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Understanding Students of Color and Power Relations Through Social and
Community Inquiry

Alex JeanCharles®
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Abstract

This paper examines the systems of power in schools and communities and the impact it has on
student of color. | 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 techno&syan expression of a
panopticon technigue, acts to shape the phenomenological experience of place for students. Michel
Foucault's (197,71983 work on power relations along with my personal experiences with the system

of power are used to understanddstots 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.
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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 regonsibility 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 student$ afcobs experi e
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
communties 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 tanexdarin the spaces that youth
spend most of their time. For vast majority of youth those spaces are the school and the community. |
argue that understanding the type of power (surveillance, standardized testing, discipline, etc.) that we
impose upon yout of color can assist the professionals who work directly with this population.
Furthermore, | share my experience with the system of power in both the social and educational
settings. I e x3) heomereutic-approach oflcanformity anhl@sBinderstand black
experience with surveillance technology, and systems of power in urban schools and the community.
Throughout the paper, | hope to provide a voice to young black males such as myself to articulate their
experience living with system gbwer 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 taeate systems of power. Shame is a particularly important factor in producing
systems of power. Shaming someone involves a loss of face and diminishestesmti and induces a
sense of rage. More importantly, it is unpredictable and irreversible. Forpewpke, rage, anger, and
shame are turned inward and may result indestructive 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 repor, Aitoday,-Amormriec aAf rmemnare in jail
others, anger precipitates explosive action towards others. More often than not those witarpower
supposed to provide us with security but what about emotional and psychologitgP €afen 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. Peoplentvdo 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, | would like to briefly share with you incidents that | have
experienced in which those with power, | felt, abused their power in acts of profiling and shaming.
The first incident occued when | was in high school. | 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. | had used my pass to take the train in the et@piagicipate in a program that was
taking place at my school. | was stopped by a police officer because | was using the pass after school
hours. Rather than simply issuing me a verbal reprimand | was questioned extensively and incurred a
ticket and a fie 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 | wasyegh@s a tech support

specialist. | 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 tharsking who | was or what | was doing instead decided to call the police. The
police arrived and asked to see my university identification and ask what | was doing in the building.
After it was established that | was supposed to be in the building an ap@egyever issued.

The third incident actually happeneth a State University of New Yor&ampus late one
evening/early morning completing some work in my office. Around lam, after a long evening of
work, | decided it was time to head home for the nigfier | had been driving for about a minute, |
made a legal turn and the next thing | know an officer pulled up behind my car with lights flashing and
sirens blaring. | 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 | understood his need to investigate further, however, things took a turn
for the worse when he decided to call the campus police officetmackup. This was all for a driver
with a supposed suspended license. | 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 woull take a few days for the erroneous suspension to be removed from my record,
provided me with a document that | would need to show in the event | was ever pulled over by Police
Patrol Officers. The officer disregarded the court document and subsequemdlyutied me and
searched the vehicle. When | reflect on these incidents | wonder would this have occurred if | 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 pexvrealized 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
impactithasonthi r everyday | ives. When we examine Abr al
we can see that in order to achieve-setf t ual i zati on or to realize onebod
needs that must be fulfilled. If students are in a space in whéghdib 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 & contributing to these needs not being met then the students of color that we
serve will never achieve sedctualization. One way in which we can understand students of color is
through listening to their stories dealing with system power. Whether thatines are spoken,
written, or expressed artistically, we need to
how we, those with the real and perceived power, contribute to those experiences.

Foucault and Power Relations

| became interested ihis topic of power while | was reflecting on the idea of freedom in the
United States. | 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 limitedrstép was
generally enforced, education was tightly controlled, and legal restraints on governmental authority
were abolished. A dictatorship |Iimits privacy
recognized. The government uses mmjitdorce 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 atfy BDoc (JeaiClaude
Duvalier) in 1986, | 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 regimeeamt the return of many Haitian expatriates. They reinforced
the view that Haitian people had envisioned about modernity and democracy. When | was preparing to
come to the United States, | already had formed through television a certain vision of wiamy
life as a HaitiaPAmerican would be. | soon discovered that the United States was not at all what | had
dreamt of or witnessed on TV.



In Portau-Prince, unlike New York City, people communicated with each other and there
were no iron bars on the doarad windows where people lived. Upon moving to the city of New
York at age 15, | was scared of two things: First, being in an unfamiliar environment that | only knew
through the media; second, | heard stories that crime and systems of power were a prantioenin
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. Attdimg schools in the United States | believed | would not have to
worry about any form of punishment. While | was pleased to escape the strictness that characterized
the schools in Haiti, | now had a new concern to contend with, which was violence aptindisci
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 ardumost 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
di scouraged teachers from enforcing discipline
gradual withdrawal of teachers, over the past several decades, from the responsibility for school wide
discipline, when the union contract removed thisfuncti f r om t heir job descriopt
91) . According to Devine (1996), teachers are n
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 Foucauwdrsr €l11®t9i59gnsa,ccfoamn v erft ipno
puni shmento (Discipline and Puni sh, p. 17) . I n
teacher is to accomplish this conversion, to pr
dominantand resistant rules and knowledge (Dreyfus, {7).4 This relation is what Foucault
identified as disciplinary power. Foucault (1995) notes that:

6Discipline' may be identified neither with
power, a mdality 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 Discipline215).

In his 1983 essay i@ritical Inquiry, Foucault notesthdtt he exer ci se of powe
a relationship between partners, individual or collective; it is a way in which certain actions modify

otherso (Dreyfus and Rabinow, p . 219) . Power i
strategic game. Foaalt uses the pedagogical institution to express the strategic game of power as the
game of truth (Foucault, 1988, p. 18) . Foucaul

itself it is not a renunciation of freedom, a transference of rigiegpower of each and all delegated to

a few" (p.220). In other words, power does not need resistance to be manifest. According to Foucault,
nilt is a mode of action which does not act dir e
[othered$: aah action upon an actiono (p. 220) .
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 exeydmethoroughly 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 Foucaultays 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.



As Foucault (1984) explains:

Change belongs to the domain of the spirits dedstu b ¢ 0 n s cwaanm sfiért td 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, theirdéntity, their activity, their apparently unimportagte st ur es é
following circular process the threshold of the passage of violent crimes rises, intolerance to
economic offenses increases, control become more numerous7@). 77

Surveillance singles oundividuals and regulates behavior, identity, and activities. Foucault
notes that individuals or students should #dArec
create an fAillusion of <conscious c otory ofotheées of t
(1984, p. 21). As for how teachers can avoid dominant asymmetricalp&wacault (1984) suggests
ithe problem should be posed in term of rules o
ethos, of practice of self and of freedh 0  (-1®). In dtier words, teachers can free the self in either
creating an identity through the care of the’self

0
h

The Discourse of the Panopticon

The Panopticon, designed by Jeremy Bentham (1791), an English utilitarian philosopher,
jurist, andsocial 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 suargk, 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).

Benthambés utilitariaeadphnl|tosephye wiase sofl etl lye |
the greatest number 0. He believed that this p h
government actioOxford Reference Online, 2002). It is important to note that utilitarianism can no
longer holdbecause of fetishizing of commodities. Foucault (1995) put his philosophy into practice in
his book,Discipline and Punishmeniyhere he illustrates how these practices are still relevant in the
hands of the capitalist and political elites. Foucault dallet hi s process a fAdisc
According to William Staples (1997), iThe Panopt

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

society. This is prevalent iNietzsché smet ap hor 0 B esedsinTke GerfealoByroEMoralst is clear

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

were born physically as a slave, but instinctively as a makike 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 ddmation. 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 lanetidr.
situations, the less powerful subject may feel fear and resgggr@ssively to try to equalize the power, which is

the case of black students in the school.

Car e, narratives, technology of the self, according
or with the help of others a certain numbéoperations 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 fmygclyave rise to the new
technology of the self where modern subjects are constantly engaged in the processmakisglfand 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 selinaking process because we are constantly observing and collecting data about the self and others. In
the classroom, although disciplinary powsmstantly 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 Foucaultptgisspof the care of the self is
important for the self identification.



disciplinary technology and a basic principle on which many forms of contemporary surveillance
operate, for example videna mer as on school buseso (p. 29).

Bent hamb6és panopt i con -how gulardsdf phbjic instéupohsarisomsg t h e
schools, and workhouses) with a more efficient surveillance arrangement that created docile

individuals who would have to poic t hems el ves. Bent hambébs panoptic
tower looking out on a circular ring of cells. Masking the guard, who might occupy the centralized
tower , the prisonbés design multiplied dsfromor t uni !

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

i nmate to be fawe[ d] t o s iDisapline and PugisiE09b), Foacaults i b | e
call ed this proceasrsd 6s u(btjheec tgiaozne )t.o TéhLies Reygoe of d
an individual docile without force or violence. These implications of this kind of surveillance
technology are spelled out by Orwell 6s novel

Thetelescreemeceived and transmitted simultaneou#iny 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 plague commanded, he could be seen as well as
heard. There was of course no waykonbwing whether you were being watched at any given
moment. How often, or on what system, the Ot
was guesswork. It was even conceivable that they watched everybody all the time. But at any

rate, they could pig in your wire whenever they wanted to. You had to livdid live, from

habit that became instinttin the assumption that every sound you made was overheard, and

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

Therefore, whoever owned such teology became an adeeing, alk nowi ng fgodo w
could control time and space. According to Bentham (1979), the technology would replace the use of
a dungeon and dark cell to control the prisoirethe United States, for instance, the Eastern State
Peanitentiary in Pennsylvania was built on the principle of the panopticon. Indeed, according to

(William Staples, 1997), AThe panopticon remai n:
technology and a basic principle on which many forms of conteampaurveillance operate, for
example video cameras on school buseso (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 thaséthool 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 whth 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 appadathe final connection
component in Panopticism is tlennection 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 worcsurveilleme ani ng At o watch f r omessaResumeddes CBuosu c a u | |
(1979) that governmentality developed when feudalism failed and absolute monarchies lost their

power . Government to Foucault means fAthe way i
might be directed: the government of dnén, of souls, of communities, of families, of the sick...To
gover n, in this sense, is to structure the possi

& Paul Rabinow, 1983, p.221). In a modern democratic society, people do not hate ¢imeek 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
reinforce conformity to rulegzoucault referso this power as disciplinary power, and the basic goal of

which is to make people docile (Dreyfus and Rabinow, p1i3).



According to Staples (1997), surveillance vi
often continuous, automatic, and agomo us 6 ( p . 25) . By definition,
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, ntheh of
literature | 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,respntations, 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 utilitaria philosopher, jurist, and social reformer Jeremy Bentham (1832) first

used the term APanopticonod to describe his idea
purposes in public institutions such as prisons, schools, and workhouses. Latar,gc& Or wel | 6
(1984) famous science fiction novéb84i nt r oduced dAtotalitarian tele
became known in popular culture as ABig Brother.

disciplinary power whose purpose was to restidividual freedom and expression, not only when
people ventured outside, but also inside their own homes. In the-pabtiol system, Big Brother

can be evoked by administrators, teachers, police officers, or anyone who watches over students.
Howeve, 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 ndaynfRiane Ravich,
1974). The children were forced to internalize discipline and to censor themselves via conscience or
guilt. In his Second Essay iGenealogy of MoralsNietzsche (1989) discusses the idea of the
conscience in order to better understdrelessence 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 hammakie
supermoral autonomous individual, the moral creator, the master, and e(®@endalogy of Morals
Nietzsche (1989) notes:

I f something is to stay in the memory it mus
hurt stays @ this is & main mlausmo of thé 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 tlemd to be first. Being first creates guilt or debt on

ot her s, therefore converting masters into sl ave
belief was that the most critical role that persons have or should aspire to is the realization of
t hemsel ves. According to Thiele (1990, P. 915)

stable identity, no intrinsic nature waiting to be realized; Foucault rejected moralistic discourse
focusing on norms and st an thdividubls with his identity caadu | t n G
characteristics, is the product of a relation of power exercised over bodies, multiplicities, movements,
desi r esPowdr/idnovdeelge o p ( 74). Therefore, there is no
ofthesefbhr ough ot her s (L ad&.and ourfvill to owdM iatrevery levelSg theg e

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
educati on, Ni chol as Burbules (1986), states tha
and organizationo (1986, p . reelaBebal can dverlapfinuptacehrax r e x |
organizations, such as in schools and the judicial system. Due to rapid technological growth and



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, organi zations are fAcharacterized by hi
(p. 107). The school is a bureaucratic organization whose job ifistani t t eacher s 6 t i me
the classroom (Hargraeves, 19914, 101) , and in wt
of 6objectived timeo (p. 101). The ideological f

110), which promotg 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 fthe higher admi ni st heavaluevon cohtmlvaead s r e c
efficacyd (Burbul es, p . 111) . Hargraeves (19914
because of excessive time demands, along with guilt and frustration because they are implementing
new programs less quickly and effi ent | 'y t han the administrative t
the intentions of reforms may be in the fAbest i
make sacrifices in order to maintain the standards that have been put in plederbylégislators.

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) hagraat deal to say about the ways people in various
settings are dominated and controlled by standard modes of thinking and Aei@arter Woodson
(2000) reminds us that:

No systematic effort toward change has been possible, for, taught the same esonomi
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 contnoargs 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 fagif 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 I mprovement to oocontr ol
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 tha
reflect the worst aspects of competitive capital
(Ferneding 2003, p. 3). riThed emppasvaticreatks p
both teachers and students become customers ofr
theorists-- such as Chomsky (2002) believe that reform is not about learning or the betterment of
education; rtdner, 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 s omeibedamegyou drehnattsupposedtot r a g |
think. You are suposed to obey, and just proceed through the material in whatever way they require.
| f you got a 6Cd in a cour se, nobody cared, but
to the principalbés office. (p. 236)

As a result of this pressure t@mrdorm, workingclass 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).



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

secret. This relates to Freirebds (1968) idea of
depositing, in which the students are the depositories and the teacher is the deprosiéad of
communicating, the teacher l ssues communi qu®s a
recei ve, memorize and repeato (p. 72) . Knowl e«
(Foucaul t, 1980) . I f yth,woutwill e disaplinedepunished, oteltem t e ac
denied of your own truth (Foucault, 1977). One of the primary tools teachers have to control
knowl edge is | anguage. Eve Bearne (1999) remin
referring to the costituent parts of practices but is the driving force which shapes and controls
practiceso (p. 20) ; it is thus the natural t ool

Foucault (1980), in order for an ethical discourse of power to exisg tieeds to be an equal balance

in place according to which an action may modify another action. Language is a technigue of power,
and Foucault suggests that ethical discourses of power create equal opportunities for actions to
influence each other, and teéore 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, 19B6ffers an analysis of what happens when power is unevenly
di stributed. I n Nietzscheds analysis of master
slave morality do not live their lives instinctively, and they lack productivity and sucddss live
life on the defensive. To make up for their lack of power, they bear sgssentimentowards those
with the master (teacher) morality (Nietzsche, 1989). And rsgentimentan lead to violence.
More specifically in terms of educationpid growth of violence in various educational spheres such
as buses, hall ways, cafeterias, and gymnasi ums
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 betveen 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 @icand McLauren (1992), Darder and Shor (3921
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 victins 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 Berdettnson (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:

Situatons and actions originating with humans or human structures coupled with foreseeable
physical, mor al or economic hardship, degr ad
or inaction of persons or structures insensitive to and oppressive of ity ,dige 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).

Relyingsn t his definition and on Foucaultés di sc
definition of violence than a catalogue of physical attacks by students would imply. Foucault sees
power as endless O6actions o0n oxé dnethessd Based brethise as v
distinction, | want to suggest that if actions do not have equilibrium, then they are by definition
violent. If this is so, then | would argue that since teachers usually impose or force disciplinary power
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on students andrgie there is no equilibrium in that imposition, then it would make sense to call the

i mposition fAviolence. 0 For example, when a teact
that this abuse is a violent act. It is also important to noteydingoto Richard, that aggressiveness

has to do with fAstrength, which has a power to
aggressiveness is related to the need forasélff i r mat i on and i s a mani festa

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

According to Bennetfohnson (1997), acts of violence such as assault, rape, and murder occur
in schools. Such violence tends to occur in urban school amiths 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 dinancial 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 Statebabdreen 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 Delinquencyefention, 1996).

According to the School Violence Resource C
domainsd that are unique to youth violence: (1)
individual aggressiveness, substance abuseerl 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(B&glect;
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 factbeg tnclude 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 sthio®l 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. | look at American cities
through the lens of Lewis Mmf or d 6 s tNgcmmolisMggalopali§ and Container space
while drawing also on Stephen Nathan Hayesbés (2C¢C
separated from white communities. | also refer to Henry Giroux (2001) to address the media
reproduction on the youth. Also, using a Marxist framework, | 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 spacdstol tam
here to Mumfordés (1989) Neerspolis,iMpgalopolispr Goritaingrh e mo d
Space Before the city, which Mumford describes as Megalopolis, became a place of residence, it was
a place where people gathered together to dismmdsshare 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
uni ver sity. Mumford (1989) refers to urban sit
magnet [t hat] comes before the containero (p. 9
attract norresidents to it for intercourse and spial 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 wiOlIl age, hostile to the

Unlike early urban gatheringpaces, the modern city is much more like what Mumford called
a Necropolis space. Mumford (1989) describes a
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cemeteries (p. 7). The city of the dead is Mumford metaphorical way of explaining the reigtionsh
betweenNecropolis, Megalopolisand Container. The Necropolis or cemetery like the surrounding

area or the outer part of the Megalopolisdés con

development: from the Greeks to the Romans, gravestanbstones lined the entrance roads to
cities. Playing on this point, Mumford (1989) suggests that:

The city of the dead antedates the city of
every living city. Urban lifestyle spans the historgase 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 conditons of todayds urban spaces, l' i ke the
and exploited. Mumford (1989) argues that:

Wherever crowds gather in suffocating numbers, wherever rents rise steeply, and housing
conditions deteriorate, wherever a aiged exploitation of distant territories removes the
pressure to achieve balance and harmony nearer at hand, there the precedents of Roman
building al most automatically reviveéFrom
Rome remains a significantsgon 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 st@house, 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 exifithction as a site where children learn alibeimselves 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 historichlly also systematically. Their purpose has been to
contain black communities away from white society. Haynes argues that this demonstrates the need
for Apedagogy of placeo.

However, Haynes (2003) also argues that such pedagogy of place is lost imeaainghite
and middleclass 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 countrigs) as South Africa, Brazil, and Guatemala, in an
effort to manipul ate space and to relocate the

Haynes (2003) also points out that urban space has become synonymous with being Black
space or Other. White supremacy is at work here alsmidgfiand 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 inhabitaa 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, wot&ingmind 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 detrafitsm 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 {@ntextualization of the black struggles around a particular territory and space. As
such steps take place in the ghettos, midditess 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 middi#dass black interests cotle to drown out pedagogy of place in the name

of middleclass consumerism. The middigass 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 icentity and history of slum inhabitants are disrupted, and thedstdfmination of blacks is
foreclosed

As an alternative to this narrative, Haynes (2003) argues that ghettos can instead serve their
inhabitants as a space of satftualization as well asadical 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, | want to explore how surveillance temipahapes 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
il ogi cd and t hdeminant edss) msed genddr, labhghage and knowledge, it is an
inadequate place to create a fair or critical cultural site. According to Giroux, theories of reproduction
ifireject the assumption that school excellence, vatbe mocr
free knowledge. Instead, reproduction theories focus on how power is used to mediate between

at

schools and the interests of capitalo (p. 76) .

responses are likely to center around becgnaiprofessional 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 tiwm slyat
embedded those ideas into their heads. Education might be not about making money, but about
learning to think rationally and criticaiyk nd | woul d argue that thatos

According to Maxi neTh&Diaeetio ef Feedqmihe &&lja hds ao k ,
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. Accding 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
soci al good. Green (1988) st a tpalaiontofitre tyoungintoi t t |
credulous and ardent consumers of sensation, violence, criminality, things. They are instructed that

e

human worth depends on the possession of commod

representations and securityarkets are motivated by profit, it has become difficult to assess the
effectiveness of security technology in dealing with violence in the psbtifiool system. From a
research perspective, there can be no controlled experiments, but only anecdot@leevidfiast

school administrators and educational bureaucrats are reactive to violence rather than proactive (Toby
Jackson, 1985), and their kngek reactions prefer quick and immediately profitable fixes. Such
reactions are facilitated by the marketingseturity 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 iSecurity personnel do not cause

personnel, [to purchase security equipment], and our multivariate analysis cannot distinguish between
these two explanationso (Toby, 128) .

Giroux (2001) believes that the concept of social reproduction originates from a Marxist
discourse of economics thabwnplays politics, ideology, and the culture of modern conditions.

Giroux notes that ifischooling represents a major
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dispositions, a place where students from different social classes learn thergesigsdo occupy

theirclasss peci fi ¢c |l ocationso (p. 78). Giroux uses Lo
Gintis (1976) to construct a framework of analysis that critiques the theoretical conceptualization of
social reproduction of schootin. Al t hus s er ar-gupesstucturdaa caushtbeffest 6 s b as
determination of economic theory is not sufficient to explain the social reproduction of schooling.
Instead, Althusser (1971) suggests that we should looke@essive state apparatusuch as
police/teachers, andeological state apparatusuch as schools, both of which operate with a more
stringent authoritarian form of discipline and control. For example, at several of theityreahools

in the Bronx, three to five police caassr e st ati oned by the school 6s er
appear dangerous. At each corner of the school building, video surveillance cameras are installed to
gaze on anyone o0ns.iitleelogical state tapparatBowles ahd Girtigl376)e r 6 s

use the notion of theorrespondence principlevhich states that students learn to be obedient,
compliant, dependable, and motivated by external rewards in the workforce (wage) and in school
(grades). Overall, fAtheyodtbdatndowalt heyestrtemomelcp s

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 cultues reproduce both themselves (socialization) and relationships of dominance /
subordinance within them. Giroux uses work from Bourdieu to explain this phenomenon, particularly
Bour di e u 6 s habitus It iousually thoughhtleat the choices thatmake are based on free
will, but the notion ofhabitussays otherwise. Bourdieu argues that choices for action are in theory
limitless, but in practice are influenced and limited by the dominant culture. Therefeatiyvity,
innovation, and concept ddepmentdo 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. Bernsteircaltestion codeandintegrated coddo
make his argument. Collection code and integrated code are dominant codes that educational systems

use to shape the subjectds identity and experi e
the heart of the edugato n a | experienceodo (p. 96) . I n school s
(1968), Adepositoriesodo while the teachers are t

curriculum, in which subjects and categories become more integrated. Hoivéaares 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 orMaaxist approach has to be empdoly
to better understand and analyze the cultural condition and curricula of schools. Tiarrisb
approach provides us with a more practical instrument for conducting research in the school setting,
using asemiotic apparatusnd its approach to analyparticipatory 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 owtare, | 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, | suggest that schools create a critical pedagogicallwurin 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 systensd 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 howthis manifest itself in many forms for students of color. This approach requires that we ask
teachers whether they are contributing to oemércing the power discipline curriculum that is
commonplace in most schools..
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The technology of the oppressedi 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 contheltsig o
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 wadllsising 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 methe 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 thatyisveltannot 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 themselvespen 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 d&@umanist end or any value in itself; it has only one goal, to create technicians" (p. 248).
The aim is to sell or force Agoodd knowledge on
From my own experience to the narrative in the invisible manare 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 ahated black people for so long that it has made them feel that the alienation

experienced by Shakespearebs Caliban is nor mal
Caliban. However, the new modern science and technological mode of productidnMalnicrefers
to as capitalist mode of production, has transf c

notes that #Aproduction does not simply produce |
the role of commodity; it produces him iredping with this role as a mentally and physically
dehumani zed beingd (Mar x, 1964, p. 121) . I f youl
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 no
what Plato in the Phaedrus calls to ekphanest#bamn,which shines forth most purely. The poetical
thoroughly pervades every art, every revealing c

is exactly what Foucault refers to as the #ftech
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 giwe 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,
videotaping, oraexpression, 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. Damina
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 theedcéues 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; otheewiisis 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 world if | do not love lifed if | do not love peoplel 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 surveillanewesdfrom the
French wordsurveilleeme ani ng, fito watch from aboveo. As a ¢
above me. | f | did something fAbado or sinned, |
adult, one would not think that the same pédlphy 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 thé form o
individuals who act as fApolice. 0 These individu
rules. Foucault refers to this power as disciplinary power, and the basic goal of which is to make
people docile or obedient.

Surveillance technology isdditionally defined as close observation, especially of a suspected
spy or criminal. Others define surveillance as
identifiable or not, for the purposes of influencing or managing those whose aata bleen
garnered...scrutiny through the use of technical means to extract or create personal or group data,
whet her from individuals or contextso (p. 2) . E)
matching, profiling, and data mining; compugerd electronic location monitoring; weapons detection
devices. Various selfadministered 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 aoteuce 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 fds 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, andidtags 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 thdhe readers of this paper, many of whom may be school leaders, future
educators, or professors of ggervice educators who are entrusted with the protection and safety of
students take some time to ask, i wh a importasitly, my mor
i Wh at i's my mor al obligation as a human being i
those who are different from me?
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Introduction

ARi ghts that are so basic that they bel

ong

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

whatever our nationality, seRational or ethnic origin, color, religioplace of residencéanguage, 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, 3198emalmaz, 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 globgthts 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 Eanomic, 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 Il (Cladue,

1996; Diaz, 2005; Freeman, 2QUUINESCO, 2007). There were significant changes in human rights

in the later nineteenth century, such as wieging natural and social sciences, globalization of the
economy and communications, political change, and so on. These changes have betnraxded
rights in the human rights corgushese rights led to the protection of othmights (Babbio, 1996;
Carey, 1970; Evans, 2005; Falk, 2004; Ishay, 2004; Vincent, RO0le need for legislation to
prevent the violation of human rights is not egloutherefore, human rights must be part of an
educational programThe effectiveness of standards alone without enforcement measameke

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

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

(Cladue, 1996; Mohanty, 2000).

iThe United Nations® Decade -2004) bdaameathe filRti ght s

explicit effort to bring human rights education to the cenfeattention, although human

rights education had been explored through other United Nations documents, specifically the
1974 UNESCO Recommendation Concerning Human Rights Education, the 1993 UNESCO

World Plan of Action on Education for Human Rights andnberacy, and specific articles in
the Vienna Declaration (1993), t he Draft

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

rights t hr o(uapaheseg2002 c at i on 0O

TheUni ted Nations Gener al Assembl vy, for t
Education, defined human rights education in the following way:

AHuman rights education contributes to a

Pl a
he L
con

of women and man 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 potenti(anted must
Nations General Assembly Res. 49/184, establishing United Nations Decade for Human

Rights Education, 1994).

Lapayese (2002) states, human rights education is-bfigeprocess 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 societiesHuman rights education is the onlyayantee 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, regaadis of race, gender, region, religion, and economic and political statues
(Chaurasia, 2000; Cladue, 1996; Preece, 2005).

Textbooks and human rights education

Textbooksare basic instructional materialsin other words textbooksare the mostbasic
learningresourcesThe firstreason why textboolkare assigned ithe process deaching andearning
is because they amreparedn accordance witlthe programThe secondeason why textbooks are
assigned in the processtefiching andearningis becauseéhey areused as teaching toal Thisis a
very important printednaterial that studentshould have( Bay r ak - &, 2005, Kel e-,
Turner , 2004 ; Yanpar kahin & Yéldeéer ém, 2001) .

Although textbooks are not the sole available instructural tesla result of the influence of
technological developments, they are still major teaching tools playing an important role in education

(Aslan & KaramarKepenek- i , 200 8; Cokkun, 1996) . Text boc
educatorsfor example, to animetthe curriculum and give life to topics taught in the c{é@s$an &
KaramanKepenek-i, 2008; UNESCO, 2007) . Even though

country to country and sometimes even within the same country, teachers still use tekN®oks
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.

fiHuman rights are not only essentialhave 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 directedidingrov
an education which will enable children to use their human rights. Such education, in turn, depends on
knowl edge and instrument al tool sd6 (Rendel, 1991)
dispense with teaching and education in thetsgi 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, Il aw, and theology, (Untedo t hey
Nations Decade of Human Rights Education UNESCO, 198dman rights must be taught at all
levels of the educational system, as well asaftgichool settings, including literacy. Also,
states must be strive to improve and broaden human rightatesu@and teaching and
cooperate to this end (Cladue, 1996).

There has been a steady increase in the litergBajaj, 2004; 2011; Balton, 1992;
Bottery, 1999; Branson & Purta, 198€laude, 1996¢ ay i r & Blagds,i201D0Jd11me z ,
2001; Guyette 2009; Holland,2011; Hornberg, 2002; KaramKepenekci, 1998; 1999a; 2000;
KaramarRK e pe ne k - i & Ko kandce Keatiag) @Al1; Lenhart & Savolainen, 2002;
Leung, at el., 2011Nazzari, at el., 2005; Patrick, 1999; Power & Allison, 200iybitts, 2002
UNESCO, 1969; 19872007; Waldman, 20Q7on human rights educatiamrecent years

There is also literature both in Turkey and in the world (Aslafagamani Kepenek -1, 20C
2010; cayir, 2003; -Kebpeurbeaky-,i ,1918%99b ;Ka2r0aOn8a;n 200 5 ;
2011; KaramaitK e pe ne k - i & Asl| an, 2011; Leung; 200 8; Lu

2010; Merey, 2012a; 2012b; Nayir & KaramarK e pene k - i , 2011; Par puci &
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

K e p e n bokitcitizenahip and human rights issues. Karaméae p e ne k - i (1999b) 6s s
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 religiamiplegy, and philosophy textbooks were

higher than the other analyzed high school textbooks. In Kararkae p e n e k - i (2003) 6s
human rights and responsibility educatiorelementary school, it was found that intensity scores on
human rights issuasere higher than responsibility issues. Karain&e p e n e k - i (2005) 6s ¢
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study, titled #Acitizenship and human rights ed
textbooks in Turkey and the Unitedt8gatgspbd fiRi
was at the highest level in almost all of the books studied. In Aslan & Kardnreap e n e k - i (20
AHuman rights Educati on: A comparison of mot her
observed that human rights issues areutetl in Turkish textbooks more frequently than in French
textbooks. I n Hi story Foundation (2003)0s APror
School Text books, 0 twriting thesptinnad/ yand seeandary textbocke sb that e
futuredemocr ati ¢ citizens would be more aware of the
rights in Turkish textbooks in primary school s, ¢
were lesscommon inTurkish textbooks than discovered by Karamidre p e n e k - i in Turkis

school textbooks.

g
&

o c

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 educationdbfac 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 sciencebuananities to promote civic
compet en @ramary putpese 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 interdepemdvorld (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 €yris 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, theur@dse
for teaching social studies is citizenship education (Ministry of National Education, 3a@%an,

2004; Tezgel, 2006). United States textbooks in United States schools have similar objectives and
they are considered part of citizenship educaths the basic purpose of social studies (Chapin &
Messick, 2002; Ellis, 2002).

Social studieslassesare of great importance glementary schogirograms because
the overall objective of these programs is to educate individuals about being bendtcial
themselves, their communityand global humanity. Every individual has different
characteristicfrom another Social studiescombine differentindividuals and raiseshappy
individualswho respecthemselvesandothersin the light of basicights andfreedomgqSezer,
2005) . Kn Turkey, in soci al studies | essons, c
presented as interdisciplinary and in this cource, children are raised as individuals who know their
rights and use them to fulfill their resibilities (Karamari Ke p e n e k - A goodbook that .
will introduce students to the managemenftsociety its economiccharacteristicsrights and
duties of its citizensandeducateshem aboutheir countryand theworld 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, KaramiaKk e pe n e k - i (2003) examined the
and responsility 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 textbadks 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 c@rs 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 Centralhar@enter for
Civic Education Through Law,) (Karamd#he penek - i , 2005). Today 1is an
rights education in the United States because many big states, such as New York and California, have
mandated human rights education programs feir thchools, 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 fourded 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 Unitd 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 618, Since the 201-23 academic year compulsory education in Turkey increasedyteat2
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-¥ear high school (9th, 10ti1th and 12th grade)a Turkey, social studies lessons
beginin 4" grade andontinueup to 7" grade That is to sayin primaryschoolssocialstudies lessons
arecompulsonyin 4" 5" 6" and 7" grades.

In the United States, the duration of qmmsory education generally changes from state to
state. Compulsory education covers the education of children between the ages tiebsfirst 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 stdtavever, in the Midwest, social studiessons
usuallybegin inpre-schooland continueaintil the sixthgrade

In this study, conducted in Turkey, social studies textbooks, recommended by the Turkish
Ministries of Education, were selected.

Procedures

The textbooks were analyzed through fAconten
frequertly used in this type of studies. The main purpose in content analysis is to attain concepts and
connections, which can serve to explain the col |
Content analysis is one of the fastgsiwing techniquen quantitative research. It may be briefly
defined as the systematic, objective, quantitative analysis of message characteristics (Neuendorf, 2002,

Cited in, Asl an, 2011 ) . I n the study, AfiHuUmMman |
andth s main category was divided into six subcat
AJusticeodo, Toleranceo and ifiKPeepaecneedk -iin 6asc c(olr 9d9a9nhbc)e
These subcategories were defined in the present analysisoassf(laraman Kepenek - i, 1999¢k
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1 Rights: Benefits protected by law. Rights are divided into rights like civil, political,
social.

1 Freedom: Restriction and nowgoercion, independent movemehéying the power to
do anything that is allowed by independence, sovereignty, and law.

1 Democracy: People are selirected. In other words, power is governed by elected
representatives through a free and fair electoral system by the people.

9 Justice: To befair, 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.

9 Tolerance: To show tolerance, to be respectful of differences, not to apply force or
pressure, to haveompromise and forgiveness

1 Peace: coexistence, regular and peaceful living, safe environment, conflict
resolution, anarchy, aggression, fraternity, social unity, irregularity or lack of tension

In generating the intenater reliability of the conterdreas of interest, two subcategories and a
textbook were arbitrarily selected and coded by thaeot hor s of the paper (nam
6Tol eranced subcategories and O6Turkish Textbook
generated, imping good intefrater reliability (Hall & Houten, 1983). All of the material, inclusive of
poems, readings, and comprehension passages in the textierekassessetiowever, 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 subcgteies 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 inteesity tra
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 deterrhjnediculating 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 valus. Coding was done by the researchieor each textbook, the subcategory percentages
and the subcategory intensity scores were obtained using the formulas given below (Aslan &

KaramanKepenek-i, 2BR6Ben&khframah999b, 2005):
Subcategory freggncy
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 calation, 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 StudiesTextbooks
The TT-4 Textbooks

There are eight units that are found in thedl Textbook these includefi | Know Myself
il Am Learning My PasiFG,oméWe oducéi on ©to PCanoeodm
HaveAl | AT o gieebgleeand Goverrenn't 0 , and AFriends Away Fr
beginning of each unit under the fAPreparatory V
specific to the unit content, while toward the e

the last pges of the textbooks typically includeCaronology, 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 intensitpre (IS)

THE TURKISH SOCIAL STUDENTS TEXTBOOKS

TT4 TTS TT6 TOTAL
SUBCATEGORKES (21.750)* (24.100)* (27.245)*
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 15 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 Tabl e 1(,7.t8hne asnudb chabbgengoocrriaecs)
the highest intensity scores in this-#Ttextbook. These are the highest, followed by the subcategory
of AFreedomd (2.0); the | owest intensity scores

(1.1) and fAPeaceo altireepdssessimdfairy sireilgr mtersiyy satios. wi t h
The lists below are some examples of statements for some categories in the textbooks:
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Mrs. Gulden @ a survey about consumeights. Shelearnedthat the official and
voluntaryorganizations haverotected the rights dhe consumerSheapplied to one
of theseassociations (TT4, p92)

Our people gairtheright to participate in managemethanks tothe electionsAfter
the votes for the election are countde candidate witlhhe moswotesis selected as
mayor (TT4, @51).

Children's council elections are made byaking into accountthe principles of
democracy Each childwho applies foithe children'scouncil candidacyis admitted
as"the candidatechild". To select the childrensouncil,the names of four children
are written into the votingrecords.Votes are counted in front everyoneat the end

of the election. Candidates who get the most vowme s el ect ed t o t he ¢
council (TT4, p157).
Today, the Parliament(Grand National Assembly ofTurkey) has 550 deputies.
Members of the Parliament who are el ectec
views and opinions in the Parliament related to our country. Everyone expresses
their opinions in a democratic atmospher@ 4T p161).

The TT-5 Textbooks

There are eight units that are found in theS@®extbook these includefi | A m Learning

RighTeokefi Step by Stepd, We Know Our Regiono,

Empl oyees f or SoFcliaegtoy, 0 ,i WieA Adoeu nQnrey , Wotextbabls, Si mi |

t her e

of

ASs

AJust iwhed e( IF0O)eedomo (2.0), ATol eranceodo (1.

I

are fAPrep Questionsd and MfAAssessment Que.
respectively. Again, there was a Chronology, Bibliography, Glossary, Turkey Map, and Turkish World
Map located near the end of the textbook.

can be seen in Tahbl 1(,1 1t. h7e) saunbdc afit Deegnoor ci r easc
the highest intensity scores in this-bTtextbook. These are the highest , followed by the subcategory

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 wok f or t he nati on and the nati onods

based on national sovereignty for the nation, that is, democracy is based on the
principle of populism. Atatg¢rk, on this
of populism in the adinistration 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;
respectinghumani ght s; é( TT5, pl149) .

The 1961Constitution has expanded the scagdundamentalights 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 unitsat are found in the T6 Textbook. Theyarefil Am Lear ni ng S

StudiLd sde, ofiT lEmk s hen t he | pek Roadbo, fResources
Worl do, AAdventure of Democracybo, and tépEbrect r on
i ssue and wunder the heading of Preparatory Wor
Questionso and, at the end of each unit are nA:¢

textbook,there is a Chronology, Bibliography, Glosgafurkey Map, and Turkish World Map.

As can be seen in Table 1, the subcategorie
display the highest intensity scores. These two subcategories are highest, followed by the
subcategories ofi cefor d 8d dm§ (@H.d5)6,t 0d usatnce d and

The list below includes some examples of statements for some categories in the textbooks:

1 Our King, todevelopo u r ¢ otradetandio @retectour rights, furthersolidified
the laws othe Babyloniarruler Hammurabi.(TT6, p52).

1 Al 'the king of BabylonHammurabi, and did not findhe legal rules of the
Sumerians sufficient] developedhem increasedpenalties, angreparedthe first
constitution TT6, p51).

1 The GreatSeljukSultansays,fi e v e r y o nsearcls fartheuldwsd anqudgments of
all ordersin the pastofthe Seljulsultans,and others (TT6, p88).

1 I knowthat I havethe right tovote 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 thedl T Text bo ok, namel y: AA Vi
Stateso, AThe Northeasto, fAThe Southo, AThe
Today. 0 Just as i n t he eathlunittiseaPtefm@tork Wark section with e b e

a few fAPrep Questionso pertaining to the conter
i As s ess men tina@ditiensat thecendsobthe textbodtkere is an Almanac (Facts About the

United Stées, 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 (%)daimtensity score (IS)

THE UNITED STATES TEXTBOOKS

UsT4 UST5 UST6 TOTAL
SUBCATEGORES (111.050)* (150.450)* (144.100)*
f 120 480 300 900
Rights % 29.7 37.7 42.7 37.8
IS 1.1 3.2 2,1 6.4
f 68 300 150 518
Freedom % 16.8 23.5 21.3 21.8
IS 0.6 2.0 1.1 3.7
f 82 220 110 412
Democracy % 20.3 17.3 15.6 17.3
IS 0.7 1.2 0.8 2.7
Justice f 69 200 100 369
% 171 15.7 14.2 155
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IS 0.6 1.3 0.7 2.6

f 22 32 15 69
Tolerance % 55 2.5 2.2 2.9
IS 0.2 0.2 0.1 0.5
f 43 42 28 113
Peace % 10.6 3.3 4.0 4.7
IS 0.4 0.3 0.2 0.9
f 404 1274 703 2381
TOTAL % 100 100 100 100
IS 3.6 8.4 4.8 16.8

*Total number of words in textbook

As can be seen in Tabl e
UST-4 textbook. Thisiubcategory is hig
| owe st intensity scores re
he

iTol

2, the category
hes
spectlvely wer e
s e

eranceo (0.2), with t tesubcategories

of

q
, foll owed by th

f oun
havi

The list below includes some examples of statements for some categories in the textbooks:

91 Like all Quakers, Penn believed that problems should be solved peacefully. He signed

a treaty with the Native Americans to buy land..(UST4, p128).

1 Some colosits 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).

1 The Constitution makes the Unit8thates 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

il eaders and @ST4jpa6@)ns al i keé.

1 The law gave women the right to vote. This was one the first victories in the fight for
womenébés suffrage or the right to vote, in

The UST-5 Textbooks

There are eight units found in the USTtextbook; theyi n c | TheeLand &nd Early

Peopl eo, ATi me of Encounterso, AThe
ono, ACi vil Wa r Ti mes o, fiThe Twentieth Cen

Nat i
before,

at the beginningofeachn i t ar e APrep Questionso pert

Engl i

ai ni

|
(
(

1
n

at the end unit of e a tnladditioneatthe Arsl sféhe ®xtbethere isQmu e st i or
Almanac (Facts About the States, Facts About the Western Hemisphere, Fadtth@benesident),
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 Tablek,he subcategories of HARighto (3.2
highest intensity scores in this TTS83extbook. These subcategories are the highest, followed by the
subcategories of AJusticeodo (1. 3) arespectiieearmocr acy

AfPeaceo (0.3) and ATol eranceodo (0. 2).

The list below includes some examples of statements for some categories in the textbooks:
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9 Africans had long used prisoners of war as slaves. Traders from Portugal saw that
they could make Money byty e ng sl aves in Afréeca and t a
as servants. (UST5, p138).

1 Slaves were treated ill or cruelly depending on their owners. There was little
protectionéal so slave owners were free to
they close to do so..(UST5, p246).

1 Many people consider Crispus Attucks the first person to be killed in the struggle for
American Liberty. (UST5, p285)

T In 1827 two free African Americans, Samuel Cornish and John Russwurm, started a
newspaper that called for eglity, or equal rights, for all Americans.(UST5, p448).

The UST-6 Textbooks

The eight units found inthe U Text book are tiThéeé Walldand t he

Early Peopl eo, AEarly Centers of Cexwatiams don
fiThe Rise of Lat er Civilizationso, AThe Spread
AfiToward the Present Dayo. At the beginning of
Preparatory Wor k, accor dPirregp tQuetshe ommiot,, anfle rag ¢

are AAssessment QuestionsoO. tHemmisandlidanat (FastmAboutahe t he
World), a Biographical Dictionary, Gazetteer, Glossary, and Index..

As can be seen in Table 2, the subeagor i es of HARightso (2.1) an
highest intensity scores inthis¥I t ext boo k. These are foll owed b
(2. 0); the | owest intensity scores, respectivel

(0.8). These subcategories have quite close intensity ratios.
The list below includes some examples of statements for some categories in the textbooks:

1 In a democracy people are free to make choices about their lives and their
government. They often ketheir choices by voting. ..(UST6, p140)

1 More reforms in 508 B.C. made the Athenian-sity at e i nto t he WO |
democracy. (UST6, p253).

1 To make sure that peaceful relations are maintained around the world, the United
Satetes sometimes makes tesator forms alliances with other countries. (UST6,
p435).

1 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 strendgthhelp restore peace... (UST6, p545)

Discussion and Conclusion

Social studies textbooks play an important role in human rights education. As | mentioned in
the introduction recently, a number of studies were conducted that showed the level of alldcation o
human rights education in elementary and high school textbooks. However, the level of allocation of
human rights education in social studies textbooksnishdeen examined directly yet. As it can be
seen, there is only research about human rigihsation issues in social siesl textbooks in Turkey.
For example, Karaman Ke penek - i (2003) examined the [ evel
education in primary school. On the other hand, the level of allocation to human rights issues in
United Sates 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
l evel of Afhuman rights educatiKemeineskuoeedso siubbc at
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 exampleds sbnducted by Karamdn

Kepenek- i (2005) , in which she examined Tur ki sh
& Karamani Kepenek- i (2008) , i n which they examined T
rights education reached similarcand i on s . In Merey (2012)06s study ¢
Rights Issues in Social Studies Textbooks: ( Cas e
rights issues were included more in Turmrhsoensh tex:
study, titled fAchildren rights in social studi es
Turkish soci al studies curriculum was found to

does This situation results most likely fromripary education curricula. Primary curricula have been
implemented in Turkey since the 2602005 scholastic year, when it was implemented in primary

school. Inclusion of the human rights issue in each textbook as an intermediary discipline was
acceptedas a principle; in other words, human rights education issues are interspersed in primary
education curricula (Aslan & Karama#he penek - i , 2008, Ceyhan & YijJit
Education Program, 2005). This situation about human rights topics &reqglin the introduction to

the primary educational curricula.

The primary educational curriculum stated that:

6Curricula attach i mportance to the i mprovec
inviolability, which is accepted as the essential humight within the philosophical and

practical context, takes frehinking 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 differees such as race, colour, sex, language, religion, nation, origins,
political Vi ews, soci al cl ass and physical/
National Education, 2005, Cited in, Aslan & Karamre penek -i , 2008) .

We find a notable increase 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). lmghe m
recent period, it seems to be associated with the rising stoeletnism 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 sdtidies textbooks. Reasons for the lesser inclusion
of human rights education in United States textbooks may be summarized as follows: First, the most
i mportant reason results from The United State
fundametal 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. ConstiRrtiwisions 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).

Stuwdents are introduced to the Constitution of the United States as a part of tugaifeh
social studies curriculum in United States elementary schools. Many teachers incorporate the
Constitution into their teaching and curriculum long before the fifddey 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 Conitition is usually included in fifttgrade 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 Constitutionsgdséhat:

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 pmsterity, do ordain and establish this
constituton for United States of Ameri¢®arker, 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 isita@gics 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 efnresentative democracy
is planned chiefly for civics and American government courses taught at thechigbl. The
lessons associated with core topics which are regarded as the basis for center of American
government and its politicénitially, the leaners 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 economt 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 ideafhtis, 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 punct u.
international leel (Chapin & Messick, 2002)

It was observed that in the textbooks of
included in the most textbooks. The result was consistent with previous research findings
(KaramanK apenek- i, 1999) . FKne ptemee kst udyL99Y ) Bar an
textbooks andin Aslan & KaramarK e pen ek - i (2008) 6s iHuman R
Comparison of Mot her Tongue Textbooks in Tu
ORi ght sd subcategori es undtolbe much higleeh tbam lothet e x t b
subcategories, but, when we examined the intensityrse s , the submategor
Turkish textbooks in Turkey was determined to be higher than in the United States textbooks.

An interesting unexpected finding is thaetintensity scores for the subcategories of

ADemocracyo, AFreedomo, and AJusticed in Tur
United States textbooks. This result is not consistent with Kardntae p e ne k - i (200
citizenship textbook studynivol vi ng i ntensity scores for fADe
to be higher in Turkish textbooks. Al so, It
chapters, because the Uni t ed St at es textbo
democracy ath freedom, and there are numerous examples that examine human rights and

democracy in context. When studying texts,

ASIl avery and Freedomo (UST 5, P. 444) , n Wo r
AQuwmurkktryodés Governmento (UST 4, P.465) , i n

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 peogieg inclu

t hemsel ves. Students should be enabled to wut
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 thatthent ensi ty scores for the subc.
fPeaceo in Turkish textbooks were concluded to
Further more, in both Turkish and United States t
erd 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 toapegacéi apd (dTebande 18
Peaceodo (TT 5, P.180), and AWorld Childreno (TT 5
may also be associated with the positive opinion about Ataturk and Mevlana. In fact, Turkish social
studies textboak f requently refer to Ataturkés HAPeace a
Mevl anabds tolerance approach; both often emphas
people, society, and the world we live in. This result was consistent withops research findgs
(Aslan & KaramarK e p e n 2088). i ,

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 freuently mentioned in Turkish textbook89.8) than in United States textbooks (16.8). The
study showed that Turkish textbooks and United
t he most. While the intensityngdcdrjaedgment be siibe
were | isted the highest in both countriesd text
itol eranced and fApeaced subcategories were place

References
S. ,T¢K&yrgairz,, H..,, KEKkAT Eet EmMdé2BO0OBDan €l an Fe
Kitaplareénén Bazé Krit®dahesa: GCetktalDeBayhenc
Ejitim Fak¢gltesi,
Aycan, S. , Kaynar , | ., Analysiskob Srianze Textbooks uge infPringary E .
Education according to Certain Criterigin Turkish) Paper presented at th&cience
Education Symposium (in Turkish), I8 September 2002, Ankara, Turkey.

Aslan. C. & KaramaiK e p e n e k - i , Hurifan Righ® BdQcation: A Comparison of Mother
Tongue Textbooks in Turkey and France, Mediterranean JournaEofucational Studies,
Vol. 13 (1), p101124, 2008.

Aslan, C. (2011). High Level Thinking Education in Mother Tongue Textbooks In Tarkefyrance,
The Joun a | of I nternational Soci al Research, Ci |

Babbio, N. (1996). The Age of Rights, Polity Press.

Bajaj, M. (2011). Teaching to transform, transforming to teach: exploring the role of teathers
humanrightseducatiorin India Educational Research, Vol. 53 Issue 2, p2@1T.

Bajaj, M. (2004). Human rights education student-seiffcepion in the Dominican Republidournal
of Peace Education,, p1i 16.

Balton, D. A. (1992, AprilMay). Human rights in the classroom: Teaching the conventioron the
rights of the childSocial Educationp21G 212.

Bayrak-i, M. (2005) . Ders Kitabé Konusu ve KI k-
MEB Dergisi, Sg € :  Ankbi@,5 .

Bottery, M. (1999). Getting the balance right: Duty as a core ethic in the life of the sCxémid
Review of Education, 25), p369 387.

31



Branson, M. S., & Purta, J. T. (1982). Introduction. In M. S. Branson &d J. T. Purta (Eds.),
International human rights, society and the schog@idi 7). Silver Spring, MD: National
Council for the Social Studies Bulletin, 6.

Carey, J. (1970). UN Protection of Civil and Political Rights, Syracuse University Press.
Ceyhan, E., & Yigit, B. (2004%ubjectrield Textbook Analysisi n Tur ki sh) . Ankar a:

Chapin J. R & Messick R. G. (2002). Elementary Social Studiexctical GuideA person Education
Company, Boston.

Cokkun, H. (1996) Content pr obl e msedochtionTsecondi s h a
level within the context of education technology and intercultural education. In H. Coskun, I.
Kaya & J. Kuglin (eds.)Primary Education Textbooks ifiurkey and in Germanyin
Tur ki sh) . -Minrkaarmr aK¢ ITteagrk | sl er i Kurulu Yayén D

Chaurasia, S. (2000Empowerment of WomeHuman Rights Education, (Ed:, Jagannath Mohanty),
Deep & Deep Publications PVT. LTD.

Cladue, R. P. (1996). Educating For Human RigfmsPhilippines and Beyondniversity of the
Philippines Press

¢ ay é (2003).KMmprovement of human rights and democracy culture: writing textbookdn M.
T. Bagl & & HumanRglsnn Téxébdoks: Ror Textbooks that Seasitive to
HumanRight§ i n Tur ki sh) . |l stanbul: Tari h Vakfeée Ya

tayeéer,Ba.l é& M. 'No-one reqpext8 th&m anyway': secondary school students'
perceptions ohumanrights educationin Turkey, Intercultural Education Vol. 22 Issue 1,
pl-14.

Shiman, D. (1991)Teaching Human Rights Classroom Activities For Global.&g&€ he Chal |

eng
Human Rights Educationé6é (Ed: Hugh Starkey)

e
C
Davies, L. (2010).The potential ofhumanrights educationfor conflict prevention and security,

InterculturalEducation Vol. 21 Issue 5, p463871.

Donnelly, J. &Howard. R. (1994), International Handbook of Human Rights, GreenwoodPress
New York.

Diaz, B. (2005). The Concept of Human Rights In the Cuban Society, Ed: Deppe Karaswm
Rights an Anthological Enquiry.

Donnelly, J. (1989Wniversal Human Rights Theory and Practicéranslated by M. Erdogan & L.
Korkut). Ankara: Yetkin Yayénl ar é.

Drubay, A. (1986). Educational aims, content and methods in secondary education. In R. T. Harris &
C. Hahn (Eds.)The teaching of contemporary world issiie87 90). Paris:United Nations
Educational, Scientific, and Cultural Organization (UNESCO).

Evans, T. (2005). The Politics of EHsyMm&A(20MR). ght s a
Teaching and Learnéeng EI ement aCompaSypBostanl St u
USA.

Eide, A. (1983). Dynamics of Human Rights and the Role of the Educator. Bulletin of Peace
Proposals.14 (1): 105 114

32



Falk, R. (2004). Interpreting the Interaction of Global Markets and Human Rights, (Ed: Alison
Brysk),

Freeman, M. (@11). Human Rights An Interdisciplinary Approach, Polity Press, USA.

Gemalmaz, S. (2001ptroduction to the General Theory of Supranational Human Rights Law
(in Turkish). Istanbul: Beta.

Guyette, F. W. (2009Human rights education and religious edumatirom mutual suspicion to
elective affinity British Journal of Religioug&ducation Mar2009, Vol. 31 Issue 2, p129
139,

G¢l mez, NumanRygbtDahd Democracy Educat{onTurkish). Ankara: TODAIE.

Hall, R. V., & Houten, R. V. (1983Ylanagirg Behavior, Behavior Modification: TheMeasurement
of Behavior Austin: Preed.

History Foundation (2003}luman Rights in Textbooks: For Textbooks that are Sensitive to Human
Rightsc i n Tur ki sh). Turkey. l stanbul : Tari h Vak

Holland, T. (2011). Advancing Human Rights Education in Peacebuildigace Review,)an
Mar2011, Vol. 23 Issue 1, pSis.

Hornberg, S. (2002). Human rights education as an integral part of general educhttemational
Review of Educatiqr8(3/4), p187198.

Ishay, M. R. (2004). The History of Human Rights From Ancient Times ToQlubalizationEra,
University of California Press.

KaramanK e p e n e k - i ,HunYan Rights du&tioh in Turkish High Schdais Turkish). PhD
thesis, Institute of Social Sciencégkara University, Turkey.

KaramanK e p e n e k - i Human RigiitEd@&iohi n Tur ki sh) . Ankara: Ané

KaramanK e penek - i (2003) Human rights and responsi |
Turkish), Educational Administration in Theoand Practice Vol. 34, p28e299.  122.

KaramanKepenekci, Y. (2005) Citizenship and human rights education: a comparison of textbooks in
Turkey and the United Statdsternational Journal of Educationdeform Vol. 14(1), p73

88.

Karaman Kepenekci, Y2(01 0b) . Chi |l drenés social Turkisiyht s i n sc
elementary education, Procedia Social and Behavimiahcesp576581.

KaramanK e penek - i , Y. (1998) . Et ki | insan hakl ar é
teachers in efigive human rights educationBi | g i Cagénd®@empogyuraut me ni mn

(Ankara), p6168.

KaramanK e penek - i , Y. (1999a) . I nsan haklaré egitim
school and classroom climate in effective human rights educakorgm ve Uygulamada
Egitim Yonetimi, 19p353 361.

KaramarK e penek - i , Y., & Gokece, E. (2000) . nAfwet andas |
°zelamal ar € i | e «hagdernke birtheelemeaA review of aims andehavioral
objectives of civicsand human rights education courséjnkara Universitesi Egitim
Bilimleri Fakultesi Dergisi, 33p147 153.

33



KaramanKepenekci, Y. (2009Chi | dr en 6 s Ri ght to Acquire Infor
Injurious Publications in TextbookgJementary Educatio®nline,8(3), p965977.

KaramanKepenekci, Y. (2010a). An Analysis dBhildren'sRights in Stories Recommended for
Childrenin Turkey,Journal of Peace Educatipmol. 7, p6583.

KaramarK e penek - i , Y. &OKAEIl a¥nceCsi(2D9@Eme Sesl enen
HaklAmkgra | niveristesi tocuk ve Gen-1ik Ede
Ejitim, Araxteérma ve Kncel eme Dizisi

Kerr, D. & Keating, A.(2011). Intercultural, citizenship afdimanrightseducationthe challenges of
implementation for policy, practice and reseakatucational Research, Vol. 53 Issue 2,
p119122.

Kilic, D. (2005).Der s Kitabéenéen ¥Jretimdeki Yer AnkaraKkonu Al
Pegem Yayénl ar é

Leung, Y. W. (2008)An ctomp oor 6 human rights education: a ¢c¢r
of human rights education in the context of civic education in Hong Kotegcultural
Education Jun 2008, Vol. 19 Issue 3, p2342.

Leung, Y. W., Yuen, T. W. W., Chong, Y. (2018chootbasechumanrights education case studies
in Hong Kong secondary schodfgerculturalEducation Apr 2011, Vol.22, Issue 2, p145
162.

Lapayese, Y. V. (2002). The Work of Human Rights Educators: Critical Pedagogy in Action,
University of Califorma,

Lucas, A. G. (2009)Teaching about Human Rights in the Elementary Classroom Using theABook
Life Like Mine: HowChildren Live around the Worl8ocial Studies, Vol. 100ssue 2, p79
84.

Lenhart, V., & Savolainen, K. (2002). Human rights educaticamfésd of practice antheoretical
reflection.International Review of Educatipa8(3/4), p14%5 158.

MEB (2005).Primary National Education Program,

Merey, Z. (2012a). Inclusion Level of Children Rights Issues in Social Studies TextljGakgof
Turkey and USA),Er ken ¢ocukl uk D°nemi Ej i tHankil ak @&r e s
Ul usl ararasé Konferansé, -2ZNisav2012Uni ver sti t esi

Merey, Z. (2012b). Political Righta Social Studies Textbooks in Turkish ElentaryEducation 4th
World Conference on Educational ScieacWCES, 2012, @5 February2012, University
of Barcelona, Barcelona, Spain.

Nayir, F. & Kar aman Ke p e nopationi Rightsyin Elementar8t hooChd 1l d
Turkish TextbooksElementary Education @ine, 10(1), p166168.

Meyer, J. W., Bromley, P. & Ramirez, F. O. (2018uman Rights in Social Sciendextbooks:
Crossnational Analyses, 197@008Sociology ofEducation VVol. 83 Issue, 2p11134.

Ministry of National Education.(2005Primary Educdion Social Studies Education&urriculum
and GuideAnk ar a: Devl et Kitaplaré M¢cderl ¢g¢ Bas

M

Ministry of National Education .(2005Primary Education Educational Curriculum an@uide.
Ankar a: Devl et Kitaplaré M¢cgderl ¢g¢ Baseémevi

34



Miller, G. (1997). htroduction: Context and method in qualitative research. In G. MilleR.&
Dingwall (Eds.),Context and method in qualitative reseatdbwbury Park, CASage pli
11.

Mohanty, J. (2000). Human Rights Education, Deep & Deep Publications PVT. LTD.

National Council for the Social Studies. (1994). Curriculum guidelines for multiethication.
Washington, DS: Author.

Nazzari, V., McAdams, P., Roy, D. (200®)sing transformative learning as a modeldamanrights
education: a case study of therCadi an Human Ri lgtériatonalHamam d at i or
Rights Training PrograrimterculturalEducation Vol. 16 Issue 2, p17186.

NCSS (1994).National Council for the social studies: Expmobns of excellence, National
curriculum standards for social stigs. Washington, D.C.: NCSS

Neuendorf, K. A. (2002)The Content Analysis Guidebodlondon: Sage Publications
Parker, W.C. (2005). Social Studies in Elementary Educd®iearson Prentice Hall, Unit&lates.

Parpucu, H. and Merey, Z. (2012). Childreghts in social widies curricula in elementagducation:
A comparative studyer k en ¢ o c uik | Rijki tDi°mie nmK ¢ r¢eosceul k  SHoarkul nal r a
Ul usl arar asé Ko n ftesirGaziasté, 22Z Nisan2@12.Uni ver st

Patrick, J. J. (1999). Concepts la¢ ttore of education for decratic citizenship. In C. Bahmueller
& J. J. Patrick (Eds.Rrinciples and Practices of Educatiéor DemocraticCitizenship(p1i
41). ERIC Document Reproductive Service.

Preece, J. J. (2005). Human Rights and Cultural Pluralism International Human Ridje<?irst
Century, Ed: Gene M, Lyons: (Protecting the Rights of Groups)

Power, S., & Allison, G. (2000Realizing human rights moving from inspiration to impacindon:
Palgrave Macmillan

Rendel, M .(1991) Challenging Patriarchy and Hierarchy The Contribution of HunRights
Education to the Achievement of Equality for Womané The Chal | Rightge of F
Educationd (Ed: Hugh Starkey) Counci l of Eur

Savak2004BTur(kce ders kit apgHumanéightsan Turkish dgextbodka k | ar €
primary schools]. Ankara: Ankara Universitesi Egitim Bilimleri EnstituBua s € | ma mé kK ,
yéksek lisans projesi.

Safran, M. (2004). AKI k©°7J r sosyalBilgiRr (459 r aSnditiaerf € nod, a
ve Akl én Aydénl éApkaradal E] 5i6b%a PEByYdalyenl ar é

Sezer, A. (2005)Ha vy a't Bil gi si ve Sosyal Hapt Bilgisi ve8asyal¥] r e t |
Bil gi | e (Ed¥AbdueahmamTANR¥ JEN), Kstanbul: Lisans Y

Starkey, H. (Ed.) .(1991). The Challenge of Human Rights Education. London: Cadsettional
Ltd

Sunal, C. S. & Haas, M. E. (2005). Social Studies (Constructivist Approach), A Pearson Education,
United States.

Tan, S(2007)¥ ] r et i mi Pl anl amaAunkabaj ePkegathar Mayéencéel él

35



Tarrow, N. B. (1987). Human rights Education. Oxford: Pergamon Press.

Tezgel, R.2006).Y e n i Kl k®jreti m¥$oseydlm BRirlogiirlaen@D@ e Kins an
Ejitiimi, Uygul amal éi2&t Eki MoBQ06si OnilB8e DDIij tue STi
Ankara.

Tibbits, F. (2002). Understanding what we can do: emerging models for human etlyluation,
International Review of Educatipiol. 48(34), p159171.

Turner, T. N. (204). Essential of Elementary Social Studies, Perason Education.

UNESCO .(1969). Trends in teaching about human rightSolme Suggestions dreaching about
Human RightsParis: Author.

UNESCO .(1987). Human rights: an ethical and civic education foiiroaf HHuman Rightd eaching
Vol. 6, p175184.

UNESCO .(2007)Basic Learning MaterialsAvailable online at: http://www.unesco.org

Waldman, J. (2007)Best practice in human rights education: The SHR Sport and H&Rigdnts
OlympicsinterculturalEducationVol. 18 Issue 3, p26368.

Yél der ém, A. & Quklitative RedsearchHMethofis2ir) $o8igl Scien@esTurkish).
Ankara: Se-kin Yayénevi

Yanpar kahin, T. ¥ rYeitlidnm rTierk n oS 0.j(i200Alinkae a Mathaegy
Y ay éenkc. é |

Vincent, A. (2010). The Politics of Human Rights, Oxford University Press.

36



APPENDIX A
The Textbooks used in this study

Turkish Textbooks

1. Koyuncu Kaya M.,Dag, O., Kocak, E., Yildirim, T,. Unal, §2010). Primary School
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Yayinlari.
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Yayinlari.

3. Genc, E., Polat, M. M., Basol, S., Kaya, N., Azer, H., GokceK&uncu, M., Gok,
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Turkish). (Ed Mustafa Safran)Ankara: Milli Egitim Yayinlari.
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2. Bacon, P., DearSmits, S., Nichols, R., Johnson, J.W., KamingkP., Mancke, E.,
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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 agreedessary 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
appr@riate 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 kindeafning 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 charactetiss of the values have been neglected indicates negligence of its holistic
perspective. On the other hand, moral development canrishghtconsidered without cognitive
development. Human morality is combined with emotional, informational, and behavfaators
(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 risenmdiately 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 galigigency, 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 proces$herefore, morality must be handledth in
terms of individialgroup interaction and obedience. Social psychology offers very exploratory and
controlling perspectives in explanation of the values because of the fact that it investigates irdividual
group interaction and obedience.

Of the great names in social phgtogy's pantheon Allport, Asch, Campbell, Festinger
(1954), Hovland, McGuire, Moscovici, Jones, Kelley, and Séeaif have devoted at least a portion
of their considerable efforts to developing a better comprehension of social influence (Crano, 2000).
Sccial 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 peiioapt 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, perceptionand 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 ifsthe individual
conceives social influence as an information provider, this kind of social influence is informational.

Similarly, in the case of an individual 6s perce
social influence has a normati feature. Normative social influence and compliance based on
obedi ence were observed in both Aschodés experi m

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 researchéraattheyfound
believing that giving an electric shock and increasing its intensity secured appropriate behaviour.
Milgram (1974) stated that strong compassionate enm®tiérihe experiment participants conflicted

with authority, observing that they obeyed the authority even though they witnessed tis&rigkeh

screams of the victims in the experiment. Milgram (1974) defined the over eagerness of adults for
straight oledience 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. Furthesnitovas 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 I n Aschds experiment, participants compl
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 ismaitated 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 informatinal 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, harmonizeshw t he par ti ci
existing values. Mor eover, har moni zation bet weer
values enables internalization of the group judgement. Internalization in turn makes the group
judgement as a response to the sammudtis 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 thabehavioural 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. 6l dentificati ond c #erstitude dhangeroonotmat i v e
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 soai roles expectancy (Cialdini & Goldstein, 2004). Stanford Prisoners Experiment by
Haney, Banks, & Zimbardo (1973) explains this de
occurring as a result of informational social influence enables changdéatunles. 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, adigm 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 socipl gembers.
Nonconformity behavi our independbnt moncbrdodmity mdependérwo act i
opposite r eaclhindependbné boafermity the individual receives external social
influence as information and he does not behagedan 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 thetdress is
suitable for the weather. This kind of mmnformity behaviour is independent nonconformity.
However, i f Peter does not wear a dress as a r
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 thectfdhat 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
ingtil 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 withesooitional skills at the end of
their todo checklist as a result of the capitalist achievement ethosirzdhelstandingevolutionary
paradigm. This must be converted into the educational institutions in which moral values and socio
emotional skills are taght 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 expesirthat
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 informationfluénce operates on categorization
principle. Categorization is constructed upon matatrast rule. Social norm is built by minimizing
intra-group differences, making differences between external peoples and group members (Hogg &
Vaughan, 2002). When theeopl e i dentify themselves with a g
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 howdkredpactful

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 theogess 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 obegeththands, 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 (2ph@sized 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 destroyiedependent 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 indival 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 detisiis 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 obg 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 themnkheity (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, comntihg 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, iwhizséoa
bring up individuals who decide and behave wit
influenced by group identity, must teach logical decisimaking skills. Even though the concept of
the logic is relative and can change over time (Fay5R@ecisiormaking skill does not solely focus
on benefit. The decisiemaking skill is closely related to character forming education and values.
Therefore, school s i nt enmakingskdls bdsed om Heonpcratictanddneralt s 6 ¢
values.However, the relationship between value and decision is neglected in education. Levine (2007)
states that decisiemakers make technocratic decision and do not have any interest in what is going
on in the schools. Although education is a vdhgen proces the policymakers deal with education
deterministically. This understanding leads education to be restricted with achievement in standardized
testing and devel opment of studentsd <cognitive
assessment aho r a | val ues, i mprove studentsd dispositi
under this educational context.

41



Values and Attitudes as Action and Emotion:

Value can be described as such standards which are accepted by the majority of the society
menbers 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 alo@e(c & Eryaman, 2008ungor, 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.
Valuescannot 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 thendiion between good and bad, cannot
solely be transmitted by teaching morality, but
a tangible sample set and enable the transmission of values (Yaron, 1993). Education is defined as the
process inwhich 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 spealfie wary 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 intermzédtion. 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 gréteonrder 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 athdre 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 entailge-handling both society and the individual. Society and the individual a@re no
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 psiafly 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 democraceducation 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, emotionl, 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 democrati attitudes can be learnt 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 basesl ammplex
interactions among attitudes, environment, habit, and expectancy (Kagitcibasi, 2010). There are two
factors influencing process of soci al i nfl uenc
ffagreement among trisd s(oHoigagl &g rvoawpy hrmenmb e 002) . Al
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, th
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 addrags#indes
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 erstadents.

Responses to certain behaviours and possession of certain emotions such as excitement,
happiness, sadness can be defined as either mor
behaviour rules. On the other hand, morality refersossgssion of better conscience not possession
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of information. Degree of possession of better conscience depends-awaeaihess. In other words,
if we have better seliwareness, 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 haveense 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, organimi,
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 madtgsressure or inculcation. Internal values are
employed in orientation and judgement of behaviours at the stage of valalngng enables people
to behave based on their internal values.

How are values taught? After the Second World War moral educatid value education
were performed through a traditional instructi
strategies in value education and moral education emerged suc¥iasl ue Cl developedbyat i onl
Simon, Howe, & Kirschenbaum (1972) st ¢ 0 mmu deivetoed & Kdohibavg (1975), and
I Value InstructiomM60Bsowonhwakrnst i |Anetnetrli the 1980
traditional values such as patriotism, family loyalty, responsibility, and trust began to rise with a
Character Educationmovement standing out. Moral education sought to teach moral decency
t hroughout hi story, whil e character education |
virtuosity to teacher authority. Values such as public goodness, gatrigtersonal rights, justice are
taught in the context of Citizenship Education, incorporating-resfiect, determining suitable
personal aims, while social skills are addressed thratmjbe Clarification However, the Value
Clarification approach hasot 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 inde Character Education. Lickona (1992) repeated previously known suggesticim as
cooperation of famiischoolprogram 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, aadriing 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 scouting. Moral stories, swearing ceremonies and several emotional
ceremonies have appeared to fail the infusion of values in a desired dedgheeViiue Clarification
Approach it is aimed that students should be cognitively aware of their valuesch&rs make
remarkable efforts to help their students become aware of their own values/aldkeClarification
Approach Even if it is considered to be one of the contemporary instructional strategies, this approach
solely entails selecting and adogtitheir 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 peevsluence
Clarification Methodthrough infusiorhas lost its dominance in the instructional curriculums. In fact,
decreasing weigh dfalue Clarification Methodhrough infusion clearly indicates necessity of social
psychology principles in value teaching.mstructional 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, sswareak
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 foreheg students. Stories including moral
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dilemmas and moral reasoning can be ugearder 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 moralrguments 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 processladme
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 improvingtthe € e n t -laden belaliaurs. On
the other hand, social psychology offers practical and theoretical findings on how attitudes are
constituted and influence human behaviours concerning howagercy has an impact on human
thoughts for educators andsearchers. The students are challenged by real or fictitious problems in
the Value Analysis Approacimspired from way of problerolving and thoughts of John Dewey.
However, this challenge includes cognitive characteristics. The challenge has resefabtarc&vith
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 ipr@priate for the pragmatism principle of John Dewey
and can be considered as relevant to more close real life situations.

Community service practices, one applicationEdfective Character Educationis another
instructional strategy in value teachifidne 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 caioimbuto the students from
kindergarten to high school (Howes & Ritchie, 2002; Watson, 2006). Relations in the schools,
teachersdo attitudes and expect asolengebBysicallsetiags,ni ng ¢
relationships with families andd¢al societies, communication patterns, nature of student involvement,
discipline procedures, antacist policies, philosophic assumptions and aims in the school, bursaries
for the students, accommodation, health services play key role in developing@nmibciic values on
the students. The above factors are nameldeaSchool CulturéHalstead, 2000).

Values in Terms of Interaction between Achievement and Socioeconomic Status (SES)

Environmental factors such as media, press and the internet, negafivelgce 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 importaft act or s i n value ‘teaching. However,
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 towardsuése Fat
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 patriotialne. The students are influenced by their SES
|l evel s and are also impacted by the school sé6 SE.
Wheldall, 2013). On the other hand, not only does SES influence the impact of value teaching in the
schools, btialso 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 KBS 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 osrtwverd étetemphasiS BNS mutuaH celatonstdps 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 achievemd@thatterji, 2006; Magnuson, Ruhm, Waldfogel 2007,
Déangiul Il i, Sieqel , Her z man 2004; Déangiul i, S
Disruptive behaviours can predict poor reading skills but vice versa $ifmsA 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
psychol ogi cal eenisticigh the lomes I[kave a sthoageraassociation with academic
ability and achievement than socioeconomic or 0.
parenting practices are stronger factors than income or parent education levels. AmaaligAust

students, the number of books at the home was the second strongest unique predictor of literacy scores
after 1Q (Evans, Kelley, Sihara, Treiman, 2010). Furthermore, there was one interactivaaafiiegt

books in the home had a greater impact did@n 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 geste 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 politig®ctistate
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 las ¢radle 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 studentsd conscience
knowledge about neuronal mechanism of the social influence has been discovered. After all, it is
known that the construct of the child and adolescent braifidxalsle 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 studets and the instructional process repeats the circle in order as discussion, dramatization,
and asking the questions such as Alf you were h
instructional way entails prediction. Prediction in turn is on¢hefcognitive 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 ot 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 theoreticaisterdatic 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 thatichais 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 betwielestind
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 aeration (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, groyp hostilit
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.&/atiucation 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 queAtmwalues really
valuable in life? This question entails group characteristics and social process to be taken into
consideration when the values are taught to the studentkiindergarten to high schools.

Social influence may slow down neural and psychological mechanisms. Besides, peers and
strangers have an impact on decisiwaking among adults. Although it is completely known that how
the social influence process is oriettby 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 off lWhited 1
family membersdé i mpact is dominant during early
influence begins to be dominant over the peer influence. KiiabisWeinberg Speekenbrini&
Blakemore (2015) reported that there is a negatiatiogiship 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 thasocial influence sources affect the neural mechanisms either together or separately. For
exampl e, families may influence their anhiesl drené
and peers function i n ceEvernthongh families and meérs havk @l e s C ¢
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
relationdips. On the other hand, peer pressure as social influence becomes more evident among
adolescents. Peer pressure is different for female adolescents and male adolégekintsn(
Lieberman Goldenberg Fuligni, Ga | v 8 Telze& 2016). Social influence énconformity 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 issdrved 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 informatidndecisiormaking 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 sjdrtive information and existing beliefs trigger increasing activityiniier
frontal gynus. Neuronal research findings revealed that subjective information is necessary to be
integrated with others decisions and information in decisiaking (HuberKlucharey & Rieskamp,
2015). Decisiormaking requires an individual to synthesise. Brannon & Brock (2001) similarly
argued that individuals should combine their &elbwledge with others information and
understandings to behave.

Social influence mechanisra 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 @& aleman
consumers by developing a factitious scarcity. The human feels a unique need for scarce objects, so
desires to buy (Brannon & Brock, 2001). According Soarcity Principleif other people buy
something, then an individual tends to conclude that thecblis 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 theoggplained 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 byknowledge. 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 databasestroectes! to help rational decision
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making, make accessibility knowledge easy, in turn have léduon i nf or med i nfhor mat i «
turn (Parton, 2008; Samuel, 2005).

Ellul (1985) criticized efforts, reducing everything to a technical world. At preteatime
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 imsctiger (Parton, 2008). The shrinking
environment leads to a congestion in the flow of time,rmadern-timecontemporary, modern people
live in the present. Therefore, modern people have a lack of time and do not have the opportunity to
put something int@ractice. 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 concludedhtbre 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 caat be created without attitude change. It is a natural process to include changes
in attitude, thoughts and behaviour. However esagnitive instructional strategies become
insufficient, making human nature instrumentalist (Schewrin & Newell, 1981).

References
Arkonanc, S., A. (19985o0syal psikolojilstanbul: Alfa.
Arendt, H. (1963)Eichmann in Jerusalem: A report on the banality of.évahdon: Penguin.

Asch, S. E. (1951). Effects of group pressure upon the modification and distortion of
judgmentsGroups, Leadership, and Mgh22236.

Bal ceé, F. AL, & t talchenr sd6TopYni 0281 Aapout the val
studies curriculum and valueSducation A h i Evran University Keérsel
Journal 14(1),

Baudrillad, J. (2004)Le Pacte de lucidi.P@ros:| Edntébhsgé&atel

Bauman, Z., May, T. (2014T.hinking sociologicallyMA: John Wiley & Sons

Baumrind, D. (2008). Authoritative parenting for character and competence. In D. Streight (Ed.
Parenting for character: Five experts, five practidpp. 17 32). Portland, OR: Council for

Spiritual and Ethical Education.

Berkowitz, M. W., & Bier, M. C. (2005). What works in character education: A research driven guide
for educators. WashingtoBC: Character Education Partnership.

Berkowitz, M. W. (1985). The role of discussion in moral education. In M. W. Berkowitz & F. Oser
(Eds.), Moral education: Theory and applications (pp.i 228). Hillsdale, NJ: Lawrence
Erlbaum and Associates.

Billig, S. H. (2002). Support for K2 servicdearning practice: A brief review of the research.
Educational HorizonsSummer, 184189.

Krathwohl, D. R., Bloom, B. J., & Masia, B. B. (1964)axonomy of educational objectives: The
classification of educainal goals. Handbook IlI: Affective domaidew York: McKay.

Bond, M. H., & Smith, P. B. (1996). Crossltural social and organizational psychologypnual
review of Psychology7(1), 205235.

47



Brannon, L. A., & Brock, T. C. (2001). Limiting time for manding enhances behavior corresponding
to the merits of compliance appeals: Refutations of heuwdatctheory in service and
consumer settingdournal of Consumer Psycholady)(3), 135146.

Buckingham, J., Wheldall, K., & Beamaiheldall, R. (2013). Wy poor children are more likely to
become poor readers: The school yearstralian Journal of Educatiofy(3), 196213.

Chatterji, M. (2006). Reading achievement gaps, correlates, and moderators of early reading
achievement: Evidence from the Early l@hbod Longitudinal Study (ECLS) kindergarten
to first grade sampldournal of Educational Psycholo@®8(3), 489.

Crone, E. A., & Dahl, R. E. (2012). Understanding adolescence as a period of eftagtive
engagement and goal flexibilitlatureReviews NeurosciencE3(9), 636650.

Cialdini, R.B. (2001). Influence: Science and Practice.Boston: Allyn & Bacon.

Cialdini, R.B., Goldstein, N.J. (2004%ocial influence: Compliance and conformifyjnnual Review
of Psychology55, 591621.

Crano, W. D.(2000). Milestones in the psychological analysis of social influgdogup Dynamics:
Theory, Research, and Practjekl), 68.

D'angiulli, A., Siegel, L. S., & Maggi, S. (2004). Literacy instruction, SES, and Zeading
achievement in Engligtanguage éarners and children with English as a first language: A
longitudinal studyLearning Disabilities Research & Practicé9(4), 202213.

Dogan, K. (2011) . Efjitim Sosyolojisi, Nobel Yay.

Ellul, J. (1985).The humiliation of the wordVichigan:William B. Eerdmans Publishing

Evans, M. D., Kelley, J., Sikora, J., & Treiman, D. J. (2010). Family scholarly culture and educational
success: Books and schooling in 27 natid®esearch In Social Stratification and Mobiity

28(2), 17197.

Fay, B. (1996).Contemporary philosophy of social science: A multicultural apprdsch 1).
Oxford: Blackwell.

Feldman, K.A. & Newcomb, T.M. (1969The impact of college on studen&an Francisco: Jossey
Bass.

Festinger, L. (1954). A theory of social comparison psses. Human Relations, (7), 1140.

Fromm, E. (2010)On disobedienceNew York: Harper Collins Publisher

Gauld, L. Gauld, M. (2002 he Bi ggest |job wedl | ever have: The
based education and parentingew York: Library Of Congress Catalogiig Publication
Data.

Genc, S. Z., &ryaman, M. Y. (2008Changing values and new education paraditpurnal of
Social Sciences of tidyon Kocatepe University(B), 83102.

Gomleksiz, M. N., Curo, E. (2011An Assessment of studentsodo attit
Studies curriculumU |l us | ararasé Kn,8@nosiB3. 1 i ml er i Dergi si

Guimond, S. (1997). Attitude change during college: normative or informational social
influence?Social Psychology of Edation 2(3), 237261.

48



Gungor, E. (1998)Dej er | er psi kol oj i si czerinde arakter ma

ahl ©ki, el Baxsneé, Kstanbul : ¥t ¢ ken.
Gungor, E. (1999)Ahlak Psikolojisi ve Sosyal Ahlak Kst anbul @ ¥t ¢cken.
Gungor, E. (2008K ¢ 1 t ¢r Dej i kmesiKstyanMiull I:i y¥e tgkielni. k

Gungor, E. (2008 Ah 1 ©k psi kol oji Ketaabsasbsy ¥t ¢ abhOKk

Haidt, J. (2012)The righteous mind: Why good people are divided by politics and religi@mtheon
Books: New York

Halstead, M. Taylor, M.J. (2000). Learning and Teaching about Values: a review of recent research,
Cambridge Journal of EducatipB80(2), 169202.

Haney, C., Banks, W.C., & Zimbardo, P.G. (1973). A study of prisoners and guards in a simulated
prison.NavalResearch Review30), 117.

Hogg, M. A., & Vaughan, G. (2002%ocial psychology: An introductioRearson Education.

Hogg, M. A., & Turner, J. C. (1985). Interpersonal attraction, social identification and psychological
group formationEuropean Journabf Social Psychology5(1), 51-66.

Huber, R. E., Klucharev, V., & Rieskamp, J. (2015). Neural correlates of informational cascades: brain
mechanisms of social influence on belief updat®ggrial Cognitive and Affective
Neurosciencgl0(4), 589597.

Howes, C., & Ritchie, S. (2002). A matter of trust: Connecting teachers and learners in the early
childhood classrooms. New York: Teachers College Press.

Iverson, B. K., & Walberg, H. J. (1982). Home environment and school learning: A quantitative
synthesisThe Journal of Experimental Educatid0(3), 144151.

Johnston, R., & Watson, J. (2005). The effects of synthetic phonics teaching on reading and spelling
attainment: a seven Yyear longitudinal study.(Research Report). Retrieved from:
http://dera.ioe.ac.uk/14793/1/0023582.pdf

Levine, P. (2007). Education policy and the limits of technochbifosophy & Public Policy
Quarterly, 27(3/4), 1721.

Kagit-ibasG¢,neelngzde0lihsasyae poss&klsadjainpel gi Evk i m

Knoll, L. J., MagisWeinberg, L., Speekenbrink, M., & Blakemore, S. J. (2015). Social influence on
risk perception during adolescen&sychological Scien¢c@6(5), 583592.

Kohlberg, L. (1975). The Just CommuniBchool: The Theory and the Cambridge Cluster School
Experiment.

Leitenberg, M. (2006)Deaths in Wars and Conflicts in the 20th Century. Ithaca, NY: Cornell
University, Peace Studies Program.

Lickona, T. (1992). Educating For Character (How Our Schools Teaach Respect And
Responsibility). Bantam Books. Newyork.

49


http://dera.ioe.ac.uk/14793/1/0023582.pdf

Magnuson, K. A., Ruhm, C., & Waldfogel, J. (2007). The persistence of preschool effects: Do
subsequent classroom experiences matia?y Childhood Research Quarterd2(1), 18
38.

Milgram, S. (1963). Behavioral study of obediendée Journal of Abnormal and Social
Psychology67(4), 371.

Milgram, S. (1963). Behavioral Study of obedierntee Journal of Abnormal and Social
Psychology67(4), 371378

Milgram, S. (1974). Obedience to Authorifym Experimental View. New York: Harper & Row.

National Institute of Child Health and Human Development (NICHHD). (2000). Report of the
National reading panel. Teaching children to read: An evidbased assessment of the
scientific research literature waading and its implications for reading instruction (Research
Report) (NIH Publication No. 604769). Washington, DC: US Government Printing Office.
Retrieved from http:// www.nationalreadingpanel. org/publications/publications.htm

Parton, N. (2008). Chagne s in the form of knowl edge in soc
6i nf or maritish douradl o Social Work38(2), 253269.

Rokeach, M. (1973)The nature of human valugsew York: Free press.

Schwerin, H. S., & Newell, H. H. (1981persuasiorin marketing New York: Wiley.

Sherif, M. (1936). The psychology of social nor@sford: Harper.

Smart, D., Prior, M., Sanson, A., & Oberklaid, F. (2005). Children with reading difficulties: A six year
followZip from early primary school to secondary auh Australian Journal of Learning
Difficulties, 10(3-4), 6375.

Samuel, M. (2005). Social care professionals overwhelmed by pape@®arknunity Cargl4, 8.

Thurstone, L. L. (1928). Attitudes can be measufederican Journal of Sociolog83(4), 529-554.

Turner, J. C., & Onorato, R. S. (1999). Social identity, personality, and theosekpt: A sel
categorization perspectivEhe psychology of the social sdlf-46.

Ulken, H.Z. (2001)E] i t i m ,F eKl ssteafnebsuil : 1 ken.

Yaron, K. (1993) Martirbuber.Prospects: The Quarterly Review Of Comparative Educa@@qli
2), 135 146.

Yazar , T. , Yel ken, T.Y. (2013) . Determining t he
school soceéal studies curr i culaloffEutasiaSocaelac her s

Sciences, 10, 488.

Watson, M. (2006). Longerm effects of moral/character education in elementary school: In pursuit of
mechanismsJournal of Research in Character Educatidnii 18.

Welborn, B. L., Lieberman, M. D., Goldenberg, D Ful i gni , A. J ., Gal v§8n, ;

Neural mechanisms of social influence in adolescence.Social isegrahd affective
neurosciencel.00' 109.

50



Foreign Language Teacher Education: School Placemenés a Sourceof Knowledge
about Parents asPartners in the Educational Proces

Anna -8BrNe&d n'i ¢k a
Jan Kochanowski University

Abstract

As stated by Joyce L. Epstein (2011: 4) school
approacho t o t h eubjects\ofothevpedagogical process, ad. pupils, parents and
teachers than its two extreme options, i . e. A w
schoolf ami |y partnerships play a crucial spiethe i n c
unquestionable fact, though, there is a field of study centered around the dichotomy between the
beliefs about the importance of building parte#cher collaboration declared by teacher educators

and novice teacher sd wihnparénts!In thegpapersthe author retes tolherb o r a
previous study devotedr eservi ce teachersd attitudes relate
school placement experien(2017). In the small scalgilot) study it was proved that direct dant
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ascertairthat above findings. It appears ththtect contact with parentduring school placements of

Type 27 Communication and Type BVol unt eering correlates with t
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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 i§ loeyec e L . Epsteinds
theory of familyschool relationships and a model of dapping family and school spheres. The
review of literature shows how the concept of parents as paitrigrs educational processolves in
light of recent studies. The practical parésents results of a study conducted on a group of language
preservte teachers from a mediusized university in the souast of PolandThe objectiveof 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 experiegntee matter correlated with their opinions
about the importance of eight types of family involverhehiappears thatirect contact with parents
during school placements of Typel ZZommunicatingpr/and Type 3 Volunteeringcorrelates with
t r ai ngk @mions &bout four types of parental involvements, i.e. Typ€@mmunicating, Type
61 Collaborating with the Communityfype 7i Parents observing lessarend Type § Home visits
by teachersThe (pilot) study( BNk e dni c keeale2ithatet) r ai nee teachersodo d
with parents during school placementsly of Type 21 Communicatingcorrelated with their high
opinion about Type 4 Learning at HomeThe findings are discussed in the paper in a wider context
of recent research whicban suggest that direct contact of Typd Zommunicating involving
informing parents about school programs and a
unwillingness to view parent s dberefore rinhenpapersve but r e
support a thesis thédreign languagérainees can become more effective by gaiwiingct experience
in variouseducational contexts and situations that can become crucial in dealing with challenges in the
language classroom (Baum &wick, 2008: 581, SieRiskozub and Jankowska, 2015: 21%he
fipreservice course work that focuses [entirely] on what occurs in the classroom leads student teachers
to think of teaching as a task accompkiTaglared i n i
1998: 222). A case in point here is direct contact with parents during school placements.

Theoretical background

The fact that familys ¢ h o o | coll aboration can enhance pu
being is welldocumented. Howeverhte r e i s a f d r atheabtlief€ othg anpadtandee t we e n
of building parenteacher collaboratioheld by teacher educators ahsturet eacher sd unwi | |
to collaborate with paren{&pstein, 1987/201Xkviii). Research on placement partnershigs shown
that the chance of different types of direct contact with parents during field placementmltenge
prospective teachers to reject t HMcBridel1l93Gaue ot yp e ¢
& Brown 2003; Baum and McMurragchwaz 2004; Uludag (2008. The rationale behind this
placement partnerships framework is also the fact Padish education reform of 1999 prioritised
building a wider and deeper range of famshoolc o mmuni t vy relationships
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 clas&e&s reported by some foreign language bess( e . g-$r Bdlki c k a
2011) close collaboration with parents of pupils with SENnminstream schools an absolute
necessity. At the same timas shown in recent literature, family centred activities, courses and
projects are offered mainly farogectiveearly childhood education teachers and special education
teachers rather than for foreign language primary teachers whose development in this area is neglected
(Bingham & Abernathy 2001 | i s 2012; Bgaszczyk 2014; Nowosad

i.e. Type 1- Parenting, Type 2 Communicating, Type 3Volunteering, Type 4 Learning at home, Type 5
Decision making and Type-8Collaborating with the Community, Type-Parents observing lessons, and Type
81 Home visits by teachers.

2 SEN pupils account for ca. 3% of all pupils in mainstream primary sctiotgdice 2014: 78).
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School placements at departments of teaching modern languages at Polish universities: a

closer look

Foreign languageeachers in Poland are educated in accordance with regulations of the
Ministry of Science and Higher Education (Journal of Laws of 2012184) and the Ministry of
National Education (Journal of Laws of 2017 No. 1576)line with this,in the Polish academic
cont ext there is a general criticism of At he di
teacher in curriculum standardassn d admi ni st r at i v e-Barnnkg20l14:a7t 20tbns o ( Z
141). University departments of modern languages offer prospective primary teachers academic
gualifications to teach a foreign language starting from grade 4 onviidroise candidates whoant
to teach a foreign language in greémary education and in grades3lhave to graduate from those
departments oearly childhood educatioat Institutes of Pedagogy which offer such cour3ée
general framework of teacher education assumes threel@sodith 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 practian. Polish higher schools are given considerable autonomy as reégactier
training programs in general and programs of teaching practice in particular. Consequently, programs
of teacher training at departments of teaching foreign languages are taidrgdually by each
department to meet tteovementionedinisterial 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 intsgd theory of famihschool 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
responsibities of families and schools as well as two theoretical perspectives grounded in sociology
and social psychology (Epstein 1987/2011: 27). It appears that fachibol connections are
dependent wupon teachersé and hgheyhavwe adodied ashairesult s o p h i
of complex relations within communities both on the level of individuaimpolic interactionisijnas
well as reference groups that they represafiefence group theoyy{Epstein 1987/2011: 27). In order
to account for thenature of all possible famigchool relations, Epstein developed a model of
overlapping family and school spheres. It reveals that true partnership is possible when there is a
maximum familys ¢ h o o | overl ap by means of i@dr,r clospu e n t C
communication between parents and teachers in a comprehensive program of many important types of
parent i nvol vement ) Ep&gns(2006i201L1: 447)%@&t6s tatHerke are 4ix6
important types of involvement: TypeilParentng supporting parents to create home environments
enhancing a chil dbGommunigagngnfopning patents aboyt sahoolZprograms
and a chil doé si Vplunteagimgensosragingiparpnés todelp in school events; Type 4
Learningat Homeinstructing parents how to help a child with homework and develop their talents;

Type 57 Decision Makingencouraging parents to participate in school committee, and Type 6
Collaborating with the Communitynvolving local community in school liféor 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 whee educati on i nfluencing positively
(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. hneor words, AREpstein
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
societyp (Brantlinger, 2003; Delgaddsaitan, 1991; Doucet, 2008; Lareau, 2000, 2003; Lareau &
Shumar, 1996; Kroeger, 20@fd in Kroeger & Lash 2011: 26870). Forexample i n fAschool s
di verse populationsod the dominating cudattas al ca
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volunteers and advocategthin Type 3 and Type @ctually advantage the dominating groups of
ihi gmecrome i ndividual so0 over the groups of minori

In line with this Addi-Raccah & Grinshtaiif2016) conducted eesearch on a group of 959
Jewish and Arab elementary and secondary teachers with a view to finding out to what extent

teachersoé6 feminine, soci al and cul tur al capital
three parental roles, i.e. parelats partners, parents as a threat and parents as disengaged in school
(Addi-Raccah & Grinshtain 201 6 : 48) . Agai n, it appears that

correlated with their capitalParticularly, when teachers dominate oyera r e soticuitural

background as in the case of Arab teachers, they avoid| at i ons with parents
(Addi-Raccah & Grinshtain2016: 50) As a result of the above, there are fewer interactions with

parents and the relations are based @At heekatiahs devel oped bet wee
(Addi-Raccah & Grinshtain2016: 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 threatAddi-Raccah & Grinshtaini2016: 50)

Kroeger & Lash (2011) put forward a modelfofami | y i nv ol v ebagndta whi ch
model of parent involvement or a family neddsed approach toward an inguilsiven method to
support teachers workingi t h f ami |l i es of young childrenodo (Krc
was conducted on a grogp 11 preservice teachers who participated invee8k parenthild-teacher
inquiry based assignment as well as field placements. The {udnitshteacher study project was
basedomiwor ki ng with parents in the f ¢krorger&fLaslan i ndi
2011: 272) Preservice teachers examined critically the (biased) language they used in the interviews
with parents from all walks of lifefoeger & Lash, 2011: 272, hei r wr i tten and spo
excerptso abowmki hbpeiaboat nftamal i e8d0 were systema
singling out eRamples atseéch staga of the assignment to highlight situations and
behaviors which demonstrate pr eWals 2002éndfoegee& c her t
Lash, 2011: 271)The authors conclude that parehild-teacher study project goes beyding i mp | y
reading a text booknd understanding family ) Asfaerésult(oiKr oege
participating i n t h e sgened jmere twilling toeevaduate itheirepriot e a c h e
preconceptions about families. They seemed to see that not just parental presence in schools but a
variety of individual styles of parenting and family engagementncanet | ear ni ng and sc¢
(Kroeger & Lash2011: 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 questidrid o do teachers express empathy in their

relationships with young c Ahelsubjea werealB ¢pre)fsahool | i e s ~
teachers who were interviewed by means of an initial interview; they were qskstions like:
66What doesrd neuche psfwalt hpgparents | ook | ike to

do that hel ps to f ost g2015:plal).tTinen fivet heiapcsh ewist hit whar e
identified through initial analysis as primigrempathic toward children andrhilied Peck,Maude

and Brothersor2015: 173) werehosen and further interviewed by means of follqwinterviews It
appears that ifteachers who made empathic stater
parentso (Peck, Ma u @76) Ganerdlly, B e o telhmprag din c2 @ k3 cher s
partnership wabased on acceptance of diverse families and their cultural prad®eels aude and

Brotherson 2015: 175). There was a wide range of direct and indirect contacts with families
established byhe emphatic teachers via emails, newsletters, phone calls, handwritten notes,-and face
to-face meetings As stated in the paper, fone of t he
communi cation that i nformed teacherksMaude mmat hy v
Brotherson 2015: 176)lt is concluded that teacher educators should provide preservice teachers with
Asupport regarding empat hy oPedkyMaudaand Brathkrsoi 20t5a i ni n
177).
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The abovementioned examples of recesgearch point to two dominant factors behind
family-school partnership, i.e. a variety of pareie@dchers contact and emphatic personality on the

part of teachers as well as their conscious effort to challenge stereotypes and accept ethnic, socio
culturd and economic diversities within families.

Preservice | anguage teachersodo attitudes
T areport from the study

The aim of the study

The aim of the study was:

h e

1) to find out preservictanguage e ac her s6 op iance aeight typesi t
/ 2011; ¢

i n
of parent al invol vement (,Epstein 1987

2) to find out whether the preservice language teachers hadlieent contact with
parents during their teaching practice,

3) to find out what types aflirect contactwith parentsthe preservice language teachers
had during their teaching practice,

4) to find out whether the field experience as regadisect contact with parents
correlates with the preservitenguaget e acher sdé opinions about the
types of fanly involvement.

The point of departure fosredmi oglareidWath) i whae
revealed that theresia correlation between #xr a i direcec®rdact with parents during school
placements of Type 2 Communicatingg f  E pssik tgpiesnob parental involvement and their high

opinion about the importance of parental involvement in supegvigiarning activities at homee.
Type 4i Learning at home

Research questions

1) wh at are preservice | angueamost andeheddastr so
important types of famikschool involvement?

2) are there anystdistically relevant associations between the preserlacguage

teacherg opinions abouthe most important typef parentteacher partnership and
their direct contacts wh 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 Rolsra mediurmsized university in
the southeast of PolandThe respondents completed their teaching practice between autumn 2017 and
spring 2018. The subjects weté women and 14 men aged-24. The mean age was 23.8.

Procedures
Subjects completed a questionnaire whicimsisted of two parts. Part one referred to the
subjectsd opinions and part two referred to the

version of Epsteinés Framework of six types of f
types,i.e. Type 7i Parents observing lessons and TypelBo me vi sits by teachers
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Part two consisted of two ope&mded questions which referred to their field experiences as regards
direct contacts with parents. The questionnaires wereldistd personally by university practicum
supervisors as soon as the subjects had completed their practicum.

Measures

Part one of the questionnaire comprised eight types of stmdly collaborationType 171
Parenting(fihelping all families understanthild and adolescent development and establishing home
environments that support children as studdnt3ype 2 i Communicating(Adesigning and
concluding effective forms of twwa y communi cation about school
progress), Type 3i Vdunteering(firecruiting and organizing help and support at school, home, or in
ot her |l ocations to suppor to), Typeed i sLeammgp &t Heamed st u
(Aproviding information and ideas for families about how to help students with homeamulk,
curricuumr el at ed act i v) TypeS Decisiah Mdkang(ihavingoparents from all
backgrounds serve as representatives and leaders on school cemaritieobtaining input from all
parents on school decisians Type 61 Collaborating with the Communityfidentifying and
integrating resources and services from the community to strengthen and support schools, students,
and their families, and organisikrgc t i vi ti es t o benefit the communit
opportunities) (Epstein, 1987/2011: 46); Typei7Parents observing lessgnand Type 8 Home
visits by teacher&S | i w 2001 k74#). The subjects expressed their opinions abouhffatance of
the eight types of collaboration using the fijmeint Likert scale with responses ranging framot
important at allpf little importance, undecided, important, very important.

In part two of the questionnaire the subjects were asked t@neésfp two operended
guestions:

1) did you have any direct contact with parents during your pedagogic and didactic
practice?

2) if you had direct contact with parendsiring your pedagogic and didactic practice
briefly describe what kind of contact you had.

Results

Part 1: which types of famidgchool collaboration are important?

Type 171 Parenting 25 (41.0%) respondents find this type of farsbhool collaboration
important and 17 (27.9%) find it very important; in total 48.8%) respondents are of tlopinion
that this type of relationship is (very) important.

Type 2 1 Communicating 16 (26.3%) respondents find this type of fanrsthool
collaboration important and 43 (70.5%) find it very important; in total%P#n6) respondents are of
the opinion thathat this type of relationship is (very) important.

Type 31 Volunteering 27 (44.2%) respondents find this type of fanshool collaboration
important and 14 (23.0%) find it very important; in total 4¥.%6) respondents are of the opinion
that thatthis type of relationship is (very) important.

Type 4171 Learning at Home 21 (34.4%) respondents find this type of famsighool
collaboration important and 37 (60.7%) find it very important; in total%B0%6) respondents are of
the opinion that that thitype of relationship is (very) important.

Type 571 Decision Making 35 (57.4%) respondents find this type of famsihool

collaboration important and 8 (13.1%) find it very important; in total ZB4%) respondents are of
the opinion that that this tgpof relationship is (very) important.
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Type 61 Collaborating with the Communit29 (47.5%) respondents find this type of family
school collaboration important and 2 (3.3%) find it very important; in totab88%) respondents are
of the opinion that tht this type of relationship is (very) important.

Type 771 Parents observing lessanS (8.1%) respondents find this type of farrsighool
collaboration important and 2 (3.3%) find it very important; in total 7.4%0) are of the opinion that
that this ty of relationship is (very) important.

Type 87 Home visits by teacher$ (9.8%) respondents find this type of famighool
collaboration important.

Theaboveanalysisof the responses suggests that majority of subjects were of the opinion that
Types 16 of parent involvement are (very) important. They were of the highest opinion about Type 2
I Communicatingand Type 4i Learning at HomeThey had the lowest opinion about Typé 7
Parents observing lessqrend Type 8 Home visits by teacher§he above findings correspond with
the findings i#rteheigiklaot20dt79gdy ( BNk

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%) gbjects admitted they had direct contact with parents during their practicum
of Type 2i Communicating16.3%) and/or Type B Volunteering(9.8%). It was experienced mostly
by EFL preservice teachers (13 subjects). Only one preservice Polish teach@nerpea direct
contact with parents of Typei2CommunicatingOne subject described contact with a parent of a
pupil with SEN in an integration class. Four subjects participated intdefeee contact with parents
which was caused i ywchoopl.uThred sulBjectsp toak Ipérte im pate@cher
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,| have not had contact of this type yet.
2) No, | just observed pareteacher conference from a distance.

3) During my practicum | observed that parents communicate with teachers mainly when
their child has problems at school caused by sdiserders such as, e.g. autism or
dysl exi a. I n such cases teachers inform g
classroom, academic progress or problems such as, e.g. not doing homework.
Parents, in turn, té teachers about their problems with paieg. 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
practicewhereas a group of 47 subjects did not have such coSamtentti test was used to test
whether the two group means are different. In the cases of a violation of the assumption of variance
homogeneity, the Cochra@ox adjustment was carried out. Theefte si ze was <cal cul at
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 ofiTgoenPunicating
and/or Type 3i Volunteering and the group of subjects who did not have such contact. The

lln, the pilot study fAnine subjects (32ia&hmihmidc dtiirregd
(BNk ednicka 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 2i Communicatingt ¢ s2.57= -2.98; p = 0.004 M =4.93; SD =0.27

Type 61 Collaborating with the Community ¢ 0.0~ -3.63; p = 0.001 M = 3.86; SD = 0.53

Type 71 Parents observing lessartssq)=-2.09; p = 0.041 M=2.71;SD=0.83
Type 81 Home visits by teachergsg = -3.55; p = 0.001 M = 2.86; SD
=0.86
Discussion

As shown in the pilot studyhose EFL trainees who experienced direct contact with parents of
Type 27 Communicatingi.e., mainly limited to facdo-face parenteacher conferences, strongly
agree that parents should have an important role to play by means of Tyyearhing at Homei.e.,
supporting their -$atidlnd rce&kra As2$00MT i mesledrOhBideker, this
Amost educat i garentallingolvamerg af iTypé 4 is masteffective when nurtured by
other types of close paret@acher partnership€havkin & Williams, 1993gtd. in Uludag 2006: 18).
In light of the fact it can be statedthveh e n pr eservice teacherso6 field
of Type 27 Communicating they are of the opinion thtar ent s shoul d be 0o6di s
involved with their childrendés educalnhihecarremt ho me
study preservice language teachers experienced direct contact of Ty@oramunicatingand of
Type 31 Volunteering Almost half (42.8%) of the subjects experienced direct contact with parents by
means of participating in school events aotool trips. This type of experience correlates with their
high opinion about four types of pardeachers collaboration such as Type @ommunicatingType
61 Collaborating with the Communityfype 7i Parents observing lessagrend Type 8 Home vidts
by teachersThe 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 empdtHyurther studyshould focus on how direct contact during school
pl acements that goes beyond Type 2 and Type 3 ¢
about the importance of the eight types of parental involvement.
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The Relationship between Critical Thinking Skills and Democratic Attitudes of 4" Class
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Abstract

This research aims to explore the relationship between critical thinking skilbeamatratic attitudes

of 4" class primary school students. The research used a relational screening model, which is one of

the screening models. The sample consisted of 921a4s students who were selected by the simple

random sampling method. The sjud has empl oyed the &6Critical Thin
Attitude Scal eb. Descriptive statistics, @multiva
moment correlation analysis and simple linear regression analysis were used to anagte fhiee

results have revealed thdt dlass primary school students have a high level of critical thinking skills

and democratic attitudes. No significant di ffer
thinking skills in terms of gender, whia significant difference has been identified for democratic
attitudes in favour of female students. The results also have suggested a +eedluralationship

between students' critical thinking skills and their democratic attitudes, and that tritikalg skills

significantly predict democratic attitudes.
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Introduction

The need for qualified individuals has increased rece@ialified 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 programnseand try to provide individuals with higavel 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 ofeativebjdefending 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
6t he tendency orn acivty with skeptical end glapthehinking while giving
rati onal decisions about what the individual h a s
thinking as Omaking reasonabl e deductoughtherabout v
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'spitgals, behave
without prejudice, adapt to change and development, recognize his or her own deficiencies and
eliminate them, and discover new knowledge by producing knowlégiyaman, 2008, 2009 he
ability of individuals to possess such skills witlp 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 ttwards t
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 thinkimthe 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 demociatict i t ude i s based on Ot he
exhibit principles such as respect for rights, respect for person, justice, responsibility, equality,
openness, honesty, tolerance, cooperation, app

attitude ae 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' critial 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 democraiiadet of 4' 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. Aybe ( 2010) has emphasized that i ndividua
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 rdapto the differences of others and to respect their rights and
freedond that is, to have the necessary democratic attitudequires a certain moral maturity.
Therefore, it is important to develop democratic attitudes from primary school years. K&tlas (2
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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 andvule 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 & class primary school students. To mées igoal, answers to the following questions
have been sought:

1) What are the studentsdéd critical thinking

2) Is there a significant difference between students' critical thinking skills and their
democratic attitudes in@s 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 Degn

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 relationshipdepth (Karakaya,2012). This model seeks
prediction and exploration among variables (Sonmez & Alacapinar, 2011). As the relation between
critical thinking skills and democratic attitudes df dlass students in primary school has been
examined, this research used relagioscreening model.

Population and Sample

The research population consists 8f elass primary school students who study in Ejazi
province during the 2018017 academic year. The sample has 22kldss students who were
selected by the simple randasampling 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 researcltnas deployed two data collection tools: critical thinking scale and democratic
attitude scale, as described below.

Critical Thinking Scale Thi s study wused the O6Critical Thin
(2014). The scale was conducted on 200 studdntyiag in the 20122013 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 variancel Gor uc u, 2014) . The first factor, 6commun
6searching for truthé, kaoasnfsidenceémshashe¢éehtbierd
factor, Oprejudicebd, h as that the factortloadmgs. of tielmeasureel s e a r ¢

items vary across .34 and .78 (Gorucu, 2014). Such items regarding the factors can be presented as:
sear chi ngl hhve mnalyzeduhe hprobled from different perspectives, not the orie ;way
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pr e j uldindd@ more right for others to give important decisibns ¢ o mmu hlistendotthie o n : o]
conversations of people who think differently from me until the ver§ gnd a ncdo nfd Ildfe nc e :
constantly worry that | cannot make the right decisions( Gor 4)cu, 201

The internal consistency coefficient was examined to determine the reliability of the scale.
Using a 5point Likerttype scale, the internal consistency coefficients of the scale were found to be
.45 for the first factor, .58 for the second factof fér the third factor, .63 for the fourth factor and
.69 for the overall scale (Gorucu, 2014).

Democratic Attitude ScateT he o6 Democr ati c Attitude Scale6 d
(2017) was used as the second data collection tool. The scale wiasteshon 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 scald i INdbedy éhould be friends
with poor childre® aBRveryorte has basic rigiis ( Er b i | & Koc aharsLiker 017) .
type scale, Cronbachés alpha reliability coeffic
& 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 develbgeselecting 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 "arlaks 4
primary school studentsnl consi deration of the expertso fee:
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 wesxatsioed. Hence,
Cronbachés alpha coefficient of the democratic
thinking skills scale was . 63. Ozdamar (2013) st
.60 and over. Based on this refazenthe 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 2018017 academic year. The researcher went to primary schools, distributed the
scales to studesitand 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 througkesitand no extreme values were
found. Afterwards, the Kolmogoro®mirnov (Ki S) test was used to evaluate whether the data were
distributed normally. As a result of the analyses, the critical thinking scale demonstrated normal
distribution (Ki S = .05,p > .5); whereas that is not the case for democratic attitude scae£K14p
<.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 skawthess
democratic attitude scale 1653 and the standard error is .164, while the kurtosis vakig7ig and
the standard error is .326. Based on these results, the data showed normal distribution.

Descriptive statistics, multivariate analysis of sade (MANOVA), Pearson produntoment
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, multicoltiearity 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; tltahpairs should be
randomly selected and that the variables forming the data pairs should be independent of each other
for the correlation analysis. Pearson proemoments correlation analysis was conducted because the
data showed normal distributiondhnontinuous 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

Tablel depicts the participation levels of students regarding their critical thinking skills and
democratic attitudes.

Table LSt udent s6 critical thinking skills and democ
Variables N X 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 Tabl e 1, students expressed t

skilsscaleX= 3.57) and 6Yesd on XF67)democratic attitu

Table 2 displays ontactor MANOVA results for the students' critical thinking skills and their
democratic attitudes in terms of gender.

Table 2 Onefactor MANOVA results of students' critical thinking skills and their democratic attitude
levels interms of gender

Dependent Variable Gender n X s df F p Jf

Critical Thinking F 125 3.61 .54

Skills M 96 3.50 .56 1-219 2.093 14 00
. . F 125 272 .22 "

Democratic Attitudes M 96 261 95 1-219 10.270 .00 .04

*p< .05

A onefactor MANOVA wasconducted 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 effisured (

6832201,878— 1029,p= . 378 ) . The resul ts of t he Wi | ks o | amb
the linear combinations of the dimensions of students' critical thinking skills and their democratic
attitudes in terms Fgto=6ae0dp=00). (Wil ksd s = . 953,

Onefactor ANOVA results for students' critical thinking skills and their democratic attitudes
are shown in Table 2. No significant di fferenc
thinking skills in terms of gendelF(,;9= 2.093,p > .05), while a significant difference has been
identified for democratic attitudes in favour of female studefis:{= 10.270,p < .05). In addition,
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the interaction between gender and critical thinking skills and democratic attisulbes (Green &
Salkind, 2013).

The relationship between the studentsd criti
has been presented in Table 3.

Table 3 Distribution of the relation between students' critical thinking skills and theimocratic
attitudes

Variables Critical Thinking Skills Democratic Attitudes
Critical Thinking Skills 1 -
Democratic Attitudes .334* 1

N=221,%<.01

A positive, medium level (Tuna, 2016) and significamt(.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
st udent s Gattimde storesrwil indrease when their critical thinking scores increase.

Table 4 presents the results about whet her
democratic attitudes.

Table 4. Results of simple linear regression analysis relateédegrediction of democratic attitude by
critical thinking skills

Predicted I . Standard

Variable Predicting Variable B Error b t p
Constant 2.138 404 5.28 .00

Democratic N o )

Attitude Critical thinking skills .535 150 .334 3.55 .00

R=.334 R°=.11 Fu29=12.662 p=.00

Simple linear regression analysis results have revealed a medium level and significant relation
between democratic attitude and critical thinking siRIE(.334,R? = .11,p = .00). Therefore, critical
thinking skillsd contribution to the democratic
b coef f itwealuesnvere examihed, 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 class primary school students. Research results have revealed tHatltes 4rimary
school students ka a high level of critical thinking skills and democratic attitudes. The researcher
has positively assessed this.

One of the major aims of education in thé' 2&ntury is to provide students with democratic
values and critical thinking skills, a highlere v e | thinking skill. Thus, St
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
congructivist approach since the 20@H06 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, 2@12017b, 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 concludd that students' critical thinking levels are higher. These are in parallel to the results of

66



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 skill$is 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 studentsd democratic attit
research.

The present study has also examined whether the critical thinking skills and democratic
attitudes of % class primary school students vary across gender. As a result of the analyses, no
significant di f ference ha sticd thieking sHills ingernmiofntteeid a mo n
gender ; on the other hand, studentsdé6 democratic
of female students. Thusly, it may be emphasized that critical thinking skills do not differ in terms of
genderyet 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 emeirgstudies carried out by Akar and
Kara (2016), Chin (2005), Belhan and La8imsek (2012). This result is in line with the relevant
|l iteratur e. Li kewi se, in his study, Kardas (201
democratic attituds 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 mediawel and
significant relation has been found between students' critical thinking skills and their democratic
attitudes. Studentsd democratic attitude scor e:¢
increase. An individual with critical thinkgnskills 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 egipress th
thoughts (Cavkaytar, 2013; Demirsoz, 2010). There are nhumerous 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,chitis a situation supported by this research.

The present study has explored whet her stu
democratic attitudes. The analysis results have displayed a medium level and significant relation
between democratic attitd e and cr i ti cal thinking skill. Crit
democratic attitudesod total var i anc evalueshave 1 %. Wh
been analysed, critical thinking may be a significant predictor of denwettéitude. 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; ewating 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; ag&BimpIe
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 followatgmmendations have been provided:

1) The research results have revealed a mediawel relationship between students'
critical thinking skills and their democratic attitudes, and that critical thinking skills
significantly predict democratic attitudes. thns regard, it will be useful for teachers
to organize studertentred activities to develop critical thinking skills and demaocratic
attitudes while planning the teachitearning process. In this way, students' critical
thinking skills and democratic &tides 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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Abstract

The term of 21 century skills has become a key concept in the fiéldducation. It has attracted
resear cheradincladed irsomd a thecognitive taxonomiesused inthe fields of
curriculum development and educational assessrirettte 21* century, the teaching curriculum and
instruction havestarted to transform ia way consistent with thehange othe targeted competences
that an educated person should haMeis requires classroom assessment applications to change so
that they can be in line with the nature of these competences and support their develdpiment
study discussethe skills that have gained importancetime 21st century education (21st cemtur
skills), the interaction between these skills atid classroom assessmead thetransformation of
assessment activities to cover these skille studyalso includes one sample assessment activity and
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their daily teaching plan and how to assess them.
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Introduction

Recently, manyountries believing that education is a propelling powetHemevelopment
of countries have been questing the success of the schooling in raising the standards of learning.
They have starteto findtheac hi evement c rthetlegel of accomh@ighinghleachinga s i
o ut c o meayreswtariented. Theyacceptthat individual® not being able toapply their
knowledge to theeallife situations isan important failure of schoolin@chools arestill not qualified
and equipped enough to devekipdentéhigher order thinking skills. This has beae the propelling
power behind the national e d u ¢ athdindformatioriorentedt r i e s 6
curriculum tothe skilloriented curriculumApplying fundamental knowledge acquired at schdols
real life requires students not only to hasegnitive skills,such as comprehending, problem solving,
critical and creative thinking, but also tbave various conative, social, amtacognitive skills
(Hal adyna, 1997, Kutl u, Doj an, Karakaya, 2014) .

Especially sincghe 1980s, usingindings of thecognitive psychologyor developingthe
curriculum, teaching methods and techmigjuandeducational assessment applications at schwads
gained wide currency. The behaviorism thais maintained itenpacton education for longearshas
been replaced byhe constructivism.Thanks to this,developing higher order thinking skillhat
require student® use variougognitive, affectiveand psychomotoskills simultaneouslypasrecently
stood out.

Many researchers argue that trevelopment of higher order thinking skiilsdependent on
enabling students to use cognitive, retgnitive, conative andocial skills simultaneouslyrelated
studies providaesults supporting the appropriateness of ttiea of the researchers. Studiegeal
that it isnecessaryo enable students to produce an output by using his/her cognitivecoggtisive
and social skills so as to develop their higbeter thinking skills (Grolnick & Ryan, 1987; Haladyna,
1997; Marzano, 1992; Strayhorn, 2013; Durlak, Weissberg, Dymnicki, Taylor & Schellinger, 2011;
Kutlu, KulaaK ar t al & ki miKarthl & Kilg 20717). Récentlyathis understanding based
onstlent sé si mul t alomaio skils while areatind a ptotluct eren output has affected
the definitions of th@1* century skillsand ongoing discussions on this issue.

The 21% Century Skills

The term of 21 century skills has become a keyncept in the fieldf education. Cognitive
skills, such as problem solup reasoning, critical anckeative thinkingmetacognitive and conative
skills, such apersistence, se#fficacy, motivation, openness pooblem solving; social skillsuch as
collaboration, communication, taking responsibilty/fall under thiskey concept. These competences
are notdiscovered within this century. Ydhe importancegiven 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 expelaveescreased within this century.
The rapid cAngesand prdlems happening in thater-cultural relations, in the social relatioasdin
the natural environment inevitablyaveincreased the importance given to these competences. Today,
in the field of education, it is frequently stated that stuslsmouldaccomplishthe 21% century skills.

They should graduate from their schools as skilelividuals inutilizing thesecompetencet solve
their reallife problems(Pellegrino, 1999; Greiff & Kyllonen, 2016).

Recently,the 2f' century skills hag increasingly attracted e s e ar chetr Eéyarat t ent i
evenincluded insome of thecognitivetaxonomiesused in the fields of curriculum development and
educational assessment. For examhle skills affecting learningire divided into two dimensiorisy
Marzano and Heflebower @22). One of thenincludes cognitive skillsthe other one comprises of
skills of understanding and controllinge self andthe others. Marzano, Pickering and McTighe
(1993)argue thastuce nt s 6 a t metatogndive skisamettie two fundamental dimensisrof
learning. Marzano (1992) states that these dimensionsitmgegtant effects on learning, apdovide
basis for learmig. Marzano and Kendall (2007) dividen di vi dual s & dntghneet i ve a
categoriesithe self-system,the metacognitive system anthec ogni t i ve syst em. I nd
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system decides whether the individual is going to engageawigw task.n addition,it determines
the amount ofime and efforthat the individual will separate t@@mplish the task, if the individual
prefersto engagevith the new taskRuiz-Primo (2009)divides competeras that should be taught and
assessed in the field of science education into three diarenintra-personaskkills, cognitiveskills,

and scientific skillsInternational largescale assessmerdksofocus on some intrapersonal skills. For
example,s t u d mstrangi@al motivation, se#fficacy, persistence, openness to problem solving,
school engagement, internal locus of contvetre assessed irthe Programfor International
StudentAssessmentPISA) conducted irR012 and 2015 (OECD, 2013; 2016).

Although there is not only one scheme on which all researchers comprise, various frames have
been developeth orderto summarize these skilwithin a weltorganized content (Kyllonen, 2015).
The frame developed by Colloborative for Academic, Social, and Emotional Learning (CASEL)
includesthe five main competency dimensiorsglfawareness, sethanagement, social awareness,
relationshipskills and responsible decisiomaking (Weissberg & Cascarino, 2013). National Research
Council (NRC) has alscarried outstudiesaiming to definghe 2£' century skills. In theelated report
(NRC, 2010);the 21* century skills weralivided into five dimasions;adaptability, communication
social skills, norroutine problem solving, sethanagement and systems thinkittpwever, n the
report published after3 workshop held on these skills (NRC, 201t)e 21% century skills were
divided intothree dimasions. The dimensions of setfanagement and adaptabilityere brought
togetherunderthe dimension ofntra-personal skills, the dimensions of systems thinking and non
routine problem solvingvere brought together under the dimension of cognitive skéisd the
dimension of interpersonal skiliscludedcommunicatiorsocial skills.

Klein, DeRouin and Sala@06 as cited ilNRC, 2011) define interpersonal skills as goal
oriented behaviors thaare used forthe interpersonal communicatiodetermined by a@mplex
perceptional and cognitive processes, and include communicataiionship skills, various verbal or
nonverbal messages, roles, motivatiamsl expectations. Thegearchers alsdivide interpersonal
skills into the two subdimensionsthat are cdéd ascommunication skills and relationship skills.
These suldlimensiongnclude skills, such asending verbal messages constructively, writing clearly,

expressing onebs feelings, preferences, and opi
anot her person, appreciating differences among
managing othersdéd i mpressions to create a positiyv

Furthermore,in the frame developed by NR@daptability and selfnanagement skillare
brought together under the dimension of intrapersonal sKilis 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 ewnprocesses 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* Century Skills and The Classroom Assessment

In the 21* century, curriculum, instruction and classroom atmosphere hhvstarted to
transform ina way consistent with thehange ofthe targeted competences that an educated person
should have. This requires classroom amsest 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)argueghat a new point of view for classroom assessment should begdeuéf it is aimedto
connect assessment applicatiansl the improvement of schooliri@esearchethinksthat educational
measurement specialists have firstly focused on exploring and improving new methods and techniques
to obtain more reliable and valid scoredleanwhile,t he i mportant guestion
assessment tools contributestd u d ®lfet fsf6i cacy and willing to | earn?

Search for the answer to the question of how to enable consistency béhedargeted
competences in the cuwrtlum andthe classroom assessment approachihasased interest in the
formative asseawment. It is possible to mentiamvo different approachefor formative assessment.
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First of these approaehis assessment of learninthatis based on testing studsrmore frequently

by increasing the frequency &ummative assessments and getting more information regarding
studentsdé devel opment. That kind of assessment
regarding the efficacy of curriculum amaistrucion. However, it cannot be effective in increasing

st ud e nvatiod to leeontand achievement because assessment is mostly applied after completion
of the learning process. In additiothese frequent assessment applications still cannot provide the
necessary information needed by teachers fortdegay, or even houto-hour instructional decisions.

The €cond approach tthe formative assessment is called assessment for learninglt includes

more than testing students frequently. In this approaxdiruiction and assessmeare indivisible.

They progress in an interactive way anfbrm each other. tBdents are also informed about their own
learning and engaged in their own learning proeefmrough seHassessmenBlack & William,

1998; Stiggins,2002; 2005).

A teacherwho embraceshe assessment for learning approach a) spedifiesichievement
targets to be mastered for every class clearly and in a stingently way, b) shares these targets with
students from the right beginning of the sland helpghem understand what are expected from them,
c) teaches students these targets by using models of strong or weak work to help students understand
expectationsnore clearly, d) assesses studélegel of accomplishing targets of tlotass by aplying
an assessment activity that is consistent with the learning targajgjdes students to help them
assessheir own learning based on specific learning targets, f) helps studentsy thelearning gaps
that needimprovementby providing students with descriptive feedback, geates second chances
during theclass to enable studeritsmakethe necessary changes on their works (Moss & Brookhart,
2009; 2015).

The®ssessment for | earning approacéaitmdvileect s st
students with necessary tools that are needed by them during their learninggsr{@esshart &
DeVoge, 1999; Black & William, 1998; Brookhart & Durkin, 2003; Greenstein, 2010; Gordon &
Rajagopalan, 2016; Popham, 2017). In a classroonhichvthis assessment approachpplied,clear
and studenfriendly version ofthe learning &rgets are shared with students because studants
assess themselvesly when they have a clear pictwtthe targets. In additiomssessment activities
are planned specific to these targets for every classchers use sample worksrake sure that
studentsalready understood adixpectations éfore applyingthe assessment activityherefore, the
criteria that studestcan take into consideratida monito their own progresbecome cleafor them.
So, sudentscanassess their own learning proasizased on these clearly defthand shared learning
targets. hieycamalsos peci fy what to do next to improve the
andtheir own feedbacks. Students haehance to identify their inadequacies not after completion of
the class, but while they are still ithe learning processThey are continuously informed about their
next steps. That kind of assessment approach progideents with the suppo information and
atmosphere thahey need to overcome their inadequacies and develop their Bkitsk(& William,
1998;Moss & Brookhart, 2009; 2015).

When one aims t o *ceetuneskilspt gans impatanteseibrazel an
assessment approach that is consistent with the nature of these skills and teapmam the
development of these skill# is very important to have consistency betwden targeted skillend
the indirect messages sent students tha assessment approach. This consistency can be
accomplished when teachers embrabe assessment for learning approach and apply this
understanding effectively in their classrooms. In this approach, students do not try to learn within a
classroom atmosphene which they are punished or awarded for thiong or correct answer&n
the contrary, student is inside of a learning processgluvhich his or her inadequaciase revealed
thanks to continuous angdersonalizedfeedbacks.The gdudent is allowed toreach 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 betteththatiners or
being punished because of mistakes
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As mentioned before, the change of cotepees needed by individuals in the work life and
thefindings ofthec ogni ti ve psychol ogy regarding the skild.l
have made important changas thedefinitions ofeducation and educated persancordingly, these
changes haveaused to transformchools,the curriculum and instructiomethods While necessary
transformation happened more rapidly in these areas, the effect of behavioristic apprabeh on
classroommeasurement and &ssment applications lasted a long timgu&ational assessment failed
in fitting those changes happening in the fields of cognitive psychalnd educatiomintil the 1980s
(Gordon & Rajagopalan, 2016).

According to Pellegrino (1999)hése developments hawveecently started to change
educational assessment applications so that they can be more teethelgarning processandthe
learning environmenof students.According to the researchaess that are weakly linkedto the
leaming experiences of students amdsults of the assessment applications including tasks
disconnected frorthe learning process and contexé not valid any more. Similarly, Bennett (2014)
arguesthat it will be necessary to change tbducational assessnieapplications and its content as
long as the definition and quadis of educated person changes.

Teacher sé un dhe asessmentdandntheir wdys of usiegsessment in their
classroomsieed tobe changed (Shepard, 200Bghind that changehére are two important points
that should be taken into consideration. Tinst fof them is to embracene assessment for learning
approachThe secondone is to assesst u d mtrapessd@nal and interpersarskills in addition to
their cognitive skills. These changes indicate the necessity of forming and appigwdnstruction
and assessment models basedhaassessment for learning approaEhrthermore, it is\ecessaryo
use items or tasks that can enablessae s s st udent s 6 |andigtarpetsonal skills. i nt r a
Therefore, focusg on the 21% century skills in the classrooassessment applications, continuously
monitoring students6 development in terms of the
monitor these skillsdwe recently gained importance.

The two questions @ important for reconstructing theurriculum andthe classroom

assessmenfi What purposes do cognitive skills acquire:t
iWher e and h dilze theseskidistintheiedaily bveudVhen answers to tke questions
are consideredt he i mportance of teaching and assessing

skills in addition totheir cognitive skills,pecome clear because almost all real life situations require
students to simultaneously use various skills. Therefore, it is necessary toidefpersonal and
interpersonal skills thattudentaeed in their daily lives. In addition, tltassroom teding activities
andtheassessment applications shooitdh be reconstructed based on these definitions.

In the following of the report, a samptask showing how to takéhe related cognitive,
intrapersonal and interpersonal learning targets withinaeatland inclusive context. Scoring rubrics
and evaluation forms showing how to evaluate stUu
also given in the following of the repoifthe sampletask, the rubric and evaluation formwere
developed byheresearchers.

The Information Regarding the SampleAssessment Task

This sampletask is prepared fagight 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 informatiskills
relatedoibudgeti ngo and fAusing money f oedusderdhpepi ng. O
main dimensions;ognitive, intrapersonal and interpersonal skills. These skills form basis badkte for
classroom instruction activities atiteassessment applications.

ABudgetingd and Ausing money for sdpgighdpoi ngo a
i ndi vi dual.©lde aeain Whych thosevskills can be used might be organizing dinner for
friends. The task is relatdd organizing coseffective dinner for friendsAn individual organizing
dinner $iould also use cognitive skills, such @e&fining criteria,making decisions, and justifying.
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Student is going to use some intrapersonal and interperskitialwhile organizingdinner, soskills

such as time scheduling, coping with the possible problems and openness to problem solving are
defined as intrapersonal skills within the frame of this t&skthermore this task also requires
students to use some interpersonal skike kcommunication, working with the group, attiagt

interest and being hospitable.

Firstly, cognitive, intrapersonal and interpenal skills that students netmlaccomplish the
task are given in the following. Right after thatperformance task reqing students to use these
skils, scoring rubrics that can be used candegeenal uat e
feedbacks based on the results obtained from all of these evaluation forms.
The Sample Task: Organizing Dinner
8" Grade Math

Learning target 1:Budgeting
Learning target 2:Using money for shopping

Performance TaskStudent organizes a cedffective dinner for friends.

The Necessary Skills to Accomplish the Related Learning Targets

Cognitive Skills Intrapersonal Skills Interpersonal Skills

Using money for shopping Time scheduling Communication

Using four operations Preparing a time schedule by Expressing information, feelings
Using addition, subtraction, taking into consideration person{ experiences and opinions in

multiplication, and division to solve | capacity, priorities and base tim¢ groups, understanding each oth
problems.

Budgeting Coping with the problems Working with groups

Planning how to use resources so g Effectively adapting plans, All actions done by several

to satisfy the expectations and targets, actins or priorities so as| students (group of 3to 5

accomplish specific aims. to cope with uncertain, students) together so as to
unpredictable and rapidly accomplish a study/task.

Dedsion making based on the data | changing situations.

Identifying the criteria Attracting attention

Specifying the standards that will Openness to problem solving Gatheringppt her sd at

lead to the most appropriate Thinking on alternative solutions| his/her actions.

judgment. by searching, criticizing and

Decision making: without being overwhelmed by | Being hospitable

Making a judgment by comparing | prejudices. Being nice to the guests and

available data with the defined entertaining them.

criteria.

Justifying decisions

Justifying

Making casual and rational
explanations for the results or the
ideas.

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
organizati on. It i s your ¢S regardirigsdinmeemepw make & i | ity
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 fdine dinner organization

including following dimensions.

1)
2)
3)
4)
5)

6)

7

Preparing a creative dinner menu.

Spending at most 50 liras for one guest.

Showing the consistendyetweerthe dinner menu anthe shopping expenses
Selecing an appropriate place for dinner

Preparing a timechedule.

Specifyingthe possible problemgou might have during the organization aftkring
solutiorsto theseproblems

Planning the event night in detail.

Points to Consider

1)

2)

3)

You should prepare at most fipage plan.

Your plan should include all your preparations you have done under 7 dimensi
given above.

You should make the ideas behind all your preparations clear in your plan.

Your plan is going to be evaluated in terms ofhe following criteria,

1)
2)
3)
4)
5)
6)

7

The e of four operations and budgeting knowledge
The aility of building creative and attractive opinions
Expressing all plans in detall

Aligning themenu tathebudget

The veridicality of time schedule

The aility of detecting problems anaffering solutions.

The aility of communication and cooperation in group
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Studenta@as...Name

The Analytic Scoring Rubric

Levels of Achievement Opinions
Criteria Beginning(1) Developing(2) Accomplished(3) | Exemplary(4) Score glrjggestions
The budget is The budget is The budget is The budget is
i hardly planned to | partially planned | planned well completely
Preparing | accomplish the to accomplish the | enough to planned to
Budget task. task. accomplish the accomplish the
task. task.
The task is applied The task is applied The task is applied The task is applied
) in a way hardly in a way partially | in a way mostly in a way
Scheduling | consistent with the| consistent with the| consistent with the| completely
time time schedule. time schedule. time schedule. consistent with the
time schedule.
The task is hardly | The task is slightly| The task is mostly Ig;;?::;;;
Attractive attractive in terms | attractive in terms | attractive in terms o
attractive in terms
ness of the menu and | of the menu and | of the menu and
the table setting the table setting the table setting of the menu and
) ) " | the table setting.
Possible problems| Few possible Most of the All of the possible
) that might be problems that possible problems| problems that
Detecting | experienced are | might be that might be might be
Problems hardly detected. experienced are | experienced are | experienced are
detected. detected. detected.
Offering Hardly any Solutions to few Solutions to most | Solutions to all of
Solutions solutions to the possible problems| of thepossible the possible
to the possible problems| are offered. problems are problems are
Problems are offered. offered. offered.
The activities, the | The activities, the | The activities, the | The activities, the
playlist or the playlist or the playlist or the playlist or the
conversation conversation conversation conversation
Planning topics are hardly | topics are slightly | topics are planned| topics are planned
the Event | planned for the planned for the in a creative way | in a very creative
Night event night. event night. for the event night.| way for the event

night.

Teacher 6s

Commen

t
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The Selt Evaluation Form

Student 6.s.. Na.mMe .. ... . e

Student 6s..Cl.ass:

Dear Students,

The following expressions are designed to learn your opinions and feelings regarding the dinner invita
planned as a group. Please respond to each of the expressianshas8point scale (Slightly true of me
Moderately true of me, Very true of me) to describe to what extent this expression reflects you.
respond to all of the expressions.

Student 6s

School..I.D..Number:

Slightly true | Moderatel | Very true
Expressions of me (1) y true of | of me(3)
me (2)
I made a preliminary study for the task when | first got the tas
I am glad that | got this task and worked on it.
| realized that good planning is a key to the accomplishmer
this task.
| participated in the task with great interest.
| 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.
l.What did this task enable you to notice abou
eééeéeéééeéeéeééeéeééeéeéecéeéecéeéeéec.
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. What are the positive and negative sides of working in a group on this task?
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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 wak meets most criteria.)

3: Exemplary(The work meets all criterip.
The Criteria Name of the Group Member

You

Group Work 1 1 1
He/she accomplished his/her responsibility to the task, and supported thg 2 2 2
to complete the task successfully. 3 3 3
Willingness and Effort 1 1 1
He/she participated in group meetings on time and preparedly, volunteel 2 2 2
various tasks, and provided recommendations for the works that are nof 3 3 3
her responsibility.
Team Behavior 1 1 1
He/she respected teammates, contributed to the new opinions and ideas,| 2 2 2
behaviors that might humiliate teammates. 3 3 3
Communication 1 1 1
He/she gave importance to group decisions, communicated well with the | 2 2 2
promptly brought up his/her concerns regarding the group problems, exch 3 3 3
and shared information, emotion and experience with his/her teammates.
Problem Solving 1 1 1
He/she predicted the possible problems, found appropriate ways to so| 2 2 2
problems, acted an effective part in solving problems, had positive approg 3 3 3
new and original solutions.

éé.

-
-
[N
-
-
-
-
-
-

éé. . . ééecéééééeceeececeeeeeeeeeeecee
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The Feedback Form

Teacherds Op Studentés Op

Levels of Competence
Weak | Progressing | Mastery Weak | Progressing | Mastery

Cognitive Skills

Student takes into consideration all t
information/points needed in the task.

Student writes the criteria that he/she ta
into consideration while preparing the budge

Student justifies his decisions based on
related criteria.

Student creates a detailed and approp
budget.

Student shows the consistency between
decisions (regarding the menu, shopping
selection of venue) and the budget.

Student detects the possible person or gr
level problems.

Student offers creative and appropri
solutions to the possible problems. ,

Opinions and suggestions Opinions and suggestions

Weak | Progressing | Mastery Interpersonal Skills Weak | Progressing | Mastery

Students works in collaboration with ea
other and reflect this in their task repg
through their worksharing.

Students share works by taking in
consideration group

Student s take grou
related to the problems and make a grg
decision.
Opinions and suggestions Opinions and suggestions
Weak | Progressing | Mastery Intrapersonal Skills Weak | Progressing | Mastery

Student effectively plans the time given f
preparation and reflects this in the tin
schedule.

Student adapts plans, actions and priori
based on the possible problems so as to ¢
with the changing situations.

Opinions and suggestions Opinions and suggestions
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Abstract

The leadershipn the field of education is seen as a concept associated with activities, which are
carried out, beyond the status.is an expected situation that the education manaigdid the
leadership roles. However, teachers, one of the most important stakshalfl educational
organizations, need to carry out their leadership roles when necessary and to continue their
professional development to realize these row#h the research,the teachersin educatioal
organizationshave beerevaluated within the spe of leadership roledn this sense, through the
fiTeacher Leadership Scéjdat was tried to determine the expectation levels and perception levels
regarding the concept of leadership in the existing organizations of teathenmgsearch was carried

out in Manisa Demirci District with primary education teachers and branch teachers working in
primary schoolsBy means of printed forms, the data were collected by reaching 239 teachers among
the 315 teachers who worked in the related schools in the acagear 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 edch sub
dimension and total data set. MawWhitney 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 teactingnchand professional seniorityn the data set without

normal distribution. In the analysis of the relationship between expectation and percgptiamnman's

Rank i Order CorrelationAnalysis was used. According to the findings obtained, significant
difference was found in favor of thexpectation level of the teachers. However, there was no
significant difference between expectations and perception levels in terms of geadeing branch
andprofessional seniorityThere is a "weak" relationship between expectations and percepias. |

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 theyisnaitively low.
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Introduction

One of the factors that provide humbeing 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 impatant power source. Appreciate the value of knowledge and using knowledge effectively in
production period becomes necessity (¥zg°%zg¢ anc
education services providing knowledge acquisition in all socidies increasingly continued
especially since thesecond World WarBeing 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.

In2006 he Ministry of Nati onal Education conduc
Teaching Professiond and right after updated t}
fior of essi onalprehewsedgaeb, skill 0 and fAattitudes ar

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 fmed with gathering of individuals to achieve their common puspoke
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 pi®gidigation with
their Al eadershipd characteristics (Ujur and Uj
efficiencies with their influencing skills. This influence should not be limited just for students in class
but also widen with leaddrsi p behaviours involving other partr
(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 developmestsitiiition. 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) cundutteithin 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 regardendetadetship
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 organizatioch as;

1 Determining mission, vision and basic values,

91 Developing profession, coordination, control, communication, questioning, learning
and improvement systems,

1 Developing and managing supportive organizational circumstances,
1 Developing, achieving andsigning sources (human, social, economic etc.),

1 Observing and managing the relation of school with the environment.

Beyciojlu and Aslan (2010) considered | eader
behaviours with team and with their study revealbted dimensions in teacher leadership as
Al nstitutional devel opment 0, AfProfessional deve

related dimensions leadership roles that the teachers display will have positive contributions to
organization and statetimensions 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, dddine a
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 leadetshfpa different importance imchievement and
sustainmenbf thetargeed development and changiniy.can be said that volunteer and active roles
will be achieved with teacher leadership in school centered activities. It is possible that teacher
leadershp 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 (2&@9). This effect can be ordered as
taking part inprofessional 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 sysiemassociated 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
( ki Kkman, i2r8spe6t)in.pré kemvice ttainings provided in teacher training and service
training taken in profession there should be opportunities providing contribution to teacher
devel opment (Demir and K°®se, 2016 )that téaehsrs wile s t he
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, hgi constructivegiving valueto colleagues, providing participation of
others in taking decision, developing teaching period according to level of a studémg, tfeist and
giving trust, being participant and sharing will contributeptofessional deslopment.

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 beha&émiing and renewing skills of
individuals (Anag¢n and At al ay, 2017). Yeéel maz, (
teachers guiding and supporting their colleagues in terms of contribution to organizdtima. As
teacher leadershipecesitates collaborative work among teachers, it carries this situation beyond
classical leadershigefyaman, 20078 o z k u K Taktan and Tur han, 2015) .
teachers regarding this dimension can be as; helping new participant teaghmrsijrsy 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 anthidas2014). Within the scope of
leadership roles teachers are expected to be creative, affect his surrounding and contribute
organi zational changing and devel opment via thi
emphasized that teacher leadershipoisstdered 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, continuiqgofessional development and being in cooperatidtn
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 actuabsitizathed the problem of this
research and the problem sentence of research was identified like this:

AiWhat is the teachersd own expectation and pe

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 problemcesehtained
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 gertd

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 accorditprofessional 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 leadepslm working conditions. With this aim teacher leadership was
handled within the scope of institutional developmprifessional development and cooperation with
colleagues. The research seemed to be important in terms of showing teacher approaches toward
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 aedults of research. The research is limited with
the evaluations of teachers working in primary schools in ManBamirci District.

Methodology

This research in whiclkexpectationsand perceptions towards teacher leadership in schools
were searched, wamnducted according to quantitative research methods. With quantitative research
methods that are known as positive opinion, researched subject can be observed and analysed
objectively and independentl y from reigamrcher
Demirel, 2013). Generally quantitative research methods are basgesoriptiveand experimental
model s. Ac cor di n gdestriptiveknodeix revieal réality as & )s, resesarch subject is
conducted over the whole of population or sangpliepresenting population (Karasar, 2012). In this
researcldescriptivemodel from quantitative research models, was used.

Population and Sampling

All teachers working in primary schools in Manisa province Dendiisirict 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 kahin (2012) pointed at. I n
working in schools forming the population, were reached. Sagpbflecting 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 paitipants, 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 20018 academic year. Population and samgpare 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.Yél 38 22
At at ¢r k 18 18
CengizTopef Enver Ar m 19 14
Cumhuriyet 17 12
Fatih 19 15
Makine Kimyai H . ¢amte| 27 20
Mustafai Zehrai Saliha Kul 10 10
Ziya GWNokaitih p 29 23
Durhasan 16 13
Kci kl er 21 15
Mahmutlar 24 15
Esenyurt 21 18
Kargénéxkeéekl ar 13 13
Kélavuzl ar 22 18
Minnetler 21 13
Total 315 239

Distribution of teachers forming sampling according to gender, teaching branééssional
working yearvariables, is shown in Table 2.

Table 2 Distribution of Teachers Forming Sampling According to Some Variables

Variable Property f %
Female 119 49.8
Gender
Male 120 50.2
. Basic Education Teachers 87 36.4
Teaching Branch
Branch teachers 152 63.6
071 5years 71 29.7
61 10 years 77 32.2
Professional  working 117 15 years 32 134
year 167 20 years 16 6.7
217 25 years 20 8.4
26 years andver 23 9.6

Data Collection Tool

In research ATeacher Leadership Scaled devel
collect data. In development period of measurement tool totally 29 items were formed based on
literature, expert opinions for items were taken, necessary regulatienesdone later items were
evaluated by different experts, with addibd.ikert type rating scalto items measurement tool was
made ready for pré application. In measurement tool there are two main parts that participants can
mark expectation and pem®n levels of behaviours towards teacher leadership. Afteri pre
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 totdtbomrof
items were calculated. According to analysis results 4 items were takém mati application. In
measuring tool item total correl atii.ddm2 ov aMhwee se aisn

87



expectation part 1it.h7e7yo .weReeg afradi mdy aselfi.adli | ity st
retest coefficients were calculated. Within the scope of reliability level Croribatpha internal
consistency coefficient in expectationasfoundt was
as fA.950. Within fortniaght period the scale wa:
Pearson correlation <coefficient bet ween paired
whereas for percepti on d@eordingly the reliebilty of noesuning toel s fr =
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 pplications 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 aimessfarch, 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 wasompleted.

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 remeh, for each sub dimension and data set minimum, maksimum,
arithmetic mean () and standart deviatiqisd) values were examined.

In analysis of quantitative datas, in order to identify which test groups known as parametric
and nonparametric would be dsesome parameters were examined such as if data set shows normal

di stribution or not ( Kul , 2014) , some group Ssi z
Normality tests were applied to obatined datas and since number of total participants %) over
(Begtegner , 2008) Kol mogorov Smirnov Test was ba
expectation and perception parts significancy level for institutional development, professional
devel opment , cooperation wit las feund ab g=aQPluaadsitbivasd i me n |

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 Whitnealysis was used.
Gender and teaching branch variables were collected under two groups vinefessional working
year was collected under six groups. By this means as analysing expectation and perception levels
towards gender and teaching branch vaembwhich 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 analysine relationship between thlexpectation andhe perception levels
towards teacher leadership which is the last sub problem of research, Spearman Rank Correlation
Analysis was done.

Findings and Commens

In this part findings obtaineldy 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 bwards Research Problem Situation

As problem sent oMhat st lod tresclmarchd icswni expect a
l evel f or t e,dbygthiemeank ebtaidedl finditgs gan@® abmments are given in Table 3 for
expectation part and in Table 4 for perception part.

Table 3 Expectation Levels of TeachdmvardsTeacher Leadership

Dimension n Minimum Maximum X sd

Institutional
Development
Professional

239 21.00 45.00 39.0335 5.32780

239 34.00 55.00 52.6569 3.47975
Development
Colleague 239 15.00 25.00 22.9498 2.18031
Cooperation
Total 239 78.00 125.00 114.6402 9.69299

Table 4. Perception Levels of TeachdamwvardsTeacher Leadership

Dimension n Minimum Maximum X sd

Institutional
Development
Professional

239 13.00 45.00 31.0628 6.72761

239 27.00 55.00 47.2762 6.33908
Development
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 (frequeadgperally 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 déachers. 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
devel opment d i nBeingsvolunteer in participatian studiés tofivards development of
s ¢ h ogat thedhighest arithmetic average for both expectation level ()=4,677 al ways) and perc
level (3=3,981 frequently). According to these findings it can be said that teachers are in tendency of
contributingtheir institutions at the highest rate and directly by taking place in intramural activities. In
institutional d e v e | oTaking m tchardei imRrafiessiomainworking groupseirm 6 1
province, region or country lex®l got t he | avesegedor both axpectattomevd (068,93
T frequently) and perception level (x=2,76 i 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 4W&¥<p In professional

devel opment di nBelmging oolleagues ad atvauableIm@mbar of sthook x pect at i o
level as ()=4,9171 always/sd=0, 33) got the highest Raassuringpthet i ¢ me
studenté expect as (poddli lalwaye/kds0,29 got the highest arithmetic mean. For
expectati on Bkimgverampleiint gving ah Dppditunity for participating and sharing

learning activitie® got the lowest arithmetic mean as (}=4,64 i always). Similatly inpr of es si onal
development dimension item 24 got the highest arithmetic mean as (}=4,64 i always) for perception
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l evel . For per cMakng ancefiort foreeffeetive participation df@olldagues in taking
decisions about schanl g ot t dnitemetic mesreas (k4,111 frequently). According to these
findings it can be said that reliability level of students towards teachers is considered as an important
indicator on behalf oprofessional development. According to item 24 that got the bigbant 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 thegrofessonal 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 tadifferentideas in terms of theprofessional development.

Arithmetic averagedor colleague cooperation dimension were found as 22,94 (always) for
expectation level whereas for perception level they were found as 19,36 (frequentdg)league
cooperation di hapmgteacher candidatest teimee feacliers and nepppinted
teachers got the highest arithmetic average for both expectation level (}=4,77 i al way s) and
perception level (}=4,327 al ways) . I n coll eague c Patipimtingini on di
studies or researctproject processes (preparing;onducting and participating) g ot the | ow
arithmetic average for both expectation level (34,31 1 aways) and perception level (3=3,30 i
sometimes). According to the findings obtaned over this dimension it can be said that embracing new
participantsand 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 tvat i 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 strctures in organization play role at this point.

Findings and Comments owards First Sub Problem of Research

As the first sub problem sentence of resear
expectations and perceptions of teachers towards rreachee ader shi p?0, the find
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 TotdbwardsTeacher Leadership According Expectation and Perception Levels

Dimension Level N Mean Rank Rank Sum U p

_— Expectation 239 317.23 75818.00
Institutional

9983.000 .000
Development

Perception 239 161.77 38663.00
Professional Expectation 239 308.90 73827.00
Dre?/SISoS;;(r)nn:nt 11974.000  .000
Perception 239 170.10 40654.00
Coll Expectation 239 311.12 74358.50
Coonataton 11442500  .000
P Perception 239 167.88 40122.50
Expectation 239 319.88 76452.50
Total 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 considesednaexpected situation, the research
shows consistency with the obtained findings towards research problem situation.
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Findings and Comments dwards Second Sub Problem of Research

As the second sub probl em s ent dfferenee betlveerr e se ar
expectations and perceptions of teachers towar
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 perceppart.

Table 6. Mann Whitney U Analysis Showing the Difference of Expectation Points of Teachers for
Each Dimension and TotedwardsTeacher Leadership According to Gender Variable

Dimension Gender n Mean Rank Rank Sum U p
ituti Female 119 126.86 15096.50

Institutional 6323.500 195
Development Male 120 113.20 13583.50
i Female 119 127.24 15141.00

Professional 6279.000 092
Development Male 120 112.83 13539.00
) Female 119 121.57 14467.00

Colleague Cooperation 6953.000 .720
Male 120 118.44 14213.00
Female 119 126.16 15013.50

Total 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 differen@bs)pbhis 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 Showinthe Difference of Perception Points of Teachers for Each
Dimension and TotdbwardsTeacher Leadership According to Gender Variable

Dimension Gender N Mean Rank Rank Sum U p

ituti Female 119 125.53 14938.00

Institutional 6482.000 218
Development Male 120 114.52 13742.00
i Female 119 124.63 14830.50

Professional 6589.500 302
Development Male 120 115.41 13849.50
Female 119 125.05 14881.50

Colleague 6538.500  .259
Cooperation Male 120 114.99 13798.50
Female 119 125.36 14918.00

Total 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 differend®)p>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 Commentstowards Third Sub Problem of Research

As the third sub problem sentence of resear
expectations and perceptions of teachers towar ds
the findings and comments obtained assait 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 TotedwardsTeacher Leadership According to Teaching Branch Variable

Dimension Teaching Branch n Mean Rank Rank Sum U p

ituti Basic Education Teacher 87 121.06 10532.50

Institutional 6519.500 856
Development  Branch Teacher 152 119.39 18147.50
i Basic Education Teacher 87 125.63 10930.00

Professional 6122.000 320
Development Branch Teacher 152 116.78 17750.00
Basic Education Teacher 87 127.78 11116.50

Colleague 5035500  .178
Cooperation Branch Teacher 152 115.55 17563.50
BasicEducation Teacher 87 124.29 10813.00

Total 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 chaogeling 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 TotdbwardsTeacher Leadership According to Teaching Branch

Dimension Teaching Branch n Mean Rank Rank Sum U p

ituti BasicEducation Teacher 87 115.67 10063.00

Institutional 6235000 463
Development Branch Teacher 152 122.48 18617.00

i Basic Education Teacher 87 112.60 9796.00

Professional 5968.000 209
Development Branch Teacher 152 124.24 18884.00
. Basic Educatiomeacher 87 122.44 10652.50

Colleague Cooperation 6399.500 .678
Branch Teacher 152 118.60 18027.50
Basic Education Teacher 87 116.39 10125.50

Total 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).

situation can be interpreted as perception level does not clhangeling to teaching branch about

This

teacher leadership and the perception points of basic education and branch teachers towards teacher

leadership are equal.

Findings and Commentstowards Fourth Sub Problem of Research

As the fourth sub problem sentencd

expectations and perceptions of teachers towards teacher leadership according to Professional working

year?0, the findings

research i s

and

comment

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
towardsTeacher Leadership According to Professional Working Year Variable

ProfessionalWorking Year N Mean Rank X? df p
0i 5 71 123,32

61 10 77 111,86

117 15 32 121,25

167 20 16 133,56 2303 5 806
2171 25 20 129,75

26 years and over 23 117,33

Total 239

According to Table 10 the total points got towatdacher leadership at perception level
depending on Professional working year do not show significant differefisg,803, sd=5, p=.806).
This situation can be interpreted as perception level does not change according to Professional
working year about scher 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
towardsTeacher Leadership According to Professional Working Year Variable

Professional Working Year N Mean Rank X2 df p
07 5 71 119,63

67 10 77 116,44

117 15 32 113,03

167 20 16 104,50 9.094 5 105
217 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 differerie8,(94,df=5, p=.105).
This situation can be interpreted as perception level does not change accorgigessional
working year about teacher leadership and the points of teachers towards teacher leadership according
to Professional working year, are equal.

Findings and Commentgowards Fifth Sub Problem of Research

As the fifth sub problem sentence of researc
perceptions of teachers towards teacher |l eader sl
of Spearman Rank Correlation Analysis were given in Table 12.

Table 12 Spearman Rank Correlation Analysis Showing the RelatietweenExpectation and
Perception Level Total Points of Teachers

Variable N rs p

Expectatiori Perception 239 .346 .000

According to Table 12, there is a weak relation between total points got at expectation
perception level towards teacher leadership.34, p=.00). Within the scope of research this situation
can be considered as while teachers are evaluating actuaibosittaards 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 weoati@mirous
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 tarmieationed 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
D¢ z k,®29168). 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 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 ofpr of essi onal devel opment (¢eli ktak, Sonl u,
these changes the ortance 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 ofi@dacal in presentation of
education services, increase in parallel to experienced develop(Egpsnan & Riedler, 2009)
Teacher leadership held within the scope of research and expectations towards teachers come out in
the frame of this leadership appch 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 scopedefship roles,
continue theiprofessional 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 irréture. 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 finmogs. 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 aaubjattwhat 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 poinhdre 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) stafe 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 (Demp<26d.@j.al.

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 participatingttmli®s 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 bessarted. 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 aboti 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 situatieadimgueacher 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 maintainirigaglership is expertise
power. It is possible to maintain expertise power defined as special skill, knowledge and abilities of
leader (Can, 2010) vigrofessional development. As a dimension of teacher leadership for
pr of essi onal jand @018 kg thee studentkd 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 teadh&intain his
professional knowledge amtofessional 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 supportipgofessional develments 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 teprogessgional
development. Abouprofessional development the highness of readiness level of teachers can be seen
as an important advantage on behalf of incresing qualitgdoication. In order to maintain this
situation doing legal regulations that will open the ways of teachepsofessional development,
increasing personal benefits, using various motivating equipments and organizing trainings can be
suggested to educationanagers.

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 amongathers 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 pagticipant
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 teachemater 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 studig®ject
point . It can be said that there is the effect
state that forming effective school culture and open school climate can increase volunteer participation
to these kinds of behaviours. It can be s#jgd 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.

95



References

Anagg¢n, k. & AS an afy, © JNr. e t(n2e0Onli7 ) a d aiyslianreé niélni kgkiirni Ky
al gaeanrme.t Aki f Ersoy | ni veyr4s 298ie383i Ejitim Fak

Archibald, S.,Coggshall, J. G., Croft, A., &oe, L. (2011). High quality professional development
for all teachers: effectively allocating resourcd®esearch & Policy Brief. National
Comprehensive Center for Teacher Quality

Beycikd]j !l &, Asl an, B. (2010) . e-¥drrleitkmewie dljglrermah d @ i |
KI k°J retd9(2n7682in7I75 n e

Bozkuk, K., Taktan, ¥Mr et&meTnulrehrainnd el n ¢(ti2men5i) I i K K i
beklentileri International Journaof Human Scienced? (1), 298 326.

B¢t ener, S. ., ¥, (T2068).l Kitapliemc eK-lékrPejsrieertii ma nCanll i
7 (1), 6i 8.

Beyek®ozt or k, k., ¢ akmak, E. & Bemijrel, A K2PL3nBijlimse . E. ,

Ara&r ma Y flnfhtEda) Mhkara: |Pegem Akademi.

Can, N. (2006).¥] r et men l'iderlijmadar ¢qel i «lt i. rfgieiyemetsi antd e
l'niversitesi Sosyal,21Ba9i 868l er Enstitg¢se¢e Dergi

Can, N. J(r2e0tOnve)n. |¥ der bujibebecéetkeléeni g&eiyee K1 ekt i
lni versitesi Sosyal,22B263 2861 er Enstit¢gse Dergi

Can, N. (2009)¥] r et menl erin sénéfta.@a&ziokmtladm |lnidwear g ikt
Bilimler Dergisi, 8 (2),3851 399

Can, N. (2010 ] r et me n (2L Ed) Ankdrai Regem Akademi.

Cheng, Y., Tam, W.& Tsui, K. (2002), New conceptions of teacher effectiveness and teacher
educationinnewcentuiHong Kong TeacheX $d9.Centre Journal

¢teli ktak, OGJ.,S.¥z8§HDNAdluSy, Y. (2015) . End¢striyel
m¢hendi sl i Ji ATnMM®B Maakriintaas®¢e hendi sl er i Odasé
Dergisi, 56(662), 24i 34.

Daj , K. & G° kStegnrékf, yP.ne(t2 0l h)d.e I° ndeetril mikn.evhek altikdeel r
Journal of Academic Social Science Studids 1711 184.

Demir , E. & K¥jsreet nMe.n | (e2iGjn6 )rhoalk kmadel |°Akademtikme n g°
Bakeéek ,B338ighi.s i

Demir, K. (2015).The effect of organizationalust on the culture dfeacher leadership in primary
schools Educational Sciences: Theory & Practjdé (3), 6217 634,

Dempster N., Townsend T., Johnson G., Bayettqg A., Lovett, S. & Stevens E. (2017).Shared
Leadership Leadership and Literacy:Principals, Partnerships and Pathways to
Improvement - i Nd86f 77Ksvi-re, Cham: Springer.

Desimone, L, M.,Porter, A. C., Garet, M. S., Yoon, K. & Birman, B. F. (2002). Effects of

Professionad e vel op ment on treswtsfrone a thke@ 1 Vieanlengitudinalt i o n
study.Educational Evaluation and Policy Analysi (2),8171 112.

96



Eryaman, M. Y. (2007). From reflective practice to practical wisdom: Toward afquoxiational
teacher educatiomternational Journal of Progressive Educatj@{l), 87#107.

Eryaman, M. Y. & Riedler, M. (2009From interpretive progressivism to radical progressivism in
teacher education: Teaching as praxis. In M. Y. Eryaman (Eet¢r McLaren, education,
and the struggle for liberatiarCresskill, NJ: HamptoRress.

KI'fjan, RAjreéetmaBhler i-in et kilUkabkne;siiekar gietl @ xii mSd
Dergisi, ¥ z e | Siabg. é 41

Karasar, N. (2012Bi | i ms el Ar g2adtEd) Ankara:\oheltYaymi

Kul, S. (2014). Uygun PsearbsBksgeniDessd, s26i m k

Lieberman A. & Miller, L. (2007). Transforming professional developmeninderstanding and
organizing learningcommunities Hawley, W., D. ve Rollie, D., L. (Ej. The Keys To
Ef fective School s: Educati on@fEdRe®® 116). As Cor
Californiya: Corwin Press

MEB (2017).¥]7 r et menl i k Mes | ej i AnCkeanred: Y¥ejtreertlmen kYetriikt
Genel Mederl ¢7 ¢ .

¥7g9g°z&e At8l ganlLi dler(2R1ZYVi I 1l eri, ©°r gicKastakgni t ¢r ¢
EJ i ti m,2D@)1801Lisl818

¥zt eor k, N. & Epihiinm Srgdt2l0dr7i)nde °rge¢t Thyket ¢r ¢
et kil eki mi gKInk @j ae §©lb (@) klastLid#es e

Smylie, M. A. & Eckert, J. (2008 Beyond superheroes and advocacy: The pathway of teacher
leadership developmeriEducational Management Administration & Leadershkif (4) 556
i 577.

Strong, L.E.G.,& os hi da, R. K. (2014) . edicatamalltlanats: Gurreani t o n o
perceptions from an acceptable instrumé&uducational Studies: A Journal of the American
Educational Studies Associatids0(2), 123i 145.

kahi n, B. (204am®n é° jMen Pidlail mq &€Id . ;Nr a k(BEd)nma(10%i° nt e ml €
130). Ankara: Ané Yayéncél ék.

ki mcek, A. (2012). Ar aktSasnaalmoRliellilmelrer.d &% Arkaekkt, é
Ed) i - i inldC7 )(.80Eski kehirii Yawp&mol arédni versites

ki kman, B i t(i2rd 0Bi) (16" Bd.).AmkarasPegamiademi.

Toffler, A. (1980Q. The Third WaveNew York William Morrow And Company, Inc.

Ujur, S. S. & Y9 niodit ve Uderlik @0 E4dneé.wd fsaerkk | e bE kIl ar én
Organizasyon ve Y°e@tie2an3®i | i ml er i Dergi si
Ujurl u, c., T. ¥& r¥éitmemn)] e¥in(2PL4é&) menvaltiachamrlkil jéik

davr anéklLlBwrcéan aEjeittkiing i F38B8G)I156. e s i Der gi si

Wenner, J. A. &Campbell, T. (2017)The theoretical and empirical basis of teadeadership:A
review of the literatureReview of Educational Resear@v (1), 134i 171.

97



Yazec&D¢ ZEkay a, H. (2016) . End¢stri devriminde d°
dalgaend ¢ stri deviEijmitmen az&msm@a? Bilimler Der
[Journal of Education and Humanities: Theory and Practi¢e{13), 49 88.

Yel maz, K., Oj uz, A. ¥])&r eAlnteénn keuritn, |IY.de(enD k7 )d.av
o zerklijini destekl emddadavtapek!| arn&deasasenda
Dergisi[H. U. Journal of Educatidn 32 (3), 6591 675

Yél ma& YéNmaz, Y. (2005) . Parametri k ol mayan tes

kulané meée:i 20DPR5 ar asé Yaoakar [iEgetsied SagyaBilimler
Enst i tgsis7(3), I¥éirlo9.

98



Professonal Development hrough a Web-Based Educaion System: Opnionsof Middle
School Mathematts Teachers

DilekTané&xk| e
Anadolu University

Gezde Ayber
Anadolu University

Nil ¢fer Ko°se
Anadolu University

Melih Turgut °
Eskisehir Osmangazi University

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 andnligdan related to the algebra learning
content and also to give feedback to these contents prepared. In this study, it was aimed to determine
teacher sd opi ni-lmaged edachtionudystern. dreclime witke this aim, at the end of
application, semstructured interviews were conducted with twelwathematics teacherfn 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 regardingtkessptaking place from

the design stage to the application stage of the-baslkd education system were specified to
determine the opinions of teacheegardingthe system. According to the results obtained, it was
observed that teachers generally likbe design of the system. When teacbersnions 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 prepavdthithie
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 notlapp all learning environments. The general opinion of
teachers about their satisfaction with the welsed education system is that they are satisfied with the
system. They emphasized that teachers get detailed information about certain algebrais aodcept
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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 developmenLearning trajectory, Webased 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
learningis a structured and organized procdbat is,this process is related #training program
received by teachersTherefore, pstgraduate education, -gervice training, seminars, etc. are
included in this proces$lowever,i nf or ma | Il ear ni ng,individual éxgerienced at e d
(Gann & Friel, 1993; Grosemans et al., 2015). Both ways of learning affect the teaching and learning
process of teachers. However, there is also a need for professional developmemtspimerssure the
continuity of learning and to increase the qualification of teachers. Whereldted literature is
examined, it is observed that thesdststudies on professional development in different contexts. It is
noteworthy that some of theseidies are aimed g@irofessional development ofathematics teachers
(Ball & Cohen, 1999; Sztajn, Campbell & Yoon, 2011; Wieland, 2011; Jor@$& r, 20ELnHuber,
2011; Snoek, Swennen & Van Der Klink, 20Phtel, Franco, Miur& Boyd, 2012; Borko, Kodher
& Jacobs, 2014 These studies show that teachers have made progress in the context of pedagogical
content knowledge and experienced positiv-e chang
Swars, 2015).In Turkey, the shortcomings in teadhersc o mpet ences stand out
pedagogi cal content knowledge of mathematics t ea
& D°nmez, 2011; G kkurt & Soyl u, 2 Odnramberoafn é k | &,
these shortcomings mdne related to the quality of the undergraduate education of teaghmmnber
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 teachersTiurkey has been ensured by the Ministry of
National Education (MoNE) hservice Training Department, and locally by governorates since 1982.
In addition to these, professional development activities are maintained through the seminars held
withintheschol , and projects conducted by the ®EIONE, ut
al., 2012). Nevertheless, in addition to-garviceteachertraining they receive, it is important to
monitor what teachers learn in this training, how they integhatie hew 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, igervice 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
compulsoy andusually provided during summer holidays, A@dm breaks, at weekends or outside
school hours. Therefore, teachers need to allocate additional thragtot 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-wabed education systems in which teachers can
get help from the environmentinday és worl d in which the interne
lives. Indeed, it is noteworthy that such systems are used to provide the professional development of
teachers and become widespread with each passingkday& Tsai, 2009; Waheed et al2011;
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 teadwrs\(Vu & Tsai, 2011; Chien, Kao,
Yeh & Lin, 2019. Therefore, in addition to thesnvestigations, it can be said that there is a need for
studies, which investigate the professional development of teachers throudiaseebsystems 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 cabderaed.

Along this direction, in the context of this paper, a welsed education system that is
independent of time and place was developed, and -geamoproject study was planned to ensure the
professional development of mathematics teachers. Thee sifahe project is to design a wieased
portal to ensure professional development of mathematics teachers, where the teachers design their
own Hypothetical Learning Trajectories (HLTi(non, 199% regarding teachintgarning algebra
activities in Turksh 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 deeplyctiyirdgshe learning

routesof students with regard to a mathematical concept, in other words, defiraagraapfor their

progress in the process of learning (Simon, 1995; Zembat, 2016). Within the scope of this project,
each teacher designed HLT througlebbased 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 firsbfydw 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 welbased edeation 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 wéddased educatioaystem?

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 ergonomichasbd education system based on HLTSs. It
is also believed that this study is importantéenms 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 WebBased Education System

Three stages were taken into consideration when degignwebbased education system
namedXXXX (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, theoretitgperspectives (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 environoemthenname of the
relevant websitexxxx.edu.tr

As provided in Figure 1, the introductory video of the project was placed on the main page of
the webbased education system. Furthermore, buttons, which enable the teachers who wish to
participate in the qoject to register in the system and then log in, were placed on this page.

LOGIN SING UP

Figure1.The Main Page Screen with the Project.

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 fmchers 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 arabmin (project coordinator).

i = O
Ah ' ’\‘,'
e )

HOW TO USE WEB SIiTE WHAT IS THE WHAT IS THE HYPOTHETICAL SAMPLE OF HYPOTHETICAL
CONSTRUCTIVISIM? LEARNING TRAJECTORIES? LEARNING TRAJECTORIES
AND LESSON PLAN

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 webbased education system. In this context, trembership 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 weneoderators 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 hird stage of the design of the wbhsed 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 andnieséces. 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 caramine 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) leafjegiives.
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 ploetal 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 previowgsgron order to pass to the next
process, and the moderator must approve the teac
be considered as a key tool in the context of the web portal.

The processes appear in grey if the teacher who has dfsetéask 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 tlprocess 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 webbased education system, communication between moderators (researchers) and
users (teduers) 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 screergh@wn in Figure 4. Furthermore,
moderators are automatically informed bynail of the interactions of teachers regarding the system,
similarly, the teachers are automatically informed of the interactions of moderatersdily e

/ \

@

Reflection
Qestions

<=
Figure 4. Appearance fathe 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 pnafledsieelopment
over the wekbased education system. Phenomenology is a qualitative research model that examines in
depth the phenomena that we are aware of but are not knowledgeable emoughdo not think
enough about (Creswell, 2009; FrankeMg@ga | | e n 2000; Yél déerém & ki mke
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 haxperiencevere consided 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

Phenomenol ogi cal
regard to a phenomenon or concept (Creswell,

with

research

describes tdse
2013). Therefore, data sources in

phenomenological studies are individuals or groups who have experienced the phenomenon that the

research

f ocuses

on, and

who

this context, the participant group of this study which aims to determine the opinions of middle school
mathematics teachers on the wWesed education system consists of 12 teachers working at middle

school s

i n

E stdadhingentaihematipsrtd@yraden students in the 202018 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)
T, Faculty of Education Bachelor 10
T, Faculty of Education PhD Canditate 4
Ts Faculty of Education PhD Canditate
T, Faculty of Education PhD Canditate 11
Ts Faculty of Education Bachelor 6
Te Faculty of Education Bachelor 1
T, Faculty of Education Master of Science Canditate 4
Ts Faculty of Education Bachelor 15
Ty Faculty of Education Master of Science 3
T1o Faculty of Education Bachelor 13
T11 Facultyof Education PhD Canditate 10
Tio Faculty of Education Bachelor 5
Data Collection Tools
Thesemist ructured interview technique that pro
ki mkek, 2011) was wused as t d¢bwin theaopimonsobthelteachérs o n

regarding the use of welmsed portal. In this context, a sestriuctured interview form was prepared

by the project coordinator for the problems and opinions regarding the functioning of the system, its
context, strongand weak aspects. The interview questions in the form were then presented to two
faculty members together with the expert opini