in light of their 

school placement experience (2017). In the small scale (pilot) study it was proved that direct contact 

with parents during school placements of Type 2 ï Communication of Epsteinôs six types of parental 

involvement, correlates with ex-trainee teachersô high opinions about the importance of parental 

involvement in supervising learning activities at home (i.e. Type 4 of Epsteinôs six types of parental 

involvement). The current paper further elaborates on the topic and presents results of a study 

conducted on a larger group of preservice elementary teachers of English and Polish with an attempt to 

ascertain that above findings. It appears that direct contact with parents during school placements of 

Type 2 ï Communication and Type 3 ï Volunteering correlates with traineesô high opinions about 

four types of parental involvements, i.e. Type 2 ï Communicating, Type 6 ï Collaborating with the 

Community, Type 7 ï Parents observing lessons, and Type 8 ï Home visits by teachers.  
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Introduction  

The aim of the paper is twofold. In the theoretical part it briefly reviews literature on parents 

as partners in the educational process. The point of departure is here Joyce L. Epsteinôs integrated 

theory of family-school relationships and a model of overlapping family and school spheres. The 

review of literature shows how the concept of parents as partners in the educational process evolves in 

light of recent studies. The practical part presents results of a study conducted on a group of language 

preservice teachers from a medium-sized university in the south-east of Poland. The objective of the 

study was to find out whether the subjects had any types of direct contact with parents during their 

teaching practice and, if yes, whether their field experience in the matter correlated with their opinions 

about the importance of eight types of family involvement
1
. It appears that direct contact with parents 

during school placements of Type 2 ï Communicating or/and Type 3 ï Volunteering correlates with 

traineesô high opinions about four types of parental involvements, i.e. Type 2 ï Communicating, Type 

6 ï Collaborating with the Community, Type 7 ï Parents observing lessons, and Type 8 ï Home visits 

by teachers. The (pilot) study (BŃk-średnicka 2017) revealed that ex-trainee teachersô direct contact 

with parents during school placements only of Type 2 ï Communicating correlated with their high 

opinion about Type 4 ï Learning at Home. The findings are discussed in the paper in a wider context 

of recent research which can suggest that direct contact of Type 2 ï Communicating, involving 

informing parents about school programs and a childôs progress, can result in future teachersô 

unwillingness to view parents as partners but rather as ódistant supportersô. Therefore, in the paper we 

support a thesis that foreign language trainees can become more effective by gaining direct experience 

in various educational contexts and situations that can become crucial in dealing with challenges in the 

language classroom (Baum & Swick, 2008: 581, Siek-Piskozub and Jankowska, 2015: 219). The 

ñpreservice course work that focuses [entirely] on what occurs in the classroom leads student teachers 

to think of teaching as a task accomplished in isolationò (de Acosta, 1996: 12 qtd in Morris & Taylor, 

1998: 222). A case in point here is direct contact with parents during school placements. 

Theoretical background 

The fact that family-school collaboration can enhance pupilsô academic success and well-

being is well-documented. However, there is a ñdramatic gapò between the beliefs of the importance 

of building parent-teacher collaboration held by teacher educators and future teachersô unwillingness 

to collaborate with parents (Epstein, 1987/2011: xviii). Research on placement partnerships has shown 

that the chance of different types of direct contact with parents during field placements can challenge 

prospective teachers to reject their stereotypes of parents as ódistant supportersô (McBride 199; Graue 

& Brown 2003; Baum and McMurray-Schwarz 2004; Uludag (2008). The rationale behind this 

placement partnerships framework is also the fact that Polish education reform of 1999 prioritised 

building a wider and deeper range of family-school-community relationships (e.g. Miğkowska-

Olejniczak 2002). Moreover, Polish education reform of 1999 integrated education of pupils with 

special educational needs (SEN) with the education of other pupils in mainstream schools either in 

integration or mainstream classes
2
. As reported by some foreign language teachers (e.g. BŃk-średnicka 

2011), close collaboration with parents of pupils with SEN in mainstream schools is an absolute 

necessity. At the same time, as shown in recent literature, family centred activities, courses and 

projects are offered mainly for prospective early childhood education teachers and special education 

teachers rather than for foreign language primary teachers whose development in this area is neglected 

(Bingham & Abernathy 2007; Ellis 2012; Bğaszczyk 2014; Nowosad and PietraŒ 2015).  

  

                                                           
1
 i.e. Type 1 - Parenting, Type 2 - Communicating, Type 3 - Volunteering, Type 4 - Learning at home, Type 5 - 

Decision making and Type 6 - Collaborating with the Community, Type 7 - Parents observing lessons, and Type 

8 ï Home visits by teachers. 
2
 SEN pupils account for ca. 3% of all pupils in mainstream primary schools (Eurydice 2014: 78). 
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School placements at departments of teaching modern languages at Polish universities: a 

closer look  

Foreign language teachers in Poland are educated in accordance with regulations of the 

Ministry of Science and Higher Education (Journal of Laws of 2012 No. 131) and the Ministry of 

National Education (Journal of Laws of 2017 No. 1575). In line with this, in the Polish academic 

context there is a general criticism of ñthe disregard for the specifics of the profession of the FL 

teacher in curriculum standards and administrative regulationsò (Zawadzka-Bartnik, 2014: 7; 2015: 

141). University departments of modern languages offer prospective primary teachers academic 

qualifications to teach a foreign language starting from grade 4 onwards. Those candidates who want 

to teach a foreign language in pre-primary education and in grades 1-3 have to graduate from those 

departments of early childhood education at Institutes of Pedagogy which offer such courses. The 

general framework of teacher education assumes three modules with minimal number of hours of 

subject courses (Module 1), pedagogical courses (Module 2) and didactic courses (Module 3). 

Modules 2 and 3 offer at least 150 hours of practicum, i.e. 30 hours of pedagogical practicum and 120 

hours of didactic practicum. Polish higher schools are given considerable autonomy as regards teacher 

training programs in general and programs of teaching practice in particular. Consequently, programs 

of teacher training at departments of teaching foreign languages are tailored individually by each 

department to meet the abovementioned ministerial requirements (Journal of Laws of 2012) as well as 

specific teaching contexts.  

Parents as partners in the educational process: literature review 

Epstein, (1987/2011) forwarded an integrated theory of family-school relationships and 

introduced a model of overlapping family and school spheres. The foundations for the theory are three 

possible approaches to family school relations which assume either separate, shared or sequential 

responsibilities of families and schools as well as two theoretical perspectives grounded in sociology 

and social psychology (Epstein 1987/2011: 27). It appears that family-school connections are 

dependent upon teachersô and parentsô philosophies and practices which they have adopted as a result 

of complex relations within communities both on the level of individuals (symbolic interactionism) as 

well as reference groups that they represent (reference group theory) (Epstein 1987/2011: 27). In order 

to account for the nature of all possible family-school relations, Epstein developed a model of 

overlapping family and school spheres. It reveals that true partnership is possible when there is a 

maximum family-school overlap by means of ñfrequent cooperative efforts and clear, close 

communication between parents and teachers in a comprehensive program of many important types of 

parent involvementò (Epstein, 1986/2011: 150). Epstein (2006/2011: 46-47) states that there are six 

important types of involvement: Type 1 ï Parenting supporting parents to create home environments 

enhancing a childôs development; Type 2 ï Communicating informing parents about school programs 

and a childôs progress; Type 3 ï Volunteering encouraging parents to help in school events; Type 4 ï 

Learning at Home instructing parents how to help a child with homework and develop their talents; 

Type 5 ï Decision Making encouraging parents to participate in school committee, and Type 6 ï 

Collaborating with the Community involving local community in school life for the benefit of the 

community, children and school. Interestingly enough, Epstein ascertains that despite the fact that the 

maximum overlap of family and school spheres is typical of (very) early education, in some cases it 

continues throughout the whole education influencing positively pupils ñattitudes and achievementsò 

(Epstein, 1987/2011: 33, 37, 39). 

Recent research confirms that quality relationships depend on various factors within the 

abovementioned reference groups of teachers and parents. In other words, ñEpsteinôs tenets of 

communication, advocacy, volunteerism, homework, parenting, and collaboration are not portrayed as 

neutral constructs but contain ideologies of dominant power relations paralleling that of the larger 

societyò (Brantlinger, 2003; Delgado-Gaitan, 1991; Doucet, 2008; Lareau, 2000, 2003; Lareau & 

Shumar, 1996; Kroeger, 2005 qtd in Kroeger & Lash 2011: 269-270). For example, in ñschools with 

diverse populationsò the dominating cultural capital of school community makes parents who act as 
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volunteers and advocates within Type 3 and Type 5 actually advantage the dominating groups of 

ñhigher-income individualsò over the groups of minorities (Kroeger & Lash, 2011: 270).    

In line with this, Addi-Raccah & Grinshtain (2016) conducted a research on a group of 959 

Jewish and Arab elementary and secondary teachers with a view to finding out to what extent 

teachersô feminine, social and cultural capital influenced their relationships with parents regarding 

three parental roles, i.e. parents as partners, parents as a threat and parents as disengaged in school 

(Addi-Raccah & Grinshtain, 2016: 48). Again, it appears that teachersô relations with parents are 

correlated with their capital. Particularly, when teachers dominate over parentsô socio-cultural 

background, as in the case of Arab teachers, they avoid relations with parents as ñequal partnersò 

(Addi-Raccah & Grinshtain, 2016: 50). As a result of the above, there are fewer interactions with 

parents and the relations are based on ñthe social relations developed between teachers at schoolò 

(Addi-Raccah & Grinshtain, 2016: 51). Contrary, Jewish teachers whose social position is not higher 

when compared with the position of parents, have relationships with parents based on collaboration 

and threat (Addi-Raccah & Grinshtain, 2016: 50). 

Kroeger & Lash (2011) put forward a model of family involvement which goes ñbeyond a 

model of parent involvement or a family needs-based approach toward an inquiry-driven method to 

support teachers working with families of young childrenò (Kroeger & Lash 2011: 271). The study 

was conducted on a group of 11 preservice teachers who participated in a 8-week parent-child-teacher 

inquiry based assignment as well as field placements. The parent-child-teacher study project was 

based on ñworking with parents in the form of an individually developed interviewò (Kroeger & Lash, 

2011: 272). Preservice teachers examined critically the (biased) language they used in the interviews 

with parents from all walks of life (Kroeger & Lash, 2011: 272). Their written and spoken ñreflective 

excerptsò about their ñinitial thinking about familiesò were systematically analyzed with a view to 

singling out ñtransformational examples at each stage of the assignment to highlight situations and 

behaviors which demonstrate preservice teacher thinkingò (Stremmel, 2002; Wells, 2002 in Kroeger & 

Lash, 2011: 271). The authors conclude that parent-child-teacher study project goes beyond ñsimply 

reading a text book and understanding family lifeò (Kroeger & Lash, 2011: 275). As a result of 

participating in the project preservice teachers ñseemed more willing to evaluate their prior 

preconceptions about families. They seemed to see that not just parental presence in schools but a 

variety of individual styles of parenting and family engagement can meet learning and school goalsò 

(Kroeger & Lash, 2011: 275). 

Peck, Maude and Brotherson (2015), in turn, conducted a qualitative study on the role and 

place of empathy among those elements which are most important for partnership. In particular, the 

academics aimed to answer the following question: ñHow do teachers express empathy in their 

relationships with young children and families?ò (2015: 170). The subject were 18 (pre) school 

teachers who were interviewed by means of an initial interview; they were asked questions like: 

óóWhat does a successful partnership with parents look like to you?ôô; and óóWhat specifically do you 

do that helps to foster partnerships with parents?ôô (2015: 171). Then five teachers ñwho were 

identified through initial analysis as primarily empathic toward children and familiesò (Peck, Maude 

and Brotherson 2015: 173) were chosen and further interviewed by means of follow-up interviews. It 

appears that ñteachers who made empathic statements reported more successful partnerships with 

parentsò (Peck, Maude and Brotherson 2015: 176). Generally, the empathic teachersô approach to 

partnership was based on acceptance of diverse families and their cultural practices (Peck, Maude and 

Brotherson 2015: 175). There was a wide range of direct and indirect contacts with families 

established by the emphatic teachers via emails, newsletters, phone calls, handwritten notes, and face-

to-face meetings. As stated in the paper, ñone of the most powerful methods of meaningful 

communication that informed teachersô empathy was going on a home visitò (Peck, Maude and 

Brotherson 2015: 176).  It is concluded that teacher educators should provide preservice teachers with 

ñsupport regarding empathyò by mans of ñtraining on empathyò (Peck, Maude and Brotherson 2015: 

177).  
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The abovementioned examples of recent research point to two dominant factors behind 

family-school partnership, i.e. a variety of parents-teachers contact and emphatic personality on the 

part of teachers as well as their conscious effort to challenge stereotypes and accept ethnic, socio-

cultural and economic diversities within families.  

Preservice language teachersô attitudes related to family involvement  

ï a report from the study 

The aim of the study 

The aim of the study was: 

1) to find out preservice language teachersô opinions about the importance of eight types 

of parental involvement (Epstein 1987/2011; śliwerski 2001),  

2) to find out whether the preservice language teachers had any direct contact with 

parents during their teaching practice, 

3) to find out what types of direct contact with parents the preservice language teachers 

had during their teaching practice, 

4) to find out whether the field experience as regards direct contact with parents 

correlates with the preservice language teachersô opinions about the importance of the eight  

types of family involvement. 

The point of departure for the research is a pilot study (BŃk-średnicka 2017) where it was 

revealed that there is a correlation between ex-traineesô direct contact with parents during school 

placements of Type 2 ï Communicating of Epsteinôs six types of parental involvement and their high 

opinion about the importance of parental involvement in supervising learning activities at home, i.e. 

Type 4 ï Learning at home.  

Research questions 

1) what are preservice language teachersô opinions about the most and the least 

important types of family-school involvement? 

2) are there any statistically relevant associations between the preservice language 

teachersô opinions about the most important type of parent-teacher partnership and 

their direct contacts with parents during practicum? 

Participants 

The study took a sample of 61 preservice language teachers: 40 preservice teachers of English 

as a foreign language (EFL) and 11 preservice teachers of Polish from a medium-sized university in 

the south-east of Poland. The respondents completed their teaching practice between autumn 2017 and 

spring 2018. The subjects were 47 women and 14 men aged 21-37. The mean age was 23.8.  

Procedures  

Subjects completed a questionnaire which consisted of two parts. Part one referred to the 

subjectsô opinions and part two referred to their field experiences. Part one was a slightly modified 

version of Epsteinôs Framework of six types of family involvement (Epstein 2011) and two additional 

types, i.e. Type 7 ï Parents observing lessons and Type 8 ï Home visits by teachers (śliwerski 2001). 
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Part two consisted of two open-ended questions which referred to their field experiences as regards 

direct contacts with parents. The questionnaires were distributed personally by university practicum 

supervisors as soon as the subjects had completed their practicum.  

Measures  

Part one of the questionnaire comprised eight types of school-family collaboration: Type 1 ï 

Parenting (ñhelping all families understand child and adolescent development and establishing home 

environments that support children as studentsò), Type 2 ï Communicating (ñdesigning and 

concluding effective forms of two-way communication about school programs and childrenôs 

progressò), Type 3 ï Volunteering (ñrecruiting and organizing help and support at school, home, or in 

other locations to support the school and studentôs activitiesò), Type 4 ï Learning at Home 

(ñproviding information and ideas for families about how to help students with homework, and 

curriculum-related activities and decisionsò), Type 5 ï Decision Making (ñhaving parents from all 

backgrounds serve as representatives and leaders on school committees and obtaining input from all 

parents on school decisionsò), Type 6 ï Collaborating with the Community (ñidentifying and 

integrating resources and services from the community to strengthen and support schools, students, 

and their families, and organising activities to benefit the community and increase studentsô learning 

opportunitiesò) (Epstein, 1987/2011: 46); Type 7 ï Parents observing lessons, and Type 8 ï Home 

visits by teachers (śliwerski 2001: 174). The subjects expressed their opinions about the importance of 

the eight types of collaboration using the five-point Likert scale with responses ranging from: not 

important at all, of little importance, undecided, important, very important.  

In part two of the questionnaire the subjects were asked to respond to two open-ended 

questions:  

1) did you have any direct contact with parents during your pedagogic and didactic 

practice?  

2) if you had direct contact with parents during your pedagogic and didactic practice, 

briefly describe what kind of contact you had.  

Results 

Part 1: which types of family-school collaboration are important? 

Type 1 ï Parenting: 25 (41.0%) respondents find this type of family-school collaboration 

important and 17 (27.9%) find it very important; in total 42 (68.8%) respondents are of the opinion 

that this type of relationship is (very) important. 

Type 2 ï Communicating: 16 (26.3%) respondents find this type of family-school 

collaboration important and 43 (70.5%) find it very important; in total 59 (96.7%) respondents are of 

the opinion that that this type of relationship is (very) important. 

Type 3 ï Volunteering: 27 (44.2%) respondents find this type of family-school collaboration 

important and 14 (23.0%) find it very important; in total 41 (67.2%) respondents are of the opinion 

that that this type of relationship is (very) important. 

Type 4 ï Learning at Home: 21 (34.4%) respondents find this type of family-school 

collaboration important and 37 (60.7%) find it very important; in total 58 (95.0%) respondents are of 

the opinion that that this type of relationship is (very) important. 

Type 5 ï Decision Making: 35 (57.4%) respondents find this type of family-school 

collaboration important and 8 (13.1%) find it very important; in total 43 (70.4%) respondents are of 

the opinion that that this type of relationship is (very) important. 
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Type 6 ï Collaborating with the Community: 29 (47.5%) respondents find this type of family-

school collaboration important and 2 (3.3%) find it very important; in total 31 (50.8%) respondents are 

of the opinion that that this type of relationship is (very) important. 

Type 7 ï Parents observing lessons: 5 (8.1%) respondents find this type of family-school 

collaboration important and 2 (3.3%) find it very important; in total 7 (11.4%) are of the opinion that 

that this type of relationship is (very) important. 

Type 8 ï Home visits by teachers: 6 (9.8%) respondents find this type of family-school 

collaboration important.  

The above analysis of the responses suggests that majority of subjects were of the opinion that 

Types 1-6 of parent involvement are (very) important. They were of the highest opinion about Type 2 

ï Communicating and Type 4 ï Learning at Home. They had the lowest opinion about Type 7 ï 

Parents observing lessons, and Type 8 ï Home visits by teachers. The above findings correspond with 

the findings in the pilot study (BŃk-średnicka 2017).  

Part 2: did you have direct contact with parents during your pedagogic and didactic practice? 

If yes, briefly describe what kind of contact you had.  

Only 14 (22.9%) subjects admitted they had direct contact with parents during their practicum 

of Type 2 ï Communicating (16.3%) and/or Type 3 ï Volunteering (9.8%)
1
. It was experienced mostly 

by EFL preservice teachers (13 subjects). Only one preservice Polish teacher experienced a direct 

contact with parents of Type 2 ï Communicating. One subject described contact with a parent of a 

pupil with SEN in an integration class. Four subjects participated in face-to-face contact with parents 

which was caused by pupilsô problems at school. Three subjects took part in parent-teacher 

conferences whereas six subjects described contact with parents during class trips and school events. 

Some subjects who did not report any direct contact with parents commented on the fact as follows: 

1) Unfortunately, I have not had contact of this type yet. 

2) No, I just observed parent-teacher conference from a distance. 

3) During my practicum I observed that parents communicate with teachers mainly when 

their child has problems at school caused by some disorders such as, e.g. autism or 

dyslexia. In such cases teachers inform parents about their childôs behaviour in the 

classroom, academic progress or problems such as, e.g. not doing homework. 

Parents, in turn, tell teachers about their problems with parenting. Due to the 

exchange of such pieces of information, both parents and teachers improve their ways 

of supporting the child.    

Descriptive statistics 

As mentioned a group of 14 subjects had direct contact with parents during their teaching 

practice whereas a group of 47 subjects did not have such contact. Student tïtest was used to test 

whether the two group means are different. In the cases of a violation of the assumption of variance 

homogeneity, the CochranïCox adjustment was carried out. The effect size was calculated by Cohenôs 

d.  

The analyses revealed that there is a statistically significant difference between the group of 

subjects who had direct contact with parents during their teaching practice of Type 2ï Communicating 

and/or Type 3 ï Volunteering and the group of subjects who did not have such contact. The 

                                                           
1
 In the pilot study ñnine subjects (32.1%) had direct contact with parents which was Type 2 ï Communicatingò 

(BŃk-średnicka 2017: 42). 
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statistically significant difference refers to their higher opinions as regards the importance of following 

types of parental involvement (see Table 1 for details): 

Type 2 ï Communicating: t c-c (52.87) = -2.98; p = 0.004             M = 4.93; SD = 0.27 

Type 6 ï Collaborating with the Community: t c-c (40.08) = -3.63; p = 0.001 M = 3.86; SD = 0.53 

Type 7 ï Parents observing lessons: t (59) = -2.09 ; p = 0.041             M = 2.71; SD = 0.83 

Type 8 ï Home visits by teachers: t (59) = -3.55; p = 0.001             M = 2.86; SD 

= 0.86 

Discussion 

As shown in the pilot study, those EFL trainees who experienced direct contact with parents of 

Type 2 ï Communicating, i.e., mainly limited to face-to-face parent-teacher conferences, strongly 

agree that parents should have an important role to play by means of Type 4 ï Learning at Home, i.e., 

supporting their children at home (BŃk-średnicka 2017: 17). As shown in research, however, this 

ñmost educationally significantò parental involvement of Type 4 is most effective when nurtured by 

other types of close parent-teacher partnerships (Chavkin & Williams, 1993 qtd. in Uludag 2006: 18). 

In light of the fact it can be stated that when preservice teachersô field experiences are of direct contact 

of Type 2 ï Communicating, they are of the opinion that parents should be ódistant supportersô 

involved with their childrenôs education at home rather than engaged in school activities. In the current 

study preservice language teachers experienced direct contact of Type 2 ï Communicating and of 

Type 3 ï Volunteering. Almost half (42.8%) of the subjects experienced direct contact with parents by 

means of participating in school events and school trips. This type of experience correlates with their 

high opinion about four types of parent-teachers collaboration such as Type 2 ï Communicating, Type 

6 ï Collaborating with the Community, Type 7 ï Parents observing lessons, and Type 8 ï Home visits 

by teachers. The results can indicate that a more various direct contact of preservice teachers with 

parents during school placements can result in a better understanding of the theory of overlapping 

spheres of influence and/or empathy
1
. Further study should focus on how direct contact during school 

placements that goes beyond Type 2 and Type 3 correlates with future language teachersô opinions 

about the importance of the eight types of parental involvement.  
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Abstract 

This research aims to explore the relationship between critical thinking skills and democratic attitudes 

of 4
th
 class primary school students. The research used a relational screening model, which is one of 

the screening models. The sample consisted of 221 4
th
 class students who were selected by the simple 

random sampling method. The study has employed the óCritical Thinking Scaleô and the óDemocratic 

Attitude Scaleô. Descriptive statistics, multivariate analysis of variance (MANOVA), Pearson product-

moment correlation analysis and simple linear regression analysis were used to analyse the data. The 

results have revealed that 4
th
 class primary school students have a high level of critical thinking skills 

and democratic attitudes. No significant difference has been determined between studentsô critical 

thinking skills in terms of gender, while a significant difference has been identified for democratic 

attitudes in favour of female students. The results also have suggested a medium-level relationship 

between students' critical thinking skills and their democratic attitudes, and that critical thinking skills 

significantly predict democratic attitudes. 
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Introduction  

The need for qualified individuals has increased recently. Qualified individuals can be trained 

with qualified training. In fact, the major aim of education is to raise qualified individuals who can 

keep up with the times. To achieve this goal, many developed and developing countries alter their 

teaching programmes and try to provide individuals with high-level thinking skills and democratic 

values. 

Critical thinking is a matter of analysing the facts by taking all of the circumstances into 

account, producing ideas about them, organizing them on the basis of an objective, defending the 

results and comparing them with opposite opinions, achieving some conclusions from the judgments 

and solving the problems through evaluation (Lau, 2011). Kurnaz (2013) defines critical thinking as 

óthe tendency or skill to engage in an activity with skeptical and in-depth thinking while giving 

rational decisions about what the individual has done or believedô. Tittle (2011) also describes critical 

thinking as ómaking reasonable deduction about what to do with what is believedô. Even though there 

are different definitions, it may be wise to mention that critical thinking is the ability and tendency to 

acquire, compare, evaluate, refine, use and apply knowledge. At that point, critical thinking differs 

from ordinary thinking. 

Critical thinking is a multifaceted mental process. Having learned to think critically, an 

individual can find solutions to the problems he or she encounters, be open minded to new ideas, 

develop different perspectives towards events when required, respect other people's ideas, behave 

without prejudice, adapt to change and development, recognize his or her own deficiencies and 

eliminate them, and discover new knowledge by producing knowledge (Eryaman, 2008, 2009). The 

ability of individuals to possess such skills will help them to produce healthy and accurate solutions to 

the challenges they face in their respective lives. Those who cannot think critically are in tendencies of 

behaviour such as an inability to produce solutions to the events, general prejudice towards the 

knowledge or events presented to them, and accepting a situation as is without questioning or 

completely resisting it (Aybek, 2010; Paul & Elder, 2007; Sogukpinar, 2017). Aybek (2010) states that 

one of the most significant reasons for critical thinking is the ability to sustain and develop democratic 

culture. The researcher also presupposes that critical thinking skills are among the distinctive ones that 

a democratic citizen should possess. Ruggiero (1988) has noted that prejudice may be eliminated 

through critical thinking. In this respect, critical thinking is of great importance to a democratic 

society. 

To create a democratic society, it is important to raise individuals who possess a democratic 

attitude. Demirsoz (2010) points out that a democratic attitude is based on óthe ability to adopt and 

exhibit principles such as respect for rights, respect for person, justice, responsibility, equality, 

openness, honesty, tolerance, cooperation, appreciation, guidanceô. Individuals with democratic 

attitude are considered equalitarian, respectful of rights and freedom, responsible, unprejudiced, and 

having different perspectives and critical thinking skills. 

Upon examining the relevant literature in Turkey, few studies have been conducted on the 

students' critical thinking skills (Akar & Kara, 2017; Demir, 2006, Gorucu, 2014; Kalkan, 2008) and 

their democratic attitudes (Erbil & Kocabas, 2017; Kardas, 2013). No research has been found that 

examines the relation between critical thinking skills and democratic attitudes of 4
th
 class primary 

school students. The researcher views this dearth as a shortcoming. It is essential that critical thinking, 

which is one of the basic skills that educational programmes must offer, be effectively acquired in 

primary school. Aybek (2010) has emphasized that individualsô critical thinking skills need to be 

improved, starting from early childhood.  

For a large group of people to live together, such people should respect one another in the first 

place. The need for people to be receptive to the differences of others and to respect their rights and 

freedomðthat is, to have the necessary democratic attitudesðrequires a certain moral maturity. 

Therefore, it is important to develop democratic attitudes from primary school years. Kardas (2013) 
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states that the democratic attitude must be acquired from childhood. In this regard, it would be useful 

to examine the critical thinking skills and democratic attitudes of primary school students. This study 

is thought to contribute to science and provide a feedback to the classroom teachers. The research is 

expected to contribute to the related field. 

This research aims to explore the relationship between critical thinking skills and democratic 

attitudes of 4
th
 class primary school students. To meet this goal, answers to the following questions 

have been sought: 

1) What are the studentsô critical thinking skills and democratic attitude levels? 

2) Is there a significant difference between students' critical thinking skills and their 

democratic attitudes in terms of gender? 

3) Is there a significant relationship between students' critical thinking skills and their 

democratic attitudes? 

4) Is there a predictive relationship between students' critical thinking skills and their 

democratic attitudes? 

Method 

Research Design 

The research used a relational screening model, which is one of the screening models. 

Screening models are research models that are conducted to describe the relationship between two or 

more variables and to analyse the relationships in-depth (Karakaya, 2012). This model seeks 

prediction and exploration among variables (Sonmez & Alacapinar, 2011). As the relation between 

critical thinking skills and democratic attitudes of 4
th
 class students in primary school has been 

examined, this research used relational screening model. 

Population and Sample 

The research population consists of 4
th
 class primary school students who study in Elazig 

province during the 2016ï2017 academic year. The sample has 221 4
th 

class students who were 

selected by the simple random sampling method. This sampling selection method requires that each 

participant have an equal chance to participate in the study (Fraenkel, Wallen & Hyun, 2014). Among 

the participants, 125 were female and 92 were male. 

Data Collection Tools  

This research has deployed two data collection tools: critical thinking scale and democratic 

attitude scale, as described below. 

Critical Thinking Scale: This study used the óCritical Thinking Scaleô, developed by Gorucu 

(2014). The scale was conducted on 200 students studying in the 2012ï2013 academic year. The 

researcher performed the exploratory factor analysis (EFA) to demonstrate the validity of the scale.  

The analysis results revealed that the scale comprises four factors and explains 51.43% of the 

total variance (Gorucu, 2014). The first factor, ócommunicationô, has four items; the second factor, 

ósearching for truthô, has six items; the third factor, óself-confidenceô, has three items; and the fourth 

factor, óprejudiceô, has four items. The researcher determined that the factor loadings of the measured 

items vary across .34 and .78 (Gorucu, 2014). Such items regarding the factors can be presented as: 

searching for truth: óI have analyzed the problem from different perspectives, not the one wayô; 
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prejudice: óI find it more right for others to give important decisionsô; communication: óI listen to the 

conversations of people who think differently from me until the very endô; and self-confidence: óI 

constantly worry that I cannot make the right decisionsô (Gorucu, 2014).  

The internal consistency coefficient was examined to determine the reliability of the scale. 

Using a 5-point Likert-type scale, the internal consistency coefficients of the scale were found to be 

.45 for the first factor, .58 for the second factor, .66 for the third factor, .63 for the fourth factor and 

.69 for the overall scale (Gorucu, 2014).  

Democratic Attitude Scale: The óDemocratic Attitude Scaleô developed by Erbil and Kocabas 

(2017) was used as the second data collection tool. The scale was conducted on a total of 350 primary 

school students in two schools in Izmir. Researchers applied the EFA to determine the validity of the 

scale, and then the confirmatory factor analysis (CFA) to check whether the factors related to the scale 

were verified.  

EFA has suggested that the scale is composed of one factor, 10 items and explains 32.63% of 

the total variance (Erbil & Kocabas, 2017). The factor loadings of the measured items vary between 

.41 and .66 (Erbil & Kocabas, 2017). Some examples of the scale include óNobody should be friends 

with poor childrenô and óEveryone has basic rightsô (Erbil & Kocabas, 2017). Being a 3-point Likert-

type scale, Cronbachôs alpha reliability coefficient was determined to be .76 for the overall scale (Erbil 

& Kocabas, 2017). 

Within the scope of the study, permission was obtained for both scales, and they were used in 

this research. The critical thinking scale was developed by including secondary school students in the 

sample, while the democratic attitude scale was developed by selecting 3rd class primary school 

students as a sample. These measurement instruments were presented to three specialist faculty 

members, and their opinions were asked about whether the scales could be used for the 4
th
 class 

primary school students. In consideration of the expertsô feedback, the scales were used in the 

research.  

EFA related to scales was carried out once more. The results were in line with those of the 

actual scales. Moreover, internal consistency coefficients of the scales were also examined. Hence, 

Cronbachôs alpha coefficient of the democratic attitude scale was found to be .74, and the critical 

thinking skills scale was .63. Ozdamar (2013) stated that Cronbachôs alpha coefficient is acceptable at 

.60 and over. Based on this reference, the scales may be said to be reliable. 

Data Collection 

The researcher collected the data between 8 May 2017 and 12 May 2017 in the spring 

semester of the 2016ï2017 academic year. The researcher went to primary schools, distributed the 

scales to students and told them how to fill the scales. Students filled the scales within the framework 

of the voluntary principle. It took students 20 minutes to respond to the scales.  

Data Analysis 

The research data were analysed using a SPSS 21 statistical package program. First, the 

research confirmed whether the data provided the general requirements of the parametric tests. The 

presence or absence of extreme values was checked through the z-test and no extreme values were 

found. Afterwards, the KolmogorovïSmirnov (KïS) test was used to evaluate whether the data were 

distributed normally. As a result of the analyses, the critical thinking scale demonstrated normal 

distribution (KïS = .05, p > .5); whereas that is not the case for democratic attitude scale (KïS = .14, p 

< .5).  
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It is suggested that the coefficients of skewness and kurtosis be examined to determine 

whether the data demonstrates normal distribution (Ho, 2006; Secer, 2015). The skewness of the 

democratic attitude scale is -.553 and the standard error is .164, while the kurtosis value is -.377 and 

the standard error is .326. Based on these results, the data showed normal distribution.  

Descriptive statistics, multivariate analysis of variance (MANOVA), Pearson product-moment 

correlation analysis and simple linear regression analysis were used during data analysis. To apply 

MANOVA, the assumptions, such as sample size, extreme value analysis, linearity, homogeneity of 

regression, multicollinearity and homogeneity of variance and covariance matrices, have to be met 

(Pallant, 2016). These assumptions were determined to have been met during the analysis. Green and 

Salkind (2013) have stated that normal distribution should be achieved; that the data pairs should be 

randomly selected and that the variables forming the data pairs should be independent of each other 

for the correlation analysis. Pearson product-moments correlation analysis was conducted because the 

data showed normal distribution and continuous variables independent from each other were used. To 

use simple linear regression analysis, it is necessary to have a linear relationship between the predicted 

and predicting variables and normally distributed data (Field, 2009). 

Results 

Table 1 depicts the participation levels of students regarding their critical thinking skills and 

democratic attitudes. 

Table 1. Studentsô critical thinking skills and democratic attitudes participation levels 

Variables N  Sd Max Min Level 

Critical Thinking Skills 221 3.57 .55 4.76 2.10 Agree 

Democratic Attitudes 221 2.67 .22 3.00 1.35 Yes 

 

Upon examining Table 1, students expressed their opinions as óagreeô on the critical thinking 

skills scale ( = 3.57) and óYesô on the democratic attitude scale (= 2.67). 

Table 2 displays one-factor MANOVA results for the students' critical thinking skills and their 

democratic attitudes in terms of gender. 

Table 2. One-factor MANOVA results of students' critical thinking skills and their democratic attitude 

levels in terms of gender 

Dependent Variable Gender n  Sd df F p Л
2
 

Critical Thinking 

Skills 

F 125 3.61 .54 
1-219 2.093 .14 .00 

M 96 3.50 .56 

Democratic Attitudes 
F 125 2.72 .22 

1-219 10.270 .00* .04 
M 96 2.61 .25 

*p < .05 

 

A one-factor MANOVA was conducted to determine the effect of gender on students' critical 

thinking skills and their democratic attitudes. When the premises of the MANOVA analysis were 

checked, the homogeneity premise of diffusion matrix according to Box M statistic was ensured (F3-

6832201,878 = 1.029, p = .378). The results of the Wilksô lambda test revealed a significant difference in 

the linear combinations of the dimensions of students' critical thinking skills and their democratic 

attitudes in terms of gender (Wilksô ȿ = .953, F(1, 219) = 5.401, p = .00). 

One-factor ANOVA results for students' critical thinking skills and their democratic attitudes 

are shown in Table 2. No significant difference has been determined between studentsô critical 

thinking skills in terms of gender (F1-219 = 2.093, p > .05), while a significant difference has been 

identified for democratic attitudes in favour of female students (F1-219 = 10.270, p < .05). In addition, 

X

X X

X
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the interaction between gender and critical thinking skills and democratic attitudes is low (Green & 

Salkind, 2013). 

The relationship between the studentsô critical thinking skills and their democratic attitudes 

has been presented in Table 3. 

Table 3. Distribution of the relation between students' critical thinking skills and their democratic 

attitudes 

Variables Critical Thinking Skills Democratic Attitudes 

Critical Thinking Skills 

Democratic Attitudes 

1 

.334* 

- 

1 

N = 221, *p < .01 

 

A positive, medium level (Tuna, 2016) and significant (r = .334, p < .01) relation have been 

determined as a result of the Pearson correlation analysis to determine whether there is a significant 

relation between students' critical thinking skills and their democratic attitudes. Thus, it is likely that 

studentsô democratic attitude scores will increase when their critical thinking scores increase. 

Table 4 presents the results about whether studentsô critical thinking skills predict their 

democratic attitudes. 

Table 4. Results of simple linear regression analysis related to the prediction of democratic attitude by 

critical thinking skills 
Predicted 

Variable 
Predicting Variable B 

Standard 

Error 
ɓ t p 

Democratic 

Attitude 

Constant 

 

Critical thinking skills 

2.138 

 

.535 

.404 

 

.150 

 

 

.334 

5.28 

 

3.55 

.00 

 

.00 

R = .334        R
2 
= .11        F(1-219) = 12.662      p = .00 

 

Simple linear regression analysis results have revealed a medium level and significant relation 

between democratic attitude and critical thinking skill (R = .334, R
2 
= .11, p = .00). Therefore, critical 

thinking skillsô contribution to the democratic attitudesô total variance is 11%. When the standardized 

ɓ coefficient and t values were examined, critical thinking is likely to be a significant predictor of 

democratic attitude. 

Discussion, Results and Recommendations 

This research aims to examine the relation between critical thinking skills and democratic 

attitudes of 4
th
 class primary school students. Research results have revealed that the 4

th 
class primary 

school students have a high level of critical thinking skills and democratic attitudes. The researcher 

has positively assessed this.  

One of the major aims of education in the 21
st
 century is to provide students with democratic 

values and critical thinking skills, a higher-level thinking skill. Thus, studentsô high level of critical 

thinking and democratic attitudes suggest that individuals who can keep up with the times are being 

trained. In addition, primary school programmes have been organized in Turkey based on the 

constructivist approach since the 2005ï2006 academic year. Primary school programmes were finally 

revised in 2017.  

When the renewed primary school programmes are examined, students are expected to gain 

critical thinking skills and democratic values (MNE, 2017a, 2017b, 2017c). Teachers may be said to 

urge students for developing critical thinking skills and democratic attitudes through making activities 

depending on the new curriculum. Demir (2006), Kalkan (2008), Karabacak (2011) and Yildiz (2011) 

have concluded that students' critical thinking levels are higher. These are in parallel to the results of 
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the current study. In studies conducted by Araz (2013) and Akar and Kara (2016), students have been 

identified to have a medium level of critical thinking skills. This difference may result from the use of 

a different measuring instrument and the conduction of the researches in different regions. Kardas 

(2013) has noted that studentsô democratic attitude levels are high, which is parallel to the result of this 

research. 

The present study has also examined whether the critical thinking skills and democratic 

attitudes of 4
th
 class primary school students vary across gender. As a result of the analyses, no 

significant difference has been determined among studentsô critical thinking skills in terms of their 

gender; on the other hand, studentsô democratic attitudes have shown a significant difference in favour 

of female students. Thusly, it may be emphasized that critical thinking skills do not differ in terms of 

gender, yet it is a variable that makes a significant difference with regard to democratic attitude.  

Upon analysing the literature, various studies have been conducted on the fact that critical 

thinking skills vary across gender. In fact, similar results emerged in studies carried out by Akar and 

Kara (2016), Chin (2005), Belhan and Lacin-Simsek (2012). This result is in line with the relevant 

literature. Likewise, in his study, Kardas (2013) has found a significant difference between studentsô 

democratic attitudes in terms of gender. This is in agreement with the result of this research. 

This study has also analysed whether there exists a significant relation between students' 

critical thinking skills and their democratic attitudes. Accordingly, a positive medium level and 

significant relation has been found between students' critical thinking skills and their democratic 

attitudes. Studentsô democratic attitude scores will increase if students' critical thinking scores 

increase. An individual with critical thinking skills has different perspectives and democratic values; 

moreover, s/he is unprejudiced and tolerant (Aybek, 2010; Facione & Facione, 1996). Democratic 

individuals are those who are unprejudiced, tolerant, respectful of differences and able to express their 

thoughts (Cavkaytar, 2013; Demirsoz, 2010). There are numerous common characteristics between 

individuals with critical thinking skills and those that are democratic. In this respect, there may be a 

relation between critical thinking and democracy, which is a situation supported by this research. 

The present study has explored whether studentsô critical thinking skills predict their 

democratic attitudes. The analysis results have displayed a medium level and significant relation 

between democratic attitude and critical thinking skill. Critical thinking skillsô contribution to the 

democratic attitudesô total variance is 11%. When the standardized ɓ coefficient and t values have 

been analysed, critical thinking may be a significant predictor of democratic attitude. Based upon this 

result, the following can be said to have predicted democratic attitudes: distinguishing between 

necessary and unnecessary information; determining the accuracy of the statements; making analysis, 

evaluation and inferences; evaluating prejudices, consistency and inferences; distinguishing first and 

second sources; using various criteria while analysing; trying to find new solutions to problems; 

judging after examining and analysing all the data; being modest and curious; asking questions 

constantly; and giving people feedback after listening them carefully (Beyer, 1988; Facione, 2004; 

Facione & Facione, 1996; Ferret, 1997; Norris, 1985; Nosich, 2012; Ozden, 2003; Paul & Elder, 

2007). 

Based upon the research results, the following recommendations have been provided: 

1) The research results have revealed a medium-level relationship between students' 

critical thinking skills and their democratic attitudes, and that critical thinking skills 

significantly predict democratic attitudes. In this regard, it will be useful for teachers 

to organize student-centred activities to develop critical thinking skills and democratic 

attitudes while planning the teaching-learning process. In this way, students' critical 

thinking skills and democratic attitudes may be improved, and individuals who are 

able to keep up with the times may be trained. 
 

2) Research conducted on larger groups will contribute to the related field. 
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3) Using research models such as experimental, qualitative and mixed will contribute to 

the field. 
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Introduction  

Recently, many countries believing that education is a propelling power for the development 

of countries have been questioning the success of the schooling in raising the standards of learning. 

They have started to find the achievement criteria defined as ñthe level of accomplishing learning 

outcomesò as very result-oriented. They accept that individualsô not being able to apply their 

knowledge to the real-life situations is an important failure of schooling. Schools are still not qualified 

and equipped enough to develop studentsô higher order thinking skills. This has become the propelling 

power behind the national education ministriesô movement of transforming the information-oriented 

curriculum to the skill-oriented curriculum. Applying fundamental knowledge acquired at schools to 

real life requires students not only to have cognitive skills, such as comprehending, problem solving, 

critical and creative thinking, but also to have various conative, social, and meta-cognitive skills 

(Haladyna, 1997; Kutlu, Doĵan, Karakaya, 2014). 

Especially since the 1980s, using findings of the cognitive psychology for developing the 

curriculum, teaching methods and techniques, and educational assessment applications at schools has 

gained wide currency. The behaviorism that has maintained its impact on education for long years has 

been replaced by the constructivism. Thanks to this, developing higher order thinking skills that 

require students to use various cognitive, affective and psychomotor skills simultaneously has recently 

stood out.  

Many researchers argue that the development of higher order thinking skills is dependent on 

enabling students to use cognitive, meta-cognitive, conative and social skills simultaneously. Related 

studies provide results supporting the appropriateness of this idea of the researchers. Studies reveal 

that it is necessary to enable students to produce an output by using his/her cognitive, meta-cognitive 

and social skills so as to develop their higher order thinking skills (Grolnick & Ryan, 1987; Haladyna, 

1997; Marzano, 1992; Strayhorn, 2013; Durlak, Weissberg, Dymnicki, Taylor & Schellinger, 2011; 

Kutlu, Kula-Kartal & ķimĸek, 2017; Kula-Kartal & Kutlu, 2017). Recently, this understanding based 

on studentsô simultaneous use of three-domain skills while creating a product or an output has affected 

the definitions of the 21
st
 century skills and ongoing discussions on this issue.  

The 21
st
 Century Skills 

The term of 21
st
 century skills has become a key concept in the field of education. Cognitive 

skills, such as problem solving, reasoning, critical and creative thinking; meta-cognitive and conative 

skills, such as persistence, self-efficacy, motivation, openness to problem solving; social skills, such as 

collaboration, communication, taking responsibility all fall under this key concept. These competences 

are not discovered within this century. Yet, the importance given to the rote and superficial learning 

has decreased. On the other hand, the importance given to the cognitive processing of the information 

based on the background knowledge and the personal experiences have increased within this century. 

The rapid changes and problems happening in the inter-cultural relations, in the social relations and in 

the natural environment inevitably have increased the importance given to these competences. Today, 

in the field of education, it is frequently stated that students should accomplish the 21
st
 century skills. 

They should graduate from their schools as skilled individuals in utilizing these competences to solve 

their real-life problems (Pellegrino, 1999; Greiff & Kyllonen, 2016).  

Recently, the 21
st
 century skills have increasingly attracted researchersô attentions. They are 

even included in some of the cognitive taxonomies used in the fields of curriculum development and 

educational assessment. For example, the skills affecting learning are divided into two dimensions by 

Marzano and Heflebower (2012). One of them includes cognitive skills, the other one comprises of 

skills of understanding and controlling the self and the others. Marzano, Pickering and McTighe 

(1993) argue that studentsô attitudes and meta-cognitive skills are the two fundamental dimensions of 

learning. Marzano (1992) states that these dimensions have important effects on learning, and provide 

basis for learning. Marzano and Kendall (2007) divide individualsô cognitive activities into three 

categories; the self-system, the meta-cognitive system and the cognitive system. Individualôs self-
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system decides whether the individual is going to engage with a new task. In addition, it determines 

the amount of time and effort that the individual will separate to accomplish the task, if the individual 

prefers to engage with the new task. Ruiz-Primo (2009) divides competences that should be taught and 

assessed in the field of science education into three dimensions; intra-personal skills, cognitive skills, 

and scientific skills. International large-scale assessments also focus on some intrapersonal skills. For 

example, studentsô instrumental motivation, self-efficacy, persistence, openness to problem solving, 

school engagement, internal locus of control were assessed in the Program for International 

Student Assessment (PISA) conducted in 2012 and 2015 (OECD, 2013; 2016). 

Although there is not only one scheme on which all researchers comprise, various frames have 

been developed in order to summarize these skills within a well-organized content (Kyllonen, 2015). 

The frame developed by Colloborative for Academic, Social, and Emotional Learning (CASEL) 

includes the five main competency dimensions; self-awareness, self-management, social awareness, 

relationship skills and responsible decision making (Weissberg & Cascarino, 2013). National Research 

Council (NRC) has also carried out studies aiming to define the 21
st
 century skills. In the related report 

(NRC, 2010), the 21
st
 century skills were divided into five dimensions; adaptability, communication-

social skills, non-routine problem solving, self-management and systems thinking. However, in the 

report published after 3
rd
 workshop held on these skills (NRC, 2011), the 21

st
 century skills were 

divided into three dimensions. The dimensions of self-management and adaptability were brought 

together under the dimension of intra-personal skills, the dimensions of systems thinking and non-

routine problem solving were brought together under the dimension of cognitive skills, and the 

dimension of interpersonal skills included communication-social skills.  

Klein, DeRouin and Salas (2006 as cited in NRC, 2011) define interpersonal skills as goal-

oriented behaviors that are used for the interpersonal communication determined by complex 

perceptional and cognitive processes, and include communication-relationship skills, various verbal or 

nonverbal messages, roles, motivations and expectations. The researchers also divide interpersonal 

skills into the two sub-dimensions that are called as communication skills and relationship skills. 

These sub-dimensions include skills, such as sending verbal messages constructively, writing clearly, 

expressing oneôs feelings, preferences, and opinions in a way that is not threatening or punishing to 

another person, appreciating differences among people, influencing othersô ideas and reactions, 

managing othersô impressions to create a positive influence on them.  

Furthermore, in the frame developed by NRC, adaptability and self-management skills are 

brought together under the dimension of intrapersonal skills. This dimension includes skills, such as 

adapting actions effectively to cope with rapidly changing situations, being willing to learn new tasks, 

techniques or technologies, rapidly orienting to new processes or applications, accomplishing tasks 

without needing any external control and by following idiosyncratic ways to accomplish the tasks, 

setting personal goals and pursuing for these goals, managing time (NRC, 2011). 

The 21
st
 Century Skills and The Classroom Assessment  

In the 21
st
 century, curriculum, instruction and classroom atmosphere have all started to 

transform in a way consistent with the change of the targeted competences that an educated person 

should have. This requires classroom assessment applications to change so that they can be in line 

with the nature of these competences and support their development (Stiggins, 2002; 2005). Stiggins 

(2002) argues that a new point of view for classroom assessment should be developed, if it is aimed to 

connect assessment applications and the improvement of schooling. Researcher thinks that educational 

measurement specialists have firstly focused on exploring and improving new methods and techniques 

to obtain more reliable and valid scores. Meanwhile, the important question of ñhow do our 

assessment tools contribute to studentsô self-efficacy and willing to learn?ò has been left unanswered.  

Search for the answer to the question of how to enable consistency between the targeted 

competences in the curriculum and the classroom assessment approach has increased interest in the 

formative assessment. It is possible to mention two different approaches for formative assessment. 
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First of these approaches is assessment of learning that is based on testing students more frequently 

by increasing the frequency of summative assessments and getting more information regarding 

studentsô development. That kind of assessment approach provides more evidences and information 

regarding the efficacy of curriculum and instruction. However, it cannot be effective in increasing 

studentsô motivation to learn and achievement because assessment is mostly applied after completion 

of the learning process. In addition, these frequent assessment applications still cannot provide the 

necessary information needed by teachers for day-to-day, or even hour-to-hour instructional decisions. 

The second approach to the formative assessment is called as assessment for learning. It includes 

more than testing students frequently. In this approach, instruction and assessment are indivisible. 

They progress in an interactive way and inform each other. Students are also informed about their own 

learning and engaged in their own learning processes thorough self-assessment (Black & William, 

1998; Stiggins, 2002; 2005).  

A teacher who embraces the assessment for learning approach a) specifies the achievement 

targets to be mastered for every class clearly and in a student-friendly way, b) shares these targets with 

students from the right beginning of the class and helps them understand what are expected from them, 

c) teaches students these targets by using models of strong or weak work to help students understand 

expectations more clearly, d) assesses studentsô level of accomplishing targets of the class by applying 

an assessment activity that is consistent with the learning targets, e) guides students to help them 

assess their own learning based on specific learning targets, f) helps students identify the learning gaps 

that need improvement by providing students with descriptive feedback, g) creates second chances 

during the class to enable students to make the necessary changes on their works (Moss & Brookhart, 

2009; 2015).  

The assessment for learning approach affects studentsô intrapersonal skills since it provides 

students with necessary tools that are needed by them during their learning processes (Brookhart & 

DeVoge, 1999; Black & William, 1998; Brookhart & Durkin, 2003; Greenstein, 2010; Gordon & 

Rajagopalan, 2016; Popham, 2017). In a classroom in which this assessment approach is applied, clear 

and student-friendly version of the learning targets are shared with students because students can 

assess themselves only when they have a clear picture of the targets. In addition, assessment activities 

are planned specific to these targets for every class. Teachers use sample works to make sure that 

students already understood all expectations before applying the assessment activity. Therefore, the 

criteria that students can take into consideration to monitor their own progress become clear for them. 

So, students can assess their own learning processes based on these clearly defined and shared learning 

targets. They can also specify what to do next to improve the quality of their work thanks to teacherôs 

and their own feedbacks. Students have a chance to identify their inadequacies not after completion of 

the class, but while they are still in the learning process. They are continuously informed about their 

next steps. That kind of assessment approach provides students with the support, information and 

atmosphere that they need to overcome their inadequacies and develop their skills (Black & William, 

1998; Moss & Brookhart, 2009; 2015). 

When one aims to develop studentsô 21
st
 century skills, it gains importance to embrace an 

assessment approach that is consistent with the nature of these skills and that can support the 

development of these skills. It is very important to have consistency between the targeted skills and 

the indirect messages sent students via the assessment approach. This consistency can be 

accomplished when teachers embrace the assessment for learning approach and apply this 

understanding effectively in their classrooms. In this approach, students do not try to learn within a 

classroom atmosphere in which they are punished or awarded for their wrong or correct answers. On 

the contrary, student is inside of a learning process during which his or her inadequacies are revealed 

thanks to continuous and personalized feedbacks. The student is allowed to reach deeper and 

sophisticated learning by using these feedbacks. Within this classroom atmosphere, student can only 

focus on mastering targeted skills without feeling any anxiety for performing better than the others or 

being punished because of mistakes. 
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As mentioned before, the change of competences needed by individuals in the work life and 

the findings of the cognitive psychology regarding the skills affecting individualsô learning processes 

have made important changes on the definitions of education and educated person. Accordingly, these 

changes have caused to transform schools, the curriculum and instruction methods. While necessary 

transformation happened more rapidly in these areas, the effect of behavioristic approach on the 

classroom measurement and assessment applications lasted a long time. Educational assessment failed 

in fitting those changes happening in the fields of cognitive psychology and education until the 1980s 

(Gordon & Rajagopalan, 2016).  

According to Pellegrino (1999) these developments have recently started to change 

educational assessment applications so that they can be more related to the learning processes and the 

learning environment of students. According to the researcher, tests that are weakly linked to the 

learning experiences of students and results of the assessment applications including tasks 

disconnected from the learning process and context are not valid any more. Similarly, Bennett (2014) 

argues that it will be necessary to change the educational assessment applications and its content as 

long as the definition and qualities of educated person changes.  

Teachersô understanding of the assessment and their ways of using assessment in their 

classrooms need to be changed (Shepard, 2000). Behind that change, there are two important points 

that should be taken into consideration. The first of them is to embrace the assessment for learning 

approach. The second one is to assess studentsô intrapersonal and interpersonal skills in addition to 

their cognitive skills. These changes indicate the necessity of forming and applying new instruction 

and assessment models based on the assessment for learning approach. Furthermore, it is necessary to 

use items or tasks that can enable to assess studentsô cognitive, intrapersonal and interpersonal skills. 

Therefore, focusing on the 21
st
 century skills in the classroom assessment applications, continuously 

monitoring studentsô development in terms of these skills, and using items or tasks that enable them to 

monitor these skills have recently gained importance.  

The two questions are important for reconstructing the curriculum and the classroom 

assessment: ñWhat purposes do cognitive skills acquired by students at schools serve in their lives?ò, 

ñWhere and how do students utilize these skills in their daily lives?ò When answers to these questions 

are considered, the importance of teaching and assessing studentsô intrapersonal and interpersonal 

skills in addition to their cognitive skills, become clear because almost all real life situations require 

students to simultaneously use various skills. Therefore, it is necessary to define intrapersonal and 

interpersonal skills that students need in their daily lives. In addition, the classroom teaching activities 

and the assessment applications should both be reconstructed based on these definitions.  

In the following of the report, a sample task showing how to take the related cognitive, 

intrapersonal and interpersonal learning targets within a related and inclusive context. Scoring rubrics 

and evaluation forms showing how to evaluate studentsô works and give feedback to their products are 

also given in the following of the report. The sample task, the rubric and evaluation forms were 

developed by the researchers.  

The Information Regarding the Sample Assessment Task 

This sample task is prepared for eight graders to be used to assess students in terms of some 

learning targets of Math course. Within a class, it is aimed to teach students information and skills 

related to ñbudgetingò and ñusing money for shopping.ò Firstly, related skills are defined under three 

main dimensions; cognitive, intrapersonal and interpersonal skills. These skills form basis both for the 

classroom instruction activities and the assessment applications.  

ñBudgetingò and ñusing money for shoppingò are skills that can be transferred and applied to 

individualsô daily lives. One area in which those skills can be used might be organizing dinner for 

friends. The task is related to organizing cost-effective dinner for friends. An individual organizing 

dinner should also use cognitive skills, such as defining criteria, making decisions, and justifying. 
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Student is going to use some intrapersonal and interpersonal skills while organizing dinner, so skills 

such as time scheduling, coping with the possible problems and openness to problem solving are 

defined as intrapersonal skills within the frame of this task. Furthermore, this task also requires 

students to use some interpersonal skills like communication, working with the group, attracting 

interest and being hospitable.  

Firstly, cognitive, intrapersonal and interpersonal skills that students need to accomplish the 

task are given in the following. Right after that, a performance task requiring students to use these 

skills, scoring rubrics that can be used to evaluate studentsô work are given. Students can be given 

feedbacks based on the results obtained from all of these evaluation forms.  

The Sample Task: Organizing Dinner  

8
th

 Grade Math  

Learning target 1: Budgeting 

Learning target 2: Using money for shopping 

Performance Task: Student organizes a cost-effective dinner for friends.  

The Necessary Skills to Accomplish the Related Learning Targets 

Cognitive Skills Intrapersonal Skills Interpersonal Skills 

Using money for shopping 

Using four operations 

Using addition, subtraction, 

multiplication, and division to solve 

problems.  

Budgeting: 

Planning how to use resources so as 

to satisfy the expectations and 

accomplish specific aims. 

 

Decision making based on the data 

Identifying the criteria: 

Specifying the standards that will 

lead to the most appropriate 

judgment.  

Decision making: 

Making a judgment by comparing 

available data with the defined 

criteria.  

 

Justifying decisions 

Justifying: 

Making casual and rational 

explanations for the results or the 

ideas.  

Time scheduling 

Preparing a time schedule by 

taking into consideration personal 

capacity, priorities and base time.  

 

Coping with the problems 

Effectively adapting plans, 

targets, actions or priorities so as 

to cope with uncertain, 

unpredictable and rapidly 

changing situations.  

 

Openness to problem solving  

Thinking on alternative solutions 

by searching, criticizing and 

without being overwhelmed by 

prejudices.  

Communication 

Expressing information, feelings, 

experiences and opinions in 

groups, understanding each other  

 

Working with groups 

All actions done by several 

students (group of 3 to 5 

students) together so as to 

accomplish a study/task.  

 

Attracting attention  

Gathering othersô attentions on 

his/her actions. 

 

Being hospitable 

Being nice to the guests and 

entertaining them. 

 

The Classroom Assessment Activity 

As a group of three including you and your two friends, you are responsible for organizing a 

dinner for a group of eight including your classmates. You are given 10 days to get ready for this 

organization. It is your groupôs responsibility to make decisions regarding a dinner menu, make a 

budget, buy foods, select venue, cook, set an attractive dinner table, welcome and entertain guests.  
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As a group, you are expected to prepare a detailed plan for the dinner organization 

including following dimensions.  

1) Preparing a creative dinner menu.  

2) Spending at most 50 liras for one guest.  

3) Showing the consistency between the dinner menu and the shopping expenses.   

4) Selecting an appropriate place for dinner.  

5) Preparing a time schedule.  

6) Specifying the possible problems you might have during the organization and offering

 solutions to these problems  

7) Planning the event night in detail.  

Points to Consider 

1) You should prepare at most five-page plan. 

2) Your plan should include all your preparations you have done under 7 dimensions 

given above. 

3) You should make the ideas behind all your preparations clear in your plan.  

Your plan is going to be evaluated in terms of the following criteria,  

1) The use of four operations and budgeting knowledge  

2) The ability of building creative and attractive opinions  

3) Expressing all plans in detail 

4) Aligning the menu to the budget 

5) The veridicality of time schedule  

6) The ability of detecting problems and offering solutions.  

7) The ability of communication and cooperation in group  
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The Analytic Scoring Rubric  

Studentôs Name: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 

 

 

Criteria  

Levels of Achievement  

Score 

Opinions 

and 

suggestions 
Beginning(1) Developing(2) Accomplished(3) Exemplary(4) 

Preparing 

Budget 

The budget is 

hardly planned to 

accomplish the 

task.  

The budget is 

partially planned 

to accomplish the 

task. 

The budget is 

planned well 

enough to 

accomplish the 

task. 

The budget is 

completely 

planned to 

accomplish the 

task.  

  

Scheduling 

time  

The task is applied 

in a way hardly 

consistent with the 

time schedule.  

The task is applied 

in a way partially 

consistent with the 

time schedule.  

The task is applied 

in a way mostly 

consistent with the 

time schedule. 

The task is applied 

in a way 

completely 

consistent with the 

time schedule. 

  

Attractive

ness 

The task is hardly 

attractive in terms 

of the menu and 

the table setting.  

The task is slightly 

attractive in terms 

of the menu and 

the table setting. 

The task is mostly 

attractive in terms 

of the menu and 

the table setting. 

The task is 

completely 

attractive in terms 

of the menu and 

the table setting. 

  

Detecting 

Problems 

Possible problems 

that might be 

experienced are 

hardly detected.  

Few possible 

problems that 

might be 

experienced are 

detected. 

Most of the 

possible problems 

that might be 

experienced are 

detected. 

All of the possible 

problems that 

might be 

experienced are 

detected.  

  

Offering 

Solutions 

to the 

Problems 

Hardly any 

solutions to the 

possible problems 

are offered. 

Solutions to few 

possible problems 

are offered.  

Solutions to most 

of the possible 

problems are 

offered. 

Solutions to all of 

the possible 

problems are 

offered. 

  

Planning 

the Event 

Night 

The activities, the 

playlist or the 

conversation 

topics are hardly 

planned for the 

event night. 

The activities, the 

playlist or the 

conversation 

topics are slightly 

planned for the 

event night. 

The activities, the 

playlist or the 

conversation 

topics are planned 

in a creative way 

for the event night. 

The activities, the 

playlist or the 

conversation 

topics are planned 

in a very creative 

way for the event 

night. 

  

 

Teacherôs Comment:  
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The Self- Evaluation Form 

Studentôs Name:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 

Studentôs Class: . . . . . . . . . .                       Studentôs School ID Number: . . . . . . . . . . . . . . . . .  

Dear Students,  

The following expressions are designed to learn your opinions and feelings regarding the dinner invitation you 

planned as a group. Please respond to each of the expressions using the 3-point scale (Slightly true of me, 

Moderately true of me, Very true of me) to describe to what extent this expression reflects you. Please 

respond to all of the expressions.  

 

Expressions 
Slightly true 

of me (1) 

Moderatel

y true of 

me (2) 

Very true 

of me (3) 

I made a preliminary study for the task when I first got the task.     

I am glad that I got this task and worked on it.     

I realized that good planning is a key to the accomplishment on 

this task.  

   

I participated in the task with great interest.     

I obtained new and important information from this task.    

I carried out the task in collaboration with my group.       

I accomplished all my duties and responsibilities for the task.     

Note: Please respond to the following questions based on your own opinions.  

 

1. What did this task enable you to notice about ñplanned studyò?  

éééééééééééééééééééééééééééééééééééééé.. 

éééééééééééééééééééééééééééééééééééééé.. 

éééééééééééééééééééééééééééééééééééééé.. 

 

2. Which part of the task caused you to have the most difficulty in accomplishing? Why?  

éééééééééééééééééééééééééééééééééééééé.. 

éééééééééééééééééééééééééééééééééééééé.. 

éééééééééééééééééééééééééééééééééééééé.. 

 

3. What are the positive and negative sides of working in a group on this task? Why?  

éééééééééééééééééééééééééééééééééééééé.. 

éééééééééééééééééééééééééééééééééééééé.. 

éééééééééééééééééééééééééééééééééééééé.. 
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The Group Evaluation Form 

The aim of this evaluation is to specify strengths and weaknesses of your group work and 

provide feedback to you.  Please evaluate yourself and your teammates using the following scale.  

1: Developing (The work meets few criteria.)  

2: Accomplished (The work meets most criteria.) 

3: Exemplary (The work meets all criteria.) 

 

The Criteria  
Name of the Group Member 

You .... .... 

Group Work  

He/she accomplished his/her responsibility to the task, and supported the group 

to complete the task successfully.  

   1     

   2     

   3     

   1     

   2     

   3     

   1     

   2     

   3     

Willingness and Effort 

He/she participated in group meetings on time and preparedly, volunteered for 

various tasks, and provided recommendations for the works that are not his or 

her responsibility.  

   1     

   2     

   3     

   1     

   2     

   3     

   1     

   2     

   3     

Team Behavior 

He/she respected teammates, contributed to the new opinions and ideas, avoided 

behaviors that might humiliate teammates.  

   1     

   2     

   3     

   1     

   2     

   3     

   1     

   2     

   3     

Communication 

He/she gave importance to group decisions, communicated well with the group, 

promptly brought up his/her concerns regarding the group problems, exchanged 

and shared information, emotion and experience with his/her teammates. 

   1     

   2     

   3     

   1     

   2     

   3     

   1     

   2     

   3     

Problem Solving 

He/she predicted the possible problems, found appropriate ways to solve the 

problems, acted an effective part in solving problems, had positive approach to 

new and original solutions.    

   1     

   2     

   3     

   1     

   2     

   3     

   1     

   2     

   3     

 

Comments: ééééééééééééééééééééééééééééééééééé 

ééé..ééééééééééééééééééééééééééééééééééééé. 

éééééééééééééééééééééééééééééééééééééééé... 
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The Feedback Form 

Teacherôs Opinion 

Levels of Competence 

Studentôs Opinion 

Weak Progressing Mastery Weak Progressing Mastery 

Cognitive Skills 

   Student takes into consideration all the 

information/points needed in the task.   

   

   Student writes the criteria that he/she takes 

into consideration while preparing the budget.  

   

   Student justifies his decisions based on the 

related criteria.  

   

   Student creates a detailed and appropriate 

budget. 

   

   Student shows the consistency between the 

decisions (regarding the menu, shopping and 

selection of venue) and the budget. 

   

   Student detects the possible person or group 

level problems. 

   

   Student offers creative and appropriate 

solutions to the possible problems. ,  

   

Opinions and suggestions: 

 

 

 Opinions and suggestions: 

 

Weak Progressing Mastery Interpersonal Skills Weak Progressing Mastery 

   Students works in collaboration with each 

other and reflect this in their task report 

through their work-sharing.  

   

   Students share works by taking into 

consideration group membersô characteristics.  

   

   Students take group membersô opinions 

related to the problems and make a group 

decision.  

   

Opinions and suggestions: 

 

 

 Opinions and suggestions: 

 

 

 

Weak Progressing Mastery Intrapersonal Skills Weak Progressing Mastery 

   Student effectively plans the time given for 

preparation and reflects this in the time 

schedule.  

   

   Student adapts plans, actions and priorities 

based on the possible problems so as to cope 

with the changing situations.  

   

Opinions and suggestions: 

 

 

 Opinions and suggestions: 
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Abstract 

The leadership in the field of education is seen as a concept associated with activities, which are 

carried out, beyond the status. It is an expected situation that the education managers fulfill the 

leadership roles. However, teachers, one of the most important stakeholders of educational 

organizations, need to carry out their leadership roles when necessary and to continue their 

professional development to realize these roles. With the research, the teachers in educational 

organizations have been evaluated within the scope of leadership roles. In this sense, through the 

ñTeacher Leadership Scaleò, it was tried to determine the expectation levels and perception levels 

regarding the concept of leadership in the existing organizations of teachers. The research was carried 

out in Manisa Demirci District with primary education teachers and branch teachers working in 

primary schools. By means of printed forms, the data were collected by reaching 239 teachers among 

the 315 teachers who worked in the related schools in the academic year of 2017 - 2018. In the 

analysis of the data, SPSS 23 package program was used. Teachers' expectations and perception levels 

were analyzed using minimum, maximum, arithmetic mean and standard deviation for each sub ï 

dimension and total data set. Mann Whitney U and Krusskal Wallis Analysis were used to determine 

whether there was a meaningful difference between the expectation and perception levels according to 

the gender of the teachers, the teaching branch and professional seniority in the data set without 

normal distribution. In the analysis of the relationship between expectation and perception, Spearman's 

Rank ï Order Correlation Analysis was used. According to the findings obtained, significant 

difference was found in favor of the expectation level of the teachers. However, there was no 

significant difference between expectations and perception levels in terms of gender, teaching branch 

and professional seniority. There is a "weak" relationship between expectations and perception levels. 

As a result, there is an expectation among the teachers about the concept of teacher leadership. 

However, the perception of teacher leadership in the institutions they work is relatively low. 
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Introduction  

One of the factors that provide human being prevails in his struggle for life can be seen his 

accession to power source as required by the era.  Being in information age makes information today 

an important power source. Appreciate the value of knowledge and using knowledge effectively in 

production period becomes necessity (¥zgºzg¿ and Atēlgan, 2017). In this scope the interest towards 

education services providing knowledge acquisition in all societies has increasingly continued 

especially since the Second World War Being successful in received education is an expected 

situation. It can be said qualifications and efficiencies of teachers has a seperate place in reaching this 

expected success.  

In 2006 the Ministry of National Education conducted a study on ñGeneral Efficiencies of 

Teaching Professionò and right after updated this study interrelatedly with 3 main efficiencies as 

ñprofessional knowledgeò, ñprofessional skillò and ñattitudes and valuesò, 11 sub efficiencies and 65 

demonstrations (MEB, 2017). With this updated study efficiency fields that the teachers have to 

acquire, were emphasized according to the requirements of today.  

Organizations are formed with gathering of individuals to achieve their common purposes.  In 

organizations there can be not only individuals in management position that present vision, direct 

course of events or leave an impression on partners but also members that provide this situation with 

their ñleadershipò characteristics (Uĵur and Uĵur, 2014). It is possible for teachers to support their 

efficiencies with their influencing skills. This influence should not be limited just for students in class 

but also widen with leadership behaviours involving other partners (¥zt¿rk and ķahin, 2017). Can 

(2006) emphasizes informal leadership roles of teachers beside their formal leadership roles in form of 

head of department and attracts attention to four strategies in development of this situation. These can 

be ordered as continuing leadership roles out of class, sharing of experiences with colleagues, 

considering skills of colleagues and participating to school activities.  In literature scanning that 

Wenner and Campbell (2017) cunducted within the scope of teacher leadership, they emphasized that 

researches about this subject has been increased over the past decade and these researches directed to 

the questions such as how teacher leadership can be legalized, if a theory regarding teacher leadership 

can be developed or not and how the backbreaking effect of teacher leadership on teacher can be 

reduced. Smylie and Eckert (2018) about leadership in the future, emphasized foresights aiming to 

achive some basic functions in the organization such as;  

¶ Determining mission, vision and basic values, 

¶ Developing profession, coordination, control, communication, questioning, learning 

and improvement systems, 

¶ Developing and managing supportive organizational circumstances, 

¶ Developing, achieving and assigning sources (human, social, economic etc.), 

¶ Observing and managing the relation of school with the environment. 

Beycioĵlu and Aslan (2010) considered leadership today as displaying common leadership 

behaviours with team and with their study revealed three dimensions in teacher leadership as 

ñInstitutional developmentò, ñProfessional developmentò and ñCooperation with colleaguesò. In 

related dimensions leadership roles that the teachers display will have positive contributions to 

organization and stated dimensions can be explained as follows;  
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Institutional development 

Influence of organization around as a whole can be accepted as an indicator of institutional 

development. As institutional development associates with the whole of organization, desire and the 

effort of each member of organization displaying in this direction carry a meaning. In educational 

organizations it is clear that school managers have important effects on development and changing 

however it should be stated that teacher leadership has a different importance in achievement and 

sustainment of the targeted development and changing. It can be said that volunteer and active roles 

will be achieved with teacher leadership in school centered activities. It is possible that teacher 

leadership affects school culture and contributes to organizatonal development (Can, 2007). Although 

researches about teacher training see qualifications that teachers have to have, they show that their 

effect should be beyond class in form of involving school (Can, 2009). This effect can be ordered as 

taking part in professional working groups, affecting parent participation, trying to provide source, 

being volunteer in coordinated activities, preparing reports and information about school, achieving 

official duties effectively, applying and taking part in strategic plan period, helping acquisition and 

choosing of required materials, increasing success by organizing extrascholastic activities. 

Professional Development  

When reason for being of whole education system is associated with raising up future 

generations the best way, the importance of qualification required in education services comes 

forefront. It is a known reality that teacher qualifications affect the quality of education directly 

(ķiĸman, 2006). In this respect in pre ï service trainings provided in teacher training and in ï service 

training taken in profession there should be opportunities providing contribution to teacher 

development (Demir and Kºse, 2016). Besides these opportunities the behaviours that teachers will 

display in profession in this way and the effect of these behaviours on organization are also important. 

It can be said that behaviours such as consulting with colleagues, learning from colleagues, showing 

devoted effort for success, being constructive, giving value to colleagues, providing participation of 

others in taking decision, developing teaching period according to level of a student, feeling trust and 

giving trust, being participant and sharing will contribute to professional development.  

Cooperation with Colleagues 

In achieving the aim of organizations, it is a necessary situation that the partners of 

organizations work together accordantly and behave together. In information society cooperation and 

communication are considered as an important subtitle on behalf of learning and renewing skills of 

individuals (Anag¿n and Atalay, 2017). Yēlmaz, Oĵuz and Altēnkurt (2017) pointed the importance of 

teachers guiding and supporting their colleagues in terms of contribution to organization culture. As 

teacher leadership necessitates collaborative work among teachers, it carries this situation beyond 

classical leadership (Eryaman, 2007; Bozkuĸ, Taĸtan and Turhan, 2015). The leadership behaviours of 

teachers regarding this dimension can be as; helping new participant teachers, supporting and showing 

effort to increase professional development in organization, sharing experiences and actual 

developments, participating studies and projects.  

It can be said that increasing power of knowledge and gradual complexification of education 

system necessitate teachers that are the most important factors of this system, to be more dynamic and 

autonomy in the system. At this point supporting teacher leadership by strengthening teacher 

autonomy seems to be an important situation (Strong and Yoshida, 2014). Within the scope of 

leadership roles teachers are expected to be creative, affect his surrounding and contribute 

organizational changing and development via this way (Daĵ and Gºkt¿rk, 2014). Demir (2015) 

emphasized that teacher leadership is considered as a key factor in terms of reorganizing of schools 

and expertizing of teachers. So, it can be said that teachers achieving leadership roles by contributing 

organizational development, continuing professional development and being in cooperation with 

colleagues will be effective in reaching targets determined by education organizations.  
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The requirement of identifying expectations of teachers with their own points of view 

regarding teacher leadership as well as their evaluations for actual situation formed the problem of this 

research and the problem sentence of research was identified like this:  

ñWhat is the teachersô own expectation and perception level for teacher leadership?ò 

Within the scope of problem sentence how the leadership roles should be in schools that the 

teachers are working and how this situation actualizes, was tried to be identified.  

The answer for these sub problems was searched in the direction of problem sentence obtained 

in research.  

1) Is there a significant difference in expectations and perceptions of teachers towards 

teacher leadership? 

2) Is there a significant difference in expectations and perceptions of teachers towards 

teacher leadership according to gender? 

3) Is there a significant difference in expectations and perceptions of teachers towards 

teacher leadership according to teaching branches? 

4) Is there a significant difference in expectations and perceptions of teachers towards 

teacher leadership according to professional working year? 

5) Is there a relation between expectations and perceptions of teachers towards teacher 

leadership?  

The aim of research is to reveal beliefs of teachers towards teacher leadership and actual 

situation regarding teacher leadership in working conditions. With this aim teacher leadership was 

handled within the scope of institutional development, professional development and cooperation with 

colleagues. The research seemed to be important in terms of showing teacher approaches towards 

leadership roles thought to have effect in reaching targets of education organizations and how this 

situation actualizes at what rate in organizations. Also, it is expected to provide contribution for 

function of education organizations with findings and results of research. The research is limited with 

the evaluations of teachers working in primary schools in Manisa ï Demirci District. 

Methodology 

This research in which expectations and perceptions towards teacher leadership in schools 

were searched, was conducted according to quantitative research methods. With quantitative research 

methods that are known as positive opinion, researched subject can be observed and analysed 

objectively and independently from researcher (B¿y¿kºzt¿rk, ¢akmak, Akg¿n, Karadeniz and 

Demirel, 2013). Generally quantitative research methods are based on descriptive and experimental 

models. According to ķimĸek (2012) as descriptive models reveal reality as it is, research subject is 

conducted over the whole of population or sampling representing population (Karasar, 2012). In this 

research descriptive model from quantitative research models, was used. 

Population and Sampling  

All teachers working in primary schools in Manisa province Demirci district were identified as 

population.  It was tried to reach to sampling of research within the scope of 95% relaibility level and 

5% error margin as ķahin (2012) pointed at. In this means 239 teachers among 315 teachers that are 

working in schools forming the population, were reached.  Sampling reflecting population is an 

important situation. In sampling choice identification of some properties of participants as scale and 

choosing sparticipants randomly are known as simple contingent (random) sampling (Karasar, 2012). 
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In identification of participants, the schools where teachers are working, were obtained as stratified 

sampling criterion after that sampling for each school was taken by using random sampling method.  

Research datas were collected in 2017 ï 2018 academic year. Population and sampling are as given in 

Table 1. 

Table 1. According to Schools Number of Teachers Forming Population and Sampling  
School name Teacher in charge (N) Teachers forming sampling (n) 

75.Yēl 38 22 

Atat¿rk 18 18 

Cengiz Topel ï Enver Armaĵan 19 14 

Cumhuriyet 17 12 

Fatih 19 15 

Makine Kimya ï H. ¢amtepe 27 20 

Mustafa ï Zehra ï Saliha Kul 10 10 

Ziya Gºkalp ï Nurettin 29 23 

Durhasan 16 13 

Ķcikler 21 15 

Mahmutlar 24 15 

Esenyurt 21 18 

Kargēnēĸēklar 13 13 

Kēlavuzlar 22 18 

Minnetler 21 13 

Total 315 239 

 

Distribution of teachers forming sampling according to gender, teaching branch, professional 

working year variables, is shown in Table 2.  

Table 2. Distribution of Teachers Forming Sampling According to Some Variables 
Variable Property f % 

Gender 
Female 119 49.8 

Male 120 50.2 

Teaching Branch 
Basic Education Teachers 87 36.4 

Branch teachers 152 63.6 

Professional working 

year 

0 ï 5 years 71 29.7 

6 ï 10 years 77 32.2 

11 ï 15 years 32 13.4 

16 ï 20 years 16 6.7 

21 ï 25 years 20 8.4 

26 years and over 23 9.6 

 

Data Collection Tool 

In research ñTeacher Leadership Scaleò developed by Beycioĵlu and Aslan (2010) was used to 

collect data. In development period of measurement tool totally 29 items were formed based on 

literature, expert opinions for items were taken, necessary regulations were done later items were 

evaluated by different experts, with adding 5 Likert type rating scale to items measurement tool was 

made ready for pre ï application. In measurement tool there are two main parts that participants can 

mark expectation and perception levels of behaviours towards teacher leadership.  After pre ï 

application done with the participation of 296 teachers and 21 managers, obtained datas were 

identified to be ready for factor analysis and by making exploratory factor analysis total correlation of 

items were calculated. According to analysis results 4 items were taken out in pre ï application. In 

measuring tool item total correlation values in perception part were found as ñ.47 ï .92ò whereas in 
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expectation part they were found as ñ.51 ï .77ò. Regarding reliability studies internal consistency and 

retest coefficients were calculated. Within the scope of reliability level Cronbach ï alpha internal 

consistency coefficient in expectation part was found as ñ.93ò whereas in perception part it was found 

as ñ.95ò. Within fortnight period the scale was repeated with total of 40 teachers and managers. 

Pearson correlation coefficient between paired points for expectation part was found as ñr=.80ò 

whereas for perception part it was found as ñr=.87ò and accordingly the reliability of mesuring tool 

against time was provided.  With its last form, measuring tool was consisted of two parts in form of 

expectation and perception, three sub dimensions and totally 25 items.   

Data Collection Period 

Permission applications regarding data collection were done to related units and after taking 

permission data collection period was started. Datas were collected from participants via printed form. 

Before data collection the participants were informed about the aim of research, according to 

confidentiality policy the results would only be used within the scope of research and requested to fill 

in the scale sincerely. With filling of given scales by participants data collection period for each 

education institution was completed.  

Analysis of Datas 

The datas were analysed by SPSS 23 programme. In analysis period significancy level was 

taken as 0.05. 

As analysing expectation and perception levels of participants towards teacher leadership 

which is the main problem of research, for each sub dimension and data set minimum, maksimum, 

arithmetic mean (xↄ) and standart deviation (sd) values were examined. 

In analysis of quantitative datas, in order to identify which test groups known as parametric 

and nonparametric would be used, some parameters were examined such as if data set shows normal 

distribution or not (Kul, 2014), some group sizes are under or over 30 (Yēlmaz ve Yēlmaz, 2005). 

Normality tests were applied to obatined datas and since number of total participants is over 50 

(B¿t¿ner, 2008) Kolmogorov Smirnov Test was based on. By this means in the scope of both 

expectation and perception parts significancy level for institutional development, professional 

development, cooperation with colleaguesô dimensions and for all, was found as (p=.00) and it was 

decided that datas do not show normal distribution.  

As analysing if there is significant difference in expectation and perception levels towards 

teacher leadership which is the first sub problem of research, Mann Whitney U Analysis was used.  

Gender and teaching branch variables were collected under two groups whereas professional working 

year was collected under six groups. By this means as analysing expectation and perception levels 

towards gender and teaching branch variables which are the second and third sub problems of 

research, Mann Whitney U Analysis was used. As analysing expectation and perception levels towards 

Professional working year variable which is the fourth sub problem of research, Krusskal Wallis 

Analysis was used. As analysing the relationship between the expectation and the perception levels 

towards teacher leadership which is the last sub problem of research, Spearman Rank Correlation 

Analysis was done. 

Findings and Comments 

In this part findings obtained by analysing of datas within the scope of problem sentence and 

sub problem sentences of research and comments towards these findings were given place.  
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Findings and Comments towards Research Problem Situation  

As problem sentence of research is ñWhat is the teachersô own expectation and perception 

level for teacher leadership?ò, by this means obtained findings and comments are given in Table 3 for 

expectation part and in Table 4 for perception part.  

Table 3. Expectation Levels of Teachers towards Teacher Leadership 

Dimension n Minimum  Maximum xↄ sd 

Institutional 

Development 
239 21.00 45.00 39.0335 5.32780 

Professional 

Development 
239 34.00 55.00 52.6569 3.47975 

Colleague 

Cooperation  
239 15.00 25.00 22.9498 2.18031 

Total 239 78.00 125.00 114.6402 9.69299 

 

Table 4. Perception Levels of Teachers towards Teacher Leadership 

Dimension n Minimum  Maximum xↄ sd 

Institutional 

Development 
239 13.00 45.00 31.0628 6.72761 

Professional 

Development 
239 27.00 55.00 47.2762 6.33908 

Colleague 

Cooperation 
239 11.00 25.00 19.3682 3.55485 

Total 239 52.00 125.00 97.7071 15.02120 

 

Total point arithmetic mean of expectation level was found as 114,64 (always) whereas total 

point arithmetic mean of perception level was found as 97,70 (frequently). Generally arithmetic mean 

points towards teacher leadership were found high both for expectation and perception level. It can be 

said this situation could be generated from experienced developments in teacher efficiencies and 

increased technical skills of teachers. Obtained findings point that teachers find themselves more 

efficient in both expectation and perception levels. Also, expectation level points were found higher 

than perception level points. It can be said that this is an expected situation. 

Arithmetic averages for institutional development dimension were found as 39,03 (always) for 

expectation level whereas for perception level they were found as 31,06 (frequently). In institutional 

development dimension in item 9 ñBeing volunteer in participating studies towards development of 

schoolò got the highest arithmetic average for both expectation level (xↄ=4,67 ï always) and perception 

level (xↄ=3,98 ï frequently). According to these findings it can be said that teachers are in tendency of 

contributing their institutions at the highest rate and directly by taking place in intramural activities. In 

institutional development dimension in item 6 ñTaking in charge in Professional working groups in 

province, region or country levelò got the lowest arithmetic average for both expectation level (xↄ=3,93 

ï frequently) and perception level (xↄ=2,76 ï sometimes). According to evaluations of teachers it can 

be said that taking in charge in extrascholastic working groups affects institutional development 

indirectly and it is a situation that is less preferred and observed associated with various reasons. 

Arithmetic averages for professional development dimension were found as 52,65 (always) for 

expectation level whereas for perception level they were found as 47,27 (always). In professional 

development dimension in item 19 ñBehaving colleagues as a valuable member of schoolò expectation 

level as (xↄ=4,91 ï always / sd=0,33) got the highest arithmetic mean and in item 24 ñReassuring to the 

studentsò expectation levels as (xↄ=4,91 ï always / sd=0,29) got the highest arithmetic mean. For 

expectation level item 22 ñBeing example in giving an opportunity for participating and sharing 

learning activitiesò got the lowest arithmetic mean as (xↄ=4,64 ï always). Similatly in professional 

development dimension item 24 got the highest arithmetic mean as (xↄ=4,64 ï always) for perception 
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level. For perception level item 20 ñMaking an effort for effective participation of colleagues in taking 

decisions about schoolò got the lowest arithmetic mean as (xↄ=4,11 ï frequently). According to these 

findings it can be said that reliability level of students towards teachers is considered as an important 

indicator on behalf of professional development. According to item 24 that got the highest point in 

both levels it can be said that teachers care about approaches of students at evaluation point of their 

professional development. When the items got the lowest points are considered, it can be said that 

teachers primarily continue their professional developments for themselves and on the behalf of their 

students. Also, as it was mentioned in item 19 giving value to their colleagues can be interpret as being 

open to different ideas in terms of their professional development.   

Arithmetic averages for colleague cooperation dimension were found as 22,94 (always) for 

expectation level whereas for perception level they were found as 19,36 (frequently). In colleague 

cooperation dimension in item 1 ñHelping teacher candidates, trainee teachers and newly appointed 

teachersò got the highest arithmetic average for both expectation level (xↄ=4,77 ï always) and 

perception level (xↄ=4,32 ï always). In colleague cooperation dimension in item 5 ñParticipating in 

studies or research project processes (preparing, conducting and participating)ò got the lowest 

arithmetic average for both expectation level (xↄ=4,31 ï always) and perception level (xↄ=3,30 ï 

sometimes). According to the findings obtaned over this dimension it can be said that embracing new 

participants and helping them is considered as a prior situation on behalf of colleague cooperation. 

Teachers helping new participants without externalising can be considered as an important beginning 

in terms of colleague cooperation. It can be seen via item 5 that there is a demand of taking part in 

various projects and studies however this situation does not occur at the same rate. Although this 

difference between expected and percepted situations can be considered as normal, it can be said that 

various informal structures in organization play role at this point.  

Findings and Comments towards First Sub Problem of Research 

As the first sub problem sentence of research is ñIs there a significant difference between 

expectations and perceptions of teachers towards teacher leadership?ò, the findings and comments 

obtained as a result of Mann Whitney U Analysis were given in Table 5. 

Table 5. Mann Whitney U Analysis Showing the Difference of Points of Teachers for Each 

Dimension and Total towards Teacher Leadership According to Expectation and Perception Levels 

Dimension Level N Mean Rank Rank Sum U p 

Institutional 

Development 

Expectation 239 317.23 75818.00 

9983.000 .000 

Perception 239 161.77 38663.00 

Professional 

Development 

Expectation 239 308.90 73827.00 

11974.000 .000 

Perception 239 170.10 40654.00 

Colleague 

Cooperation 

Expectation 239 311.12 74358.50 

11442.500 .000 

Perception 239 167.88 40122.50 

Total 

Expectation 239 319.88 76452.50 

9348.500 .000 

Perception 239 159.12 38028.50 

 

According to Table 5 the points got for each dimension and total towards teacher leadership 

depending on expectation and perception level, show significant difference in favour of expectation 

level (p=.00). Although this generated condition is considered as an expected situation, the research 

shows consistency with the obtained findings towards research problem situation.  
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Findings and Comments towards Second Sub Problem of Research  

As the second sub problem sentence of research is ñIs there a significant difference between 

expectations and perceptions of teachers towards teacher leadership according to gender?ò, the 

findings and comments obtained as a result of Mann Whitney U Analysis were given in Table 6 for 

expectation part and in Table 7 for perception part. 

Table 6. Mann Whitney U Analysis Showing the Difference of Expectation Points of Teachers for 

Each Dimension and Total towards Teacher Leadership According to Gender Variable  

Dimension Gender n Mean Rank  Rank Sum U p 

Institutional 

Development 

Female 119 126.86 15096.50 
6323.500 .125 

Male 120 113.20 13583.50 

Professional 

Development 

Female 119 127.24 15141.00 
6279.000 .092 

Male 120 112.83 13539.00 

Colleague Cooperation 
Female 119 121.57 14467.00 

6953.000 .720 
Male 120 118.44 14213.00 

Total 
Female 119 126.16 15013.50 

6406.500 .169 
Male 120 113.89 13666.50 

 

According to Table 6 the points got for each dimension and total towards teacher leadership at 

expectation level depending on gender do not show significant difference (p>.05). This situation can 

be interpreted as expectation level does not change according to gender about teacher leadership and 

the expectation points of male and female teachers towards teacher leadership are equal.   

Table 7. Mann Whitney U Analysis Showing the Difference of Perception Points of Teachers for Each 

Dimension and Total towards Teacher Leadership According to Gender Variable   

Dimension Gender N Mean Rank  Rank Sum U p 

Institutional 

Development 

Female 119 125.53 14938.00 
6482.000 .218 

Male 120 114.52 13742.00 

Professional 

Development 

Female 119 124.63 14830.50 
6589.500 .302 

Male 120 115.41 13849.50 

Colleague 

Cooperation  

Female 119 125.05 14881.50 
6538.500 .259 

Male 120 114.99 13798.50 

Total 
Female 119 125.36 14918.00 

6502.000 .232 
Male 120 114.68 13762.00 

 

According to Table 7 the points got for each dimension and total towards teacher leadership at 

perception level depending on gender do not show significant difference (p>.05).   This situation can 

be interpreted as perception level does not change according to gender about teacher leadership and 

the perception points of male and female teachers towards teacher leadership are equal.  

Findings and Comments towards Third Sub Problem of Research  

As the third sub problem sentence of research is ñIs there a significant difference between 

expectations and perceptions of teachers towards teacher leadership according to teaching branches?ò, 

the findings and comments obtained as a result of Mann Whitney U Analysis were given in Table 8 for 

expectation part and in Table 9 for perception part. 
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Table 8. Mann Whitney U Analysis Showing the Difference of Expectation Points of Teachers for 

Each Dimension and Total towards Teacher Leadership According to Teaching Branch Variable  

Dimension Teaching Branch n Mean Rank Rank Sum U p 

Institutional 

Development 

Basic Education Teacher 87 121.06 10532.50 
6519.500 .856 

Branch Teacher 152 119.39 18147.50 

Professional 

Development  

Basic Education Teacher 87 125.63 10930.00 
6122.000 .320 

Branch Teacher 152 116.78 17750.00 

Colleague 

Cooperation 

Basic Education Teacher 87 127.78 11116.50 
5935.500 .178 

Branch Teacher 152 115.55 17563.50 

Total 
Basic Education Teacher 87 124.29 10813.00 

6239.000 .467 
Branch Teacher 152 117.55 17867.00 

 

According to Table 8 the points got for each dimension and total towards teacher leadership at 

expectation level depending on teaching branch do not show significant difference (p>.05). This 

situation can be interpreted as expectation level does not change according to teaching branch about 

teacher leadership and the expectation points of basic education and branch teachers towards teacher 

leadership are equal.   

Table 9. Mann Whitney U Analysis Showing the Difference of Perception Points of Teachers for Each 

Dimension and Total towards Teacher Leadership According to Teaching Branch   

Dimension Teaching Branch n Mean Rank   Rank Sum U p 

Institutional 

Development 

Basic Education Teacher 87 115.67 10063.00 
6235.000 .463 

Branch Teacher 152 122.48 18617.00 

Professional 

Development 

Basic Education Teacher 87 112.60 9796.00 
5968.000 .209 

Branch Teacher 152 124.24 18884.00 

Colleague Cooperation 
Basic Education Teacher 87 122.44 10652.50 

6399.500 .678 
Branch Teacher 152 118.60 18027.50 

Total 
Basic Education Teacher 87 116.39 10125.50 

6297.500 .541 
Branch Teacher 152 122.07 18554.50 

 

According to Table 7 the points got for each dimension and total towards teacher leadership at 

perception level depending on teaching branch do not show significant difference (p>.05).   This 

situation can be interpreted as perception level does not change according to teaching branch about 

teacher leadership and the perception points of basic education and branch teachers towards teacher 

leadership are equal.  

Findings and Comments towards Fourth Sub Problem of Research  

As the fourth sub problem sentence of research is ñIs there a significant difference between 

expectations and perceptions of teachers towards teacher leadership according to Professional working 

year?ò, the findings and comments obtained as a result of Krusskal Wallis Analysis were given in 

Table 10 for expectation part and in Table 11 for perception part. 
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Table 10. Krusskal Wallis Analysis Showing the Difference of Total Expectation Points of Teachers 

towards Teacher Leadership According to Professional Working Year Variable  

Professional Working Year  N Mean Rank X2  df p 

0 ï 5 71 123,32 

2.303 5 .806 

6 ï 10 77 111,86 

11 ï 15 32 121,25 

16 ï 20 16 133,56 

21 ï 25 20 129,75 

26 years and over  23 117,33 

Total 239  

 

According to Table 10 the total points got towards teacher leadership at perception level 

depending on Professional working year do not show significant difference (X
2
=2,303, sd=5, p=.806). 

This situation can be interpreted as perception level does not change according to Professional 

working year about teacher leadership and the points of teachers towards teacher leadership according 

to professional working year, are equal.  

Table 11. Krusskal Wallis Analysis Showing the Difference of Total Perception Points of Teachers 

towards Teacher Leadership According to Professional Working Year Variable  

Professional Working Year N Mean Rank X2  df p 

0 ï 5 71 119,63 

9.094 5 .105 

6 ï 10 77 116,44 

11 ï 15 32 113,03 

16 ï 20 16 104,50 

21 ï 25 20 113,03 

26 years and over 23 159,61 

Total 239  

 

According to Table 11 the total points got towards teacher leadership at perception level 

depending on Professional working year do not show significant difference (X
2
=9,094, df=5, p=.105). 

This situation can be interpreted as perception level does not change according to professional 

working year about teacher leadership and the points of teachers towards teacher leadership according 

to Professional working year, are equal.  

Findings and Comments towards Fifth Sub Problem of Research  

As the fifth sub problem sentence of research is ñIs there a relation between expectations and 

perceptions of teachers towards teacher leadership?ò, the findings and comments obtained as a result 

of Spearman Rank Correlation Analysis were given in Table 12. 

Table 12. Spearman Rank Correlation Analysis Showing the Relation between Expectation and 

Perception Level Total Points of Teachers   

Variable N r s p 

Expectation ï Perception 239 .346 .000 

 

According to Table 12, there is a weak relation between total points got at expectation-

perception level towards teacher leadership (rs=.34, p=.00). Within the scope of research this situation 

can be considered as while teachers are evaluating actual situation towards teacher leadership, they 

express their perception levels objectively without affecting from their expectation levels.  
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Discussion, Result and Suggestions 

In this part discussions conducted in the light of findings obtained within the scope of 

research, attained results and given suggestions take part.  

It is in question that the paradigm belonging to period humankind lives, reflects to all fields. 

Within historical period when achieved stages are considered, it can be said that we are in continuous 

change and development. Toffler (1980) defines this period as agricultural society for a thousand 

period, industrial society for period of three hundred years and for the last period as information 

society. However, these days are started to be mentioned as Industry 4,0 period where there is 

embodiment of product or service accaording to demand, search of flexibility and perfectness in 

production and service, as it is in all fields blowing of winds of change in education field (Yazēcē and 

D¿zkaya, 2016). The main actors of this change can be ordered as increased knowledge, vary of 

philosophies about knowledge, increasing of thinking limits, changes in values and expectations, 

increasing of labour force, production and product variety etc. Within the scope of Industry 4,0 for 

success of transformation one of the eight criterion that is thought to be successful is education and 

continuity of professional development (¢eliktaĸ, Sonlu, ¥zgel and Atalay, 2015). In the context of all 

these changes the importance of education services that has an important place in social mobility of 

individuals, does not reduce on the contarary it gradually increases. By this means the expectations 

towards the roles of teachers that have great part in the content of education and in presentation of 

education services, increase in parallel to experienced developments (Eryaman & Riedler, 2009). 

Teacher leadership held within the scope of research and expectations towards teachers come out in 

the frame of this leadership approach can be considered as one of the efficiency fields that teachers 

have to have. Today when it is thought that the content of education cannot be limited with school, the 

teachers are expected to contribute institutional development within the scope of leadership roles, 

continue their professional developments and make cooperation with their colleagues.  

It is seen that teacher leadership as one of the concepts that has to be supported to increase the 

quality of education, frequently finds response in literature. In this research in which teacher 

leadership is evaluated according to expectation and perception levels of teachers, teachers 

interiorising this subject and showing behaviours towards this way can be seen as main result 

according to obtained findings. Also, as expected situation expectation levels of teachers were found 

higher than perception levels. Besides this, the weak relation came out between expectation and 

perception levels shows at what rate teachers are in expectation about this subject and at what rate 

their expectations achieved in actual situation. There was not obtained any difference both at 

expectation and perception levels and sub levels of teachers according to gender, teaching branch and 

professional working year. At this point there reached a conclusion that teacher leadership is an 

accepted concept in the eye of all teachers.  

Within scope of research discussion, result and suggestions according to sub dimensions 

regarding teacher leadership are as follows; 

Institutional Development Dimension 

When institutional development is thought as one of the qualifications that education 

institutions are expected to have, it is seen that leadership concept is among indicators ordered towards 

period as Cheng, Tam and Tsui (2002) stated. It is an expected situation that leadership roles of 

education managers are seen both in their status and in their conducted studies. However, as education 

content leadership concept is held in terms of business rather than status today (Dempster et al., 2017). 

By this means it can be said that teachers showing leadership behaviours towards various activities 

will provide positive contribution to institutional development. On the basis of this dimension the 

tendency of teachers towards participating to studies towards school development is among observed 

results. Besides this, although evaluations done towards more specific activity fields got high point 

again, it fell behind general content. On the basis of this dimension there reached a conclusion that 

there is a general tendency in teachers however at some points due to various reasons this tendency 
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decreases.  For the activity fields in which tendency is little, reasons such as the existence of resistence 

point or insufficieny in leading point can be asserted. In this scope on behalf of institutional 

development it can be suggested to conduct studies such as forming a team by management for 

activities with low participation, making period guidance, increasing sensibility. Also, it should be 

careful about persistency of solutions produced for continuing of participation and conducting 

activities providing contribution to institutional development. By this means the importance of 

involving teachers by managers to decision periods, supporting situations revealing teacher leadership, 

giving time and opportunity for teachers in this way, providing education and source at necessary 

points, can be emphasized.   

Professional Development Dimension 

One of the power sources effective in obtaining and maintaining of leadership is expertise 

power. It is possible to maintain expertise power defined as special skill, knowledge and abilities of 

leader (Can, 2010) via professional development. As a dimension of teacher leadership for 

professional development Ķlĵan (2013) stated that student is valuable in proportion to his effect to 

learnings. As supporting this saying at this dimension, the highest point that teacher evaluations have, 

was taken via item of relable given to students.  By this means the effort of teacher to maintain his 

professional knowledge and professional development is among important factors that give reliable to 

student and increase the quality of education. Education managers and experts generally show a wide 

consensus in supporting professional developments of teachers however there occurs problems about 

this subject due to questions such as what is important for teachers, how the organization is done, how 

the support is given, how  sustainability is provided (Lieberman and Miller, 2007). As a result, 

obtained research results show that teachers are concerned and willing in terms of professional 

development. About professional development the highness of readiness level of teachers can be seen 

as an important advantage on behalf of incresing quality of education. In order to maintain this 

situation doing legal regulations that will open the ways of teachers in professional development, 

increasing personal benefits, using various motivating equipments and organizing trainings can be 

suggested to education managers.   

Cooperation with Colleagues 

Another dimension of teacher leadership can be considered as contributing achievement of 

aims of organization by affecting formal and informal groups in education organizations. The 

existence of cooperation among teachers in terms of providing Professional development and 

increasing quality in education organizations via this way carries a seperate importance (Archibald et 

al., 2011; Desimone et al., 2002). By this means activities such as supporting new participants, 

affecting developments of colleagues, sharing experiences, discussing actual developments and 

participating in various studies, can be conducted. According to findings obtained within the scope of 

research, there reached a conclusion that the teachers are rather willing in studies defined as colleague 

cooperation. However, at perception level participating in various studies are not seen as high as at 

expectation level. In addition, there observed sufficiencies especially at involving studies and project 

point.  It can be said that there is the effect of school culture at this point.  Uĵurlu and Yiĵit (2014) 

state that forming effective school culture and open school climate can increase volunteer participation 

to these kinds of behaviours. It can be suggested that in terms of increasing colleague cooperation 

school managers present social environments for teachers to recognize eachother and use various 

motivating tools in this way. Also, it can be said that it is necessary to solve problems that teachers 

encounter in terms of work load and time to conduct these kinds of studies. 
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Abstract 

A web-based education system was designed within the scope of a project to ensure the professional 

development of middle school mathematics teachers. This system was designed in a way to allow 

teachers to prepare a Hypothetical Learning Trajectory and lesson plan related to the algebra learning 

content and also to give feedback to these contents prepared. In this study, it was aimed to determine 

teachersô opinions about such web-based education system. In line with this aim, at the end of 

application, semi-structured interviews were conducted with twelve mathematics teachers. In this 

study, phenomenology, one of the qualitative research designs, was adopted, and thematic analysis 

was used in the analysis of data. Accordingly, six main themes regarding the process taking place from 

the design stage to the application stage of the web-based education system were specified to 

determine the opinions of teachers regarding the system. According to the results obtained, it was 

observed that teachers generally liked the design of the system. When teachersô opinions about the 

strengths and weaknesses of the system are examined, the strengths are the facts that it makes teachers 

prepare lesson plans and that the system enables to revise these lesson plans prepared in line with the 

reflective questions and feedback received from moderators. Regarding the weak aspect of the system, 

only one teacher expressed his/her opinion that integrating the theoretical knowledge in the feedback 

of moderators into the class does not apply to all learning environments. The general opinion of 

teachers about their satisfaction with the web-based education system is that they are satisfied with the 

system. They emphasized that teachers get detailed information about certain algebraic concepts and 
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integrate this information into their teaching thanks to expert opinions they receive. Furthermore, it 

was observed that teachers agree that the system is useful in recognising their own shortcomings and 

mistakes. 

Keywords: Professional development, Learning trajectory, Web-based education system, Middle 

school mathematics teachers, Mathematics education. 
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Introduction  

Professional development of teachers takes place through formal or informal learning. Formal 

learning is a structured and organized process, that is, this process is related to a training program 

received by teachers. Therefore, postgraduate education, in-service training, seminars, etc. are 

included in this process. However, informal learning, it is related to teachersô individual experiences 

(Gann & Friel, 1993; Grosemans et al., 2015). Both ways of learning affect the teaching and learning 

process of teachers. However, there is also a need for professional development programs to ensure the 

continuity of learning and to increase the qualification of teachers. When the related literature is 

examined, it is observed that there exist studies on professional development in different contexts. It is 

noteworthy that some of these studies are aimed at professional development of mathematics teachers 

(Ball & Cohen, 1999; Sztajn, Campbell & Yoon, 2011; Wieland, 2011; Jones & Oôbrien; 2011; Huber, 

2011; Snoek, Swennen & Van Der Klink, 2011; Patel, Franco, Miura & Boyd, 2012; Borko, Koellner 

& Jacobs, 2014). These studies show that teachers have made progress in the context of pedagogical 

content knowledge and experienced positive changes in their beliefs and attitudes (B¿t¿n, 2012; Lee-

Swars, 2015).In Turkey, the shortcomings in teachersô competences stand out in studies on the 

pedagogical content knowledge of mathematics teachers (Goulding, Rowland & Barber, 2002; Baĸt¿rk 

& Dºnmez, 2011; Gºkkurt & Soylu, 2016; Tanēĸlē, Ayber & Karakuzu, 2018). While a number of of 

these shortcomings may be related to the quality of the undergraduate education of teachers, a number 

of of them are related to the efficacy of the individual efforts of teachers to develop themselves after 

they begin their profession. 

The professional development of teachers in Turkey has been ensured by the Ministry of 

National Education (MoNE) In-service Training Department, and locally by governorates since 1982. 

In addition to these, professional development activities are maintained through the seminars held 

within the school, and projects conducted by the MoNE, universities or various institutions (B¿men et 

al.,, 2012). Nevertheless, in addition to in-service teacher training they receive, it is important to 

monitor what teachers learn in this training, how they integrate their new knowledge and skills in their 

classes, how they evaluate their students in this process and how they reflect these evaluations to their 

own learning. Unfortunately, in-service training carried out in Turkey does not include much of this 

kind of information. On the other hand, many studies conducted on professional development are not 

compulsory and usually provided during summer holidays, mid-term breaks, at weekends or outside 

school hours. Therefore, teachers need to allocate additional time to be part of such activities. 

Considering the factors that will obstruct the development of teachers, the most effective and 

efficient support to them can be provided through web-based education systems in which teachers can 

get help from the environment in todayôs world in which the internet and technology are part of our 

lives. Indeed, it is noteworthy that such systems are used to provide the professional development of 

teachers and become widespread with each passing day (Kao & Tsai, 2009; Waheed et al.,, 2011; 

Chien, Kao, Yeh & Lin, 2012). On the other hand, it is observed that these studies are on examining 

the changes in the attitudes, beliefs, and motivations of teachers (Kao, Wu & Tsai, 2011; Chien, Kao, 

Yeh & Lin, 2012). Therefore, in addition to these investigations, it can be said that there is a need for 

studies, which investigate the professional development of teachers through web-based systems with 

various interactive functions such as discussion environments, investigating course materials and 

giving feedback, updating and changing these materials, adding videos with classroom practices when 

needed, and providing feedback upon these videos. In this way, how teachers integrate the training 

they have received into the classroom environment can be observed.  

Along this direction, in the context of this paper, a web-based education system that is 

independent of time and place was developed, and a two-year project study was planned to ensure the 

professional development of mathematics teachers. The scope of the project is to design a web-based 

portal to ensure professional development of mathematics teachers, where the teachers design their 

own Hypothetical Learning Trajectories (HLT) (Simon, 1995) regarding teaching-learning algebra 

activities in Turkish middle school mathematics context. HLT was first suggested by Simon (1995) for 

the literature on mathematics education. The HLT can be expressed as creating educational activities 
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that make students understand the mathematical concept more deeply by describing the learning 

routes of students with regard to a mathematical concept, in other words, defining a roadmap for their 

progress in the process of learning (Simon, 1995; Zembat, 2016). Within the scope of this project, 

each teacher designed HLT through web-based system by interacting with mathematics teacher 

educators for each step (as will be described later) considering learning goals, student backlog and use 

of appropriate materials and activities. The pilot study of the project (i.e. the first year of the project) 

has been completed, continues. 

In this article, it was aimed to both introduce the design and application process of the web-

based education system and determine the opinions of the middle school mathematics teachers who 

use a web-based education system and participate in the pilot study. The answer to the following 

research question was sought in this context: 

What are the opinions of middle school mathematics teachers on ensuring their professional 

development through a web-based education system? 

It is believed that this study will serve as an example to similar projects to be newly designed 

by presenting the design of a practical and ergonomic web-based education system based on HLTs. It 

is also believed that this study is important in terms of both making the system more functional and 

ensuring the participation of teachers in similar studies in line with the opinions to be taken from 

teachers. 

Designing a Web-Based Education System 

Three stages were taken into consideration when designing a web-based education system 

named XXXX  (the Programme for Supporting the Professional Development) developed within the 

scope of the project. In the first stage, the content was prepared which included the introductory video 

of the project, theoretical perspectives (constructivism and learning trajectory presentation) and 

examples (hypothetical learning trajectories and lesson plans) aiming to inform the participants about 

the project, and this content prepared was transferred to the Web environment under the name of the 

relevant website xxxxx.edu.tr 

As provided in Figure 1, the introductory video of the project was placed on the main page of 

the web-based education system. Furthermore, buttons, which enable the teachers who wish to 

participate in the project to register in the system and then log in, were placed on this page. 

 

Figure 1. The Main Page Screen with the Projectôs Introductory Video 

 

Presentations on how teachers can use the system as the participants of the project, theoretical 

perspectives that constitutes the content of the project, and the examples prepared were placed on the 
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main page immediately after the introductory video for teachers to access them easily all the time 

(Figure 2). Furthermore, a membership automation system was created on the website for security 

purposes, and the activities of the participants (teachers) were taken under control by the 

administration panel and admin (project coordinator). 

 

Figure 2. Section with Theoretical Information and Examples on the Main Page 

 

The communication component of the system was addressed in the second stage of the design 

of the web-based education system. In this context, the membership of twelve teachers, who were 

determined as project participants, was activated, and other memberships were made passive. Twelve 

teachers who were determined as the participants of the project were assigned randomly to three 

researchers, who were moderators in the system, and the processes of the teachers were made available 

for monitoring by the researchers through the moderator interface. In addition to this, a connected 

users tab, which allows four participants assigned to each researcher. 

The third stage of the design of the web-based education system, which is the management 

component, is the part in which the task cycle and the processes in this cycle are designed. In this 

context, three different designs were created: admin, moderator and user interfaces. The admin 

interface is the section where all the settings in the application are performed. The moderator interface 

is the section where the moderators can monitor the processes of the users (i.e. teachers). In this 

process, the moderator can examine the learning objectives entered into the system by teachers and 

give feedback with regard to these learning objectives. Then, by examining the lesson plans prepared 

by teachers according to the provided feedback, they receive (modified) learning objectives. 

Moreover, the moderators can ask reflective questions to teachers with regard to such lesson plans and 

give feedback according to given responses of reflective questions. In addition to this, moderators can 

watch the classroom videos through the portal where the teachers upload to the system.  

The user interface is a section where teachers enter their learning objectives, lesson plans, 

practices into the system and get feedback from the moderators. The processes (Creation of learning 

objectives, Preparation of the lesson plan, Implementation of the lesson plan, and Adding the video of 

the lesson) which the teachers go through when creating their learning trajectories. In this cyclical 

structure, teachers must successfully complete the previous process in order to pass to the next 

process, and the moderator must approve the teachersô processes. Taking the moderatorsô approve can 

be considered as a key tool in the context of the web portal.  

The processes appear in grey if the teacher who has started the task cycle does not enter any 

data (see Figure 3). When one of the processes is completed, it turns yellow, and the moderator is 

expected to provide feedback on the completed process and ask the reflective questions. After 

evaluating and approving the process by the moderator, it turns green and allows the teacher to move 

on to the next process. 
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Figure 3. Functioning of the Task Cycle through the portal 

 

In the web-based education system, communication between moderators (researchers) and 

users (teachers) is provided through feedback and reflective questions. In this direction, when teachers 

are asked reflective questions or given feedback by moderators, teachers can follow these feedback 

and reflective questions from the task cycle on their screens as shown in Figure 4. Furthermore, 

moderators are automatically informed by e-mail of the interactions of teachers regarding the system, 

similarly, the teachers are automatically informed of the interactions of moderators by e-mail. 

 

Figure 4. Appearance of the Feedback and Reflective Questions in the Task Cycle 

 

Methods, Research Design 

In this study, phenomenology among qualitative research designs was used since it was aimed 

to determine the opinions of middle school mathematics teachers on the professional development 

over the web-based education system. Phenomenology is a qualitative research model that examines in 

depth the phenomena that we are aware of but are not knowledgeable enough, or we do not think 

enough about (Creswell, 2009; Frankel & Wallen, 2000; Yēldērēm & ķimĸek, 2013). Phenomenology 

is also expressed as cases when all participants experience a common phenomenon (Creswell, 2012), 

and phenomenological studies investigate the perceptions and thoughts of the participants about these 

situations they experience and how they create awareness in themselves by structuring them (van 

Manen, 2007). In this context, the perceptions of middle school mathematics teachers of the web-

based education system in which they have experience were considered as a phenomenon each, and 

phenomenology design was adopted in this study to determine how they perceive this system and 

which common themes were achieved. 
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Participants 

Phenomenological research describes the common meaning of several peopleôs experiences 

with regard to a phenomenon or concept (Creswell, 2013). Therefore, data sources in 

phenomenological studies are individuals or groups who have experienced the phenomenon that the 

research focuses on, and who can express or reflect this phenomenon (Yēldērēm & ķimĸek, 2011). In 

this context, the participant group of this study which aims to determine the opinions of middle school 

mathematics teachers on the web-based education system consists of 12 teachers working at middle 

schools in Eskiĸehir province, teaching mathematics to 6
th
-grade students in the 2017-2018 academic 

year and selected using the maximum diversity sampling method (Creswell, 2013). The information 

on the teachers who participated in the study is presented in Table 1.  

Table 1. Demographic features of the participants 

Code Graduation Education Level Experience (year) 

T1 Faculty of Education Bachelor 10 

T2 Faculty of Education PhD Canditate 4 

T3 Faculty of Education PhD Canditate 7 

T4 Faculty of Education PhD Canditate 11 

T5 Faculty of Education Bachelor 6 

T6 Faculty of Education Bachelor 1 

T7 Faculty of Education Master of Science Canditate 4 

T8 Faculty of Education Bachelor 15 

T9 Faculty of Education Master of Science 3 

T10 Faculty of Education Bachelor 13 

T11 Faculty of Education PhD Canditate 10 

T12 Faculty of Education Bachelor 5 

 

Data Collection Tools  

The semi-structured interview technique that provides flexibility to the researcher (Yēldērēm & 

ķimĸek, 2011) was used as the data collection tool in the study to obtain the opinions of the teachers 

regarding the use of web-based portal. In this context, a semi-structured interview form was prepared 

by the project coordinator for the problems and opinions regarding the functioning of the system, its 

context, strong and weak aspects. The interview questions in the form were then presented to two 

faculty members together with the expert opinion form, who are experts in mathematics education and 

having roles as researchers in the project. Examples of the questions in semi-structured interview form 

and together with expert opinion form are presented in Table 2. The interview form was revised 

according to the expert opinions. 

Table 2. Examples of the interview questions asked to teachers and expert evaluation form 

Examples of the Semi-

Structured Interview 

Questions 

It can be 

taken as it 

is. 

It should be arranged 

as explained. 

It should be  

removed from the form 

for the following reason. 

Could you use the content on 

the introductory page of the 

system in the project process?  

Do you think it was sufficient?  

 

Could you use the content on the 

introductory page of the system 

(introductory video, presentations, sample 

lesson plans, and trajectories) in the project 

process?  

Do you think it was sufficient?  

If you think that it is not sufficient, what 

kind of content do you suggest be added? 
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Do the screens that you enter 

your content (learning 

objectives, lesson plans) allow 

you to work comfortably? 

What kind of a data entry 

screen would allow you to 

work more comfortably? 

X   

Could you monitor the 

processes of your partner with 

whom you were matched in 

the system? 

 

Could you monitor the processes of your 

partner with whom you were matched in the 

system? Did you benefit from monitoring 

your partnerôs processes? What kind of 

benefits did you get? 

 

Do you think you took into 

consideration the feedback on 

your lesson plan? Could you 

revise your plan in accordance 

with the feedback? 

X   

 

The pilot trial of the revised interview form was carried out by the project coordinator with a 

teacher. In accordance with the pilot trial, repetitive questions were removed from the form and 

questions that could not be answered were revised. Therefore, in the light of obtained feedbacks, final 

version of the form was prepared for implementation. Although the interviews were planned to be 

conducted via the web-based education system, they were conducted face-to-face, and audio 

recordings were taken by taking into consideration the possibility of the teachers not responding over 

the system in detail. 

Data Analysis 

In the study, thematic analysis technique was used in the analysis of data obtained as a result 

of semi-structured interviews (Liamputtong, 2009). In this context, six main themes were determined 

with regard to the process from the design stage of the web-based education system to its 

implementation to determine the opinions of the teachers on the system as shown in Figure 5. These 

themes are the design and interface, content of the system, functioning of the system, strong and weak 

aspects of the system, satisfaction and suggestions. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

Figure 5. Themes under which the Data were Analysed 
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